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Editor’s Note


■ This is the last issue to include book notices submitted by the readers.
Starting in the summer issue, book notices (i.e., one-paragraph descrip-
tions of recent publications) will be compiled by the book review editor.


In this Issue


■ The lead article in this issue examines the relationship between the
language learner, the social context, and individual identity. The next
two articles, both classroom-based research studies, report on teacher
responses to ESL compositions and the teaching of communication strate-
gies. Grammar teaching is the focus of the next two articles. Whereas the
first deals with theoretical issues in teaching grammar, the second reports
on a study of adult learners’ acquisition of past tense. Both articles, how-
ever, present examples of pedagogical strategies for teaching grammar.
The final article discusses how learners can become more involved in their
own learning process.


● Maintaining that second language acquisition theorists have not devel-
oped a comprehensive theory of social identity, Bonny Norton Peirce
argues for a concept of the individual that depicts individual identity
as multiple, a site of struggle, and subject to change. In the article,
she reports on her study of immigrant women in Canada to illustrate
the complex relationship between language learners and the target
language, arguing for a concept of investment rather than motivation
to explain learners’ often ambivalent desire to speak. In closing, Peirce
maintains that second language teachers need to help language learn-
ers claim the right to speak outside of the classroom, and she suggests
what she terms classroom-based social research as a pedagogical strategy
to help learners improve their language learning outside of the class-
room and claim the right to speak.
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● Dana Ferris reports on ESL students’ reactions to teacher response
in a multiple-draft composition setting. Surveying the students in
two levels of a university ESL composition course, Ferris found that
students pay more attention to teachers’ comments on their prelimi-
nary drafts than to final drafts, that they pay the most attention to
comments on grammar, and that overall they find their teachers’
comments helpful. The survey also showed that students had a variety
of problems in understanding their teachers’ comments. In conclu-
sion, Ferris discusses the implications of the study in terms of the
role of grammar feedback, the need to clarify teachers’ responding
behavior, and the role of positive comments versus constructive crit-
icism.


● In another classroom-based research study, Zoltán Dörnyei examines
whether or not communication strategies can be taught. He suggests
three possible reasons for the controversy surrounding the teachabil-
ity of communication strategies: the use of indirect evidence to sup-
port claims of teachability, the range of strategies included in dis-
cussing communication strategies, and varying definitions of the
concept of teaching. He then reports on his study of communication
strategy training with Hungarian secondary students. The results of
the study suggest that both the quality and quantity of learners’
use of some communication strategies does improve with focused
instruction.


● In the first of two articles on grammar teaching, Rod Ellis points out
that traditional grammar teaching has focused on having learners
produce specific grammatical structures. Ellis argues that such an
approach does not take into account the fact that learners pass
through a number of stages in learning the language so that requiring
them to produce particular structures may be difficult. Hence, he
proposes an alternative approach to grammar teaching that focuses
learners’ attention on a target structure using what he terms interpreta-
tion tasks. In the article, Ellis provides a rationale for this approach
to grammar teaching and delineates principles for designing interpre-
tation tasks.


● Kathleen Bardovi-Harlig and Dudley W. Reynolds report on the
results of a study of adult learners’ use of the simple past tense. The
study shows that the acquisition of the past tense occurs in stages
that are determined by the meaning of verbs termed the lexical aspect
of verbs. The study suggests that even advanced language learners
have a low rate of appropriate use of the simple past tense with
activity and state verbs and with the use of the past with adverbs of
frequency. Supporting Ellis’s emphasis on teaching grammar through
focused practice, they close by describing a pedagogical approach for
increasing the appropriate use of the past tense by providing students
with contextualized examples of the past tense in authentic texts and
by using focused noticing exercises.
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● In his article, David Nunan explores ways in which the relationship
between teachers and learners and teaching and learning can be
strengthened. Specifically he examines how this relationship can be
strengthened in terms of experiential content, the learning process,
and language content. He argues that in all domains the key is learner
centredness, which he maintains is not an all-or-nothing concept but
a relative matter ranging from awareness to transcendence. Through-
out the article, he provides examples of activities that can be used to
increase the depth of learner involvement in the learning process.


Also in this issue:


● The Forum: Chris Hall’s commentary on Joy Reid’s “Responding to
ESL Students’ Texts: The Myths of Appropriation” is followed by a
response from the author. Rebecca L. Oxford and John M. Green
respond to a Brief Reports and Summaries article, “Learning Strate-
gies and Learning Environments,” written by Virginia LoCastro. Fi-
nally, Dilin Liu and B. Kumaravadivelu exchange comments regard-
ing B. Kumaravadivelu’s article, “The Postmethod Condition:
(E)merging Strategies for Second/Foreign Language Teaching.”


● Brief Reports and Summaries: Nancy Clair reports on a qualitative
study investigating the beliefs, practices, and professional develop-
ment needs of three mainstream classroom teachers who have ESL
students in their classes.


● Teaching Issues: Felicia DeVincenzi exchanges views with J. Charles
Alderson and Caroline Clapham on language tests and ESL teaching.


● Reviews: Kenneth Rose reviews Patsy M. Lightbown and Nina Spada’s
book How Languages are Learned. Eleanor Kutz, Suzy Q. Groden, and
Vivian Zamel’s The Discovery of Competence: Teaching and Learning with
Diverse Student Writers is reviewed by Trudy Smoke, and Kimberley
Brown reviews Braj Kachru’s second edition of The Other Tongue.


● Book Notices: Four ESL texts are highlighted in this section.


Sandra McKay
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NEW WAYS SERIES II
TESOL invites contributions to nine new volumes of innovative classroom techniques.


Moving beyond the traditional skills-based approach to language instruction, New Ways
Series II offers volumes on how to incorporate technology, culture, innovative assessment,
content-based lessons, authentic materials, communicative games, drama, and literature into


many kinds of classroom activities and settings. Series editor is Jack C. Richards. The
following specialists will edit each volume:


● Tim Boswood, Using Technology in Language Teaching


● Donna Brinton, Content-Based Instruction


● J.D. Brown, Using Alternative Assessment in Language Teaching


● Alvino Fantini, Teaching Culture


● Ruth Larimer, Using Authentic Materials in Language Teaching


● Marilyn Lewis, Teaching Adults


● Deborah Short, Teaching English in Secondary Programs


● Makhan Tickoo, Using Communicative Games in Language Teaching


● Valerie Whiteson, Using Drama and Literature in Language Teaching


Guidelines for contributors
TESOL professionals are invited to contribute to one or more of the series. More than one
contribution may also be submitted for any particular book in the series. Contributors will not


be paid but their names will appear with their submissions.


How to contribute
Contributors should send a request for guidelines, indicating the volume to which the
contributor would like to submit manuscripts, to TESOL Central Office. Include a self-
addressed envelope with US$.64 postage for every two sets of guidelins requested. Requests
for more than two sets of guidelines will require additional envelopes with postage provided.
Members outside the US do not have to provide postage on their envelopes. Detailed
guidelines will then be provided on how to develop, reference, and format submissions and to
which address to send them. Contributors must follow the submission guidelines. Send a self-
addressed envelope with your request for guidelines.


To: TESOL Central Office ● New Ways Series ● 1600 Cameron St., Suite 300l


Alexandria, Virginia 22314-2751 USA
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Social Identity, Investment, and
Language Learning*
BONNY NORTON PEIRCE
Ontario Institute for Studies in Education


The author argues that second language acquisition (SLA) theorists
have struggled to conceptualize the relationship between the lan-
guage learner and the social world because they have not developed a
comprehensive theory of social identity which integrates the language
learner and the language learning context. She also maintains that
SLA theorists have not adequately addressed how relations of power
affect interaction between language learners and target language
speakers. Using data collected in Canada from January to December
1991 from diaries, questionnaires, individual and group interviews,
and home visits, the author illustrates how and under what conditions
the immigrant women in her study created, responded to, and some-
times resisted opportunities to speak English. Drawing on her data
analysis as well as her reading in social theory, the author argues
that current conceptions of the individual in SLA theory need to be
reconceptualized, and she draws on the poststructuralist conception
of social identity as multiple, a site of struggle, and subject to change
to explain the findings from her study. Further, she argues for a
conception of investment rather than motivation to capture the complex
relationship of language learners to the target language and their
sometimes ambivalent desire to speak it. The notion of investment
conceives of the language learner, not as ahistorical and unidimen-
sional, but as having a complex social history and multiple desires.
The article includes a discussion of the implications of the study for
classroom teaching and current theories of communicative compe-
tence.


Everybody working with me is Canadian. When I started to work
there, they couldn’t understand that it might be difficult for me
to understand everything and know about everything what it’s
normal for them. To explain it more clearly I can write an


*Earlier drafts of this paper were presented at the Social Issues/Social Change Conference
in Toronto, Canada, in July 1993, and the 28th Annual TESOL convention in Baltimore,
United States, in March 1994.
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example, which happened few days ago. The girl [Gail] which
is working with me pointed at the man and said:
“Do you see him?”—I said
“Yes, Why?”
“Don’t you know him?”
“No. I don’t know him.”
“How come you don’t know him. Don’t you watch TV. That’s
Bart Simpson.”
It made me feel so bad and I didn’t answer her nothing. Until
now I don’t know why this person was important.


Eva, February 8, 19911


No researcher today would dispute that language learning results
from participation in communicative events. Despite any claims
to the contrary, however, the nature of this learning remains
undefined.


Savignon, 1991, p. 271


H ow would second language acquisition (SLA) theorists conceptu-
alize the relationship between Eva, an immigrant language


learner, and Gail, an anglophone Canadian, both of whom are located
in the same North American workplace in the 1990s? Because they
have struggled to conceptualize the relationship between the individual
language learner and larger social processes, a question such as this
poses a problem for SLA theorists. In general, many SLA theorists
have drawn artificial distinctions between the language learner and
the language learning context. On the one hand, the individual is de-
scribed with respect to a host of affective variables such as his/her
motivation to learn a second language. Krashen (1981, 1982), for
example, has hypothesized that comprehensible input in the presence of
a low affective filter is the major causal variable in SLA. In Krashen’s
view, this affective filter comprises the learner’s motivation, self-confi-
dence, and anxiety state—all of which are variables that pertain to the
individual rather than the social context. Furthermore, the personality
of the individual has been described unidimensionally as introverted
or extroverted, inhibited or uninhibited, field dependent or field inde-
pendent. 2 With reference to these theories, Eva might be described as
someone who is unmotivated with a high affective filter; perhaps an
introverted personality who is unable to interact appropriately with
her interlocutors. Or she might be portrayed as a poor language learner
who has not developed sociolinguistic competence.


1Quoted in Peirce, 1993, p. 197. Eva explained that the man her co-worker pointed to had
a “Bart Simpson” t-shirt on. Spelling mistakes in the original have been corrected.


2See Brown (1987) for an overview of the literature on personality variables and language
learning.
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Other theories of SLA focus on social rather than individual variables
in language learning. The social frequently refers to group differences
between the language learner group and the target language group
(Schumann, 1976). In this view, where there is congruence between
the second language group and the target language group, what Schu-
mann (1976) terms social distance between them is considered to be
minimal, in turn facilitating the acculturation of the second language
group into the target language group and enhanced language learning.
Where there is great social distance between two groups, little accultur-
ation is considered to take place, and the theory predicts that members
of the second language group will not become proficient speakers of
the target language. Supporters of the Acculturation Model of SLA
(Schumann, 1978) might argue that despite the fact that Eva and Gail
are in contact, there is great social distance between them because
there is little congruence between Eva’s culture and that of Gail. For
this reason, Eva might struggle to interact successfully with members
of the target language community.


Because of the dichotomous distinctions between the language
learner and the social world, there are disagreements in the literature
on the way affective variables interact with the larger social context.
For example, although Krashen regards motivation as a variable inde-
pendent of social context, Spolsky (1989) regards the two as inextrica-
bly intertwined. Although Krashen draws distinctions between self-
confidence, motivation, and anxiety, Clement, Gardner, and Smythe
(quoted in Spolsky, 1989) consider motivation and anxiety as a subset
of self-confidence. Although Krashen considers self-confidence as an
intrinsic characteristic of the language learner, Gardner (1985) argues
that self-confidence arises from positive experiences in the context of
the second language: “Self-confidence . . . develops as a result of posi-
tive experiences in the context of the second language and serves to
motivate individuals to learn the second language” (p. 54).


Such disagreements in the SLA literature should not be dismissed,
as Gardner (1989) dismisses them, as “more superficial than real”
(p. 137). I suggest that this confusion arises because artificial distinc-
tions are drawn between the individual and the social, which lead to
arbitrary mapping of particular factors on either the individual or the
social, with little rigorous justification. In the field of SLA, theorists
have not adequately addressed why it is that a learner may sometimes
be motivated, extroverted, and confident and sometimes unmotivated,
introverted, and anxious; why in one place there may be social distance
between a specific group of language learners and the target language
community, whereas in another place the social distance may be mini-
mal; why a learner can sometimes speak and other times remains silent.
Although muted, there is an uneasy recognition by some theorists that
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current theory about the relationship between the language learner
and the social world is problematic. Scovel (1978) for example, has
found that research on foreign language anxiety suffers from several
ambiguities, and Gardner and MacIntyre (1993) remain unconvinced
of the relationship between “personality variables” (p. 9) and language
achievement.


The central argument of this paper is that SLA theorists have not
developed a comprehensive theory of social identity that integrates
the language learner and the language learning context. Furthermore,
they have not questioned how relations of power in the social world
affect social interaction between second language learners and target
language speakers. Although many SLA theorists (Ellis, 1985; Kras-
hen, 1981; Schumann, 1978; Spolsky, 1989; Stern, 1983) recognize
that language learners do not live in idealized, homogeneous communi-
ties but in complex, heterogeneous ones, such heterogeneity has been
framed uncritically. Theories of the good language learner have been
developed on the premise that language learners can choose under
what conditions they will interact with members of the target language
community and that the language learner’s access to the target lan-
guage community is a function of the learner’s motivation. Thus Gard-
ner and MacIntyre (1992), for example, argue that “the major charac-
teristic of the informal context is that it is voluntary. Individuals can
either participate or not in informal acquisition contexts” (p. 213).
SLA theorists have not adequately explored how inequitable relations
of power limit the opportunities L2 learners have to practice the target
language outside the classroom. In addition, many have assumed that
learners can be defined unproblematically as motivated or unmoti-
vated, introverted or extroverted, inhibited or uninhibited, without
considering that such affective factors are frequently socially con-
structed in inequitable relations of power, changing over time and
space, and possibly coexisting in contradictory ways in a single indi-
vidual.


Drawing on a recent study (Peirce, 1993) as well as my reading in
social theory, I will propose a theory of social identity that I hope will
contribute to debates on second language learning. This theory of
social identity, informed by my data, assumes that power relations play
a crucial role in social interactions between language learners and
target language speakers. In March 1991, for example, when I asked
Eva why the communication breakdown between her and Gail had
taken place, Eva indicated she had felt humiliated at the time. She
said that she could not respond to Gail because she had been positioned
as a “strange woman.” What had made Eva feel strange? When I
analyzed Eva’s data more closely, I realized that Gail’s questions to Eva
were in fact rhetorical. Gail did not expect, or possibly even desire a
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response from Eva: “How come you don’t know him. Don’t you watch
TV. That’s Bart Simpson.” It was Gail and not Eva who could deter-
mine the grounds on which interaction could proceed; it was Gail and
not Eva who had the power to bring closure to the conversation. If,
as Savignon (1991) argues, language learning results from participa-
tion in communicative events, it is important to investigate how power
relations are implicated in the nature of this learning.


I therefore take the position that notions of the individual and the
language learner’s personality in SLA theory need to be reconceptual-
ized in ways that will problematize dichotomous distinctions between
the language learner and the language learning context. I argue that
SLA theory needs to develop a conception of the language learner as
having a complex social identity that must be understood with refer-
ence to larger, and frequently inequitable social structures which are
reproduced in day-to-day social interaction. In taking this position, I
foreground the role of language as constitutive of and constituted by
a language learner’s social identity. It is through language that a person
negotiates a sense of self within and across different sites at different
points in time, and it is through language that a person gains access
to—or is denied access to—powerful social networks that give learners
the opportunity to speak (Heller, 1987). Thus language is not con-
ceived of as a neutral medium of communication but is understood
with reference to its social meaning. I support these arguments with
findings from a longitudinal case study of the language learning expe-
riences of a group of immigrant women in Canada (Peirce, 1993).


THE STUDY: IMMIGRANT WOMEN AS
LANGUAGE LEARNERS


From January to June 1990 I helped teach a 6-month ESL course to
a group of recent immigrants at Ontario College in Newtown, Canada.3


After the course was complete, I invited the learners to participate in
a longitudinal case study of their language learning experiences in
Canada. Five women agreed to participate in the study: Mai from
Vietnam, Eva and Katarina from Poland, Martina from Czechoslova-
kia, and Felicia from Peru. My research questions were divided into
two parts:


Part I


How are the opportunities for immigrant women in Canada to practice
ESL socially structured outside the classroom? How do immigrant women


3The names of places and participants have been changed to protect tbe identities of partici-
pants.
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respond to and act upon these social structures to create, use, or resist
opportunities to practice English? To what extent should their actions be
understood with reference to their investment in English and their changing
social identities across time and space?


Part II


How can an enhanced understanding of natural language learning and
social identity inform SLA theory, in general, as well as ESL pedagogy for
immigrant women in Canada? (Peirce, 1993, p. 18)


The study lasted 12 months—from January to December 1991. A
major source of data collection was a diary study: From January to
June 1991, the participants kept records of their interactions with
anglophone Canadians and used diaries to reflect on their language
learning experiences in the home, workplace, and community. During
the course of the study, we met on a regular basis to share some of
the entries the women had made in their diaries and to discuss their
insights and concerns. I also drew a substantial amount of data from
two detailed questionnaires I administered before and after the study,
as well as personal and group interviews, and home visits.


One of the assumptions on which I based my research questions
was that practice in the target language is a necessary condition of
second language learning. As Spolsky (1989) argues, extensive expo-
sure to the target language, in relevant kinds and amounts, and the
opportunity to practice the target language are essential for second
language learning: Learning cannot proceed without exposure and
practice. These conditions, furthermore, are graded: The more expo-
sure and practice, the more proficient the learner will become. Spolsky
(1989) argues that the language learner can have exposure to and
practice in the target language in two qualitatively different settings:
the natural or informal environment of the target language community
or the formal environment of the classroom. The focus of my research
was on the natural language learning experiences of the women in
their homes, workplaces, and communities.


THE THEORY: SOCIAL IDENTITY, INVESTMENT,
AND THE RIGHT TO SPEAK


Social Identity as Multiple, a Site of Struggle, and
Changing Over Time


In examining the relationship between the language learners in my
study and the social worlds in which they lived, I drew in particular on
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Weedon’s (1987) conception of social identity or subjectivity. Feminist
poststructuralism, like much postmodern educational theory (Cher-
ryholmes, 1988; Giroux, 1988; Simon, 1992), explores how prevailing
power relations between individuals, groups, and communities affect
the life chances of individuals at a given time and place. Weedon’s work,
however, is distinguished from that of other postmodern theorists in
the rigorous and comprehensive way in which her work links individual
experience and social power in a theory of subjectivity. Weedon (1987)
defines subjectivity as “the conscious and unconscious thoughts and
emotions of the individual, her sense of herself and her ways of
understanding her relation to the world” (p. 32). Furthermore, like
other poststructuralist theorists who inform her work (Derrida, Lacan,
Kristeva, Althusser, and Foucault), Weedon does not neglect the cen-
tral role of language in her analysis of the relationship between the
individual and the social: “Language is the place where actual and
possible forms of social organization and their likely social and political
consequences are defined and contested. Yet it is also the place where
our sense of ourselves, our subjectivity, is constructed” (p. 21).


Three defining characteristics of subjectivity, as outlined by Weedon,
are particularly important for understanding my data: the multiple
nature of the subject; subjectivity as a site of struggle; and subjectivity
as changing over time. First, Weedon (1987) argues, the terms subject
and subjectivity signify a different conception of the individual from
that associated with humanist conceptions of the individual dominant
in Western philosophy. Whereas humanist conceptions of the individ-
ual—and most definitions of the individual in SLA research—presup-
pose that every person has an essential, unique, fixed, and coherent
core (introvert/extrovert; motivated/unmotivated; field dependent/
field independent), poststructuralism depicts the individual as diverse,
contradictory, and dynamic; multiple rather than unitary, recentered
rather than centered. By way of example (and at the risk of oversimpli-
fication) a humanist might be attracted by a book with the title How
to Discover Your True Self. A poststructuralist, on the other hand, might
prefer a book titled It’s OK to Live with Contradictions.


Second, the conception of social identity as a site of struggle is an
extension of the position that social identity is multiple and contradic-
tory. Subjectivity is produced in a variety of social sites, all of which
are structured by relations of power in which the person takes up
different subject positions—teacher, mother, manager, critic—some
positions of which may be in conflict with others. In addition, the
subject is not conceived of as passive; he/she is conceived of as both
subject of and subject to relations of power within a particular site,
community, and society: The subject has human agency. Thus the
subject positions that a person takes up within a particular discourse
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are open to argument: Although a person may be positioned in a
particular way within a given discourse, the person might resist the
subject position or even set up a counterdiscourse which positions the
person in a powerful rather than marginalized subject position. Third,
in arguing that subjectivity is multiple, contradictory, and a site of
struggle, feminist poststructuralism highlights the changing quality of
a person’s social identity. As Weedon (1987) argues, “the political
significance of recentering the subject and abandoning the belief in
essential subjectivity is that it opens up subjectivity to change” (p. 33).
This is a crucial point for second language educators in that it opens
up possibilities for educational intervention.


I will demonstrate below that although it might be tempting to argue
that Eva was essentially an introverted language learner, the data which
follows provides convincing evidence that Eva’s social identity was not
fixed; it was a site of struggle and changed dramatically over time—
as did her interactions with anglophone Canadians. At the time of
the Bart Simpson exchange, however, Gail was in a powerful subject
position and Eva did not actively resist being positioned as “strange.”
Because of the construction of Eva’s social identity in Canada as immi-
grant, the social meaning of Gail’s words to her were understood by
Eva in this context. Had Eva been, for example, an anglophone Cana-
dian who endorsed public rather than commercial television, she could
have set up a counterdiscourse to Gail’s utterance, challenging Gail’s
interest in popular culture. However, because of the unequal relations
of power between Gail and Eva at that point in time, it was Gail who
was subject of the discourse on Bart Simpson; Eva remained subject
to this discourse. Thus while Eva had been offered the opportunity to
engage in social interaction, to “practice” her English, her subject
position within the larger discourse of which she and Gail were a part
undermined this opportunity: “It made me feel so bad and I didn’t
answer her nothing.” This discourse must be understood not only in
relation to the words that were said, but in relationship to larger
structures within the workplace, and Canadian society at large, in
which immigrant language learners often struggle for acceptance in
Canadian society.


From Motivation to Investment


A logical extension of reconceptualizing notions of the individual
in SLA theory is the need to problematize the concept of motivation.
In the field of second language learning, the concept of motivation
is drawn primarily from the field of social psychology, where attempts
have been made to quantify a learner’s commitment to learning the
target language. The work of Gardner and Lambert (1972) and Gard-
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ner (1985) has been particularly influential in introducing the notions
of  instrumental and integrative motivation into the field of SLA. In their
work, instrumental motivation references the desire that language
learners have to learn a second language for utilitarian purposes, such
as employment, whereas integrative motivation references the desire
to learn a language to integrate successfully with the target language
community.


Such conceptions of motivation, which are dominant in the field of
SLA, do not capture the complex relationship between relations of
power, identity, and language learning that I have been investigating
in my study of immigrant women. In my view, the conception of
investment rather than motivation more accurately signals the socially
and historically constructed relationship of the women to the target
language and their sometimes ambivalent desire to learn and practice
it. My conception of investment has been informed by my reading
in social theory, although I have not as yet found a comprehensive
discussion of the term in these contexts. It is best understood with
reference to the economic metaphors that Bourdieu (1977) uses in
his work—in particular the notion of cultural capital. Bourdieu and
Passeron (1977) use the term cultural capital to reference the knowl-
edge and modes of thought that characterize different classes and
groups in relation to specific sets of social forms. They argue that
some forms of cultural capital have a higher exchange value than
others in a given social context. I take the position that if learners
invest in a second language, they do so with the understanding that
they will acquire a wider range of symbolic and material resources,4


which will in turn increase the value of their cultural capital. Learners
will expect or hope to have a good return on that investment—a return
that will give them access to hitherto unattainable resources. Further-
more, drawing on Ogbu (1978), I take the position that this return on
investment must be seen as commensurate with the effort expended
on learning the second language.


It is important to note that the notion of investment I am advocating
is not equivalent to instrumental motivation. The conception of instru-
mental motivation generally presupposes a unitary, fixed, and ahistor-
ical language learner who desires access to material resources that are
the privilege of target language speakers. In this view, motivation is
a property of the language learner—a fixed personality trait. The
notion of investment, on the other hand, attempts to capture the
relationship of the language learner to the changing social world. It
conceives of the language learner as having a complex social identity


4By symbolic resources I refer to such resources as language, education, and friendship, whereas
I use the term material resources to include capital goods, real estate, and money.
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and multiple desires. The notion presupposes that when language
learners speak, they are not only exchanging information with target
language speakers but they are constantly organizing and reorganizing
a sense of who they are and how they relate to the social world. Thus
an investment in the target language is also an investment in a learner’s
own social identity, an identity which is constantly changing across
time and space.


Communicative Competence and the Right to Speak


Given the position that communication and social interaction are
implicated in the construction of a language learner’s social identity,
my research on immigrant women in Canada develops questions I
have raised in earlier research (Peirce, 1989) about the way Hymes’
(1971) views on communicative competence have been taken up by
many theorists in the field of second language learning over the past
15 years. I have argued (Peirce, 1989) that although it is important
for language learners to understand the rules of use of the target
language, it is equally important for them to explore whose interests
these rules serve. What is considered appropriate usage is not self-
evident but must be understood with reference to relations of power
between interlocutors. I take the position that theories of communica-
tive competence in the field of second language learning should extend
beyond an understanding of the appropriate rules of use in a particular
society, to include an understanding of the way rules of use are socially
and historically constructed to support the interests of a dominant
group within a given society. Drawing on Bourdieu (1977), I argue in
this paper that the definition of competence should include an aware-
ness of the right to speak—what Bourdieu calls “the power to impose
reception” (p. 75). His position is that the linguist takes for granted
the conditions for the establishment of communication: that those who
speak regard those who listen as worthy to listen and that those who
listen regard those who speak as worthy to speak. However, as Bour-
dieu argues, it is precisely such assumptions that must be called into
question.


THE ANALYSIS: IDENTITY, INVESTMENT, AND
LANGUAGE LEARNING


Although the findings from my study are extensive (Peirce, 1993),
I wish to highlight data that address the question, How can an enhanced
understanding of natural language learning and social identity inform
SLA theory? First, I will address how the notion of investment helps
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explain the contradictions between the women’s motivation to learn
English and their sometimes ambivalent desire to speak it. Second, I
highlight data from two of the participants—Martina and Eva—to
analyze the relationship between investment, social identity, and lan-
guage learning.


Investment and Social Identity


All the participants in the study were highly motivated to learn
English. They all took extra courses to learn English; they all partici-
pated in the diary study; they all wished to have more social contact
with anglophone Canadians; and all of them, except Martina, indicated
that they felt comfortable speaking English to friends or people they
knew well. It is significant, however, that all the women felt uncomfort-
able talking to people in whom they had a particular symbolic or
material investment. Eva, who came to Canada for “economical advan-
tage”, 5 and was eager to work with anglophones, practice her English
and get better jobs, was silenced when the customers in her workplace
made comments about her accent. Mai, who came to Canada for her
life in the future and depended on the wishes of management for
her job security and financial independence, was most uncomfortable
speaking to her boss. Katarina, who came to Canada to escape a com-
munist and atheistic system, and had a great affective investment in
her status as a professional, felt most uncomfortable talking to her
teacher, the doctor, and other anglophone professionals. Martina, who
had given up a surveyor’s job to come to Canada “for the children,”
was frustrated and uncomfortable when she could not defend her
family’s rights in the public world. Felicia, who had come to Canada to
escape “terrorism,” and had great affective investment in her Peruvian
identity, felt most uncomfortable speaking English in front of Peru-
vians who speak English fluently.


The concept of motivation as currently taken up in the SLA literature
conceives of the language learner as having a unified, coherent identity
which organizes the type and intensity of a language learner’s motiva-
tion. The data indicate that motivation is a much more complex matter
than hitherto conceived. Despite being highly motivated, there were
particular social conditions under which the women in my study were
most uncomfortable and unlikely to speak (See also Auerbach &
McGrail, 1991; Cumming & Gill, 1992; Goldstein, 1991; Peirce,
Harper, & Burnaby, 1993; Rockhill, 1987). The data suggest that a
language learner’s motivation to speak is mediated by investments


5The only alterations that have been made to the written contributions of the participants
are spelling corrections.
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that may conflict with the desire to speak. Paradoxically, perhaps, the
decision to remain silent or the decision to speak may both constititute
forms of resistance to inequitable social forces. For example, although
Felicia resisted speaking English in front of strangers because she did
not want to be identified as an immigrant in Canada, other immigrant
language learners are anxious to speak English for the express purpose
of resisting unscrupulous social practices. For example, in his Toronto-
based study of Spanish-speaking immigrants, Klassen (1987) found
that some language learners wanted to learn English as a means of
defence in their daily lives. An understanding of motivation should
therefore be mediated by an understanding of learners’ investments
in the target language—investments that are closely connected to the
ongoing production of a language learner’s social identity. This posi-
tion will be defended more comprehensively in the following discussion
of Martina and Eva’s experiences of learning English in Canada. In
the following discussion, I demonstrate how the conception of social
identity as multiple, a site of struggle, and subject to change helps to
explain the conditions under which Martina and Eva spoke or re-
mained silent.


Martina: Social identity as Multiple and a Site of Struggle


Martina was born in Czechoslovakia in 1952. She came to Canada
in March 1989 when she was 37 years old, with her husband Petr and
their three children (Jana 17, Elsbet 14, Milos 11 at the time). She
came to Canada for a “better life for children.” Neither she nor her
husband knew any English before they came to Canada, but her chil-
dren had received some English language training in Austria where
the family had spent 19 months waiting for Canadian visas. Although
Martina had a professional degree as a surveyor, she worked as a “cook
help” at a restaurant, Fast Foods, before she started the ESL course
in January 1990.


Initially, Martina was dependent on her children to perform the
public and domestic tasks of settling into a new country. When Martina
went looking for a job, she took her eldest daughter with her, even
though her daughter would become distressed because nobody wanted
to employ her mother. When Martina wanted to help serve customers
at Fast Foods, she asked her daughters to tell her what words to use.
As Martina’s English improved, she took on more of the parental tasks
in the home. Many of Martina’s diary entries describe the way that
she used English to perform a wide variety of tasks in the home and
community. It was Martina rather than her husband Petr who did
most of the organization in the family, like finding accommodations,
organizing telephones, buying appliances, finding schools for the chil-
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dren. Martina also helped her husband to perform public tasks in
English. When Petr was laid off work, he relied on Martina to help
him get unemployment insurance and he asked Martina to help him
prepare for his plumber’s certificate by translating the preparation
book from English to Czech.


I wish to argue that Martina’s investment in English was largely
structured by an identity as primary caregiver in the family. It was
important that she learn English so that she could take over the parental
tasks of the home from her children. The very reason why Martina
and Petr came to Canada was to find a “better life for children.”
Martina was anxious not to jeopardize the children’s future by having
them take on more public and domestic tasks than were absolutely
necessary. Furthermore, because Martina had the responsibility for
dealing with the public world, she was also anxious to understand the
Canadian way of life—how things get done in Canadian society.


The poststructuralist view that social identity is nonunitary and con-
tradictory helps to explain how Martina responded to and created
opportunities to practice English. To illustrate this point, I will address
some of the multiple sites of Martina’s identity formation: She was an
immigrant, a mother, a language learner, a worker, a wife. As a socially
constructed immigrant woman (Ng, 1987; Boyd, 1992), Martina never
felt comfortable speaking. Despite the fact that Martina showed re-
markable resourcefulness and progress in her language learning, she
frequently referred to herself as “stupid” and “inferior” because she
could not speak English fluently. As she wrote in December 1991:


1. I feel uncomfortable using English in the group of people whose English
language is their mother tongue because they speak fluently without any
problems and I feel inferior.


Significantly, however, despite feelings of inferiority and shame,
despite what could be described as a high affective filter, Martina
refused to be silenced. I suggest that the reasons why Martina refused
to be silenced were because her social identity as a mother and primary
caregiver in the home led her to challenge what she understood to be
appropriate rules of use governing interactions between anglophone
Canadians and immigrant language learners. The multiple sites of
identity formation explain the surprises in Martina’s data—occasions
when Martina would speak despite the fact that she was not a “legiti-
mate speaker” (Bourdieu, 1977, p. 650) in the particular discourse.
To mention only two occasions: First, Martina surprised her children
(and no doubt her landlord and herself) by entering into a long conver-
sation with her landlord on the phone in which she insisted that her
family had not broken their lease agreement. In her diary of March
8, 1991, she wrote:
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2. The first time I was very nervous and afraid to talk on the phone. When
the phone rang, everybody in my family was busy, and my daughter had
to answer it. After ESL course when we moved and our landlords tried
to persuade me that we have to pay for whole year, I got upset and I
talked with him on the phone over one hour and I didn’t think about
the tenses rules. I had known that I couldn’t give up. My children were
very surprised when they heard me.


Second, Martina surprised customers at Fast Foods (who looked at
her strangely) and co-workers (who were surprised, but said nothing)
by taking the initiative to serve the customers while the other workers
were playing a video game in the manager’s office. Consider the follow-
ing entry from her diary on March 7, 1991.


3. My experiences with young Canadians were very bad, maybe I didn’t
have fortune. Usually I worked only with my manager, but when was
P.A. day or some holidays for students, the manager stayed in his office
and I worked with some students. Very often I worked with two sisters
Jennifer (12 years) and Vicky (15 years) and the assistant manager who
was at a cash [register]. These two girls loved talking but not with me.
Even though I was very busy, they talked with young customers and
laughed and sometime looked at me. I didn’t know, if they laughed at
me or not. When we didn’t have any customers, they went to the manager
office and tried to help the manager with “wheel of fortune” on the
computer. Later when some customers came in and I called these girls,
they went but they made faces. I felt bad and I wanted to avoid this
situation. In the evening I asked my daughter what I have to tell the
customer. She answered me “May I help you” then “pardon” and “some-
thing else.” When I tried first time to talk to two customers alone, they
looked at me strangely, but I didn’t give up. I gave them everything they
wanted and then I went looking for the girls and I told them as usually
only “cash.” They were surprised but they didn’t say anything.


I suggest that Martina’s perseverance with speaking (“I couldn’t give
up,” “I didn’t give up”) and her courage to resist marginalization
intersect with her social identity as a mother in two ways. First, as a
primary caregiver, she could not rely on her husband to deal with the
public world and defend the family’s rights against unscrupulous social
practices. Martina had to do this herself, regardless of her command
of the English tense system, the strange looks she received from her
interlocutors, and her feelings of inferiority. Second, Martina drew
on her symbolic resources as a mother to reframe the power relations
between herself and her co-workers. Thus, instead of conceding to
their power as legitimate speakers of Eng1ish, she reframed their rela-
tionship as a domestic one in which, as children they had no authority
over her, as a parent. Consider the following extract taken from an
interview with Martina on March 17, 1991:
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4. In restaurant was working a lot of children, but the children always
thought that I am—I don’t know—maybe some broom or something.
They always said “Go and clean the living room.” And I was washing
the dishes and they didn’t do nothing. They talked to each other and
they thought that I had to do everything. And I said “No.” The girl is
only 12 years old. She is younger than my son. I said “No, you are doing
nothing. You can go and clean the tables or something.”


Martina’s social identity was a site of struggle. By setting up a coun-
terdiscourse in her workplace and resisting the subject position immi-
grant woman in favor of the subject position mother, Martina claimed
the right to speak. It is precisely this ability to claim the right to speak
that I suggest should be an integral part of an expanded notion of
communicative competence.


Eva: Social Identity as Changing Over Time


Eva was born in Poland in 1967 and came to Canada as a refugee
in 1989 when she was 22 years old. She immigrated because she wanted
“economical advantage.” Eva had finished high school and worked as
a bartender before she left Poland. She chose to come to Canada
because it is one of the few industrialized countries that encourages
immigration. She came alone, with no family or friends, but did know
one person in Newtown before she arrived. Before Eva came to Can-
ada, she spent 2 years in Italy where she became fluent in Italian. She
knew no English before she arrived in Canada.


When Eva arrived in Newtown, she found employment at what she
calls “The Italian store” which is situated in the heart of an established
Italian neighborhood in Newtown. Eva herself lived in this neighbor-
hood, as do many recent immigrants to Newtown. Eva was given the
job at the Italian store because she was a fluent speaker of Italian. Eva
was happy at the Italian store but was concerned because she wanted
to learn English and had little opportunity to practice English while
working in this store. After she finished the ESL course in June 1990,
she began looking for another job in earnest, at a place where she
could become a more proficient speaker of English. She found employ-
ment at a restaurant in Newtown called Munchies, where she was the
only employee who could not speak English fluently. Eva was a full-
time employee whose main job was to clean the store and prepare the
food for cooking.


The conception of social identity as subject to change helps explain
the way Eva over time responded to and created opportunities to
practice English in her workplace. The central point I wish to make
here is that it was only over time that Eva’s conception of herself as
an immigrant—an “illegitimate” speaker of English—changed to a
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conception of herself as a multicultural citizen with the power to
impose reception. When Eva first started working at Munchies, she
did not think it was appropriate for her to approach her co-workers
and attempt to engage them in conversation. As she said in an interview
on March 7, 1991,


5. When I see that I have to do everything and nobody cares about me
because—then how can I talk to them? I hear they doesn’t care about
me and I don’t feel to go and smile and talk to them.


Note that Eva does not complete a crucial part of her sentence.
“Nobody cares about me because—.” The data suggest that nobody
acknowledged Eva because she had the subject position immigrant in
the workplace: As Eva put it, she was someone who was not fluent in
English; she was “not Canadian,” she was “stupid,” she had “the worst
type of work” in the store. To speak under such conditions would
have constituted what Bourdieu (1977) calls heretical usage (p. 672).
Eva accepted the subject position immigrant; she accepted that she was
not a legitimate speaker of English and that she could not command
reception of her interlocutors. As she herself said, when she first
arrived in Canada, she assumed that if people treated her with disre-
spect, it was because of her own limitations. She conceded to these
rules of use in her workplace, rules that Eva herself accepted described
as normal. As she said in an interview on January 23, 1991,


6. I think because when I didn’t talk to them, and they didn’t ask me, maybe
they think I’m just like—because I had to do the worst type of work
there. It’s normal.


As Eva’s sense of who she was, and how she related to the social
world began to change, she started to challenge her subject position
in the workplace as an illegitimate speaker of English. An extract from
an interview on January 23, 1991, indicates how Eva claimed spaces
in conversations with co-workers. Her purpose was to introduce her
own history and experiences into the workplace in the hope that her
symbolic resources would be validated. This surprised her co-workers.


7. (B refers to Bonny and E refers to Eva.)
B: You were saying Eva that you are starting to speak to other people?
The other people who work [at Munchies]?
E: Ya. Because before—
B: Is everybody there Canadian?
E: Ya. Because there everybody is Canadian and they would speak to
each other, not to me—because—I always was like—they sent me off to
do something else. I felt bad. Now it’s still the same but I have to do
something. I try to speak.
B: How are you doing that?
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E: For example, we have a half-hour break. Sometimes—I try to speak.
For example, they talk about Canada, what they like here, the places
which they like—
B: Like to visit? Vacations?
E: Ya. Then I started to talk to them about how life is in Europe. Then
they started to ask me some questions. But it’s still hard because I cannot
explain to them how things, like—
B: How do you actually find an opportunity in the conversation to say
something. Like, if they’re talking to each other, do you stop them?
E: No.
B: You wait for a quiet—Then what do you say?
E: No. I don’t wait for when they are completely quiet, but when it’s the
moment I can say something about what they are talking about.
B: When you started doing that, were they surprised?
E: A little bit.


As Eva continued to develop what I have called an identity as a
multicultural citizen, she developed with it an awareness of her right
to speak. If people treated her with disrespect, it was their problem
and not her problem. Thus when, after a year’s experience in the
workplace, a male customer said to her in February 1992,6 “Are you
putting on this accent so that you can get more tips?” Eva had been
angry, rather than ashamed; she had spoken out, rather than been
silenced. When she said to him, “I wish I did not have this accent
because then I would not have to listen to such comments,” she was
claiming the right to speak as a multicultural citizen of Canada. Over
time, then, Eva’s communicative competence developed to include
an awareness of how to challenge and transform social practices of
marginalization.


THE IMPLICATIONS: CLASSROOM-BASED
SOCIAL RESEARCH


Although it is beyond the scope of this article to offer a comprehensive
analysis of ways in which my research might inform second language
teaching, I take in good faith Savignon’s (1991) comment that communi-
cative language teaching looks to further language acquisition research
to inform its development. I have argued thus far that SLA theorists
have struggled to define the nature of language learning because they
have drawn artificial distinctions between the individual language
learner and larger, frequently inequitable social structures. I have drawn
on Martina and Eva’s data to argue that the individual language learner
is not ahistorical and unidimensional but has a complex and sometimes


6Although the diary study was officially over by February 1992, I continued to maintain
contact with the participants.
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contradictory social identity, changing across time and space. I have
drawn on my data to argue that motivation is not a fixed personality trait
but must be understood with reference to social relations of power that
create the possibilities for language learners to speak. I have suggested
that even when learners have a high affective filter, it is their investment
in the target language that will lead them to speak. This investment,
in turn, must be understood in relation to the multiple, changing, and
contradictory identities of language learners.


An important implication of my study is that the second language
teacher needs to help language learners claim the right to speak outside
the classroom. To this end, the lived experiences and social identities
of language learners need to be incorporated into the formal second
language curriculum. The data indicates, however, that students’ social
identities are complex, multiple, and subject to change. What kind of
pedagogy, then, might help learners claim the right to speak? Drawing
on insights from my research project in general and the diary study
in particular (see Peirce, 1994), as well as a wide range of classroom
research (e.g., Auerbach, 1989; Cummins, 1994; Heath, 1983, 1993;
Heller & Barker, 1988; Morgan, 1992; Stein & Janks, 1992; Stein &
Pierce, in press), I suggest that what I call classroom-based social research
might engage the social identities of students in ways that will improve
their language learning outside the classroom and help them claim
the right to speak. It may help students understand how opportunities
to speak are socially structured and how they might create possibilities
for social interaction with target language speakers. Furthermore, it
may help language teachers gain insight into the way their students’
progress in language learning intersects with their investments in the”
target language.


I define classroom-based social research (CBSR) as collaborative re-
search that is carried out by language learners in their local communi-
ties with the active guidance and support of the language teacher. In
many ways, language learners become ethnographers in their local
communities. Like the students in Heath’s (1983) study, learners will
develop their oral and literacy skills by collapsing the boundaries be-
tween their classrooms and their communities. Adult immigrants, how-
ever, differ from native-born students in that they do not have easy
access to the linguistic codes or cultural practices of their local commu-
nities. The emphasis on CBSR, therefore, is to focus precisely on these
aspects of social life, with a view to enhancing language learning and
social interaction. As will be discussed below, a crucial component of
CBSR is the use of the written word for reflection and analysis. As
Ngo (1994) has convincingly argued from her personal experience of
immigration, writing can build bridges not only across geographic
space but across historical time:
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Through my writing I found myself again after a long time of being lost.
I learned who I was in the past, who I was then, and who I wanted to be
in the future. There I finally found freedom in writing. I flew in the sky
with my pencil and notebook.


CBSR might include the following objectives and methodologies.


Objective 1: Investigative Opportunities to Interact with
Target Language Speakers


Learners can be encouraged to investigate systematically what oppor-
tunities they have to interact with target language speakers, whether
in the home, the workplace, or the community. To this end, they might
make use of observation charts or logbooks.


Objective 2: Reflect Critically on Engagement with Target
Language Speakers


Learners can be encouraged to reflect critically on their engagement
with target language speakers. That is, learners might investigate the
conditions under which they interact with target language speakers;
how and why such interactions take place; and what results follow
from such interaction. This might help learners develop insight into
the way in which opportunities to speak are socially structured and
how social relations of power are implicated in the process of social
interaction. As a result, they may learn to transform social practices
of marginalization.


Objective 3: Reflect on Observations in Diaries
or Journals


Learners can be encouraged to reflect on their observations in diaries
or journals. This will create opportunities for learners to write about
issues in which they have a particular investment, and in so doing,
develop their talents as writers. Specifically, learners could use their
diaries to examine critically any communication breakdowns that may
have occurred with target language speakers. These diaries could be
written in the target language and collected regularly by the teacher.
The diaries might give the language teacher access to information
about the students’ opportunities to practice the target language out-
side the classroom, their investments in the target language, and their
changing social identities. The teacher could help students critically
reflect on findings from their research and make suggestions for fur-
ther research, reflection, and action where necessary.
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Objective: Pay Attention to and Record Unusual Events


Learners could be encouraged to pay particular attention to those
moments when an occurrence, action, or event, surprises them or
strikes them as unusual. By recording their surprises in the data collec-
tion process, the learners may become conscious of differences between
social practices in their native countries and those in the target language
community. Given the subject position student researcher rather than
language learner or immigrant, learners may be able to critically en-
gage their histories and their experiences from a position of strength
rather than a position of weakness. With this enhanced awareness,
learners may also be able to use the language teacher as an important
resource for further learning.


Objective 5: Compare Data with Fellow Students
and  Researchers


Students could use the data they have collected as material for their
language classrooms, to be compared with the findings of their fellow
students and researchers. In comparing their data with other learners,
the students will have an investment in the presentations that their
fellow students make and a meaningful exchange of information may
ensue. Students may begin to see one another as part of a social network
in which their symbolic resources can be produced, validated, and
exchanged. The teacher may also be able to use this information to
structure classroom activities and develop classroom materials that will
help learners claim the right to speak outside the classroom. Drawing
on Heath (1993), the teacher could make use of drama to help students
develop confidence in interacting with target language speakers. Fur-
thermore, the teacher may be able to guide classroom discussion from
a description of the findings of the research, to a consideration of
what the research might indicate about broader social processes in the
society. In this way, the teacher could help students interrogate their
relationship to these larger social processes, understand how feelings
of inadequacy are frequently socially constructed, and find spaces for
the enhancement of human possibility.


In sum, second language theorists, teachers, and students cannot take
for granted that those who speak regard those who listen as worthy to listen,
and that those who listen regard those who speak as worthy to speak.
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Student Reactions to Teacher
Response in Multiple-Draft
Composition Classrooms*
DANA R. FERRIS
California State University, Sacramento


Research in L1 and L2 student writing has suggested that teacher
response to student compositions is most effective when it is given
on preliminary rather than final drafts of student essays (Freedman,
1987; Krashen, 1984). One area of research in L1 and L2 composition
is the assessment of student reactions to the feedback they receive
from their teachers (Cohen & Cavalcanti, 1990; Hedgcock & Lefko-
witz, 1994; Leki, 1991; McCurdy, 1992). However, most previous
studies of ESL student response to their teachers’ written comments
on their essays have been undertaken in single-draft, rather than
multiple-draft, contexts.


In this study, 155 students in two levels of a university ESL composi-
tion program responded to a survey very similar to the ones utilized
by Cohen (1987) and McCurdy (1992) in single-draft settings. The
results of the survey indicated that students pay more attention to
teacher feedback provided on preliminary drafts (vs. final drafts) of
their essays; that they utilize a variety of strategies to respond to
their teachers’ comments; that they appreciate receiving comments of
encouragement; and that, overall, they find their teachers’ feedback
useful in helping them to improve their writing. Responses also
showed that students had a variety of problems in understanding
their teachers’ comments, suggesting that teachers should be more
intentional in explaining their responding behaviors to their students.


A s L1 and L2 composition research and pedagogy have evolved
over the past several decades, many things have changed. One


factor has remained constant, however: the importance of composition
teachers’ roles in providing feedback to their students. Reid (1993)
notes that the ESL writing teacher “plays several different roles, among


*Results of this study were first presented at the 28th Annual TESOL Convention in Atlanta,
GA, April 1993.
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them coach, judge, facilitator, evaluator, interested reader, and copy
editor” (p. 217).


Whatever a particular teacher’s orientation(s) toward responding to
student writing, it is clear that teachers’ response is important to both
instructor and students. Research investigating various aspects of ESL
writing instruction has demonstrated that students expect and value
their teachers’ feedback on their writing (Cohen & Cavalcanti, 1990;
Hedgcock & Lefkowitz, 1994; McCurdy, 1992). Further, the amount
of time and effort teachers spend in providing written and/or oral
feedback to their students suggests that teachers themselves feel that
such response is a critical part of their job as writing instructors.


DOES TEACHER FEEDBACK HELP?


Despite the perceived importance of the role of the teacher in re-
sponding to student writing, research in both L1 and L2 student writing
provides very little evidence that such feedback actually helps the
students’ writing improve (see Leki, 1990, for a review). In particular,
Knoblauch and Brannon (1981) contrasted various types of teacher
response in L1 writing (e.g., oral vs. written, explicit vs. implicit, praise
vs. criticism), concluding that none of these different response modes
had much impact on subsequent student writing. Similarly, Hillocks
(1986) in investigating L1 teacher response concludes that “teacher
comment has little impact on student writing” (p. 165).


In L2 research, many studies of teacher response have arrived at
similar conclusions. Such research criticizes the responding behaviors
of teachers, on the grounds that


ESL writing teachers misread student texts, are inconsistent in their reac-
tions, make arbitrary corrections, write contradictory comments, provide
vague prescriptions, impose abstract rules and standards, respond to texts
as fixed and final products, and rarely make content-specific comments or
offer specific strategies for revising the text. (Zamel, 1985, p. 86)


However, some scholars have questioned the conclusions drawn in
these reviews. For example, Leki (1990) points out that “if research
has failed to establish that annotations on student papers help them
improve their writing, it may well be that the problem is not the
annotation but the entire teaching environment” (p. 63). In addition
to Leki’s comments about the important of the overall pedagogical
context, several researchers have noted that comments on intermediate
drafts which are to be subsequently revised are more useful in facilitat-
ing student improvement than feedback on final drafts (Freedman,
1987; Hillocks, 1986; Knoblauch & Brannon, 1981; Krashen, 1984).
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Berger (1991) reviews both L1 and L2 studies on the influence of
teacher, peer, and self-feedback on helping students to revise and
improve their writing, noting that several L2 studies (Chaudron, 1983;
Zhang, 1985; Zhang & Halpern, 1988) appear to demonstrate that
teacher feedback on preliminary drafts did help students to revise
effectively. A more recent study (Fathman & Whalley, 1990) demon-
strated that students’ revisions improved in overall quality and in lin-
guistic accuracy when they received comments and/or corrections on
both the content and form of their essays.


WHAT DO STUDENTS THINK ABOUT
TEACHER FEEDBACK?


A related area of research in teacher response to student writing has
examined students’ preferences about and reactions to their teachers’
written commentary. Leki (1990) reviewed L1 studies on this topic,
noting that L1 students reported not paying much attention to teacher
commentary, not understanding it, or feeling some hostility about
teachers’ attempts to take over their ideas and writing.


Several different studies have surveyed and/or interviewed ESL and/
or foreign language writing students to obtain their feedback on feed-
back (Hedgcock & Lefkowitz, 1994). These studies have pursued two
general, related lines of inquiry: (a) studies of student preferences
regarding teacher feedback (Hedgcock & Lefkowitz, 1994; Leki, 1991;
Radecki & Swales, 1988) and (b) studies of student response to feedback
they have already received (Cohen, 1987; Cohen & Cavalcanti, 1990;
McCurdy, 1992). In the first group of studies, students have been
asked about the type(s) of feedback they prefer to receive (both form
and substance). Although the earlier two studies (Leki, 1991; Radecki
& Swales, 1988) found that the students generally preferred extensive
comments on grammar rather than content, the more recent study
(Hedgcock & Lefkowitz, 1994) reported a more complex finding: For-
eign language students paid more attention to form, whereas ESL
students were as interested in teacher feedback on content as they
were in sentence-level comments and corrections. The authors suggest
that this result may be due to the fact that whereas foreign language
students use L2 writing as a form of language practice, ESL students
must use their writing skills for all of their academic endeavors (i.e.,
beyond the language classroom).


In the second group of studies, students were asked about their
perceptions of what their teachers actually focused on in responding
to student essays and to discuss their own subsequent actions: Did they
reread their papers when returned? Did they pay attention to their
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teachers’ comments? What strategies did they use to apply their teach-
ers’ feedback to subsequent writing assignments? Did they have trouble
understanding any teacher commentary, and if so, what did they do
to resolve these problems? The earliest of these studies (Cohen, 1987)
reported rather discouraging findings: Although most of the students
claimed to have reread their papers and attended to their teachers’
comments, a full 20% did not. Further, the students in general reported
“a limited repertoire of strategies for processing teacher feedback”
(p. 65). Most students claimed that they merely “made a mental note”
(p. 63) of their teachers’ feedback. Cohen concludes that his results
“suggest that the activity of teacher feedback as currently constituted
and realized may have a more limited impact on the learners than the
teachers would desire” (p. 66).


Two studies following Cohen’s (1987) research (Cohen & Cavalcanti,
1990; McCurdy, 1992) reported more positive results: The students
in general were happy with the feedback they received, claimed that
they paid attention to it, and found it helpful. Although McCurdy’s
study found that the students reported a variety of problems in under-
standing their teacher’s feedback, they also utilized a great variety of
strategies (e.g., asking the teacher for help, looking up corrections in
a grammar book) to resolve difficulties and respond to the teacher
feedback.


Of all of the previous studies of L2 student reactions to teacher
feedback, only one (Hedgcock & Lefkowitz, 1994) was carried out in
contexts in which revision and multiple drafting were consistently
required. It makes sense that student attention to and preferences
regarding teacher feedback would differ in a pedagogical setting in
which multiple drafting is required: Because students must rethink
and revise previously written essay drafts, they are more likely to pay
close attention to their teachers’ advice on how to do so than in a
situation in which they are merely receiving a graded paper with com-
ments and corrections to apply to a completely new essay assignment.
Along these lines, Leki ( 1991), who found that students had very strong
preferences for extensive error correction on their papers, suggested
that “a follow-up questionnaire at the end of a semester of writing
using a process, multiple-draft approach might have been useful in
order to see if students’ attitudes toward error are changed by an
approach which does not emphasize error” (p. 210).


In order to build on the previous research and extend it to reflect
the widespread use of process-oriented ESL composition pedagogy,
the present study applies the methodology used by Cohen (1987) and
McCurdy (1992) to a multiple-draft setting. The first two research
questions, therefore, are the same ones posed by Cohen (1987, p. 59);
the third reflects the present context:
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1. What does teacher feedback tend to cover and in what form is it
presented?


2. How much of this feedback do students process, how do they go
about doing this, and what forms of feedback might be difficult
for them to interpret?


3. What (if any) differences are there in teacher feedback and what
is student response to it between preliminary and final drafts?


METHOD


Subjects


The subjects in this study were 155 students taking ESL writing
classes at California State University, Sacramento. Nearly all of them
were immigrant (not international) students. Because the surveys were
taken anonymously, it was not possible to get specific data about their
linguistic backgrounds; however, most of the students in the ESL
program come from Pacific Rim nations (especially Vietnam and Hong
Kong) or Mexico. The majority of the students had taken at least
one previous composition class at the university, so they were well
acquainted with process-oriented techniques.


Pedagogical Context


The students were enrolled in various sections of two separate
courses: English 2A (a prebaccalaureate course that comes before the
ESL freshman composition course) or English 2B (a sheltered fresh-
man composition course). English 2A is a credit/no-credit course; stu-
dents must pass a programwide exit examination to move to English
2B. English 2B is a regular graded course with no exit examination.
In both courses, all instructors use a multiple-draft syllabus (at least
three drafts per assignment for English 2A and two drafts for English
2B). In addition, it is program policy that teachers focus on content
and organization in their feedback on first drafts, saving grammatical
and mechanical concerns for final drafts. Further, the grading rubrics
that are used for the two classes (with which both teachers and students
are familiar) make it clear that content and rhetorical issues are given
greater weight than sentence-level concerns in determining the final
grade on an essay.


Data Collection


The students were surveyed during the Spring and Fall 1992 semes-
ters using the questionnaire developed by McCurdy (1992) but slightly
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adjusted for the multiple-draft context.1 A copy of the questionnaire
is provided in the Appendix. The surveys were taken in class, following
a standard protocol, during the tenth week of a 15-week semester, so
the students had been through at least two multiple-draft essay cycles
with their current teacher and were well into a third cycle. The students
represented 9 different teachers and 13 separate sections (7 of English
2A and 6 of English 2B). The teachers agreed to administer the survey
to their students on the condition that both they and their students
remained anonymous. 175 completed surveys were returned (a re-
sponse rate of about 85%), but 20 of those taken during the Fall
semester were excluded from analysis because the students indicated
that they had already completed the survey during the previous semes-
ter. Thus, 155 surveys were analyzed, of which 89 were completed by
English 2A students, and 66 by English 2B students.


Analysis


The quantitative items on the questionnaire (1–4, 10–11) were tallied
and summed. In order to examine differences between students’ re-
sponses about preliminary versus final drafts, a Wilcoxon Matched-
Pairs Signed-Ranks test was run on Questions 1 through 4. This test
was also used to compare the responses to Questions 10 and 11.2  For
the structured-response items (Questions 5–9), the responses were
collated and grouped in order to examine various trends in the re-
sponses.


RESULTS AND DISCUSSION


Were There Significant Differences in Student Responses
About Preliminary and Final Drafts?


For all items in Questions 1–4, the Wilcoxon test (measuring differ-
ences in student reactions to teachers’ comments on preliminary and
final drafts) showed statistically significant differences. These results
are summarized in Tables 1 and 2. Further, the differences in re-
sponses to Questions 10 and 11 were also statistically significant (see
Table 3 below).


1McCurdy’s questionnaire was based on the instruments used in Cohen (1987) and Cohen
and Cavalcanti ( 1990).


2The statistical package SPSS for Windows, Release 6.0 (Norusis, 1993), was used for all
tests.
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TABLE 1
Questions 1 and 2:


Differences Between Preliminary and Final Drafts
(N = 155)


Note. All numbers may not add up to 155 due to missing values. Percentages may not add
up to 100% due to rounding.


* p < .005 (Wilcoxon Matched-Pairs Signed-Ranks test)


Did Students Reread Their Papers and Attend to Their
Teachers’ Comments?


For Questions 1 and 2, in which students were asked to respond to
questions about how much of their papers and the teachers’ comments
they read and paid attention to, there were significant differences
between the preliminary and final drafts. As Table 1 shows, if the all
and most categories are combined, students were more likely to reread
of their essays and pay attention to their teachers’ comments on the
earlier draft(s) than on the final draft. In addition, the proportion of
students who claimed to have reread all or most of their papers and
to have read and attended to all or most of their teachers’ comments
was greater—on both drafts (preliminary and final)—in this study than
in two prior studies which asked students only about their responses
to single drafts (Cohen, 1987; McCurdy, 1992).


Two observations can be made about these results. First, in this
multiple-draft setting, students appeared to take their own work and
their teachers’ feedback quite seriously. In particular, student writers
paid great attention to their preliminary drafts and to their teachers’
comments on them (as seen by the high number of all or most re-
sponses). Given that they were required to revise these drafts at least
once (and more in some cases), it is not surprising that the vast majority
of students reported paying close attention to their own drafts and to
their teachers’ responses to their papers. Second, even on final drafts,
which the students typically did not rewrite, the students in this study
reread more of their papers and paid more attention to their teachers’
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comments than did the students in previous studies undertaken in
single-draft settings. A possible explanation for this is that, having
expended the effort to write several drafts and to revise according to
their teachers’ suggestions on their preliminary drafts, students had
more interest in knowing how their efforts had been received by their
teachers.


What Types of Feedback Did Students Report Receiving,
and How Much Attention Did They Pay to Each Type?


Questions 3 and 4 assessed the students’ perceptions of the nature
and amount of their teachers’ feedback and how much attention the
students paid to specific types of feedback (on organization, content,
grammar, vocabulary, and mechanics). The responses to these two
questions are summarized in Table 2. On Question 3, for all categories,
when the a lot and some categories were combined, most students felt
they received more comments on their first/second drafts and signifi-
cantly fewer comments of all types on their final drafts. This of course
makes sense in the multiple-draft context: Because the students were
required to revise their earlier drafts, teachers would naturally give
them some direction for doing so, writing fewer comments of any type
on final drafts which would not be rewritten.


As Table 2 illustrates, the students felt they received the most com-
ments on grammar, followed (in this order) by organization, content,
mechanics (defined for the students as spelling, punctuation and capi-
talization), and vocabulary. This order held for both preliminary and
final drafts and is identical to the one reported by McCurdy (1992).
The top ranking for grammar is consistent with the previous studies
cited above on student response to teacher feedback. However, in the
most recent research (Hedgcock & Lefkowitz, 1994; McCurdy, 1992),
students reported that content and organization (in addition to gram-
mar) were very important to their instructors. This finding differs
from the results of earlier studies (Cohen, 1987; Leki, 1991; Radecki
& Swales, 1988), in which students reported that instructors focused
mainly on grammar and/or that they themselves preferred to receive
feedback on grammar, rather than content. The trends seen in these
two recent studies, together with the results of the present study,
suggest that although ESL writing instructors still pay a great deal of
attention to grammar, they may be focusing more on students’ ideas
and organization in their written feedback than they did in the past, and
that they are communicating these shifting priorities to their students.


One issue arising from the responses to Question 3 is why the stu-
dents felt they received so much feedback on grammar and mechanics
on first drafts, on which the teachers ostensibly were only responding
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TABLE 2
Questions 3 and 4:


Differences Between Preliminary and First Drafts
(N = 155)


Frequency of Response


A lot S o m e A little None N/A
Survey Question No. (%) No. (%) No. (%) No. (%) No. (%)


Organization
Question 3*
Preliminary Drafts
Final Drafts
Question 4*
Preliminary Drafts
Final Drafts


Content/Ideas
Question 3*
Preliminary Drafts
Final Drafts
Question 4*
Preliminary Drafts
Final Drafts


Grammar
Question 3*
Preliminary Drafts
Final Drafts
Question 4*
Preliminary Drafts
Final Drafts


Vocabulary
Question 3*
Preliminary Drafts
Final Drafts
Question 4*
Preliminary Drafts
Final Drafts


Mechanics
Question 3*
Preliminary Drafts
Final Drafts
Question 4*
Preliminary Drafts
Final Drafts


Note. All numbers may not add up to 155 due to missing values. Percentages may not add
up to 100% due to rounding.


* p <.005 (Wilcoxon Matched-Pairs Signed-Ranks test)
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to their content and organization. (In fact, one composition teacher
was so upset by her students’ responses to this question that she refused
to submit her set of surveys after having administered them.) There
are at least two explanations for this result. First, some of the teachers
may have made comments/corrections on grammar points on prelimi-
nary drafts, despite the program policy which discouraged them from
doing so (but which was not enforced in any official way). Second, the
students may have been confused as to what their teachers actually
did on the various drafts because they were relying on their memories
to complete the survey. Although this may simply reflect an inevitable
limitation of this type of research, it may also indicate that teachers
need to be more intentional about explaining their responding prac-
tices (e.g., content on first drafts, grammar on later drafts) to their
students, a point that is discussed elsewhere in this article.


After reflecting on their teachers’ perceived response priorities, the
students were asked in Question 4 how much attention they paid to
the different types of feedback they received on each draft. In general,
the students said they paid more attention to comments of all types
on preliminary drafts than on final drafts. Although they still reported
paying the most attention to teacher comments about their grammar
(67% said they paid a lot of attention to grammar comments on prelimi-
nary drafts), attention to content-oriented feedback was not far behind
(63%).


Thus, the results here indicate that the students perceived the impor-
tance of focusing on content, particularly in preliminary drafts. On
final drafts, students’ attention to comments on vocabulary and me-
chanics was quite similar to the attention given to content and organiza-
tion. A possible explanation for this is that teacher commentary on
students’ ideas tends to be very text-specific, relating primarily to the
content of the paper currently under consideration. Students therefore
may not see much relevance in teacher commentary about their ideas
on final drafts, reasoning that they will be moving on to a new topic
anyway. On the other hand, feedback on vocabulary and mechanics
may be perceived by students as transcending the specifications of a
particular assignment—information that they could apply to any future
writing project.


How Did Students Perceive Themselves as Learners
and Writers?


The final two questions of the survey (10 and 11) asked the students
to assess themselves as learners and as writers. The majority (about
70%) felt that they were excellent or good learners, but only good or fair
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TABLE 3
Questions 10 and 11:


Students’ Perceptions of Their Own Abilities*
(N = 155)


Self Rating


Excellent Good Fair Poor
Survey Question No. (%) No. (%) No. (%) No. (%)


Question 10
Learning 18 (12) 93 (60) 32 (21) 4 (3)


Question 11
Writing 2 (1) 67 (43) 68 (44) 9 (6)


Note. All numbers may not add up to 155 due to missing values. Percentages may not add
up to 100% due to rounding.


*Difference Between Perceived Learning and Writing Abilities: p < .005 (Wilcoxon Matched-
Pairs Signed-Ranks test)


writers (Table 3). Although it is difficult to determine exactly why the
students felt this way, it may simply reflect the fact that these ESL
students, the great majority of whom are computer science, engi-
neering, or business majors, feel more confident of their general aca-
demic abilities than of their writing proficiency. Many ESL students
at this particular university feel great anxiety about their writing, espe-
cially because all students must pass a timed essay examination to
graduate. However, these responses may also be indicative of the inse-
curity most people feel about writing: One might find similar patterns
of response to Questions 10 and 11 among the native-English-speaking
student population.


What Did Students Report Doing in Response to
Teacher Feedback?


A second set of questions on the survey (5–9) called for more qualita-
tive responses from the students. A summary of the comments given
in response to these questions is provided in Figure 1. Questions 5
and 7 asked students to describe their strategies for addressing their
teachers’ feedback. On early drafts, many of the students reported
going to an outside source (instructor, tutor, friends, grammar book,
dictionary) for help in understanding or responding to their teachers’
comments. On final drafts, fewer of the students said they consulted
an outside source, whereas about 50% of the students said that they try
to make corrections themselves, think about the teacher’s comments, or
do nothing, rather than taking any further steps to respond to the
feedback.


STUDENT REACTIONS TO TEACHER RESPONSE 43







The results of this study are encouraging in this regard because
Cohen (1987) noted that L2 student writers in his study reported a
limited range of strategies for responding to and dealing with problems
with their teachers’ feedback. The finding that students utilize a variety
of resources to deal with teacher commentary may be attributed to
the multiple-draft design of the writing classes, requiring students to
grapple with their teachers’ feedback in order to revise successfully
and to the collaborative nature of the writing classes, making students
more willing to ask friends and tutors for help. These external factors
may have influenced the students’ strategies for responding to their
teachers’ feedback because they were more convinced of the necessity
of doing so and more familiar with resources outside the writing class
available to help them.


Did Students Report Difficulties in Understanding
Teachers’ Feedback?


On Question 6, the students were asked if they ever had any prob-
lems with their teachers’ feedback, and if so, to give specific examples
of such problems. Nearly 50% said that they never had any problems
understanding their teachers’ comments; another 11% said that they
sometimes did but couldn’t think of any specific examples. Although
these results appear to indicate that more than 50% of the students
did have problems with their teachers’ comments, it should be noted
that the survey did not require students to say whether they always
had trouble understanding their teachers, but rather if they ever did.
In other words, a student who had only one problem on one draft
over the whole semester would be counted in that 50%. Seen in this
light, it seems encouraging that nearly half of the students reported
never having trouble understanding the teachers’ comments.


Of the students who did report specific problems, 13 students (9%)
complained about not being able to read their teacher’s handwriting.
In the remaining responses, many of the specific examples mentioned
by students related to grammar corrections of various types—problems
with both specific grammar terms (fragment, verb tense) and symbols used
to indicate a grammatical error (abbreviations, arrows, and circles). In
addition, several students mentioned that their teachers’ questions
about content confused them (too general or too specific), and some said
that although they understood the teachers’ comments, they didn’t
always agree with them. In particular, one student remarked, “My
writing style is not American and the teacher seems to like American
style. It’s hard to change my style.”
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FIGURE 1
Number of Responses to Structured-Response Questions (5-9)


5. Describe what you do after you read your instructor’s comments and corrections.
a. First Drafts: b. Final Drafts:
—Ask teacher for help (13) —Nothing (7)
—Make corrections myself (61) —Ask teacher for help (10)
—Ask friends for help (11 ) —Make corrections myself (29)
—Check grammar book (34) —Ask friends for help (6)
—Think about/remember mistakes (6) —Check grammar book (28)
—Ask tutor for help (34) —Think about/remember mistakes (44)
—Check dictionary (18) —Ask tutor for help (22)


—Check dictionary (13)
6. Are there ever any comments or corrections that you do not understand? If so, can
you give any examples?
—No (79)
—Yes; no examples given (17)
—Can’t read teacher’s handwriting (13)
—Understand but sometimes disagree (4)
—Grammar terms, abbreviations, and symbols (16)
—Word choice (2)
—Comments about ideas or organization (3)
—Questions that are too general/too specific (3)
7. What do you do about those comments or corrections that you do not understand?
—Nothing (12)
—Ask my instructor to explain them (78)
—Look corrections up in a grammar book or dictionary (11)
—Ask a tutor for help (13)
—Ask friends/classmates/family for help (17)
—Try to fix it myself (22)
8. Are any of your instructor’s comments positive? If so, can you give an example?
—Yes (no example given) (35)
—No, rarely, it depends (8)
—They are all positive because they are all helpful (5)
—Comments on content/ideas (53)
—Comments on organization/rhetorical structure (26)
—Comments on grammar/vocabulary/writing (30)
—Negative comments (22)
9. Do you feel that your instructor’s comments and corrections help you to improve your
composition writing skills? Why or why not?
—Yes (145)


—I know what to avoid/improve next time (41)
—I know where my mistakes are (36)
—Helps me to improve my writing skills (23)
—Helps me to think more clearly/make more sense/find more ideas (11)
—Good comments build my confidence (3)
—Helps me to get better grades/pass essay exams (5)
—I respect my instructor’s opinion (3)
—Challenges me to try new things (2)


—No (8)
—I need more help to correct my errors (5)
—Some help; some don’t (2)
—Instructor’s comments are too negative and discouraging (3)


*Note. Because subjects could write more than one comment on any question and some wrote
nothing on some questions, numbers do not add up to 155 and percentages are not
calculated.
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Did Students Say They Received Positive Feedback?


The most interesting set of comments was in response to Question
8: “Does your teacher ever give you any positive comments on your
papers?” Although 35 students said that they did receive positive com-
ments, but didn’t provide any examples, many other students seemed
to have very specific recollections of positive comments they had re-
ceived. Many of the students were able to quote their teacher’s af-
firming comments word for word (e.g., “Your essay is poetic and has
wonderful images”). Of the specific positive comments reported, 53
dealt with the content or ideas of the essay, 26 with the organization
or rhetorical structure, and 30 with the language (grammar, vocabu-
lary, or writing). These student recollections are especially interesting
given the quantitative results already discussed: Despite the students’
perceptions that teachers’ feedback dealt more with grammar than
with anything else and that they themselves paid more attention to
grammar corrections, it was the teachers’ positive comments on their
ideas and organization that students remembered most specifically.


However, there were some 22 specific comments reported by the
students as positive in the survey that appeared to be critical or even
negative (e.g., “You need to work harder,” “Some parts of your essay
don’t make sense,” “Off topic.”). A possible explanation for this may
lie in the apparent interpretation of the word positive by some of the
students as helpful; five students specifically noted that all of their
teachers’ comments were positive because all comments helped them
to improve their writing. In contrast, a few students reported that they
never or rarely received positive comments from their teachers. Several
wrote rather bitterly that their teachers’ comments were all negative
and that this fact depressed them and decreased their motivation and
self-esteem.


Did Students Feel That Their Teachers’ Feedback
Was Helpful?


The above observations were reinforced in the responses to Question
9: “Do you think that your teacher’s feedback has helped you improve
your writing?” The response to this question was overwhelmingly af-
firmative: 145 (93.5%) students felt that their teachers’ feedback had
indeed helped them improve as writers because it helped them know
what to improve or avoid in the future, find their mistakes, and clarify
their ideas. Overall, the students seemed to respect their teachers’
opinions and appreciate their efforts and attention. Eight students,
however, responded negatively to this question, saying that they wished
they had received more help/feedback than they actually got, that the
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teacher’s comments were too negative, and that they were not specific
enough. Nonetheless, in general the students’ assessments of the value
of their teachers’ feedback were overwhelmingly positive.


CONCLUSIONS


Summary of Research Findings


As discussed above, previous L1 studies examining students’ reac-
tions to their teachers’ comments have yielded discouraging results:
Students disregard, misunderstand, and sometimes disagree with their
teachers’ feedback. However, like earlier studies of L2 students’ reac-
tions to their teachers’ feedback (Cohen & Cavalcanti, 1990; Hedgcock
& Lefkowitz, 1994; McCurdy, 1992), this study showed that ESL writ-
ing students in general take their teachers’ feedback quite seriously
and pay a lot of attention to it. In assessing the effects of a multiple-
draft setting on student reactions to teacher feedback, this study
yielded the following clear results:


1. Students reported rereading their papers more often and paying
more attention to teacher feedback on earlier drafts than on final
drafts (Tables 1 and 2, Questions 1, 2, and 4).


2. Although students reported receiving more and paying the most
attention to comments on grammar than any other aspects of their
papers, they also indicated that they received many comments on
the content and organization of their essays and that they took such
feedback very seriously (Table 2, Questions 3 and 4).


3. Students reported seeking help from outside sources (instructor, tu-
tor, other students, grammar book, or dictionary) to respond to their
teachers’ suggestions and to clarify points of confusion, particularly
those on preliminary drafts (Figure 1, Questions 5 and 7).


4. Although almost 50% of the students reported having no problems
understanding their teachers’ comments, other students noted spe-
cific problems with the teachers’ feedback on grammar (both termi-
nology and symbols used), with their teachers’ use of questions to
respond to content, and with reading the teachers’ handwriting
(Figure 1, Question 6).


5. Many of the students reported having received positive comments
from their teachers and had vivid memories of their teachers’ en-
couraging remarks. Some, however, gave specific examples of nega-
tive or critical remarks as being positive, whereas a few wrote that
they never received any positive comments and that they found
this discouraging (Figure 1, Question 8).
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6. An overwhelming majority of the students (93.5%) felt that their
teachers’ feedback had helped them to improve their writing (Fig-
ure 1, Question 9).


If teacher feedback is to be successful in helping students revise and
improve their writing, a necessary prerequisite is that students at least
read and take seriously those comments. Though this study does not
investigate a causal link between teacher feedback and student im-
provement, it does suggest that the students pay more attention to the
feedback on earlier drafts. The results, therefore, can be argued to
support the suggestions of L1 and L2 researchers (e.g., Hillocks, 1986;
Leki, 1990, 1991) that teacher feedback on preliminary drafts of stu-
dent work may be more effective than responses to final drafts. How-
ever, these findings should not be interpreted as indicating that stu-
dents find teacher commentary on final drafts unnecessary because a
convincing majority of them also said that they reread all or most of
their final papers and read all or most of their teachers’ comments on
their final drafts.


Implications for Pedagogy


The results also suggest the following pedagogical applications for
ESL writing teachers.


The Role of Grammar Feedback


Students reported receiving and paying the most attention to feed-
back on grammar, content, and organization, in that order. In their
qualitative responses, they also said that they felt that their teachers’
comments helped them avoid future mistakes, improve their grammar,
and clarify their ideas. These responses should inform teachers in two
ways: (a) Many scholars over the years (e.g., Krashen, 1984; Zamel,
1985) have criticized ESL writing teachers for excessive attention to
students’ grammar problems. The results of this study suggest that
students both attend to and appreciate their teachers pointing out
their grammar problems, a finding which echoes that of earlier studies
of L2 students’ opinions about teacher feedback (e.g., Leki, 1991;
Radecki & Swales, 1988). (b) At the other extreme, some teachers may
feel that their students do not value anything but grammar feedback,
an intuition supported by the findings of Cohen (1987), Leki (1991)
and Radecki and Swales (1988). The students’ responses in this survey,
however, show that they also value teachers’ suggestions about their
ideas and organization, a result consistent with the findings of Hedg-
cock and Lefkowitz (1994) and McCurdy (1992).
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The Need to Clarify Responding Behaviors


In reviewing L1 research, Cohen (1987) notes that “even in a course
with an enlightened, process-oriented teacher, the students may still
misinterpret the teacher’s comments” (p. 58). The specific problems
reported by the students in this study in understanding their teachers’
comments and corrections suggest that teachers should be quite inten-
tional about explaining their responding behaviors (Zamel, 1985) to
their students. Teachers can do this by taking time early in the term
to explain their overall philosophy of responding (as well as specific
strategies and/or symbols or terminology used) to the students. They
can reinforce this by discussing general trends in their responses with
the class and by allowing class time for students to read, ask questions
about, and respond in their journals to teacher feedback each time a
marked draft is returned to the students. Many ESL students, absent
this encouragement, might not ask questions, fearing that it might show
disrespect by appearing to criticize their teacher for being unclear.


Positive Comments Versus Constructive Criticism


The students’ responses to Questions 8 and 9 indicated how valuable
they found positive comments, remembering many specific examples
and expressing some bitterness when they felt they had not received
any praise. At the same time, about 15% seemed to find all comments
positive—even ones that teachers might consider critical or negative.
This suggests that teachers should not abandon constructive criticism
but should place it side-by-side with comments of encouragement.


Directions for Future Research


This study measures student reaction to teacher feedback in multi-
ple-draft contexts, as opposed to single-draft situations. But in some
classes (particularly those utilizing portfolio assessment), students are
allowed unlimited opportunities to rewrite their essays for higher
grades. In this context, students would most likely pay even greater
attention to teacher comments on final (i.e., graded) drafts because
they are given the opportunity to continue working on them. With
the increase in the use of portfolio grading in ESL writing classes,
future research should investigate the value to students and effective-
ness of teacher response in a pedagogical context in which papers are
never done until the student decides they are or until the end of the
course (whichever comes first).


In addition, this study did not investigate a connection between
student perceptions of their teachers’ commentary and the actual re-
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spending behaviors of the teachers. Though Cohen and Cavalcanti
(1990) did examine this link by surveying a small sample in a single-
draft context, this research should be replicated on a larger scale and
in a multiplee-draft setting. An additional extension of this research,
piloted by Cohen (1987) and suggested by Hedgcock and Lefkowitz
(1994), would be to relate the preferences and strategies of students
with regard to teacher feedback to their overall writing achievement.


Despite its limitations, this study, together with the previous research
on ESL students’ reactions to and perceptions of their teachers’ feed-
back, should provide some encouragement to today’s “composition
slaves” (Hairston, 1986, p. 117): Students do attend to, grapple with,
and appreciate the efforts their teachers make in responding to their
writing. Most importantly, this study, together with two other recent
studies on student response to teacher feedback (Hedgcock & Lefko-
witz, 1994; McCurdy, 1992) indicate that the priorities of process-
oriented writing instruction—multiple-drafting, emphasis on content,
and willingness to utilize a variety of strategies (including collaboration
with others) to solve problems and respond effectively to teacher feed-
back—are being understood and accepted to some degree by the ESL
composition students. In other words, the students’ survey responses
may have been “a direct reflection of the priorities they thought their
instructors were already observing” (Hedgcock & Lefkowitz, 1994,
p. 155)—and which the students themselves were internalizing.
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APPENDIX


Composition Survey
1. How much of each composition do you read over again when your instructor returns it
to you?
1st/2nd Drafts
All of it____ Most of it____ Some of it____ None of it____


Final Drafts {the one that receives a grade/score)
All of it____ Most of it____ Some of it____ None of it____


2. How many of the instructor’s comments and corrections do you think about carefully?
1st/2nd Drafts
All of them____ Most of them____ Some of them____ None of them____


Final Drafts
All of them____ Most of them____ Some of them____ None of them____


3. How many of the comments and corrections involve:
1st/2nd Drafts A lot Some A little None
Organization
Content / Ideas
G r a m m a r
Vocabulary
Mechanics
(e.g., punctuation, spelling)
Final Drafts A lot Some A little None
O r g a n i z a t i o n
Content / Ideas
Grammar
Vocabulary
Mechanics
(e.g., punctuation, spelling)


4. If you pay attention to what your instructor wrote, how much attention do you pay to
the comments and corrections involving:
1st/2nd Drafts  A lot
Organization
C o n t e n t / I d e a s
Vocabulary
Mechanics
(e.g., punctuation, spelling)
Final Drafts A lot
Organization
Content/Ideas
Grammar
Vocabulary
Mechanics
(e.g., punctuation, spelling)


Some A little None Not Applicable


Some A little None Not Applicable


5. Describe what you do after you read your instructor’s comments and corrections (e.g.,
Do you look up the corrections in a grammar book? See a tutor? Rewrite your paper?)
1st/2nd Drafts
Final Drafts


6. Are there ever any comments or corrections that you do not understand? If so, can you
give any examples?


7. What do you do about those comments or corrections that you do not understand?
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8. Are any of your instructor’s comments positive? If so, can you give an example?


9. Do you feel that your instructor’s comments and corrections help you to improve your
composition writing skills? Why or why not?


10. How would you rate yourself as a learner?
Excellent____ Good____ Fair____ Poor____


11. How would you rate your skills in writing compositions?
Excellent______ Good_____ Fair____ Poor____
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On the Teachability of
Communication Strategies
ZOLTÁN DÖRNYEI
Eötvös University, Budapest


Because a significant proportion of real-life L2 communication is
problematic, L2 learners might benefit from instruction on how to
cope with performance problems. Such instruction could include the
specific teaching of’ communication strategies, which involve various
verbal and nonverbal means of dealing with difficulties and break-
downs that occur in everyday communication. Opinions on the teach-
ability of such strategies, however, vary widely, and several research-
ers have questioned the validity of strategy training. This article
first describes what communication strategies are and provides an
overview of the teachability issue, discussing the arguments for and
against strategy instruction, and suggests three possible reasons for
the existing controversy. After this the results of a study aimed at
obtaining empirical data on the educational potential of strategy
training are presented. The findings point to the possibility of devel-
oping the quality and quantity of learners’ use of at least some com-
munication strategies through focused instruction.


I n the 1970s, four studies prepared the ground for the study of
communication strategies (CSs), a new area of research within ap-


plied linguistics: Selinker’s (1972) classic article on interlanguage intro-
duced the notion of strategies of L2 communication. Váradi (1973,
but published in 1980) and Tarone (1977; also Tarone, Cohen, &
Dumas, 1976) elaborated on Selinker’s notion by providing a systematic
analysis of CSs, introducing many of the categories and terms used
in subsequent CS research. Savignon (1972) reported on a pioneering
language teaching experiment involving a communicative approach,
which, for the first time, included student training in CSs (or, as she
termed them, coping strategies). Since these early studies, much research
has been done to identify and classify CSs (for reviews, see Bialystok,
1990; Cook, 1993; Poulisse, 1987); however, far less attention has been
paid to the question of whether these strategies could be integrated
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into second or foreign language teaching programs. This article ad-
dresses this issue.


I will first describe what communication strategies are and what role
they play in communicative competence, then I will give an overview
of the controversy that exists in the literature over their teachability.
Finally, the results of a quasiexperimental study will be presented,
involving a strategy training classroom project conducted with Hungar-
ian EFL learners to obtain data on the effectiveness of such instruction.
The results include comparisons of the learners’ strategy use and
speech rate before and after the training in both the treatment and
the control groups, as well as measures of attitudes toward the training
program.


STRATEGIC COMPETENCE AND
COMMUNICATION STRATEGIES


Some people can communicate effectively in an L2 with only 100
words. How do they do it? They use their hands, they imitate the
sound or movement of things, they mix languages, they create new
words, they describe or circumlocute something they don’t know the
word for—in short, they use communication strategies. Because they
lack basic grammar and vocabulary in the target language, their com-
municative success relies entirely on their “ability to communicate
within restrictions” (Savignon, 1983, p. 43) by using strategies, that is,
on their strategic competence. The importance of strategic competence
in communication has been widely recognized since Canale and Swain
(1980) included it as a major component in their well-known construct
of communicative competence, defining it as “verbal and nonverbal
strategies that may be called into action to compensate for breakdowns
in communication due to performance variables or to insufficient com-
petence” (p. 30).


Complete agreement has not been reached on the definition of CSs,
but one working definition many researchers accept is that CSs are “a
systematic technique employed by a speaker to express his [or her]
meaning when faced with some difficulty” (Corder, 1981, p. 103). This
definition, in accordance with Canale and Swain’s (1980) and Færch
and Kasper’s (1983a) conceptualizations, posits problem orientedness
and systematicness/consciousness as central features of CSs. Other
researchers, however, have conceived CSs in a broader sense by also
including attempts to “enhance the effectiveness of communication”
(Canale, 1983, p. 11).


It has been generally accepted that CSs are not unique to L2 speakers
because communication problems occur and are tackled in L1 commu-
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nication as well (see Bongaerts & Poulisse, 1989). There is, however,
disagreement concerning the range of these strategies, in particular
whether to include interactive strategies that are used when miscommu-
nications (Gass & Varonis, 1991) occur—for example, repair mecha-
nisms and the negotiation of meaning—or whether the term communi-
cation strategies should be restricted to devices speakers use when they
have difficulties in verbalizing a mental plan for lack of linguistic
resources (see Cook, 1993; Færch & Kasper, 1984; Váradi, 1992; Yule
& Tarone, 1991). This article focuses on the latter category only.


It follows that the taxonomies offered by various researchers vary
somewhat (for a review, see Bialystok, 1990; Poulisse, 1987) but as
Bialystok (1990) remarks, “the variety of taxonomies proposed in the
literature differ primarily in terminology and overall categorizing prin-
ciple rather than in the substance of the specific strategies. If we ignore,
then, differences in the structure of the taxonomies by abolishing the
various overall categories, then a core group of specific strategies that
appear consistently across the taxonomies clearly emerges” (p. 61). In
Figure 1 I have collected a list and descriptions of the CSs I consider
most common and important in this core group, based on Váradi
(1973), Tarone (1977), Færch and Kasper (1983a), and Bialystok
(1990).


In the latter half of the 1980s, researchers at Nijmegen University
(Netherlands) criticized the existing topologies of CSs as being product
oriented, focusing on the surface structures of underlying psychologi-
cal processes and thus resulting in a proliferation of different strategies
of ambiguous validity (Kellerman, 1991; Poulisse, 1987; see also Cook,
1993). The alternative they proposed instead, a process-oriented classi-
fication of Css, is presented in Figure 2.


Following the basic principles for classifying Css established by Vá-
radi (1973), Tarone (1977), and Færch and Kasper (1983a), the first
two strategies in Figure 1 are usually referred to as avoidance or reduction
strategies as they involve either an alteration, a reduction, or complete
abandonment of the intended message.


Strategies 3–11 are normally termed achievement or compensatory strat-
egies as they offer alternative plans for the speakers to carry out their
original communicative goal by manipulating available language, thus
compensating somehow for their linguistic deficiencies. The strategies
suggested by the Nijmegen group (see Figure 2) also fall under this
category.


Strategy 12 is an example of stalling or time-gaining strategies. These
strategies are functionally different from the strategies mentioned
above because they are not actually used to compensate for any linguis-
tic deficiencies but rather to gain time and to keep the communication
channel open at times of difficulty. It must be pointed out that commu-
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FIGURE 1
CSs Following Traditional Conceptualizations


Avoidance or Reduction Strategies


1. Message abandonment—leaving a message unfinished because of language diffi-
culties.


2. Topic avoidance—avoiding topic areas or concepts which pose language difficulties.


Achievement or Compensatory Strategies


3. Circumlocution—describing or exemplifying the target object or action (e.g., the thing
you open bottles with for corkscrew).


4. Approximation—using an alternative term which expresses the meaning of the target
lexical item as closely as possible (e.g., ship for sail boat).


5. Use of all-purpose words—extending a general, empty lexical item to contexts where
specific words are lacking (e.g., the overuse of thing, stuff, make, do, as well as using words
like thingie, what-do-you-call-it).


6. Word-coinage—creating a nonexisting L2 word based on a supposed rule (e.g., vege-
tarianist for vegetarian).


7. Use of nonlinguistic means—mime, gesture, facial expression, or sound imitation.
8. Literal translation—translating literally a lexical item, an idiom, a compound word or


structure from L1 to L2.
9. Foreignizing—using a L1 word by adjusting it to L2 phonologically (i.e., with a L2


pronunciation) and/or morphologically (e.g., adding to it a L2 suffix).
10. Code switching—using a L1 word with L1 pronunciation or a L3 word with L3 pro-
nunciation in L2.
11. Appeal for help—turning to the conversation partner for help either directly (e.g.,
What do you call . . . ?)  or indirectly (e.g., rising intonation, pause, eye contact, puzzled ex-
pression).


Stalling or Time-gaining Strategies


12. Use of fillers/hesitation devices—using filling words or gambits to fill pauses and to
gain time to think (e.g., well, now let me see, as a matter of fact).


FIGURE 2
CSs as Conceptualized by the Nijmegen University Group


1. Conceptual strategies— manipulating the target concept to make it expressible through
available linguistic resources.


(a) Analytic strategies— specifying characteristic features of the concept (e.g., circumlo-
cution).
(b) Holistic strategies— using a different concept which shares characteristics with the
target item (e.g., approximation).


2. Linguistic/code strategies— manipulating the speaker’s linguistic knowledge.
(a) Morphological creativity— creating a new word by applying L2 morphological rules
to a L.2 word (e.g., grammatical word coinage).
(b) Transfer from another language.


58 TESOL QUARTERLY







nication maintenance strategies of this type have not been included
in the most well-known taxonomies put forward by Tarone, Færch and
Kasper, Bialystok or the Nijmegen group. Several other researchers,
however, have highlighted the significance of using fillers and hesita-
tion devices as a conscious means to sustain communication in the
face of difficulties (Canale, 1983; Canale & Swain, 1980; Ellis, 1985;
Haastrup & Phillipson, 1983; Hatch, 1978; Rost, 1994; Rubin, 1987;
Savignon, 1972, 1983). In Hatch’s (1978) words, learners should be
told to use “whatever fillers they can to show the Native Speaker that
they really are trying . . . . The most important thing of all has to be
‘don’t give up’” (p. 434). Canale (1983) specifically listed the “use of
pause fillers” (p. 25) among the CSs making up strategic competence.
Haastrup and Phillipson (1983) included in their taxonomy a set of
strategies which they termed “Strategies aimed at solving retrieval
problems” (p. 144) (e.g., “er now I have to think”), which appear to
be similar to the ones we are talking about here. Rost (1994) also
mentions using conversational fillers to keep the conversation going
in his list of communication strategies.


The question, then, is whether it is justifiable to include stalling
strategies among CSs or not. Færch and Kasper (1983b) considered
any filled pause (lexical or nonlexical alike) to be temporal variables of
speech performance rather than CSs.1  According to them, therefore,
fillers and hesitation devices are not CSs. On the other hand, it was
Færch and Kasper’s definitions of problem orientedness and consciousness
as criteria of CSs, which originally prompted me to include stalling
strategies as CSs: The conscious use of communication maintenance
fillers and gambits appears to satisfy both criteria. From another per-
spective, Tarone (1980) distinguished between production and communi-
cation strategies, the former referring to general attempts to use the
linguistic system efficiently and clearly, the latter being used more
specifically to negotiate meaning by offering alternative means to com-
municate one’s message. In this system, stalling strategies fall under
production and not communication strategies. Although this distinc-
tion makes sense, I believe that it is difficult to draw the line exactly
between the two types of strategy; for example, in its rigid application,
this framework would restrict CSs primarily to achievement strategies;
avoidance strategies would fall short of qualifying as real CSs because
by using them one’s meaning is not so much negotiated as reduced.
In sum, there is clearly a need to provide a thorough analysis and
typology of all the cognitive strategies that speakers use to enhance
communication, but this goes beyond the scope of this study. This


1However, Færch and Kasper (1983b) also pointed out that “the exact functions of the
various types of pauses are still far from being well-described” (p. 215).
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article uses the term communication strategies broadly to cover a wide
range of communication-enhancing devices, including stalling strat-
egies.


It may be useful to point out that Tarone (1980) mentions learning
strategies as a third type of strategy in her classification. These strategies
are defined by Oxford (1990) as “actions taken by second and foreign
language learners to control and improve their own learning” (p. ix).
Even though such strategies are functionally different from communi-
cation-enhancing strategies, the distinction is not so clear at a closer
glance. A great deal of language attainment takes place through taking
an active part in actual communication, and CSs help learners to do
so and thus (a) to obtain practice, and (b) to gain new information by
testing what is permissible or appropriate. In fact, Tarone ( 1980) points
out that in actual use all CSs may serve learning purposes; for the
same reason, Oxford (1980) included compensation strategies as one
of the six main classes in her system of learning strategies.


THE TEACHABILITY CONTROVERSY


The teachability of CSs has been a source of considerable contro-
versy in the past decade. Whereas strong theoretical arguments reject
the validity and usefulness of specific CS training, practical considera-
tions and experience appear to support the idea. A brief summary of
the problem and the arguments follows.


Tarone (1981) points out that CSs, rather than being part of linguis-
tic knowledge, are “descriptive of the learner’s pattern of use of what
he/she knows as he/she tries to communicate with speakers of the TL
[target language]” (p. 63). What is more, most researchers would agree
that strategic competence develops in the speaker’s L1 and is freely
transferable to target language use (see Bongaerts & Poulisse, 1989;
Bongaerts, Kellerman, & Bentlage, 1987; Kellerman, Ammerlaan,
Bongaerts, & Poulisse, 1990; Paribakht, 1985). This means that most
adult language learners already have a fairly developed level of this
competence, involving a repertoire of applicable CSs, regardless of
their level of L2 proficiency (see Bialystok & Kellerman, 1987). If,
therefore, there is no new linguistic knowledge involved and the cogni-
tive processes are familiar from the L1, what then is the point in
teaching these strategies? As Kellerman (1991) concludes, “there is no
justification for providing’ training in compensatory strategies in the
classroom . . . . Teach the learners more language and let the strategies
look after themselves” (p. 158).


After providing a comprehensive overview of strategy use and lan-
guage processing, Bialystok (1990) argues that communicative strate-


6 0 TESOL QUARTERLY







gies are reflections of underlying psychological processes, and there-
fore it is unlikely that focusing on surface structures will enhance
strategy use or the ability to communicate. Her conclusion is very
similar to Kellerman’s: “The more language the learner knows, the
more possibilities exist for the system to be flexible and to adjust itself
to meet the demands of the learner. What one must teach students
of a language is not strategy, but language” (p. 147). Canale and Swain
(1980) also believe that CSs are most likely to be acquired in real-life
communication and not developed through classroom practice.


The arguments above are well-founded. Still, many other research-
ers maintain that strategy training is possible and desirable (e.g.,
Brooks, 1992; Chen, 1990; Færch & Kasper, 1983a, 1986; Haastrup
& Phillipson, 1983; Paribakht, 1986; Rost, 1994; Rost & Ross, 1991;
Savignon, 1972, 1983, 1990; Tarone, 1984; Tarone & Yule, 1989;
Willems, 1987). The sources of this seeming contradiction, I believe,
lie in the following three observations:


1. Most of the arguments on both sides are based on indirect evidence.


2. There is variation within CSs with regard to their teachability.


3. The notion of teaching allows for a variety of interpretations.


Indirect Evidence


Very little systematic strategy training research has been conducted
thus far to test the teachability of CSs. I share Bialystok’s (1990) view
that “there is little empirical research investigating the pedagogy of
CSs, so descriptions and evaluations of any procedure are somewhat
speculative” (p. 149). Most arguments concerning the teachability issue
are based on indirect or inconclusive evidence, but it must be noted
that some of these data actually appear to confirm the validity of
strategy training.


Some studies did investigate the potential usefulness of the specific
training of some CSs. These were, however, either too narrow in scope
to be generalizable (i.e., focusing only on one strategy), or did not
follow rigorous experimental research methods. Wildner-Bassett
(1986) provides evidence, for example, that explicit instruction can
increase both the quality and quantity of time-gaining fillers used by
students. Færch and Kasper (1986) and Tarone and Yule (1989) report
on four different classroom projects that successfully incorporated
strategy training into foreign language instruction. Rost (1994) con-
ducted a questionnaire survey among teachers of conversation-based
L2 classes, in which they were asked to indicate to what extent they
considered certain (primarily interfactional) communication strategies
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to be useful and teachable. Several strategies, including using conversa-
tional fillers, were considered highly teachable.


There are also some indications in the literature that learners who
have been exposed to certain L2 input do improve their strategic
competence. Tarone (1981) reports on a study by Piranian investigat-
ing learners of Russian, in which learners who had had some extracur-
ricular exposure to Russian were found to use strategies more often
and more effectively than their peers whose Russian experience was
limited to the classroom. Raupach (1983) had similar findings with a
group of learners of French who had spent a term in France: “Whereas
the interviews following the stay abroad showed no appreciable prog-
ress in the learners’ command of grammatical structures, there gener-
ally was a considerable change in the use of communication strategies”
(p. 207). Bialystok (1983) found that those subjects who had travelled
widely and spoke more than two foreign languages proved to be supe-
rior in their L2 strategy use. There is also some evidence that students
in classroom settings which offer more natural input (such as immer-
sion classes) tend to develop a higher level of strategic competence
(see Tarone, 1984) than students in ordinary classrooms, who tend to
use only a limited number of mostly unsophisticated CSs (see also
Willems, 1987).


Variation Within CSs


The range of strategies researchers include when they talk about
communicative strategies varies from study to study. Most references
in the literature to the teaching of CSs involve generalizations (either
in favor of or against teaching them) based on one or two strategy
types, and the current study, though attempting to investigate a range
of strategies, is no exception to this. This approach is obviously not
ideal, as some strategies (such as message abandonment) are clearly
not desirable to teach, whereas some others (e.g., circumlocution or
appeal for help), as we will see below, are not only useful and desirable,
but also involve certain core words and structures, which lend them-
selves readily to classroom instruction. This implies that the question
of whether communication strategies in general are teachable or not
may be too simplistic, and this maybe partly responsible for the contro-
versial answers given to it.


Various Interpretations of the Notion of Teaching


Those who argue against teaching CSs claim, in broad terms, that
there is no need to do so because learners are already familiar with
them from their L1. This argument, however, is based on a narrow
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interpretation of teaching, namely that of passing on new information,
whereas in the L2 literature, teaching is often used in a broader sense,
for example when we speak about teaching L2 reading skills to learners
who can already read in their L1. A broader interpretation of teaching
would involve the following six (interrelated) procedures, all relevant
to strategy training.


1. Raising learner awareness about the nature and communicative
potential of CSs by making learners conscious of strategies already in
their repertoire, sensitizing them to the appropriate situations where
these could be useful, and making them realize that these strategies
could actually work. The importance of conscious attention in the
learner’s internalization process in general is highlighted by Schmidt
(1990) in his review of what cognitive psychology tells us about learning
and memory. From a cognitive perspective, the main role of instruction
is to orient the learners and focus their attention on a given topic.
Færch and Kasper (1986) also emphasize the need to increase learners’
“metacommunicative awareness” (p. 187) with respect to strategy use.
In fact, most definitions of CSs include (potential) consciousness as a
major feature and, as they also point out, this implies that these strate-
gies “can be influenced by teaching” (Færch & Kasper, 1984, p. 47).


2. Encouraging students to be willing to take risks and use CSs, that
is, to manipulate available language without being afraid of making
errors (Færch & Kasper, 1986; Yule & Tarone, 1990). Willems (1987)
also argues that very often we need to make it clear to learners that
for some strategies, “their innate tendency to use them in free speech
activities is quite a natural urge and nothing to be frowned upon”
(p. 356). It must be noted that Bialystok and Kellerman (1987) agree
that the use of CSs should be encouraged, but they do not consider
this part of teaching them: “It is one thing to encourage their use (and
create the conditions in which they can be used) and quite another to
actively teach communication strategies in the classroom” (p. 172).
This is a good example of the fact that some of the teachability contro-
versy stems from the different interpretations of what teaching in-
volves.


3. Providing L2 models of the use of certain CSs through demonstra-
tions, listening materials and videos, and getting learners to identify,
categorize, and evaluate strategies used by native speakers or other
L2 speakers. A variation of this structured inductive approach, de-
scribed by Færch and Kasper (1986), is when conversations between
the students and native speakers are recorded on video, and after
viewing their own recordings, students analyze their own strategy use.


4. Highlighting cross-cultural differences in CS use might involve
various degrees of stylistic appropriateness associated with CSs (e.g.,
in some languages particular CSs may be seen as indications of bad
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style), differences in the frequency of certain CSs in the speaker’s L1
and L2, as well as differences in the verbalization of particular CSs.


5. Teaching CSs directly by presenting linguistic devices to verbalize
CSs which have a finite range of surface structure realizations. Ac-
cording to McLaughlin (1990), verbal tasks are hierarchically struc-
tured and in order to realize a higher order goal, each of the compo-
nent skills needs to be executed. This would imply that being familiar
with a strategy in L1 might be an insufficient condition for efficient
strategy use in L2 if certain lower order components are missing or
not automatized properly.


Tarone and Yule (1989) point out that circumlocution, for example,
requires certain basic core vocabulary and sentence structures to de-
scribe properties (e.g., shape, size, color, texture) and function. They
provide examples like top side, bowl-shaped, triangular, on the rim, circular,
square. Dörnyei and Thurrell (1992) consider the automatization of
basic structures such as it’s a kind of/sort of the thing you use for. . . . it’s
what/when you . . . , it’s something you do/say when . . . , necessary for
circumlocution. They also provide a list of common fillers and hesita-
tion devices which come in handy when learners wish consciously to
buy time (e.g., well, actually, as a matter of fact, the thing is . . . . how shall
I put it... ), as well as a set of ways to appeal for help (e.g., What do
you call it/someone who . . . . What’s the word for . . . ). One good way of
collecting such sets is by asking the learners to perform strategies in
their L1 and then trying to find L2 equivalents for the structures and
core lexis they used.


6. Providing opportunities for practice in strategy use appears to be
necessary because CSs can only fulfil their function as immediate first
aid devices if their use has reached an automatic stage. My experience
in L2 teaching and CS training suggests that this automatization will
not always occur without specific focused practice (see also Willems,
1987). Again, Kellerman (1991) acknowledges the possible usefulness
of situational classroom practice of strategies in order to help learners
overcome inhibitions arising from having to operate in the L2, but
does not consider this part of actual strategy teaching since “such
exercises would be designed to help learners perform their competence,
rather than build it up” (p. 160).


Communication Strategy Training Versus Learning
Strategy Training


It may be interesting to compare the six categories listed above to
experiences gained from learning strategy training programs (for an
overview, see Chamot, 1990; O’Malley & Chamot, 1990; Oxford, 1990;
Wenden, 1991). O’Malley and Chamot (1990) emphasize that learning
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strategy training should be direct, that is “students should be apprised
of the goals of strategy instruction and should be made aware of the
strategies they are being taught” (p. 184). This emphasis on directness
is very similar to Oxford’s (1990) and Wenden’s (1991) emphasis on
informed training. As Oxford summarizes:


Research shows that strategy training which fully informs the learner (by
indicating why the strategy is useful, how it can be transferred to different
tasks, and how learners can evaluate the success of this strategy) is more
successful than training that does not. (p. 207)


Thus, learning strategy training is found to be most efficient if it is
explicit (direct, informed), which I have argued to be the case for
CSs as well. The components of direct training of learning strategies,
according to the above authors, include “awareness training” (Oxford,
1990, p. 202) offering a general introduction to the concept of learning
strategies and strategy training; identification of the strategies students
are already using; encouragement of strategy use in general; direct
explanation of the use and importance of new strategies; initial demon-
stration, naming and modeling of the new strategy by the teacher;
guided in-class practice of the new strategy followed by a cyclical re-
view; exploration of the significance of the strategy and the evaluation
of the degree of success with it; student identification of additional
strategies and their potential applications; and, finally, the transfer of
the new strategies to new tasks. Many of the above elements show a
remarkable similarity to the CS training components listed earlier.
There are two components of CS training absent here—the high-
lighting of cross-cultural differences in CS use and the actual teaching
of linguistic devices—and this is because they are closely associated
with the verbal nature of CSs.


THE INVESTIGATION: RESEARCH QUESTIONS
AND DESIGN


Research Questions


In order to obtain empirical data on the teachability of CSs, we
conducted a strategy training course and assessed the effects of the
treatment using pre- and posttests and comparing the results with
those obtained from control groups. We were interested in how strat-
egy training affected some qualitative and quantitative aspects of
strategy use as well as the rate of delivery of speech. We also wanted
to find out how language proficiency affected the results and what
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students’ affective dispositions were toward such training. Thus, we
formulated five research questions:


1.


2.


3.


4.


5.


Does the training of a specific strategy increase the frequency of
the use of this strategy by the students?


Does the training of a specific strategy improve the quality (effi-
ciency) of this strategy in actual language use?


Does strategy training have a direct impact on the students’ speech
rate?


Is the success of strategy training related to the students’ initial
level of language proficiency?


What are the students’ attitudes toward strategy training and the
usefulness of CSs?


Strategies Investigated


The research focused on the training of three CSs and offered
both awareness and practice activities. These strategies were: (a) topic
avoidance and replacement, (b) circumlocution, and (c) using fillers
and hesitation devices.


By selecting three different types of strategies, we intended to in-
crease the range of our training program. We assumed that including
topic avoidance and replacement skills in the training could improve
learners’ fluency along the lines of the old slogan, “Language learners
should say what they can and not what they want to,” or along the
lines of a variation on this slogan, “Language learners should be en-
couraged to say what they can, rather than retreat silently from what
they can’t.” 2  Circumlocution is often seen as the most important
achievement strategy, and most of the existing strategy training activi-
ties focus on it. The ability to use fillers and hesitation devices plays
an important role in helping a person to remain in the conversation
and gain time to think; we have found in the past that teaching fillers
brings about an improvement in students’ fluency.


Research Design


The study had a quasiexperimental design (i.e., it involved intact
EFL learner groups) and included a treatment group and two types
of control group: In the first type, students received no treatment at
all but followed their regular EFL curriculum; in the second, general
conversational training was given without any specific strategic focus.


2I am grateful to George Yule for suggesting this variation on the slogan.
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METHOD


Subjects


Subjects were 109 students (72 girls and 37 boys), aged 15–18, study-
ing English in 8 class groups in 5 different secondary schools in Hun-
gary. Table 1 presents a summary of the subjects according to schools
and class groups in the treatment and control groups. I selected these
two schools for the treatment group because I was supervising two
theses on communication strategies, so their classes were used for the
treatment. The three schools for the control groups were selected
because I had some personal contacts there with teachers who were
ready to participate in the project.


The selection of the schools and teachers was intentional, and we
tried to control for as many other variables as possible. The 5 schools
were of the same type, gimnázium (similar to British grammar schools),
providing general instruction and preparing students for further stud-
ies in higher education. They were all respectable but not particularly
famous or elite schools. The 6 teachers involved in the project were
in the same age group (25–30), having had between 2–5 years of
teaching experience. Students in all 8 groups followed a similar EFL
curriculum (the Hungarian national curriculum), using coursebooks
published in Great Britain. Group sizes ranged from 13 to 18 (people
who were absent during the pre- or posttests were not included in the
investigation), which is the usual size for EFL class groups in Hungarian
secondary schools (for a more detailed description of the EFL teaching
situation in Hungary, see Dörnyei, 1992; Medgyes, 1993).


Because the research also involved the investigation of the effect of
L2 proficiency on strategy use, we selected classes of different English
proficiencies to ensure sufficient variation. All the students had been
studying English between 1.5 and 3.5 years and had received between


TABLE 1
Subjects’ Class Groups, Schools, and Group Types


Treatment Group (n =53)
Control Groups (n =56)


No-Treatment Conversational
Group Training Group


School 1 School 2 School 3 School 4 School 5


Class 1 Class 2 Class 3 Class 4 Class 5 Class 6 Class 7 Class 8
Teacher 1 Teacher 2 Teacher 2 Teacher 2 Teacher 3 Teacher 4 Teacher 5 Teacher 6


16 12 11 14 12 12 15 17
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200 and 480 English lessons; their EFL proficiency ranged from prein-
termediate to postintermediate (about 1+ to 2+ on the U.S. Foreign
Service Institute scale). Both the treatment and control groups in-
cluded some higher and some lower level classes.


Description of the CS Training Program


The experiment consisted of a 6-week strategy training program,
embedded in the pupils’ official secondary school English course. The
4 class groups receiving treatment (n = 53) were taught by 2 teachers
following exactly the same syllabus. The strategy training took place
in three lessons each week, lasting for about 20–40 minutes each time.
The teaching material was based on the techniques described by Dörn-
yei and Thurrell (1991), supplemented with awareness-raising discus-
sions and feedback. An attempt was made to cover all the six types of
CS teaching procedures listed above.


In order to learn to use topic avoidance and replacement strategies,
students were taught to go off the point, evade answers, and steer the
conversation in a given direction. First the teachers provided demon-
strations of the strategies, then students were asked to perform these
in their L1. In the next stage, students were given time to prepare
their “manoeuvres” in English and after the performance their achieve-
ment was discussed; later during the course, an increasing amount of
improvisation was required. The activities focusing on circumlocution
involved comparing various dictionary definitions and analyzing the
structure of effective ones. Students were then given various tasks in
which they had to describe objects and later more abstract notions, to
extend definitions using long relative clauses, and play games such as
Call my Bluff. The training of the use of fillers involved first collecting
and classifying fillers, then inserting fillers into dialogues, lengthening
dialogue turns as much as possible by adding sequences of fillers,
expressing hesitation explicitly by using fillers, and matching fillers
with different emotions and moods. The Appendix contains a selection
of the most typical activities used to teach the three strategies.


The program had a cyclic content design with each of the three
teaching topics recurring and being further elaborated in every third
lesson. The rest of the English lessons were typical foreign language
classes, including a balanced teaching of integrated skills, using stan-
dard British coursebooks such as Access to English (Coles & Lord, 1975)
or Headway (Soars & Soars, 1987).


Control Groups


Of the 8 class groups in the sample, 4 served as control groups
(n = 56). These were divided into two parts. Two groups (n = 24) re-
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ceived no treatment at all but followed their regular EFL curriculum;
students were not even told that an experiment was in progress but
were only asked to participate twice (with an interval of 6 weeks) in a
recording activity (i.e., the pre- and posttests). In the other 2 control
groups (n = 32) subjects were exposed to a conversational training sup-
plement to their normal English classes (similar in length to the strate-
gic supplement of the treatment group), without any specific strategic
focus. The conversational training activities included communicative
tasks such as role-play, games, and discussions, involving a lot of pair-
work and groupwork. Students in these groups were told in advance
that they would take part in an “interesting communicative exper-
iment.”


The Pre- and Posttests


All the students took a written and an oral test before the program
and the oral test again after the training (or after 6 weeks in the case
of the no-treatment group). The elicited speech was recorded and
transcribed. Students in the treatment group also filled out a question-
naire assessing how interesting and useful they had found the training.
The written test consisted of the following.


1. The Test of English for International Communication (TOEIC),
a standardized multiple-choice test (listening and reading sections)
offered by the Educational Testing Service, Princeton, New Jersey.
(The control groups were given a shortened version.)


2. The C-test, an integrative pencil and paper test; the particular
version used had been validated with Hungarian EFL learners (see
Dörnyei & Katona, 1992).


3. The oral test consisted of the following.


Topic description: Students were given an abstract topic (e.g., vegetari-
anism, marriage, peace) and were asked to talk about it for 3 minutes.


Cartoon description: Students were asked to describe the content of
a cartoon strip consisting of three to four pictures.


Definition formulation: Students were given five Hungarian words
related to school or family life (e.g., child care benefit, school leaving
certificate, specialization course) and were asked to provide a definition


69 TESOL QUARTERLY







or an explanation in English. The target words were chosen from a
pool of eight words in the pretest and seven words in the posttest.3


Variables in the Survey


Definition Quality


The effectiveness of the definitions the students provided was taken
to reflect the quality of their use of circumlocutions. Even though the
task of giving formal definitions does not fully represent the ability
to generate circumlocutions in context, this method was used to control
for the number and the topic of circumlocutions, thus ensuring compa-
rability across students. The evaluation of the effectiveness of the
definitions required a complex measure: The success of a circumlocu-
tion does not depend on its length or the speech rate it is delivered
at but rather on whether the listener can identify the target word
described. Therefore all definitions produced by the students were
transcribed and inserted into Definition-Evaluation Questionnaires for
judges who had to guess the key words that the definitions defined
and write them in the questionnaire.4


To ensure that one judge did not evaluate more than one definition
of a key word (because the task of finding out the item would have
been significantly easier the second time), each judge was given only
one questionnaire which included definitions of different key words
(6–14 definitions on a questionnaire). This meant, however, that 95
Definition-Evaluation Questionnaires needed to be prepared to in-
clude every definition generated by the students in the pre- and post-
tests. Copies of these 95 questionnaires were distributed to more than
600 English majors at Eötvös University, Budapest, who served as the
judges. Data were obtained on a minimum of 9 out of the total of 10
definitions a student produced (the missing definitions are explained
by the exclusion of some key words—see Note 3). The evaluation of
each definition was based on an average of seven judges’ guesses. The
answers were evaluated on a 3-point scale (wrong = 0, semicorrect =
1, correct = 2).


Based on the results, two composite measures, pretraining definition


3The data for one item in the pretest and two items in the posttest had to be excluded
because some of the students did not know their exact meaning or mixed them with other
items,


4The reason we used the written transcripts of orally produced definitions to be evaluated
by the judges was largely practical: We did not want one judge to evaluate more than one
definition of a key word because the task of finding out the item would have been significantly
easier the second time. This meant, however, that hundreds of judges were needed to
ensure multiple evaluations of each definition. With such a huge number, we were simply
unable to play individually the recorded definitions to the selected judges.
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quality and posttraining definition quality, were obtained by first averaging
the judges’ quality scores for each definition for each individual and
then averaging the definition scores a student obtained in the pretest
and the posttest (thus these quality means ranged from 0 to 2, with 0
indicating that none of the definitions a student generated was cor-
rectly interpreted by any of the judges, and 2 that all the definitions
were understood by every single judge). A third measure, definition-
quality gain, was also computed by deducting the figure for pretraining
definition-quality from that of posttraining definition-quality.


Frequencies of Circumlocutions and Fillers


All occurrences of circumlocutions and fillers in the students’ speech
were identified by the author and a group of research assistants. We
did not include the circumlocutions from the definition-formulating
activity (where the actual task was to generate circumlocutions) unless
further circumlocutions were embedded in the definitions. Also, we
did not include fillers whose use was not appropriate in English but
was rather influenced by L1 interference. The decisions about each
occurrence were based on three researchers’ agreement; in case of
different judgments, the issue was discussed until an agreement was
reached. Here again frequency gain scores were computed by subtracting
the pretest frequency scores from the posttest scores.


Speech Rate


Although the efficiency of the training of fillers and circumlocutions
could be directly evaluated by computing quality and frequency gain
scores (see above), the use of the third featured strategy in the training
program, topic avoidance/replacement, was only indirectly assessed
through the students’ fluency. The assumption was that topic avoid-
ance/replacement skills have a positive effect on fluency and, therefore,
an improvement in the use of this strategy will be reflected in an
increase in the fluency measure. There are several ways of conceptual-
izing fluency (see Schmidt, 1992, for a comprehensive overview); we
were particularly interested in one aspect, the ability to fill the time
with talk, which contrasts with a characteristic feature of L2 speech
(typical of learners whose contact with the L2 is mainly restricted to
the L2 classroom) in which the learner keeps grinding to a halt, pauses
for lengthy periods, and often gets so lost that the interlocutor loses
patience, or a complete communication breakdown occurs. In measur-
ing speech rate, fillers, lexicalized hesitations (e.g., gambits, but not
those of hesitation), and repetitions are considered to be part of fluent
speech even though such leximic units may be viewed as dysfunctional
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intrusions and, as such, may be examples of a lack of fluency from
the perspective of other fluency conceptions.


Speech rate measures were computed by simply dividing the total
number of words a student produced by the length of time of that
particular stretch of speech (measured in seconds). Separate coeffi-
cients were obtained for the cartoon description and the topic descrip-
tion tasks (but not the definition formulation task—see above) for both
the pre- and the posttests. These were then averaged to form two
composite measures: pretraining speech rate and posttraining speech rate,
and again a gain score, speech rate gain was also computed.


Language Proficiency


A general language proficiency measure was computed by adding
up the standardized scores of the C-test and the two subtests of TOEIC
equally weighted.


Perceived Usefulness of Training


A Student Questionnaire asked the students to indicate on a 7-point
scale how useful they considered the training of each of the three
strategies to be.


Attitudes Toward the Training


Students indicated on a 7-point scale on the Student Questionnaire
the extent to which they had enjoyed the course.


Statistical Analyses


The definition-quality gain in the three conditions (treatment group
and two kinds of control group) was compared by means of a one-
way ANOVA of the gain scores. Student improvement in the use of
circumlocutions and fillers in the treatment and control groups was
compared by means of the Chi-square test. The significance of speech
rate gain was first tested by paired sample t tests separately in the
three conditions, then the gain scores were compared using a one-way
ANOVA. To detect interrelationships between the students’ language
proficiency, speech rate, and measures related to strategy use, Pearson
correlation coefficients were computed.
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RESULTS AND DISCUSSION


Table 2 presents descriptive statistics of the quality of the students’
definitions in the pre- and posttests across the three conditions. As
can be seen, in the treatment group there is an improvement in the
quality of the definitions after the training, whereas in both types of
control group the quality score decreases (possibly because the key
words in the posttest were somewhat more difficult to define, which
makes the increase in the treatment group even more noteworthy).5


In order to test whether these contrasting results were caused by the
treatment, a comparison of the gain scores across the three conditions
was carried out by means of a one-way ANOVA. The analysis (see
Table 2) produced a significant result and the Scheffé test showed that
the difference between the treatment and the no-treatment conditions
was significant. This was not the case between the treatment and the
conversational training conditions at the p < .05 level. However, a com-
parison of the mean gains in these latter two groups indicated that
the difference approached significance (F[1,83] = 3.44,  p = .067) and we
can therefore talk about a trend in favor of the treatment condition
(see Hatch & Lazaraton, 1991, p. 232).


We may conclude that the CS treatment was successful in improving
the quality of the definitions the students generated as confirmed by
the difference between the treatment and the no-treatment conditions.
The reason for the conversational training group showing no signifi-
cant difference from the treatment group, but only a trend, might lie in
the nature of conversational training: Communicative activities often
include information-gap elements, which can be considered indirect
practice in strategy use, and this reduces somewhat the difference
between the two types of training.


Table 3 contains descriptive statistics of the frequency of circumlocu-
tions and fillers in the pre- and posttests as well as the percentage of
students who showed a positive change in the use of these strategies
in the posttest. The means are the averages of raw frequencies for all
the tasks (i.e., students in the treatment group used, e.g., fewer than
two fillers on average during the whole of the pretest). As can be seen,
in the treatment group the use of both circumlocutions and fillers


5The key words to be defined were different in the pre- and posttests, so a within-group
repeated-measure comparison of definition quality may not be very meaningful because it
may reflect the difference between the difficulty levels of the sets of keywords rather than
within-group change. For this reason, no paired-sample t test statistics are given in Table
2. Incidentally, these statistics are in accordance with the claim about the superiority of the
treatment condition: In the treatment group the difference in definition quality is significant
(t =-2.04, df= 52, p <.05), whereas in the two types of control group it is not (t = 1.61, df= 23,
p = n.s.; t = .76,  df = 31, p = n.s.).
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TABLE 2
Descriptive Statistics of Definition Quality and One-Way ANOVA of Definition Quality


Gain Across the Treatment and Control Groups


M SD


Group Pretest Posttest Gain Pretest Posttest


Treatment Group (n = 53) 1.50 1.61 +.11 .30 .27
Control Group (n = 56) 1.49 1.42 –.07 .31 .27


No-treatment group (n = 24) 1.58 1.46 –.12 .35 .27
Conversational training group (n = 32) 1.43 1.39 –.04 .27 .27


Source SS df MS F ρ


Between groups 2 1.01 .51 3.83 .025
Within groups 106 13.99 .13
Tota l 108 15.00


increased, with the increase in the use of fillers appearing to be particu-
larly substantial. In the control groups, on the other hand, there was
only a minimal change in the frequency of circumlocutions, whereas
the number of fillers actually decreased in the posttest.6 Because of
the frequency data, parametric procedures such as the ANOVA were
not appropriate here to test whether the changes had been caused by
the treatment. Instead, a nonparametric test, the Chi-square test, was
applied to compare student improvement in the three conditions, with
the number of students who showed a positive change being the depen-
dent and group type the independent variables.


With respect to the use of fillers, the results of the comparison are
highly significant, indicating that significantly more students in the
treatment group showed improvement in their use of fillers (72%)
than in the no-treatment group (13%) and the conversational training
group (28%). This substantial increase as the function of the treatment
is in accordance with Wildner-Bassett’s (1986) findings. The Chi-square
analysis, however, did not produce significant results with respect to
circumlocutions  (X


2 [2] =  1.53,   p = n.s.)
and 25%, respectively). There are two possible reasons for this: (a)
The treatment affected not so much the frequency of the circumlocu-
tions but rather their quality (which we have seen before). (b) Circumlo-
cutions are not very common in everyday speech, and even in our
tasks which were designed to pose language difficulties to the learners


in the three conditions (38%, 30%


6In the no-treatment group the decrease of the number of fillers in the posttest is rather
large. This was partly caused by one student, who used a disproportionately large number
of fillers (30, mostly well’s) in the pretest and only half as many in the posttest.
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TABLE 3
Descriptive Statistics of the Frequency of Circumlocutions and Fillers and
Chi-Square Test on the Percentage of Students Showing a Positive Change


Across the Three Conditions


M a Percentage of
students showing


Group Pretest Posttest Gain positive change


Treatment Group (n = 53)
Circumlocution


Fillers


Control Group (n = 55)b


Circumlocution


Fillers


No-treatment group (n = 23)
Circumlocution


Fillers


Conversational training group (n = 32)
Circumlocution


Fillers


.57
(.80)


1.70
(2.22)


.69
(1.05)
1.95


(4.32)


.65
(.78)
2.52


(6.26)


.72
(1.22)
1.53


(2.06)


. 9 1
(.86)
6.36


(6.33)


.69
(.88)
1.11


(2.30)


.71
(.86)
1.04


(3.07)


.66
(.90)
1.16


(1.55)


+ .34 38


+4.66 72


.00 27


– . 8 4 22


+.06 30


–1.48 13


–.06 25


–.37 28


χ 2 df ρ
Circumlocution 1.53 2 n . s .c


Fillers 29.23 2 .000


aStandard deviations are given below the means in parentheses.
bBecause of missing data, one student was excluded from the control groups
cNonsignificant at the ρ < .05 level.


and thus elicit CSs, the frequency of circumlocutions was rather low.
This, coupled with the limited sample sizes, may not have allowed for
stable trends to emerge and the results to reach significance.


Table 4 contains a comparison of the students’ pre- and posttest
speech rate in the treatment and the control groups, as well as a
comparison of the speech rate gains across the three conditions. As
can be seen, in the treatment group the improvement in the students’
speech rate is highly significant. The two types of control group show
a different pattern: There is no significant change in the no-treatment
group, but students in the conversational training group improved in
their speech rate significantly after the training. This latter result was
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actually expected because the primary purpose of a conversational
training supplement to a language course is to improve the students’
fluency.


The one-way ANOVA of the gain scores across the three conditions
did not produce a significant result, meaning that there were no differ-
ences between any of the three groups. The fact that the treatment
and the conversational training conditions did not show any difference
was not surprising in view of the significant increase of speech rate
in the conversational training group. On the other hand, the lack of
a significant difference between the treatment and the no-treatment
groups was rather unexpected. One possible explanation may be that
even though CSs help smooth out trouble spots in conversation and
thus reduce thinking time and increase fluency, the general rate of
speech delivery is also a function of other aspects of one’s communica-
tive competence we did not control for in our survey. A second possible
explanation may be that even if the treatment condition does have a
stronger effect on the students’ speech rate than the no-treatment
condition, the resulting difference may not be sufficiently great after
a 6-week strategy training supplement (18 x 20–40 mins) with such a
limited sample, and would require more participating students and/
or a longer training program to reach statistical significance.


Table 5 contains correlations obtained in the treatment group be-


T A B L E  4
Paired Sample t tests on Pre- and Posttest Speech Rate and a One-Way ANOVA of


Speech Rate Gain in the Treatment and Control Groups


Group df Pretest Posttest Gain t value p


Treatment Group (n = 53) 52 .89 1.06 +.17 –5.14 .000
(.33) (.35)


Control Group (n = 55)b 54 1.05 1.17 +.12 –3.46 .001
(.33) (.33)


No-treatment group (n = 23) 22 1.05 1.13 +.08 –1.43 n.s.c


(.36) (.35)
Conversational training group (n = 32) 31 1.06 1.21 +.15 –3.40 .002


(.32) (.32)


Source SS df MS F ρ


Between groups 2 .14 .07 1.08 n.s.
Within groups 105 6.78 .06
Total 107 6.92


aStandard deviations are given below the means in parentheses.
bBecause of missing data, one student was excluded from the control groups.
cNonsignificant at the ρ < .05 level.


7 6 TESOL QUARTERLY







tween the students’ pretraining language proficiency, speech rate, and
variables describing their strategy use. It was expected that the stu-
dents’ pre- and posttraining speech rate would be related to their
language proficiency, that is, better students would be more fluent.
This was indeed the case. What is important, however, is that the
speech rate gain after the training is unrelated to the students’ language
proficiency, which means that success in the training was not a function
of the participants’ initial language competence. This is further con-
firmed by the correlations with definition quality, circumlocution, and
fillers, where none of the gain scores correlated significantly with pre-
training language proficiency (for an analysis of the relationship be-
tween language proficiency and strategy use in general, see Poulisse
& Schils, 1989).


The second column in Table 5 shows correlations between the stu-
dents’ speech rate and strategy use before the training. The significant
correlations indicate that both the quality and the quantity of the
students’ strategy use were positively related to their speech rate. The
correlation between speech rate and fillers is particularly high, im-
plying that more fluent students tended to use time-gaining strategies.


With respect to the correlations between variables after the training
and correlations between variable-differences, (Columns 3 and 4), fil-
lers again correlate highly significantly with speech rate—indicating


TABLE 5
Correlations Between Pretraining Language Proficiency y, Speech rate, and Variables


Describing Strategy Use in the Treatment Group (n = 53)


Oral performance
Speech Rate


Pretraining language
variables Proficiency Pretraining Posttraining Gain


Speech Rate
Pretraining
Posttraining
Gain


Definition Quality
Pretraining
Posttraining
Gain


Circumlocution
Pretraining
Posttraining
Gain


Fillers
Pretraining
Posttraining
Gain


* p < .05. ** p < . 01. *** p < .001.
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TABLE 6
Descriptive Statistics of the Affective Items from the Student Questionnaire


Variable M SD Lowest value Highest Value


Usefulness of fillers 5.68 1.14 3 7
Usefulness of topic avoidance 5.87 1.10 4 7
Usefulness of circumlocution 6.04 1.07 2 7
Attitudes towards the training 5.93 1.04 4 7


Note. The answers were given on 7-point scales ranging from “not useful at all/I didn’t like
them at all” (l) to “very useful/I liked them a lot’’ (7).


that the mastery of fillers is positively associated with improvement in
speech rate—but neither definition quality nor circumlocution do so.
This lack of significant correlations could be due to several facts:
Because the training also focused on a third strategy, topic avoidance/
replacement (which was assumed to be directly related to speech rate),
unremarkable use of definitions/circumlocutions in the posttest may
have been compensated for by good topic avoidance skills, which de-
pressed the correlations. Another explanation might be that enhanced
use of circumlocution does not directly affect speech rate but rather
the quality of general message conveyance, which was not measured.


Table 6 contains descriptive statistics of the affective variables in
the Student Questionnaire. The high value means indicate that stu-
dents found the strategies in the training useful, especially circumlocu-
tion, and their general attitude toward the training was very favorable.


CONCLUSION


What prompted this study was my realization that a significant pro-
portion of real-life communication in L2 is problematic (Gass & Var-
onis, 1991), and yet language classes do not generally prepare students
to cope with performance problems. I assumed that one educational
approach learners might potentially benefit from in developing their
coping skills could be the direct teaching of CSs.


My own experience, as well as indications in the literature, suggested
that it was possible to develop efficient strategy training activities;
however, the serious theoretical arguments of researchers questioned
the teachability of CSs. Three possible sources of this controversy have
been suggested here: (a) The arguments concerning the systematic
training of CSs have been typically based on indirect evidence, and
some of this evidence actually supports the teachability of strategic
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competence. (b) There is variation within CSs with respect to their
teachability and, therefore, no straightforward answer can be given to
the question whether CSs in general are teachable or not. (c) Part of
the contradiction stems from different interpretations of one’s notion
of teaching.


To obtain empirical data regarding the potential usefulness of CS
instruction, a training experiment was carried out, focusing on three
different kinds of strategies. In the treatment group, the posttraining
results showed improvement in measures related to both the quality
and quantity of strategy use (quality of circumlocutions and the fre-
quency of fillers and circumlocutions). A comparison of the gain scores
with those obtained in the control groups provided evidence that the
improvement in the quality of circumlocutions and in the quantity of
fillers could indeed be attributed to the treatment; however, the same
thing could not be confirmed about the quantity of circumlocutions,
which was argued to be caused, at least partly, by the low frequency
of this strategy in the corpus.


As for the students’ speech rate, it was found that both the quality
and the quantity of the students’ strategy use were positively related
to their fluency in the pretest but only fillers affected speech rate in
the posttest. With respect to the differences between the pre- and
the posttest results, significant within-group gains were found in the
groups that received CS and conversational training (but not in the
no-treatment group), but a comparison of the three conditions did
not have significant results. It was argued that the unexpected lack of
significant difference between the treatment and the no-treatment
groups may have been caused by the shortness of the training and
the limited sample sizes; alternatively, fluency is also determined by
other important variables related to communicative competence which
were not focused on or controlled for in our study and which may
not have changed significantly during the 6-week period of the treat-
ment, thus depressing speech rate gain differences.


With respect to the students’ level of L2 proficiency, the effectiveness
of the training was found to be unrelated to the learners’ EFL compe-
tence. This implies that strategy training can be incorporated early—
as our study shows, even at a preintermediate level—in an L2 teaching
syllabus, which is in accordance with Savignon’s (1972) original recom-
mendation. It was also found that student attitudes toward such train-
ing were favorable, indicating that such training activities are relatively
safe to use in the classroom.


The results presented above are far from conclusive. Only three
types of CS were examined, which does not allow for generalizations,
and there were quite a few mixed messages. Furthermore, a very
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simple conception of fluency was applied in our study (words per
seconds), which did not take into account any qualitative aspects of
fluency, that is, the quality and efficiency of message conveyance.


Even bearing the above cautions in mind, the results of the CS
training experiment are still promising. Although the experiment was
a pilot study in the sense that we could not rely on any established
methodology or the experiences of other teachers and researchers,
the treatment was successful in improving some of the qualitative and
quantitative aspects of strategy use. Future extensions and elaborations
of the training program maybe expected to achieve even more marked
results, and thus our project appears to provide some support to Ta-
rone and Yule’s (1989) claim concerning the direct teaching of CSs:


In our suggestions for teaching sociolinguistic skills, we argued for an
essentially inductive, integrative approach . . . However, for the purpose
of developing communication strategies, we feel that a more focused and
even explicitly didactic approach is possible. We differ in our approach
from other researchers, who argue that communication strategies cannot
be explicitly taught. (p. 114)


The direct approach to teaching CSs might involve the following
procedures:
●


●


●


●


●


●


Raising learner awareness about the nature and communicative po-
tential of CSs
Encouraging students to be willing to take risks and use CSs
Providing L2 models of the use of certain CSs
Highlighting cross-cultural differences in CS use
Teaching CSs directly by presenting linguistic devices to verbalize
them
Providing opportunities for practice in strategy use


Finally, some teachers might have doubts about teaching CSs such
as fillers or topic avoidance, language behaviors normally not encour-
aged in their own L1s. Why then do learners need them? The answer
is that they provide the learners with a sense of security in the L2 by
allowing them room to manoeuvre in times of difficulty. Rather than
giving up their message, learners may decide to try and remain in the
conversation and achieve their communicative goal. Providing learners
help towards accomplishing this is, I believe, a worthy objective of
communicative language instruction.
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Appendix


Examples of Strategy Training Activities Used in the Study


Topic Avoidance and Replacement
1. Avoiding giving information: The teacher addresses a student with a question that asks
for specific information, for example, “How old are you?” The student must respond in
two or three sentences without actually giving that particular information, for example,
“Well, that’s an interesting question. Isn’t it strange how people always feel that they need
to know the age of a person?”
2. Going off the point: Students are told that no matter what their question is, they must
steer the conversation to a given topic, for example, judo. If the question is, for example,
“Does your grandmother own a pet?” the answer might be something like this:


Yes, my grandmother keeps an enormous Alsatian dog because it makes her feel safe
when she’s at home alone. When she was younger, of course, she didn’t need a dog
because she was extremely fit and active, and right up to the age of 60 she attended
judo classes . . . .


Circumlocution
3. Comparing dictionary definitions: In small groups students look up entries for a given
word in monolingual dictionaries and compare and discuss the differences. Then they are
asked to prepare a “perfect” definition for the word in question by editing/compiling the
dictionary definitions.
4. Challenging the definition: Students work in pairs. Each pair is given the name of an
object, which they must define using a relative clause. Each pair in turn reads out their
definition, while the other pairs check whether it is precise enough. If it is not—that is, if
a pair can find another object the definition suits—they get a point, and for another point
they must give a more specific definition. Of course, this new definition is also open to
challenge. After students have gained some competence in creating definitions, the task is
made more difficult by giving them abstract notions (e.g., friendship, peace) instead of
objects to describe.
5. Calling my bluff: Students are in groups of three. Each group is given a card with one
very difficult word and its definition on it. Students must invent two convincing but false
definitions of the same word. Then they read out the three definitions for the other groups
to decide which is the real one.


Fillers and Hesitation Devices
6. Adding fillers: The teacher takes a short excerpt (two-three utterances) from a dialogue
in the class textbook and puts it on the board. Students are divided into groups of two or
three; each group in turn must add one filler to the dialogue, which the teacher then inserts
into the text on the board. You may want to specify that each filler can be used only once.
If a group fails to provide an extra filler, or offers one to be inserted at an inappropriate
place, they drop out.
7. Composing nonsense dialogues: In pairs, students compose short nonsense dialogues that
consist almost entirely of fillers; they may use names of cities, for example, as content words.
For example:


A: You know, I thought maybe London.
B: Well, I see what you mean, and don’t get me wrong—that’s very Chicago—but


actually, as a matter of fact, I was thinking more along the lines of Montreal if
you see what I mean.


A: Really? But that’s Istanbul!


(For further strategy teaching ideas the reader is referred to the following publications:
Dörnyei & Thurrell, 1991, 1992; Kehe & Kehe, 1994; Pattison, 1987; Savignon, 1983;
Tarone, 1984; Tarone & Yule, 1989; Willems, 1987.)
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Interpretation Tasks for
Grammar Teaching
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Temple University


Grammar teaching has traditionally consisted of giving learners op-
portunities to produce specific grammatical structures. Such an ap-
proach may prove ineffective because it does not take account of
how learners acquire grammatical structures (e.g., Krashen, 1982).
This article examines an alternative approach to grammar teaching—
one based on interpreting input. This approach emphasizes helping
learners to notice grammatical features in the input, comprehend
their meanings, and compare the forms present in the input with
those occurring in learner output. The rationale for the approach
is discussed as are the principles for designing interpretation tasks
for grammar teaching.


A lthough applied linguists now largely agree that L2 classroom
acquisition occurs when learners participate in interaction that


affords comprehensible input and output (Krashen, 1985; Long, 1983;
Pica, 1992; Swain, 1985), they have also recognized that higher levels of
grammatical competence require direct intervention in interlanguage
development. A case has been made for supplementing activities de-
signed to focus learners’ attention on message conveyance with activi-
ties that also require a focus on form (Ellis, 1993a; VanPatten, in press;
White, 1987). How, then, should this be done? What kinds of grammar
teaching will work best for acquisition?


Traditionally, grammar teaching has been conducted by means of
activities that give learners opportunities to produce sentences con-
taining the targeted structure. These activities can consist of mechani-
cal pattern-practice drills of the kind found in the audiolingual method
or situational grammar exercises in which the target structure is contex-
tualized in terms of some real or imaginary situation (see Ur, 1988,
for examples). The underlying assumption of both types of activity is
that having learners produce the structure correctly and repeatedly
helps them learn it.


This traditional approach faces a number of problems. First, second


87







language acquisition (SLA) research (e.g., Ellis, 1989; Pienemann,
1984) has shown that learners pass through a number of stages on
route to acquiring the ability to produce a target language structure and
that grammar teaching often does not alter this sequence. Teaching
learners to produce a target structure that they are not ready to pro-
duce may not work. Second, asking learners to produce grammatical
structures they find difficult and then correcting them when they make
mistakes may increase their anxiety and result in a psychoaffective
block to learning anything (Krashen, 1982).


An alternative approach to grammar teaching is to design activities
that focus learners’ attention on a targeted structure in the input and
that enable them to identify and comprehend the meaning(s) of this
structure. This approach emphasizes input processing for comprehen-
sion rather than output processing for production and requires the
use of what I have termed interpretation tasks to replace traditional
production tasks (Ellis, 1993b).


This article describes and illustrates interpretation tasks for gram-
mar teaching. I will begin, however, with a brief examination of the
psycholinguistic rationale for a comprehension-based approach to
grammar teaching.


A PSYCHOLINGUISTIC RATIONALE


Figure 1 presents a model of L2 acquisition (see Ellis, 1990, 1993a).
This model, designed to address the role of formal instruction in


acquisition, is based on a distinction between implicit and explicit L2
knowledge. Implicit knowledge is typically manifest in some form of
naturally occurring language behavior (e.g., a conversation). It is intu-
itive and, therefore, exists in unanalyzed form. It can be abstract and
structured (i.e., rule based) or chunklike (i.e., formulaic). Explicit
knowledge typically manifests itself in some form of problem-solving
activity (e.g., a sentence transformation exercise), but it can also be
accessed in natural language use that allows time for monitoring, as
represented by A in Figure 1. Explicit knowledge is held consciously
and is stored in analyzed form. Unlike implicit knowledge, therefore,
it is reportable.


The model is a weak-interface model. That is, it hypothesizes that
explicit knowledge of L2 items and structures may convert directly
into implicit L2 knowledge (see B in Figure 1) but, as the dotted lines
are intended to suggest, usually does not. This position is grounded
in research which indicates that learners do not bypass developmental
sequences (which I assume to reflect implicit knowledge) as a result
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FIGURE 1
A Model of L2 Acquisition Incorporating a Weak Interface Position


Key:
= primary processes


----------   = secondary processes


of practicing target structures (Ellis, 1989; Pienemann, 1984, 1989;
Schumann, 1978).


In addition to this direct relationship between explicit and implicit
L2 knowledge, the model hypothesizes an indirect relationship, and
it is this that is most important. The model proposes that explicit L2
knowledge facilitates implicit L2 knowledge in two principal ways, as
shown in C in Figure 1. First, it helps learners notice linguistic proper-
ties of the input they otherwise might not notice. Input is processed
by means of top-down strategies designed to derive the message con-
tent with maximum efficiency by utilizing context cues and also by
bottom-up strategies with which the learner attends to and attempts
to decode specific L2 items and structures.


My claim is that bottom-up processing is a necessary condition of
L2 acquisition (i.e., no noticing, no acquisition) and that if learners
possess explicit knowledge of a specific feature, they are better able
to engage in bottom-up processing. In other words, explicit knowledge
helps learners obtain intake (i.e., to process grammatical information
for short-term and maybe medium-term memory). This hypothesis
owes much to Faerch and Kasper’s (1986) views concerning the impor-
tance of bottom-up processing for acquisition and to Schmidt’s (1990,
1993) ideas about the role of consciousness in language learning.
Faerch and Kasper (1986) suggest that whereas effective listening in-
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volves the use of top-down processes, where learners utilize contextual
information and existing knowledge to understand what is said, the
acquisition of new linguistic forms may require the use of bottom-up
processing, where learners pay attention to forms that are problematic
to them. Schmidt argues that no learning is possible without some
degree of consciousness. He distinguishes between intentionality and
attention, arguing that “while the intention to learn is not always crucial
to learning, attention (voluntary or involuntary) to the material to be
learned is” (Schmidt, 1992, p. 209). Neither Faerch and Kasper nor
Schmidt are suggesting that learners attend consistently to form when
they are communicating. Clearly that is not possible if communication
is to proceed smoothly. At certain points, however, their attention may
be directed away from comprehending for meaning to attending to
and subjectively noticing specific language forms.


Second, intake is also enhanced when learners carry out a second
operation-comparing what they have noticed in the input with what
they currently produce in their own output. This kind of cognitive
comparison1 is hypothesized to help learners identify what it is that
they still need to learn. It can serve two functions: It can help learners
“notice the gap” (Schmidt & Frota, 1986, p. 310) between the input
and their own output, and it can give the learner evidence that an
existing hypothesis regarding a target language structure is the correct
one. In other words, cognitive comparisons serve as a mechanism for
disconfirming or confirming hypotheses in implicit knowledge.


This model allows us to identify a number of processes2 involved
in learning and using grammatical features.


• Interpretation


This is the process by which learners endeavor to comprehend input and
in so doing pay attention to specific linguistic features and their meanings.
It involves noticing and cognitive comparison and results in intake.


• Integration


Integration occurs when learners are able to incorporate intake into their
developing interlanguage systems (i.e., their implicit knowledge). Not all
intake is so accommodated, as learners are only able to incorporate features


1The term cognitive comparison replaces the term noticing the gap used in previously published
versions of this model (see Ellis, 1993a). This is because this term better captures the fact
that learners need to notice when their own output is the same as the input as well as when
it is different.


2VanPatten (in press) has identified a very similar set of processes. He refers to them
as input processing, accommodation and restructuring, and monitoring, acress, retrieval, speech
accommodation.
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for which they are ready.3 Integration may also be accompanied by restruc-
turing (McLaughlin, 1990). That is, the incorporation of new linguistic
material may cause learners to reorganize the information in their existing
interlanguage systems.


• Production


Production typically relies on implicit knowledge (cf. Krashen’s Monitor
Model), but this can be supplemented by explicit knowledge through moni-
toring (see A in Figure 1). Production does not serve as the primary means
for acquiring new linguistic knowledge although it may help learners to
gain mastery over features that have already entered their interlanguage
(i.e., it can lead to greater accuracy).


One implication of this model for pedagogy is that grammar teaching
might usefully focus on interpretation. As VanPatten (in press) puts
it:


Given the important role of input and input processing in second language
acquisition, it is reasonable to wonder whether or not explicit instruction in
grammar that involves a focus on input is more appropriate than traditional


duction.
approaches to grammar instructin where learners are engaged in pro-


Although the model also affords other roles for grammar teaching
(e.g., consciousness raising to develop learners’ explicit knowledge and
production practice to help learners use already learned features more
accurately), it suggests that teachers might profitably try to focus learn-
ers’ attention on noticing and understanding specific grammatical fea-
tures in input, as it is by this means that the acquisition of new features
gets started. Before we consider how this might be done, however,
we will briefly examine what empirical evidence there is in favor of
interpretation-based grammar teaching.


SOME EMPIRICAL EVIDENCE


Empirical support for an input-based approach to teaching grammar
can be found in the early studies of the comprehension approach (see
Winitz, 1981). A general finding of these studies was that beginning
learners who were exposed to input they were required to comprehend
but not asked to produce outperformed learners following a more
traditional, production-based program in tests of listening and reading
comprehension (as might be expected) and did as well and often better


3There are various ways of explicating what is meant by readiness. Pienemann and Johnston
(1987), for example, suggest that the acquisition of developmental grammatical features is
only possible if learners have developed the prerequisite processing operations.
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in tests of speaking and writing. A good example of a comprehension-
based approach is Total Physical Response (TPR) (see Asher, 1977).
This method follows a structural syllabus but does not involve produc-
tion practice, at least in the early stages. Instead learners are asked to
perform actions to demonstrate their understanding of commands
that have been specially contrived to teach the structures. Asher has
conducted a number of studies (e.g., Asher, Kusudo, & de la Torre,
1974), involving both children and adults, to evaluate the effectiveness
of TPR in comparison to other, production-based methods, in particu-
lar, the audiolingual method. The results he reports demonstrate that
TPR leads not only to better comprehension and production but also
to enhanced motivation and greater persistence in language learning.4


In a review of comprehension-based approaches, Gary ( 1978) identifies
four main advantages: (a) a cognitive advantage (i.e., better L2 learn-
ing), (b) an affective advantage (i.e., the avoidance of the stress and
embarrassment that often accompanies trying to produce sentences in
front of others), (c) an efficiency advantage (i.e., a comprehension-
based approach works equally well with low and high aptitude learn-
ers), and (d) a utility advantage (i.e., teaching listening skills helps a
learner become functional in using the L2 and also enables a learner
to continue their language study independently of the teacher).


Although evaluation studies of comprehension-based approaches to
language teaching demonstrate their effectiveness in promoting over-
all L2 proficiency, they do not show (or try to show) that comprehend-
ing input enables learners to acquire specific grammatical features. A
number of recent studies, however, provide evidence of just this.
Doughty (1991) investigated the effects of instruction on adult learners’
acquisition of relative clauses. The instruction took the form of a
computer-assisted reading lesson, based on a text specially designed
to include examples of the target structure. One group received help
in understanding the text by means of expansions or clarifications of
sentences containing relative clauses. A second group received explicit
instruction on relative clauses. A third, control group just read the
sentences. Doughty found that the first and second groups improved
in their ability to produce relative clauses to a significantly greater
extent than the control group. She also found that the first group
outperformed both the second and third groups in a test that measured
overall comprehension of the passage. In other words, the meaning-
oriented instruction directed at making sentences containing the target


4Asher’s studies evaluating TPR should be treated with some caution. They only examined
beginning learners and typically did not include follow-up tests. It is not certain, therefore,
whether TPR is equally effective with more advanced learners or whether the advantages
are long term.
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structure comprehensible seemed to work best because it led to both
acquisition of the target structure and to better overall comprehension.


VanPatten and Cadierno (1993) compared traditional production-
oriented practice with listening practice that required learners to pro-
cess ,specially contrived input. The study involved university-level
Spanish learners and focused on object-verb-subject word order and
clitic object pronouns in Spanish. They found that the learners who
were asked to process input by means of interpretation-based grammar
tasks outperformed those taught by means of production-based prac-
tice on a test that measured comprehension of the target structures
and, more surprisingly, did just as well on a test that measured ability
to produce the target structures accurately. These results were re-
peated in follow-up tests administered 1 month later. VanPatten and
Cadierno suggest that whereas the production-based instruction only
contributed to explicit knowledge, the comprehension-based instruc-
tion created intake which the learners were able to integrate into their
interlanguage systems (i.e., it led to implicit knowledge).


A somewhat similar study was carried out by Tuz (1992) on Japanese
university students studying general English. In this case the target
structure was word order with psychological verbs such as like, attract,
and disgust (see next section). Both groups made use of a set of pictures
depicting events involving psychological verbs, similar to those found
in Activity 1 of the materials provided in the Appendix. In the case
of the control group, the pictures were used as stimuli for sentence
production, whereas in the experimental group, they were used to
practice comprehension of sentences containing psychological verbs.
The results of this study were even more striking than those of VanPat-
ten and Cadierno. Again, the learners receiving the comprehension-
based instruction outperformed those receiving the production-based
instruction on a comprehension test of the structure, but, in addition,
they also outperformed them on a production test. The interpretation
tasks used in this study enabled the learners to develop the kind of
knowledge needed to both comprehend and produce the target struc-
ture and did so to a much greater extent than the production tasks.
Unfortunately, the study had no follow-up test, so it is not possible to
say to what extent this advantage was maintained over time.


The research to date, therefore, suggests that comprehension-based
instruction not only results in greater overall proficiency but is also
more effective in enabling learners to acquire specific grammatical
structures. One caveat is in order, however. The tests used in both the
early studies of comprehension-based language teaching and in the
later studies investigating specific grammatical structures were of the
kind that allowed for the use of explicit L2 knowledge through moni-
toring. VanPatten and Cadierno’s (1993) claim that comprehension-
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based instruction results in implicit L2 knowledge is speculative, there-
fore. Before we can be sure of this, we need to investigate whether
the knowledge obtained through comprehension-based instruction can
be used in spontaneous communication, where there is little opportu-
nity to employ explicit knowledge through monitoring. VanPatten (in
press) reports that a study currently in progress indicates that it is.


DESIGNING INTERPRETATION TASKS


Interpretation tasks have the following goals.


1. To enable learners to identify the meaning(s) realized by a specific
grammatical feature (i.e., to help them carry out a form-function
mapping). In this case, the goal is grammar comprehension, to be
distinguished from what might be termed message comprehension,
which can take place without the learner having to attend to the
grammatical form. For example, on hearing the sentence:


I’d like three bottles please.


a learner may be able to understand that bottles is plural in meaning
without noticing the -s morpheme or understanding its function.


2. To enhance input (Sharwood Smith, 1993) in such a way that learn-
ers are induced to notice a grammatical feature that otherwise they
might ignore. In other words, interpretation tasks are designed to
facilitate noticing.


3. To enable learners to carry out the kind of cognitive comparison
that has been hypothesized to be important for interlanguage devel-
opment. Learners need to be encouraged to notice the gap between
the way a particular form works to convey meaning in the input
and how they are using the same form or, alternatively, how they
convey the meaning realized by the form when they communicate.
One way of fostering this is to draw learners’ attention to the kinds
of errors that learners typically make.


Interpretation tasks can be devised as sequences of activities that
reflect these three operations. That is, in the first instance, learners
are required to comprehend input that has been specially contrived
to induce learners to attend to the meaning of a specific grammatical
structure, followed by a task that induces learners to pay careful atten-
tion to the important properties of the target feature, and finally by
a task that encourages the kind of- cognitive comparison learners will
have to perform ultimately on their own output. This proposal is, in
fact, not so different from an earlier proposal of Ingram, Nord and
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Dragt (1975). They suggested that the development of listening fluency
required learners to pass through three phases: (a) the Decoding Phase,
when learners were invited to respond to stimuli by selecting from
alternative answers, (b) the Auditory-Response Phase, where learners
were required to anticipate what was going to be said, and (c) the Self-
Monitoring Phase, where learners were asked to identify errors or
incongruities. (a) and (c) resemble the processes of noticing and error-
identification. However, (b) appears to involve the kind of top-down
processing involved in message comprehension rather than the bot-
tom-up processing needed for grammar comprehension.


Two factors are important in selecting target structures—problemat-
icity and learnability. Problematicity can be determined by examining
samples of the learners’ output in order to determine (a) which gram-
matical structures are not yet being used (i.e., the forms have not been
acquired) and, also, more crucially, (b) the forms that are being used
but incorrectly because their target function(s) has not yet been ac-
quired. This will call for some kind of error analysis (Corder, 1974).
The problems so identified become candidates for instruction, the
final selection of which will need to take account of learnability. This
concerns whether the learner is able to integrate new grammatical
information into the interlanguage system. In the case of problems
resulting from lack of knowledge of target forms it will be very difficult
to decide when a particular group of learners are ready to acquire a
specific new form. However, if the new learning required is that of
assigning a different function to an already acquired form, learnability
may be less of a problem. The best candidates for interpretation tasks,
therefore, may be strictures for which the form is known but the
meaning(s) realized by the form is not5. Many learners, for example,
will be familiar with the simple form of regular verbs (e.g., come/comes)
but not yet use this form to express general truths (e.g., Iron rusts if
it gets wet.) or futurity (e.g., I fly to Tokyo next week.).


A good example of a problematic structure for many intermediate
learners is what Burt (1975) has referred to as psychological predicate
constructions. Tuz’s (1992) study demonstrated that Japanese learners
do have considerable difficulty in both comprehending and producing
sentences with such verbs. Burt’s article suggests that this difficulty
may be one that learners with other L1s also experience. A psychological


5It may not be necessary to totally exclude problems resulting from ignorance of form,
however, if the instructional aim is not to effect a change in the learner’s interlanguage
(i.e., long-term L2 mernory) but the lesser one of facilitating intake (i.e. short-term memory).
In this case, learnabilty may not be an issue and the choice of target structures can be
determined solely on the grounds of problematicity. It remains to be seen, however, whether
learnability is only an issue where integration is concerned (as I suspect) or whether it also
applies to noticing and comprehending.
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verb (e.g., love, prefer, bore, and worry) is one that refers to some affective
state. These typically occur in transitive constructions in which one
noun phrase functions as expen’enter and the other as a stimulus. The
following might be considered the unmarked order:6


Experiencer + verb + stimulus
(e.g., Mary loves cats.)


whereas the more marked order is:


Stimulus + verb + experience
(e.g., Mary worries her mother.)


The learning problem arises in the marked order. Learners overgener-
alize the unmarked pattern, thus misunderstanding sentences that
take the marked order. The above sentence, for example, may be
understood as Mary worries about her mother. It can also result in produc-
tion errors, as when a learner says:


* He doesn’t worry the cat.


when intending to say that the cat doesn’t worry him. Burt suggests
that psychological predicate constructions are an example of global
grammar in that they affect overall sentence organization and seriously
interfere with communication. As such, they are prime candidates for
instruction. To overcome the problem that they pose, learners need
to (a) recognize that psychological verbs fall into two classes according
to the order of the noun phrases that function as experience and
stimulus and (b) discover which verbs belong to which class. Given
that intermediate learners will already have acquired a knowledge of
transitive constructions and will already be using many psychological
verbs, the problem can be considered to be primarily one of function
rather than form.


An interpretation task for teaching marked psychological verbs is
included in the Appendix. This begins with an activity designed to
practice students’ comprehension of sentences containing a number
of psychological verbs, some common and some not so common. In
this activity, students are required to assess the truthfulness of a set
of sentences in relation to pictures. The input is oral. For example,
the students hear a sentence such as:


She loved his hairstyle.


6The grounds for considering experiencer + verb + stimulus unmarked are (a) some of
the most common psychological verbs in English function in this way (e.g., like, enjoy, want),
and (b) these verbs do not easily permit the alternative pattern (e.g., The book was wanted
by Mary). However, psychological verbs that permit the stimulus + verb + experiencer
pattern also easily permit the alternative pattern (e.g., Mary worries John—John worries about
Mary).
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and evaluate it in relation to a picture which shows a woman looking
admiringly at a young man with an exotic hairdo. The sentences are
contrived in such a way that there are pronominal clues as to the
correct meaning. For example, the pronoun his in the above sentence
indicates that the sentence is about a man’s hairstyle, not a woman’s.
In this way, students can arrive at the correct interpretation of senten-
ces even if they are not sure of which group a particular verb falls in.
Another feature of Activity 1 is that learners are allowed to request
repetition of sentences. This is to encourage the process of negotiating
input, which a number of researchers (e.g., Long, 1983) have hypothe-
sized is important for comprehension and acquisition. This activity is
designed to have students grapple initially with meaning while encour-
aging them to pay attention to the syntactic relations between words.


The second activity is more analytic. It focuses students’ attention on
the experience in sentences containing both unmarked and marked
psychological verbs. In this case the input is written so as to allow time
for students to reflect on the sentences. They are asked to draw arrows
to show who or what experiences the feeling described by the verb.
For example if the verb is like the arrow will need to go from the
subject of the sentence to the verb:


Sometimes people like dogs.


whereas if the verb is disgust, the arrow will need to go from the object
of the sentence to the verb:


Sometimes people disgust dogs.


This activity has a consciousness-raising function. That is, it seeks
to make students aware of the grammatical difference between psycho-
logical verbs such as like and disgust. It can be extended by other
consciousness-raising activities (see Ellis, 1994). For example, students
might be asked to classify the verbs in the sentences they are exposed
to into two groups according to whether the experience is the gram-
matical subject or object. The teacher might also like to provide an
explicit explanation of the difference between the two verb groups.


The third activity requires attention to both the target form and the
meaning of a set of sentences. VanPatten (in press) distinguishes be-
tween referential and affective or learner-centered activities. The former call
for an objective interpretation of sentences, whereas the latter ask for
a more personalized response. Thus, although Activities 1 and 2 are
referential in nature, Activity 3 is learner centered. The students, for
example, are asked to reveal something about their personal responses
to attributes of women and men. If they read a sentence such as:


Tall women frighten me.
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and evaluate it as true, partly true, or not true for them. If time permits,
the teacher can use the students’ responses in this activity to carry out
a survey of what types of men/women the students feel positive and
negative about.


The final activity—Activity 4—focuses students’ attention on the
difference between the correct way of using marked psychological
verbs and the incorrect way. This is done by means of a dialogue which
the students listen to. They hear an imaginary language learner (Koji)
attempt to explain his reaction to different types of women to a native-
speaking friend. However, he has not yet learned that with marked
psychological verbs the experience is the grammatical object rather
than the subject. The result is that he produces such sentences as:


* I frighten tall women.


when he means to say:


Tall women frighten me.


His friend helps him by rephrasing the sentences correctly. The stu-
dents’ task is to identify the incorrect sentences Koji produces and
work out what he should have said.7


This task illustrates a number of general principles for the design
of interpretation tasks in general. These are:


1.


2.


3.


4.


5.


6.


Learners should be required to process the target structure, not
to produce it.
An interpretation activity consists of a stimulus to which learners
must make some kind of response.
The stimulus can take the form of spoken or written input.
The response can take various forms (e.g., indicate true-false,
check a box, select the correct picture, draw a diagram, perform
an action) but in each case the response will be either completely
nonverbal or minimally verbal.
The activities in the task can be sequenced to require first attention
to meaning, then noticing the form and function of the grammati-
cal structure, and finally error identification.
As a result of completing the task, the learners should have arrived
at an understanding of how the target form is used to perform
a particular function or functions in communication (i.e., they
must have undertaken a form-function mapping).


7It can be argued that learners will need subsequent opportunities to try to use psychological
verbs in communicative production tasks (e.g., information-gap tasks). This is when they
need to be encouraged to pay close attention to their own output. One way in which this
might be achieved is through focused communication tasks (see Nobuyoshi & Ellis, 1993).
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7.


8.


9.


10.


Learners can benefit from the opportunity to negotiate the input
they hear or read.


Interpretation tasks should require learners to make a personal
response (i.e., relate the input to their own lives) as well as a
referential response.


As a result of completing the task, learners should have been made
aware of common learner errors involving the target structure as
well as correct usage.


Interpretation grammar teaching requires the provision of imme-
diate and explcit feedback on the correctness of the students’
responses.


However, the extent to which each principle is essential in the sense
that it contributes to task-effectiveness
remains to be seen.


CONCLUSION


or- affects learning outcomes


A number of applied linguists (e.g., Krashen 1982; Prabhu 1987)
have argued in favor of what I term a zero position where grammar
teaching is concerned.8 That is, they have proposed that attempts to
teach grammar should be abandoned and learners allowed to develop
their interlanguages naturally by engaging in communication in the
L2. This position is motivated by research showing that learners prog-
ress along a natural sequence of development for grammatical struc-
tures, which direct instruction is unable to circumvent. This article has
proposed an approach to grammar teaching that is compatible with
how learners learn grammar. Interlanguage development can be more
readily influenced by manipulating input than output, an approach
that requires interpretation tasks that cause learners to attend to spe-
cific grammatical properties in the input, to identify and understand
the meanings they convey, and to compare the form-function map-
pings of the target language with those that characterize the interim
stages of learners’ own interlanguage development.


Interpretation tasks offer teachers the chance to intervene directly
in interlanguage development. But they do not guarantee that their
intervention will be successful because intake may not become part of
implicit L2 knowledge. Nor is it the case that all grammar teaching
should be comprehension based. There may be a role for other forms


8Krashen (1982) does allow for some grammar teaching—for what he terms subject matter.
This, however, has a very limited place and is only for students who “are interested in the
study of language per se” (p. 119).
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of grammar teaching, such as consciousness-raising (Ellis, 1994) and
perhaps, also, traditional production-based instruction as a way of
improving learners’ accuracy in the use of target language grammatical
forms they have already acquired. Interpretation tasks are proposed
as just one—albeit a highly promising one—of several ways of tackling
grammar instruction.


Finally, the emphasis this article has placed on grammar teaching
is not meant to suggest that there is no room for tasks that invite
learners to make a free selection from whatever current linguistic
resources are available to them (e.g., information-gap tasks). A com-
plete language program will include a variety of tasks that invite both
a focus on form and a focus on message conveyance.


ACKNOWLEDGMENTS


This article was first presented at the 28th Annual TESOL Convention, Baltimore,
March 1994. I would like to thank two anonymous TESOL Quarterly reviewers for
their helpful comments.


AUTHOR


Rod Ellis is Professor of TESOL in the Department of Curriculum, Instruction,
and Technology in Education, College of Education, Temple University. He has
published widely in the general area of second language acquisition and, more
particularly, in the application of research and theory to language teaching.


References


Asher, J. (1977). Learning another language through actions: The complete teacher’s
guidebook. Los Gatos, CA: Sky Oaks Publications.


Asher, J., Kusudo, J., & de la Torre, R. (1974). Learning a second language through
commands: The second field test. Modern Language Journal, 58, 24–32.


Burt, M. (1975). Error analysis in the adult EFL classroom. TESOL Quarterly, 9,
53–63.


Corder, S. (1974). Error analysis. In J. Allen & S. Corder (Eds.), The Edinburgh
course in applied linguistics, Vol. 3 (pp. 122–154). London: Oxford University
Press.


Doughty, C. (1991). Second language instruction does make a difference: Evidence
from an empirical study on SL relativization. Studies in Second Language Acquisi-
tion, 13, 431–469.


Ellis, R. (1989). Are classroom and naturalistic acquisition the same? A study of
the classroom acquisition of German word order rules. Studies in Second Language
Acquisition, 11, 305–328.


100 TESOL QUARTERLY







Ellis, R. (1990). Instructed second language acquisition. Oxford: Blackwell.
Ellis, R. (1993a). Second language acquisition and the structural syllabus. TESOL


Quarterly, 27, 91-113.
Ellis, R. (1993b). Interpretation-based grammar teaching. System, 21, 69–78.
Ellis, R. (1994, March). Metalinguistic knowledge and second language pedagogy. Paper


presented at the Annual Conference of the American Association of Applied
Linguistics, Baltimore.


Faerch, C., & Kasper, G. (1986). The role of comprehension in second language
acquisition. Applied Linguistics, 7, 257–274.


Gary, J. (1978). Why speak if you don’t need to? The case for a listening approach
to beginning foreign language learning. In W. Ritchie (Ed.), Second language
acquisition research (pp. 185–199). New York: Academic.


Ingram F., Nord, J., & Dragt, D. (1975). A program for listening comprehension.
Slavic and East European Journal, 19, 1–10 .


Krashen, S. (1982). Principles and practice in second language acquisition. Oxford:
Pergamon.


Krashen, S. (1985). The input hypothesis. London: Longman.
Long, M. (1983). Native speaker/non-native speaker conversation and the negotia-


tion of comprehensible input. Applied Linguistics, 4, 126–141.
McLaughlin, B. (1990). Restructuring. Applied Linguistics, 11, 113–128.
Nobuyoshi, J., & Ellis, R. (1993). Focused communication tasks. English Language


Teaching Journal, 47, 203–210.
Pica, T. (1992). The textual outcomes of native speaker-nonnative speaker negotia-


tion: What do they reveal about second language learning. In C. Kramsch & S.
McConnell-Ginet (Eds.), Text and context: Cross-disciplinary perspectives on language
study (pp. 198–237). Lexington, MA: D. C. Heath.


Pienemann, M. (1984). Psychological constraints on the teachability of languages.
Studies in Second Language Acquisition, 6, 186–214.


Pienemann, M. (1989). Is language teachable? Psycholinguistic experiments and
hypotheses. Applied Linguistics, 10, 52–79.


Pienemann, M., & Johnston, M. (1987). Factors influencing the development of
language proficiency. In D. Nunan (Ed.), Applying second language acquisition
research (pp. 45–141). Adelaide, Australia: Adult Migrant Education Program/
National Curriculum Resource Center.


Prabhu, N. S. (1987). Second language pedagogy. Oxford: Oxford University Press.
Schmidt, R. ( 1990). The role of consciousness in second language learning. Applied


Linguistics, 11, 129–158.
Schmidt, R. (1992). Awareness and second language acquisition. Annual Review


Schmidt, E., & Frota, S. (1986). Developing basic conversational ability in a second
language: A case-study of an adult learner. In R. Day (Ed.), Talking to learn:
Conversation in second language research (pp. 237-326). Rowley, MA: Newbury
House.


Schumann, J. ( 1978). The pidginization process: A model for second language acquisition.
Rowley, MA: Newbury House.


Sharwood Smith, M. (1993). Input enhancement in instructed SLA: Theoretical
bases. Studies in Second Language Acqusiition, 15, 165–179.


Swain, M. (1985). Communicative competence: Some roles of comprehensible
input and comprehensible output in its development. In S. Gass & C. Madden
(Eds.), Input in second language acquisition (pp. 235-252). Rowley, MA: Newbury
House.


Tuz, L. (1992). Comparison of two grammar teaching options: Comprehension-based


of Applied Linguistics, 13, 206-226.


GRAMMAR INTERPRETATION TASKS 101







instruction vs. production-based instruction. Unpublished manuscript, Temple Uni-
versity Japan.


Ur, P. (1988), Grammar practice activities: A practical guide for teachers. Cambridge:
Cambridge University Press.


VanPatten, B. (in press). Grammar teaching for the acquisition-rich classroom.
Foreign Language Annals.


VanPatten, B., & Cadierno, T. (1993). Explicit instruction and input processing.
Studies in Second Language Acquisition, 15, 225–259.


White, L. (1987). Against comprehensible input: The input hypothesis and the
development of second language competence. Applied Linguistics, 8, 95–110.


Winitz, H. (Ed.). (1981). The comprehension approach to foreign language instruction.
Rowley, MA: Newbury House.


102 TESOL QUARTERLY







Appendix
Activity 1: Comprehending
Listen to the sentences and decide whether they describe the pictures below. If you think
they describe the picture put a check in the blank next to the picture. If you think they do
not, put a cross. If you like you can ask the teacher to repeat a sentence.


1. She appreciated his singing.


2. His present offended her.


——
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3. Her driving impressed him.


4. He deplored her laziness.
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Activity 2: Paying Attention
Draw arrows to show who or what experiences the feeling described by the verb in these
sentences. Use a dictionary to check the meanings of any verbs you do not know.


Examples: Sometimes people like dogs.


Sometimes people disgust dogs.


1. Mary worries her mother.
2. Cats bother Mary.
3. John prefers dogs.
4. Few politicians impress people.
5. Jane loves smart men.
6. Poor people envy rich people.
7. Sometimes teachers amuse their students.
8. Rabbits like children.
9. Sometimes men disappoint women.


10. Dolores mourns her father.


Activity 3: Responding Personally
Respond to each of these sentences with:


True
Partly true
Not true


1. Tall women frighten me.
2. Women who can cook impress me.
3. Smartly dressed women impress me.
4. Very clever women overwhelm me.
5. Quiet women interest me.
6. Talkative women bore me.
7. Argumentative women confuse me.
8. Women with a sense of humor charm me.


Activity 4: What’s the Difference?
Listen to Randy talk to his Japanese friend Koji. Can you work out what Koji should have
said?
Listening text:


Randy: You know something. I don’t really like tall women. I get a bit scared by them.
Koji: Yeah, I am the same. I frighten tall women.
Randy: Sorry?
Koji: I frighten tall women.
Randy: Oh, you mean you get frightened by tall women.
Koji: Yeah. And clever women too. I overwhelm clever women.
Randy: I know what you mean. They overwhelm me too.
Koji: But the worst are argumentative women. I confuse them.
Randy: They confuse you?
Koji: Uh? I mean I get confused by them.
Randy: They don’t worry me. I like a good argument.
Koji: And the next worst is talkative women. I bore them.
Randy: You bore them. Or they bore you. I think you mean they bore you.
Koji:    Yeah, they bore me.
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The Role of Lexical Aspect in the
Acquisition of Tense and Aspect
KATHLEEN BARDOVI-HARLIG
DUDLEY W. REYNOLDS
Indiana University


This article presents the results of a study investigating the acquisition
of the simple past tense, identifies areas of difficulty, and presents
an acquisitionally based approach to instruction for the problematic
areas. The study, a cross-sectional investigation of 182 adult learners
of English as a second language at six levels of proficiency, showed
that the acquisition of the past tense in English is not a unitary
phenomenon, but that it proceeds in stages. These stages are deter-
mined by the meaning of verbs as they relate to the expression of
action and time, what we will term lexical aspect. These findings show
that the acquisition of tense by classroom language learners follows
the same sequences of development (with instruction) that have been
observed in the acquisition of adult learners and in children without
instruction. In early stages, learners often do not use the past tense
where it is preferred by native speakers, indicating an undergeneral-
ization of the meaning of the past in the learner grammar. We
present an approach to instruction aimed at increasing the use of
the past to balance contextualized examples through the use of au-
thentic text and focused noticing exercises to encourage the learners
toward a more targetlike association of form and meaning.


T his article examines the role of lexical aspect in determining the
pattern of acquisition of the past tense by adult learners of English


as a second language. Lexical aspect, one facet of verbal semantics,
refers to the inherent temporal makeup of verbs and predicates. Tem-
poral characteristics, such as whether a verb or verb phrase describes
an action with inherent duration like talk and sleep, or is punctual like
recognize and notice, or has elements of both duration and culmination
like build a house and paint a picture, have been found to influence the
acquisition of tense. To date, however, most studies have been largely
anecdotal, relying on the spontaneous production of very few learners.
This article presents a large cross-sectional study confirming that lexical
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aspect influences acquisition even in classroom language learners and
concludes with pedagogical suggestions basing classroom practice on
acquisitional evidence.


BACKGROUND


Before presenting the theoretical framework for the study, a brief
overview of the English tense/aspect system is in order. English marks
both tense, the location of an event in time (Comrie, 1985), and aspect,
“ways of viewing the temporal constituency of a situation” (Comrie,
1976, p. 3). In Example 1, John sings (present) and John sang (past)
show a difference in tense. In Example 2, John sang (simple past) and
John was singing (past progressive) show a contrast in grammatical
aspect, although both are in the past tense.


1. Tense
a. John sings.
b. John sang.


2. Grammatical Aspect
a. John sang.
b. John was singing.


Grammatical aspect is also sometimes called viewpoint aspect (Smith,
1983, p. 480) because the choice between progressive and simple, for
example, often reflects the speaker’s view of the action.


A single verb may show contrasting grammatical aspect as in Exam-
ple 2, but its inherent lexical aspect does not change. In these sentences,
sing has intrinsic duration whether in simple past or past progressive.
A different predicate sing a song has both duration, the singing of the
song, and a specific endpoint, the completion of the song (i.e., when
there is no more song to sing). These differences are captured in
the Vendler (1967) classification of lexical aspect which is based on a
classification system traced back to Aristotle. The classification was first
employed for second language acquisition (SLA) research by Andersen
(1991), and we follow him in adopting it as the framework for this
study.


In the Vendler framework, there are four lexical aspectual classes:
states, activities, accomplishments, and achievements. They can be dis-
tinguished by three features (Table 1): punctual, which distinguishes
predicates that can be thought of as instantaneous or as a single point
(begin to sing) from those with duration (sing a song); telic, which distin-
guishes predicates with endpoints (sing a song) from those without
(sing); and dynamic, which distinguishes dynamic verbs (e.g., play, read
a book, wake up) from stative verbs (e.g., seem and know).
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TABLE 1
Semantic Features of Aspectual Categories


Lexical Aspectual Categories


Features States Activities Accomplishments Achievements


punctual — — — +
telic — — + +
dynamic — + + +


Note. From Anderson, R. W. (1991). Developmental sequences: The emergence of aspect
marking in second langauge acquisition. In T. Heubner & C. A. Ferguson (Eds.),
Second language acquisition and linguistic theories (p. 31l). Amsterdam, Netherlands: John
Benjamins. Adapted by permission.


The most familiar division falls between the stative verbs and the
nonstative, or dynamic verbs (activities, accomplishments, and achieve-
ments). This is represented by the feature [dynamic] in Table 1. States
persist over time without change. Examples of state verbs include seem,
know, need, want, and be (as in be tall). 1   Activity verbs have inherent
duration in that they involve a span of time, like sleep and snow. They
have no specific endpoint, as in I studied all week, and as such are
atelic. Examples of activity verbs include rain, play, walk, and talk.
Achievements are distinguished from the other dynamic verbs by the
feature [punctual]. Achievement verbs capture the beginning or the
end of an action (Mourelatos, 1981) as in The race began or The game
ended, and can be thought of as reduced to a point (Andersen, 1991).
Examples of achievement verbs include arrive, leave, notice, recognize,
and fall asleep. Accomplishment verbs share features with activity verbs
[— punctual] and achievement verbs [+ telic]. Like activity verbs, they
have inherent duration, as in build a house or paint a painting. Like
achievement verbs, they have a goal or an endpoint. In build a house,
for example, the endpoint is the completion of the house, in read a
book, the completion of the book. The classes of achievement and
accomplishment verbs can be grouped together as telic verbs, known
as events (Mourelatos, 1981).2


1These and other examples of predicates representative of lexical aspectual classes are from
Dowty (1979). We use the terms state verbs, activity verbs, and so on to refer to the members
of the lexical aspectual classes. However, as noted earlier, the relevant unit is generally
considered to be the predicate or verb phrase as in be tall, sing a song, or read a book.


2There are also other analyses of lexical aspectual classes which are based on Vendler
categories that might be of interest to the reader (e.g., Binnick, 1991; Quirk, Greenbaum,
Leech & Svartvik, 1985). The literature on lexical aspectual classes has developed diagnostic
tests that distinguish the aspectual categories from each other. (See especially Vendler,
1967; Dowty, 1979). One such test is the in + time phrase/ for + time phrase test which
distinguishes activity verbs from accomplishment and achievement verbs. Activity verbs are
acceptable with adverbial phrases such as for ten minutes but unacceptable with in ten minutes
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Acquisition Studies Related to Lexical Aspectual Classes


Most of the research on the acquisition of tense and aspect by learn-
ers of a second language in the framework of lexical aspect has investi-
gated uninstructed learners (e.g., Andersen, 1991; Robison, 1990),
and many studies have examined languages other than English (e.g.,
French—Trévise, 1987; Véronique, 1987; German—Klein, 1986; von
Stutterheim & Klein, 1987; Spanish—Andersen, 1991). This cross-
linguistic work suggests that the distribution of tense/aspect morphol-
ogy in learner language may be influenced by lexical aspect.


Andersen’s (1989, 1991) studies of two untutored children learning
Spanish as a second language showed that the preterite was used early
in punctual verbs (achievements) and spread gradually to accomplish-
ments, activities, and finally to states. The use of imperfect moved
from states, to activities, accomplishments, and finally to achievements.
Robison’s (1990) study of a very low proficiency adult untutored
learner of English showed that punctual verbs were significantly more
likely to show past tense marking than durative verbs (12% vs. 5.1%
use of past in past time contexts) and that durative verbs were more
likely to show -ing (e.g., I workin’) than punctual verbs (20.6% vs. 5.1 %).
Although the spread of Spanish tense/aspect morphology is not directly
applicable to English, the principle is: Both studies suggest that lexical
aspect determines the distribution of verbal morphology in untutored
learners.


Not only has this pattern been observed in SLA but it has also been
reported in child (first) language development. Lexical aspect has been
reported to play a role in the development of verbal morphology in
the child language of English (Bloom, Lifter, & Hafitz, 1980), Italian,
(Antinucci & Miller, 1976), French (Bronckart & Sinclair, 1973), and
Greek (Stephany, 1981). (For a comprehensive review and interpreta-
tion of L1 studies, see Andersen & Shirai, 1994; Shirai, 1991.)


Preliminary evidence suggests that instructed ESL learners also show
the influence of lexical aspectual class on tense/aspect. In a study of
the relation of form and meaning in interlanguage verbal morphology,
Bardovi-Harlig (1992) reported that punctual verbs showed higher use
of simple past than durative verbs. Although the number of learners
(N = 135) was large in comparison to the studies of untutored learners,
the relatively small number of verbs tested (three activity and two
achievement verbs) makes the results only suggestive.


Further evidence that classroom language learners show the influ-


(e.g., ]ohn slept for an hour/*in an hour). Accomplishment and achievement verbs are acceptable
with in -phrases but unacceptable with for -phrases (e.g., John built a house in a year/*for a
year).
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ence of lexical aspect in their acquisition of tense comes from a study
of English as a second language (ESL) and French as a foreign language
(FFL), which examined narratives written by learners in a film retell
task (Bardovi-Harlig & Bergström, in press). However, such naturalis-
tic production is difficult to interpret for three reasons. First, the
number of verb phrases in unguided production is not balanced across
lexical aspectual classes. For example, achievement verbs far outnum-
bered the verbs in the other lexical aspectual classes, accounting for
one half of all the verbs used by both groups. Second, the number of
different verbs in the stative class is often limited. As might be expected,
be is the most widely used stative verb in the ESL sample, occurring
in 64% (90/140) of the stative sample. Finally, although Bardovi-Harlig
and Bergstrom examined the production of 23 learners in each of
the ESL and FFL environments, their study investigated four groups
of learners cross-sectionally, which resulted in a fairly small number
of learners at a particular level of proficiency (in the largest group
n = 7, in the smallest, n = 4).


The present study is designed to address some of the limitations of
previous work by testing a reasonably large number of learners at
multiple levels of proficiency on a variety of predicates, balanced across
lexical aspectual classes. The goal of the study is to determine whether
adult classroom language learners, like their untutored child and adult
counterparts, exhibit the influence of lexical aspect in their acquisition
of tense and grammatical aspect and to propose a pedagogical ap-
proach to facilitate acquisition. We thus test the following hypothesis:


Lexical aspect will influence the acquisition of simple past tense.


In a secondary hypothesis, we predicted that the effect of lexical
aspect could be enhanced or diminished by the introduction of adverbs
of frequency. Investigating the influence of adverbs of frequency
provides additional evidence for the association of tenses with specific
restricted meanings or environments in the learner grammar. Such
an effect was anticipated on the basis of Bardovi-Harlig’s (1992) obser-
vation that the adverb of frequency usually triggered present tense
use in past time contexts.


METHOD


Subjects


A cross-sectional study was conducted testing 182 adult learners at
six levels of proficiency from beginning to advanced. All learners
were enrolled in the Intensive English Program, Center for English
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Language Training at Indiana University. Placement was determined
independently of this project by the battery of placement exams used
by the program (which include composition, reading, grammar, and
listening comprehension). There were 15 native languages represented
in the sample: Arabic (48), Korean (46), Japanese (37), Spanish (18),
Chinese (12), Portuguese (5), Thai (5), Italian (2), and Russian (2), with
one speaker each of Bahasa Indonesian, Burmese, Catalan, German,
Hebrew, and Turkish. The distribution of subjects by level is as follows:
Level 1, 31; Level 2, 34; Level 3, 27; Level 4, 29; Level 5, 27; Level
6, 34.3 A control group of 29 native speakers of American English
was also tested. All native speakers (NS) were graduate students at
Indiana University.


Materials


Learners were given 32 short passages which contained 62 test items
and 26 distracters testing verb forms not under investigation here.
The passages varied in length from one sentence to five sentences and
established time reference through the use of time adverbial or verb
tense. Learners were given the base form of the verb and asked to
supply the missing word or words in the blank. The target for each
test item was determined by the native speaker responses. All verbs
were tested in the third person singular environment so that overt
morphological marking would be obligatory in the present as well as
in the past. A sample test item is given in Example 3.


3. Last night John (work) ___very hard. He (write) ___ two papers and
(finish)___ all of his grammar homework.


Broken down by lexical aspectual class, the 62 items testing the use
of simple past tense included 14 achievements, 11 accomplishments,
12 activities, and 10 states. The effect of adverbs of frequency was
tested on 9 additional activity verbs and 6 state verbs. Vocabulary was
restricted to familiar lexical items and was checked by program teachers
for appropriateness. (See Appendix A for a classification of all test
items.)


ANALYSIS AND RESULTS


A distributional analysis of the responses was performed for each
of the items and for each lexical aspectual class. A distributional analysis


3Levels 1–6 are the first six levels of a seven-level program. Each instructional term is 7
weeks long and consists of 175 hours of instruction. Levels 1 and 2 may be thought of as
beginning learners; Levels 3–5 as low to high intermediate; and Level 6 as low-advanced.
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classifies all the verb forms the learners supply for each context and
gives the percentage of the responses for each form supplied at each
level (Bardovi-Harlig, 1992).4


Responses were grouped into categories according to verbal mor-
phology: past, which included simple past tense forms and regularized
past tense forms such as telled; 5   nonpast, which included simple present
such as tells, and uninflected base forms such as (she) tell, (base only
occurred where there was also a high occurrence of simple present);
progressive, which included a verb+ -ing with no auxiliary, present
progressive, and past progressive; perfect, which included all perfect
forms; and miscellaneous forms, which included all remaining forms.


The results presented in Tables 2–4 were figured in the following
way. For each learner, the number of past, nonpast, and progressive
responses to verbs in each lexical aspectual class was tabulated. Taking
the use of verbal morphology with activity verbs as an example (see
Table 3), first the number of past responses to the 12 activity verbs
was tallied. The same was done for nonpast and progressive. This
produced a usage score for each of the three main form types for
each learner. The level percentages reported in Tables 2–4 represent
the average of the usage scores for the learners in each level. The
standard deviations indicate the range of variation among individuals
at a given level.


The results show that the acquisition of past tense is not a unitary
phenomenon occurring simultaneously in all contexts. We find clear
evidence that lexical aspectual class influences the sequence of acquisi-
tion of the past tense. This section presents the findings related to the
distribution of the simple past, then examines the alternative forms
used by the learners.


The Use of Simple Past


Learners produced 8,554 responses to the cloze passages without
adverbs of frequency. The results showed that achievement and accom-


The minimum TOEFL score required for entry in Level 4 is 400. The ideal scores for
entry into Levels 5 and 6 are 450 and 500, respectively. This task was administered at the
end of a term so that learners had completed the level by which they are identified.


4We present the distribution of tense morphemes in the forms supplied (we have adjusted
for incomplete answers by omitting them from the data). This has the greatest impact on
Level 1 and 2 who had more difficulty in completing the task than students at other levels.
This analysis brings these data into line with studies of free production data in which there
is no such thing as an unanswered item (Bardovi-Harlig & Bergström, 1993; Robison, 1990;
Schumann, 1987).


5The regularized past tense forms were most frequent at Level 1 where learners scored
68.5% appropriate use with the regularized forms on achievements and accomplishments
combined and 58.4% without them. Other levels showed virtually no use of regularized
forms.
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plishment verbs exhibit high levels of appropriate use of simple past
even at the lowest levels of proficiency (see Table 2). Because the
use of past with achievement and accomplishment verbs is similar
throughout, with the possible exception of Level 1, we group them
under the heading of events following Mourelatos (1981). (See Figure
1.) For event verbs, learners show approximately 80% appropriate use
of simple past as early as Level 2. In contrast, activity verbs show much
lower appropriate use of simple past. In Level 2, activity verbs show
simple past in only 65.1% of the sample. The use of simple past stays
low with activity verbs between 53.6% and 68.3% until Level 5. It is
not until the advanced level of proficiency, Level 6, that learners show
82% appropriate use of simple past with activity verbs—a rate reached
for event verbs by high beginning learners in Level 2. Although the
gap between event verbs and activity verbs for the appropriate use
narrows considerably by Level 6, event verbs still show slightly more
than a 10% advantage. State verbs, like activity verbs, show low rates
of appropriate use of past, in Levels 1–3, but show higher rates than
activity verbs in Levels 4 and 5, and the same rate as activity verbs by
Level 6. An illustration of the pattern is provided in Figure 1.


The results indicate that lexical aspectual class influences the use of
simple past tense on this task. They further indicate that level of
proficiency influences tense use. A MANOVA procedure (repeated
measures) was performed to determine whether there was a statistically


TABLE 2
The Use of Simple Past by Lexical Aspectual Class and Level in Percentage


of Responses


Events


Level States Activities Accomplishments Achievements


1


2


3


4


5


6


NS


Note. ( ) = SD
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FIGURE 1
Distribution of Simple Past by Lexical Aspect


Events Activities  States


significant difference in past tense use across the lexical aspectual
classes and across level of proficiency. Both lexical aspectual class and
level were found to be significant ( F [3,525] = 102.47, p < .01;
F [5,175] = 12.51, p < .01, respectively). The interaction between lexical
aspectual class and level is also significant ( F [15,525] = 4.37, p < .01).


Because of the relatively low rates of appropriate use of simple past
with activity and state verbs we can say that learners undergeneralize
the simple past; they do not use the simple past everywhere they
could (or everywhere native speakers do). In the following sections,
we examine the factors that contribute to the undergeneralization of
simple past in the case of activity and state verbs.


Activity Verbs


Examination of the alternatives to simple past used by the learners
also reveals the influence of lexical aspect. In the case of activity verbs
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which were tested in contexts such as Example 4, the single main
competitor to simple past in activity verbs is the progressive. The
number given in parentheses indicates the percentage of native
speaker responses that supplied the form shown.


4. After that the weather was nice so we (swim) swam (100%) in the ocean
and (ride) rode (100%) bicycles along the beach.


such as sleeping and


The use of progressive is high in Level 1 at 24.6% of the responses
(see Table 3). Progressives at this level consist of


swimming (14.1%) followed by present progres-
sive (7.5%) and past progressive (3.0%). These emergent
are rare after Level 2, and in Level 3 and above, the category consists
primarily of past progressive usage.


The rate of use of progressive forms with activity verbs drops from
Level 1 to Levels 2 and 3. In Level 4, the use of progressive increases
to 26.3%. At this level, the use of past progressive is the predominant
form of progressive. (Level 4 was also a level in which the past progres-
sive was addressed in instruction.) Finally, in Level 6 learners reach
82.0% use of simple past with activity verbs. We hypothesize that the
use of progressive is higher in activity verbs than in any other lexical
aspectual class because the meaning of the progressive “action in prog-
ress at the moment” (Andersen & Shirai, 1994, p. 148) is compatible
with the inherent meaning of the lexical aspectual class.


progressive forms


progressives


TABLE 3
The Distribution of Tense-Aspect Markers in Activity Verbs With and Without


Adverbs of Frequency in Percentage of Responses


Activities w/o Frequency Adverbs Activities w/ Frequency Adverbs


Level Past Nonpast Prog Past Nonpast Prog


1


2


3


4


5


6


NS


Note. ( )  =  SD
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State Verbs


The responses to items containing state verbs favored a different
alternative to the simple past. Ten items tested state verbs using a
variety of lexical verbs as in Example 5.


5. Last night everything (seem) seemed (100%) very quiet and peaceful.


The main competing form to simple past in state verbs is the nonpast
(see Table 4). The use of simple present, which Andersen and Shirai
(1994) interpret as meaning “continued existence” (p. 148), is consis-
tent with the enduring quality of state verbs. Learners do not use
progressive forms with state verbs, which means that the past progres-
sive is not being grossly overgeneralized. Instead, it is restricted to
dynamic verbs and, specifically, to activity verbs. The exception to this
is that state verbs show a modest use of progressive in Level 1 (7.3%
of the responses), but this is only one third the use of progressive
(24.6%) found in activity verbs at the same level of proficiency.


The use of progressive with activity verbs, and its negligible use with
state verbs, and the corresponding use of nonpast with state verbs and
its much lower use with activity verbs provides further evidence that
lexical aspectual class influences the learners’ use of verbal mor-
phology.


TABLE 4
The Distribution of Tense-Aspect Markers in Stative Verbs With and Without Adverbs


of Frequency in Percentage of Responses


Statives w/o Frequency Adverbs Statives w/ Frequency Adverbs


Level Past Nonpast Prog Past Nonpast Prog


1


2


3


4


5


6


NS


Note. ( ) = SD
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Adverbs of Frequency


The meaning of past tense in the learner grammar was further investi-
gated by testing activity and state verbs in the environment of adverbs
of frequency as in Examples 6 and 7. The adverbs of frequency em-
ployed in the elicitation tasks included such common adverbs as always,
often, usually, and everyday. (See Appendix A for a complete list.)


6. When George lived in Peru he (play) played (100%) soccer everyday.


7. When George was away at school he usually (seem) seemed (100%) happy,
but really he often (feel) felt (97%) sad.


Nine additional activity verbs and six state verbs were tested in
the environment of adverbs of frequency, yielding a total of 2,730
responses. With the introduction of adverbs of frequency in the envi-
ronment of activity verbs, the appropriate use of simple past stays
nearly constant (see Table 3). However, the competing forms change
in the environment of the adverbs. The use of nonpast (i.e., simple
present tense and base forms) increases noticeably, becoming the chief
competitor to the appropriate use of simple past.


The competing form in state verbs is always the nonpast (see Table
4). Unlike the case of activity verbs, when adverbs of frequency occur
in the environment of state verbs, the rate of appropriate use of simple
past tense falls and the use of nonpast increases noticeably, more than
doubling in some cases. The occurrence of adverbs of frequency in
the environment of state verbs enhances the association of state verbs
with nonpast and the appropriate use of simple past drops. In contrast,
in activity verbs, adverbs of frequency again introduce a nonpast read-
ing; but in this case, nonpast replaces progressive as the most used
alternative, the nontargetlike progressive being more susceptible than
the targetlike use of past. The increase in the use of nonpast with
adverbs of frequency in past-tense contexts shows that learners do not
recognize such environments as environments for the simple past,
revealing another way in which the distribution of past is undergener-
alized in the grammars of some learners. The responses indicate that
some learners associate the concept of present so strongly with adverbs
of frequency that this association overrides contextual cues that estab-
lish the past tense. It is only at the advanced level of proficiency, where
learners show approximately 80% appropriate use of past, that adverbs
of frequency have little effect.


DISCUSSION


With respect to the hypothesis, the results show that learners treat
event verbs (achievements and accomplishments) as best case examples
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of past tense carriers at all levels of proficiency but show lower use
of past with activity and state verbs. Thus, it appears that tutored
learners, like untutored learners, are sensitive to lexical aspectual class
with respect to tense use, not only at beginning stages of acquisition,
but at higher levels of proficiency as well.


We observed three stages in the acquisition of the simple past. In
the first stage, event verbs show higher use of past than nonevent
verbs (activity or state verbs). In the next stage (at about Level 4) state
verbs begin to show higher use of past than activity verbs. Finally,
activity verbs how the same rate of use of past as state verbs. The
results show that the use of simple past is undergeneralized. The early
use of simple past with event verbs suggests that learners find telic
verbs to be the best case examples of past-tense carriers. State and
activity verbs each show a different competitor, with state verbs show-
ing high use of nonpast and activity verbs showing high use of progres-
sive. The use of tense/aspect morphology with certain lexical aspectual
classes reflects the inherent meaning of the verbs. Andersen (1991)
links this to Bybee’s observation that “inflections are more naturally
attached to a lexical item if the meaning of the inflection has direct
relevance to the meaning of the lexical item” (p. 318). As learners
move away from using verbal morphology in accord with lexical aspect,
toward marking tense uniformly across lexical aspectual classes, they
move toward a targetlike use of tense.


Second, in addition to activity and state verbs, some learners find
adverbs of frequency to be an unlikely environment for the simple
past. This provides additional support that learners associate the notion
of habitual action with present tense, whereas the native speaker re-
sponses show that for them, the notion of habitual action is dissociated
from tense, occurring with past or present. The use of nonpast forms
increases with the presence of adverbs of frequency in both activity
and state verbs, but their use is greater in state verbs where there is
no secondary competition from progressive forms.


The use of nonpast in the environment of adverbs of frequency
provides additional evidence that learners associate tenses with specific
meanings which are undergeneralized compared to the target lan-
guage associations. The results show that the learners have difficulty
maintaining tense continuity established by the past-tense context in
the environment of adverbs of frequency suggesting that learners
associate the notion of habitual action, represented by adverbs of
frequency, with the concept of present habitual. The learner under-
generalizations can be represented as subsets of the relevant rules of
target grammar as in Figure 2.


The acquisitional sequence found in this study and in the studies
of uninstructed learners (of both L1 and L2) may have at least two
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FIGURE 2
Distribution and Meaning of Past in L2 and NS Grammars


A. Environments of Past


Form Usage


B. Meaning Associated with


Past Form


potential sources. The first is that the influence of lexical aspectual
class may be an acquisitional universal. A potential additional source
is that the input to the learner contains what Andersen has called a
distributional bias. Andersen (1990) hypothesizes that if two forms occur
in the same environment, but if one seems to be more common, the
learner can “misperceive the meaning and distribution of a particular
form that he discovers in the input” (p. 58). Such could be the case
with the use of simple past with event and activity verbs when a learner
singles out event verbs as the best carriers of simple past.


Whatever the source of the acquisitional sequence observed here
for classroom language learners and elsewhere for untutored learners,
there is evidence that learners follow the one-to-one principle proposed
by Andersen (1984, 1990). This principle states that the emergent
grammar of a learner associates one meaning with one form. Thus,
the original meaning will be more limited than the final association.
Andersen cites the initial association of past with accomplishment
achievement verbs as an example of the one-to-one principle.


In contrast to early stages of acquisition, the mature target language
does not maintain a strict one-to-one relationship between form and
the limited meaning of punctual or telic. Although the early stages of
acquisition of past tense suggest that simple past morphology is initially
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associated with the concept of past punctual action, native speaker use
of simple past is not distributionally restricted. Its association with
verbs of all lexical aspectual classes suggests a more general meaning
of prior. Thus, there is pressure on the learner grammar to move
toward broader meaning, as reflected by the occurrence of simple past
in all lexical aspectual classes.6


There is evidence from this study, however, that learners have diffi-
culty moving beyond the one-to-one principle with respect to past tense
usage for quite some time. Reflecting on the import of acquisitional
sequences to pedagogy, Andersen (1990) concludes:


Perhaps a one-form-one-meaning relation is inevitable as a first entry into
a language. If so, a major goal of foreign language research should be to
discover what form-meaning relations learners perceive and incorporate
into their interlanguage. The assumption is that acquisition-directed lan-
guage pedagogy should work within such natural tendencies. (p. 52)


The next section presents a pedagogical approach offering input to
learners which is designed to help them acquire a more targetlike use
of simple past tense.


Pedagogical Treatment


Using the acquisitional data to provide an assessment for instruction,
we find that learners even at advanced levels of proficiency show low
rates of appropriate use of simple past tense with activity and state
verbs and low rates of appropriate use of past in the environment of
adverbs of frequency. The past tense is a building block for other
tenses both formally and conceptually (Bardovi-Harlig, 1994) and its
appropriate use is pedagogically expected of intermediate and ad-
vanced learners. The low rates of appropriate use can be attributed
to undergeneralizations in the learner grammar, and the acquisitional
sequence indicates the needed area of instruction. Second language
acquisition theory determines the means of instruction.


This pattern of undergeneralization presents an interesting case for
current hypotheses concerning learner grammars and the usefulness
of classroom instruction. When the learner grammar forms a subset
of the target grammar, learners are thought to revise their grammars
on the basis of positive evidence. Positive evidence is any input which
shows a learner what sentences, constructions, or combinations are
possible in a language (Sharwood Smith, 1991; White, Spada,
Lightbown, & Ranta, 1991). Positive evidence contrasts with negative


6Andersen (1990) calls this the multifunctionality principle. The multifunctionality principles
has two parts, associating one meaning to multiple forms and one form to multiple meanings.
We are only concerned with the second case here.
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evidence which provides information to a learner that a particular
form is not allowed in the language.7 Although there have been a
number of theoretical and pedagogical discussions which have dealt
extensively with negative evidence, or various types of corrective feed-
back (White, 1991; White, 1992; White et al., 1991; Schwartz& Gubala-
Ryzak, 1992), the important role that positive evidence could play in
expanding undergeneralizations in learner grammars has not received
much attention. The presentation of positive evidence is hypothesized
to help learners whose grammar could be represented by the inner
circles of Figure 2 to expand their grammars to incorporate the form-
meaning associations in the outer circle. However, such a change re-
quires that learners notice a difference between the input and their
own production in order to revise their interlanguage rules (Schmidt,
1990, 1992).


The following sections address the presentation of positive evidence
and the implementation of focused noticing in the classroom. We draw
on examples from an experimental unit which is under development in
the Intensive English Program, Center for English Language Training,
Indiana University. The unit is not intended to teach all of tense
and aspect but to address the undergeneralizations in the learner
grammars. We have used the unit with high beginners (Level 2) and
intermediate learners (Level 4) whose scores on the cloze tasks reported
in the previous section show high formal accuracy of simple past and
appropriate use of past with event verbs but who still show low scores
with activity and state verbs. The unit is centered on the presentation
of contextualized examples of tense use in authentic language. As a
source of input, we used a reading based on a narrative account from
National Public Radio’s All Things Considered about a man working with
the homeless in Washington, DC. We selected a narrative as an example
text because of the rich variety of tenses to be found in a narrative.
However, any genre of text could be used.


The general organization of the unit follows the order of providing
examples of past tense usage through the narrative, then focused
noticing exercises. We repeat this cycle twice. Although the presenta-
tion of positive evidence is under the control of the teacher, noticing
is entirely under the control of the learner.


Positive Evidence


The goal of the presentation of positive evidence is to give learners
examples of how the target language works. In this case, our goal was
7In a classroom, negative evidence may take the form of correction or corrective feedback
but may more broadly include misunderstandings or lack of communication in classroom
and other settings. (See Schachter, 1986.)
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to provide learners with examples of past tense use with activity and
state verbs, environments in which the simple past is under used by
learners. Thus, the goal is to adjust for the distributional bias found
in the input.8 We selected the text carefully to provide examples of
past tense with adverbs of frequency (I never saw that man again; I
always resented them) and examples of past tense with activity verbs (He
slept; I sat there for a while . . . and talked to them) and state verbs (he was
dirty; he smelled; he looked very clean). As for activity verbs, the text had
examples of both simple past and past progressive (e.g., walked and
was walking). Our goal in the case of activity verbs was to add the use
of simple past to the learner grammar not replace the use of past
progressive entirely. Once the appropriate input is identified, the next
step is to help the learners notice it.


Focused Noticing


It is possible for positive evidence to occur in natural input but go
unnoticed by a learner (Schmidt, 1992; Sharwood Smith, 1991; White
et al., 1991). In such cases instruction can facilitate acquisition by
increasing the learner’s awareness. Such an approach to instruction is
found in input enhancement (Sharwood Smith, 1991), a refinement
of grammatical consciousness raising (Sharwood Smith, 1981; Ruther-
ford, 1987) which Sharwood Smith (1991) defined as “a deliberate
focus on the formal properties of language with a view to facilitating
the development of L2 knowledge” (p. 118). We have expanded the
concept of input enhancement to include not only form in the strictest
sense of formal (i.e., grammatical) accuracy but also to include form-
meaning associations as evidenced in the appropriate use of tense/
aspect morphology. (See also Ellis, 1994.)


Although providing positive evidence is an important and necessary
step in instruction, Schmidt’s (1990, 1992) position holds that learners
must notice the difference between their own grammars and the target
grammar. To encourage learners to notice such a difference, their
attention may be focused on the use of the target form-meaning-
use associations through exercises. Each point in the presentation of
positive evidence should have a corresponding noticing exercise. In
the examples which follow, learners are encouraged to focus on the
use of past with activity verbs, specifically the contrast between the
simple past and the past progressive. We begin by having learners
identify occurrences of each of the tense/aspect forms (Example 8),


8A clear case of distributional bias concerns the presentation of present tense and adverbs
of frequency. The low rate of past tense and the strong competition from the simple present
may be a reflection of the fact that in many textbooks there are no examples of adverbs
of frequency with tenses other than simple present.
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and then an occurrence of the two forms (Example 9). (An excerpt
from the narrative is provided in Appendix B).


8. Find a sentence with only one verb in the simple past. Write it on the
line below.


9. Find a sentence with one simple past verb and one past progressive verb.
Write it on the lines below.


We also focus on activity verbs in the text which occur in both
past progressive and simple past forms. Students are given the past
progressive forms and then asked to find the corresponding simple
past forms.


10. Kerwin [the narrator] used the following verbs in the past progressive.
He also used them in the simple past. Find the simple past forms, write
them beside the past progressive and write the line where you found
them. Look at the way the past progressive and the simple past are
used. Can you tell a difference in meaning?
Past Progressive Simple Past Line
was walking (lines 1–2)
was doing (lines 55–56)


In this exercise the learner’s attention is directed to the fact that
there is not a one-to-one relation between a lexical aspectual class
and tense/aspect morphology by giving the learners contextualized
examples of both tense/aspect forms. Following this exercise, class
discussion centers on the differences in meaning of the verbs in past
and past progressive as used in the text at hand. Additional exercises
would follow emphasizing the use of past with state verbs, adverbs of
frequency, and combinations thereof.


Beyond Positive Evidence and Focused Noticing


In addition to using authentic text to present positive evidence and
using focused noticing exercises, we also use a range of production
tasks to provide contextualized practice. At each stage in the unit, the
learners complete controlled and free production activities. The unit
begins with a written summary of the reading. The lessons which
focus on the use of past with adverbs of frequency include a topically
appropriate essay: “When you were in high school what did you usually


rarely or never did?” The topic provides a context in which past tense
verbs can be used with adverbs of frequency.


Next, instruction focuses on the use of simple past with activity
verbs. Using the original reading passage, the learners’ attention is
directed to activity verbs used in both the simple past and past progres-


do? Were there some things that other teenagers always did that you
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sive, as discussed above. A cloze passage that is a condensed version
of the original text provides contextualized practice in the use of the
simple past and the past progressive. A final writing assignment is
given which offers practice in reporting situations as either completed
(requiring past) or in progress at the time of another event (suggesting
past progressive). This was set up through the instructions (“Write a
paragraph. Use the sentence below to start it. Try to tell both what
was happening around you and what you did.”) and the opening line
taken from the first sentence of the authentic narrative (“I was walking
down the street one day last week.”).


It is important to note that input enhancement is not a method of
language teaching in and of itself. Input enhancement may vary along
two dimensions: explicitness and elaboration (Sharwood Smith, 1981,
1991). Sharwood Smith represents this as four possibilities (more or
less explicit combining with more or less elaboration). The unit we
developed was less explicit, providing no formal rules, but more elabo-
rate, providing contextualized examples and repeated opportunities
to notice over four days of instruction. (Compare White, 1992, and
White & Trahey, 1993, for a description of an input flood.) It should
be noted, however, that we took advantage of the fact that all learners
in our program are exposed to the names for tenses both from instruc-
tion and materials and that we used grammatical labels in the noticing
exercises. Thus, input enhancement can be adapted for use in a variety
of instructional methods. The invariant components to input enhance-
ment for our approach to the past tense are the presentation of positive
evidence and the focused noticing.


Two other advantages of using positive evidence should be noted:
longevity and efficiency. We expect that the effects of positive evidence
to be long lasting. Once learners notice the difference between their
grammars and the target grammar through instruction, unmodified
input in the form of written texts of various types, conversation, and
other aural input such as news broadcasts provide support that in
English the simple past is distributed across lexical aspectual categories.
As a result, we expect the gains in the use of past made through
instruction to be retained after the instruction ends.9 In fact, that
is the pattern reported by Harley (1989) on written retention tests
(composition and cloze) administered to a group of sixth-grade French
immersion students 3 months after they had received experimental
instruction through a series of functionally based lessons in the distri-
bution of the French tense/aspect system. A similar pattern has been


9Preliminary tests on this unit with small numbers of students support this claim. Of the
five classes which we have tested, all improved immediately after instruction and, more
importantly, maintained their higher scores or showed continued improvement when tested
one month after instruction (see Bardovi-Harlig & Reynolds, 1994).
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found in the acquisition of questions where learners of question forms
continued to develop after the specific instructional period was over
(Spada & Lightbown, 1993; White et al., 1991).


We hypothesize that maintenance of improved scores or even addi-
tional improvement is a characteristic of the presentation of positive
evidence which may distinguish it from negative evidence. Because
positive evidence, by virtue of the fact that it is found in all naturally
occurring language input, is available to the learner after instruction
(and because negative evidence is thought to be unavailable), learners
maintain high levels of appropriate use, even improving in some cases.
Thus, the difference in presenting negative and positive evidence in
instruction is that the presentation of negative evidence is an isolated
occurrence limited to the classroom. In contrast, the presentation of
positive evidence through authentic language samples and focused
noticing is reinforced by the ambient language inside and outside the
classroom. Once a learner is assisted in noticing a particular characteris-
tic of the language, natural input supports the instruction. Such a case
may be found in the acquisition of questions mentioned earlier (Spada
& Lightbown, 1993; White et al., 1991). Questions are high frequency
items in classrooms, and the learners seemed to be able to take advan-
tage of their presence in classroom talk as positive evidence (even when
the instructional focus on questions had ceased) leading to continued
development of question forms in learner language. 10 Thus, we expect
positive evidence to have long-term effects.


Finally, the use of positive evidence is pedagogically efficient. If we
were to approach instruction of the past from the point of view of
negative evidence, or error correction, we would find that learners
supply a variety of alternatives to the simple past with activity and
state verbs and with adverbs of frequency. Thus, such correction,
whether explicit or not, would have to address a number of verb forms.
However, the use of positive evidence is pedagogically efficient because
all learners have the same target form and thus the positive evidence
is relevant to all the learners in a class regardless of their individual
hypotheses about tense marking.


CONCLUSION


The results of the study reported here demonstrate that lexical
aspect plays an important role in the use of past tense by instructed
adult learners of English as a second language. The use of past tense
by classroom language learners shows similar patterns of distribution


10We thank an anonymous reviewer for bringing the case of questions to our attention.
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to those of untutored learners of English. Moreover, on the basis
of available data, comparison to learners of other languages such as
Spanish suggests that the influence of lexical aspect may be common
to language acquisition in general, part of what VanPatten (1990) calls
the core of SLA (p. 25). Further research is needed to determine how
the influence of lexical aspect is realized in different target languages.


This article also demonstrates the importance of observing acquisi-
tional sequences for the purposes of instruction. Through research,
we identified areas of difficulty in the acquisition of the tense/aspect
system. We found that the teaching of past tense for achievement and
accomplishment verbs is much less necessary, whereas the teaching of
simple past with activity verbs and with adverbs of frequency is clearly
warranted, and indications are that it is worthwhile. Based on SLA
theories, we have suggested that the presentation of positive evidence
will help learners broaden the undergeneralizations in their grammars.
We argue that input enhancement which includes focused noticing as
well as positive evidence provides learners with an awareness which
helps input to become intake even outside the classroom.
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APPENDIX A


Verbs Used in the Cloze Passages by Lexical Aspectual Class


Achievement Verbs
arrive, break, die, discover, drop, explode, fall out, find, happen, kill, lose, start, take off
(as in the plane took off), turn (something) off


Accomplishment Verbs
buy, change (apartments), change (the story into a funny one), eat a meal, finish all of the
grammar homework, give, go to the class, marry, move (from one apartment to another),
rent a video, write two papers


Activity Verbs
dance, eat θ, go to the same school (as in attend), live (2), ride bicycles, sing, snow, swim, tell
stories, work, worry (all weekend)


Stative Verbs
be dangerous, belong, enjoy (2), know, need (2), own, seem, want


Activity Verbs with Frequency Adverbs
(always) study a lot, play soccer (everyday), rain (everyday), (never) clean, (never) cook,
(often) cook, (seldom) go out, (sometimes) work, (usually) eat θ


State Verbs with Frequency Adverbs
(always) look bad, (everyday) smell delicious, (never) want, (often) feel sad, (seldom) taste
good, (usually) seem happy


APPENDIX B


Excerpt from the Narrative Text
1 Kerwin: I was walking one night. It was bitterly cold, around Christmas
2 1978, and I was walking. I think I was walking down to the river just to
3 clear my head or to go for a walk. I love to walk. There was a man on
4 the heating vent across the street from the State Department at 21st and
5 E which was only a block from my apartment, and he called out to me. He
6 said he wanted a buck to buy something to eat. I was very irritated with
7 him for calling out after me. I didn’t want to be bothered and I didn’t
8 believe him either. I thought, “well he just wants to get something to
9 drink;” and I thought to myself, “well I’ll fix him. I’ll go and get him


10 something to eat and that way he’ll be frustrated and angry and didn’t
11 get what he wanted but at least  I’ll give him what he asked for.” So I
12 went up to my apartment, got him a bowl of soup, got him a sandwich and
13 a cup of tea, and brought it down. I set it down and walked away. I
14 continued my walk, didn’t say a word to him, and didn’t acknowledge his
15 thanks. I never saw that man again, but I went home that night and I
16 just thought: “well, you know that made me feel pretty good. That’s the
17 least I can do. That’s all it takes to make me feel good and to think
18 well you know here I’m helping the human being. I can do that. I mean
19 what effort did that take.”
20 So I went home, and the next night I went out again with the same
21 type of meal (I think a little bit more but the same type of meal). I
22 just set it down on the heating vent where other people were, and I
23 walked away. They thought I was a little bit crazy bringing out this
24 food and setting it down, but I did. I simply went back to my apartment
25 and that was the end of it. But I kept doing that, and I kept doing it


130 TESOL QUARTERLY







26 night after night after night and eventually got to know some of these
27 people because I was consistent. I went down there.
. . .
48 Everything was fine until about three months after I’d begun. A man
49 asked to come up to my apartment and to shower and shave. I said,
50 “Absolutely not.” I said, “I live in a dorm.” I said, “You know, it’s
51 it’s graduate housing.” I said, “We are not allowed to have people in—
52 just strangers off the street.” He was dirty. He smelled, and he was a
53 little bit inebriated. I said, “No.” I said, “I can bring the food out
54 but I can’t have any people up there.” I didn’t want to, and I was
55 embarrassed if I had been seen with him. Nobody was aware of what I was
56 doing. Nobody in the dorm or anybody else was aware that I was taking
57 this food down, and that’s the way I wanted it. So that was fine, but he
58 persisted for three days after that. Finally I said, “All right, Glenn.”
59 I said, “Come up to the apartment.” But I said, “You’ve got to leave as
60 soon as you have your shower and shave.” So it was fine. I took him up,
61 and he went into the bathroom. I went into the kitchen. I was washing
62 some dishes, and I came back into the living room about twenty minutes
63 later. There he was in the chair fast asleep. He had come out and he
64 had gone into the chair. Right away—because he was so tired—he had
65 gone to sleep. I had given him some clean clothes and he had put those
66 on. So he looked fine. He looked a lot better than he did on the grates.
67 He slept.
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Closing the Gap Between Learning
and Instruction
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University of Hong Kong


In this paper, I explore the mismatch between the pedagogical inten-
tions and plans of the educational institution, curriculum, teacher,
and textbook, and the outcomes as realized through the skills and
knowledge that learners take away from instructional encounters.
Although there will never be a one-to-one relationship between teach-
ing and learning, there are ways in which teachers and learners and
teaching and learning can be brought closer together. In this article,
I look at ways of closing the gap in relation to experiential content,
learning process, and language content. The theme holding these
three disparate domains together is that of learner centredness, and
it is this concept which I take as my point of departure.


B efore giving my interpretation of the concept of learner centred-
ness, I should like to explain how I became interested in the


subject. Many years ago I began to realize that there was a major gap
between what I was focusing on as a teacher and what my learners
were taking away from the pedagogical opportunities I was providing.
I therefore became obsessed with a question so admirably framed by
Allwright (1984): “Why don’t learners learn what teachers teach?”
(p. 3).


This article offers some clues as to where the answer might be found.
I also provide practical examples of ways in which the ideas might be
applied to teaching situations. However, I should also add that I am
not claiming that all of these ideas are necessarily feasible and relevant
to all contexts and situations. The context in which any teaching takes
place will have a major influence on what is both feasible and desirable.
However, the belief that “it would never work here,” is often used as
an excuse for inaction.


THE CONCEPT OF LEARNER CENTREDNESS


The first concept I should like to look at is that of learner centred-
ness. As I have explained elsewhere (see, e.g., Nunan, 1988), a learner-
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centred curriculum will contain similar components to those contained
in traditional curricula. However, the key difference is that in a learner-
centred curriculum, key decisions about what will be taught, how it
will be taught, when it will be taught, and how it will be assessed will
be made with reference to the learner. Information about learners,
and, where feasible, from learners, will be used to answer the key
questions of what, how, when, and how well.


However, it is a mistake to assume that learners come into the lan-
guage classroom with a natural ability to make choices about what and
how to learn. I believe that there are relatively few learners who are
naturally endowed with the ability to make informed choices about
what to learn, how to learn it, and when to learn. It is at this point
that we need to turn from the concept of learner centredness, to a
closely related concept of learning centredness. A learning-centred
classroom carries learners toward the ability to make critical pedagogi-
cal decisions by systematically training them in the skills they need to
make such decisions. Such a classroom is constituted with complemen-
tary aims. Whereas one set of aims focuses on language content, the
other focuses on the learning process. Learners are therefore systemat-
ically educated in the skills and knowledge they will need in order to
make informed choices about what they want to learn and how they
want to learn. Rather than assuming that the learner comes to the
learning arrangement with critical learning skills, the sensitive teacher
accepts that many learners will only begin to develop such skills in the
course of instruction.


Learner centredness is therefore not an all-or-nothing concept; it is
a relative matter. It is also not the case that a learner-centred classroom
is one in which the teacher hands over power, responsibility, and
control to the students from Day 1. I have found that it is usually well
into a course before learners are in a position to make informed choices
about what they want to learn and how they want to learn, and it is
not uncommon that learners are in such a position only at the end of
the course. That said, I would advocate the development of curricula
and materials which encourage learners to move toward the fully au-
tonomous end of the pedagogical continuum.


THE EXPERIENTIAL CONTENT DOMAIN


In this section, I should like to look briefly at reasons for the gap
between teaching and learning in the experiential content domain.
This will provide the basis for a more detailed discussion on what we
might do about it.


I should like to argue that the principal reason for the mismatch
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between teachers and learners, which gives rise to a disparity between
what is taught and what is learned, is that there is a mismatch between
the pedagogical agenda of the teacher and that of the learner. While
the teacher is busily teaching one thing, the learner is very often
focusing on something else. This mismatch has been noted by numer-
ous researchers with an interest in the classroom (see, e.g., Allwright,
1987; Allwright & Bailey, 1991).


More recently, Slimani (1992) has sought to determine what individ-
ual learners claim to have learned from interactive classroom events
(this claimed learning she terms uptake). She further examines what
happens in a lesson that can account for this uptake. Her learners
were a group of Algerian learners of English as a foreign language who
were preparing to undertake engineering studies in English. Slimani
found that topics initiated in the classroom by the learners were much
more likely to be nominated as having been learned than those nomi-
nated by the teacher. In other words, when learners had an opportunity
to contribute to the content of the lesson, that was the content which
learners would claim to have learned. Slimani (1992) reports that:


about 77.45 percent of the topicalisation was effected by the teacher. This
is not particularly surprising in view of the fact that the discourse was
unidirectionally controlled by the teacher. . . . What appears to be strikingly
interesting though is that a further analysis of the effect of the teacher’s
versus the learners’ scarce opportunities . . . for topicalisation showed that
the latter offered much higher chances for items to be uptaken. Learners
benefited much more from their peers’ rare instance of topicalisation than
from the teacher’s . . . . topics initiated by learners attracted more claims
from the learners than the one’s initiated by the teacher. (p. 211)


Block (1994, in press) provides further insights into the perceptual
gap between teachers and learners. Working in an EFL situation, Block
used an oral diary technique, in which a teacher and six of her learners
provided daily audiotaped accounts of the lesson. In particular, they
were asked for their point of view on the activities that stood out most,
the purpose of the activities, what the student learned, what the teacher
did to facilitate the learning process, and other events from the class
worth mentioning. The oral diary accounts were supplemented by
classroom observations and interviews.


Block discovered that whereas certain perceptions were shared by
all informants, the accounts differed in certain significant ways. Block
suggests that each learner comes to class with a “hobby horse,” that
is, a particular pedagogical preoccupation that colors his/her percep-
tions as to what is going on, why, and what value it has. One learner,
for example, was preoccupied with the utilization of class time and
evaluated all tasks in terms of whether they utilized class time effec-
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tively. Block also provides evidence of a gap in the perception of the
teacher and the students. The major gap appeared to revolve around
perceptions (and misperceptions) of the pedagogical purpose of activi-
ties. Students often either had misperceptions about the rationale for
the task or no idea at all why they were being asked to do particular
tasks. The teacher, on the other hand, was able to provide a rationale,
although this was not spelled out to the students.


I believe that the gap between teaching and learning in the experien-
tial content domain can be narrowed by moving toward the implemen-
tation of a learner-centred approach to pedagogy. As I indicated ear-
lier, learner centredness is not an all-or-nothing concept. I would like
to suggest that there are degrees of learner centredness, that there is
a continuum, from relatively modest to rather radical levels of imple-
mentation. In the rest of this section, I discuss some of the practical
things we can do in the classroom to realize the concept of learner
centredness. How far along the continuum one moves will depend on
the pedagogical context in which one is working. Where feasible, I
illustrate, with practical examples, some of the ways in which these
ideas can be realized in the classroom tasks and materials. I should
stress, however, that these examples have been inserted for illustrative
purposes only, and it is not possible to provide exhaustive illustrations.


In the experiential content domain, I would suggest that the first
step along the path to learner centredness would be to make learners
aware of the goals and the content of the curriculum, learning pro-
gram, or pedagogical materials. This may not seem particularly radical.
However, in my recent study of classroom interaction, there was only
one instance in which the teacher began a lesson by laying out the
pedagogical terrain to be covered (see Nunan, in press). Failure to
spell out lesson objectives was also noted by Block (1994, in press).
Making salient the goals of a lesson or unit of work is relatively easy
to achieve regardless of whether one is teaching to a state-mandated
curriculum with materials supplied, whether one is teaching to an
examination, or whether one is teaching in a foreign language situation
in which students may be required to undertake another language
whether they want to or not. There is evidence, in fact, that interest
and motivation are enhanced when the purpose and rationale of in-
struction is made explicit to the learners (see, e.g., Brindley, 1984).


The following is an extract from an intensive EFL course in Australia
for mainly preintermediate-level Japanese adults in which the teacher
does set the agenda for the learners. The teacher is using a mandated
textbook in which the goals and objectives are implicit, and yet she is
able to make the goals of the lesson explicit to the learners. She does so
by actively involving them in the process rather than simply informing
them.


136 TESOL QUARTERLY







T: Today we’re going to practice talking about likes and dislikes, and we’re
going to talk about music and movies and stuff. OK? OK Kenji? Now,
I want you to open your books at page 22, that’s where the unit starts,
and [inaudible comment from student] . . . What’s that? . . . . Yeah, that’s
right. Now, I want you to look quickly through the unit and find one
example, one example of someone saying they like something, and
one example of someone saying they don’t like something? OK? One
example of each. And I’m going to put them here on the board.


If one is producing one’s own materials or adapting those written
by others, it is relatively easy to make the goals explicit. Once again,
learners can be actively involved, as the following example shows:


Unit Goals
In this unit you will:
1. Make comparisons:


The city is busier than the countvy.
2. Ask for and give advice:


I’ve missed the bus. What should I do?


The unit could be completed by asking the learners to carry out a
self-checking exercise such as the following. Although this has been
extracted from a commercial source, it is the sort of exercise that
teachers can readily create.


Review the language skills you practiced in this unit. Check [ 4 ] your an-
swers. CAN YOU?
Make comparisons?
[ ] yes [ ] a little [ ] not yet
Find or give an example:


Ask for and give advice?
[ ] yes [ ] a little [ ] not yet
Find or give an example:
(Nunan, 1994, p. 108)


I believe that the idea of making the pedagogical agenda explicit to
the learners is something which can be done to various degrees with
all but the youngest of learners and those at the very beginning profi-
ciency levels.


The different levels of learner involvement in the experiential con-
tent domain are summarized in Figure 1.


At the second level, learners themselves would be involved in select-
ing goals and content. Whether it is possible or desirable to implement
this level and succeeding levels of the continuum will very much de-
pend on the context and situation in which one is teaching, something
upon which I shall have more to say later. There are several well-
documented accounts in which learners have been involved in making
choices about what they will learn. Dam and Gabrielsen (1988) found
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FIGURE I
Learner Centredness:


Levels of Implementation in the Experiential Content Domain


Level Learner Action Gloss


1 Awareness Learners are made aware of the pedagogical goals and
content of the program.


2 Involvement Learners are involved in selecting their own goals and
objectives from a range of alternatives on offer.


3 Intervention Learners are involved in modifying and adapting the
goals and content of the learning program.


4 Creation Learners create their own goals and objectives.
5 Transcendence Learners go beyond the classroom and make links be-


tween the content of the classroom with the world be-
yond the classroom.


that even relatively young learners were capable of making decisions
about the content and processes of their own learning. Learners, re-
gardless of their aptitude or ability, were capable of a positive and
productive involvement in selecting their own content and learning
procedures. Furthermore, learners were also positive in accepting re-
sponsibility for their own learning.


Further along the learner-centred continuum, we would see learners
modifying and adapting goals and content. The next step would see
learners creating their own goals and content. An interesting and
practical way of involving learners at this level is reported in Parkinson
and O’Sullivan (1990), who were working with high intermediate-level
adult learners in an ESL context. They report on the notion of the
Action Meeting as a way of involving learners in modifying course
content.


A mechanism was needed for course management: as the guiding and
motivating force behind the course, it would have to be able to deal with
individual concerns and negotiate potential conflicts of interest, need, and
temperament. It would also have to satisfy the individual while not threaten-
ing the group’s raison d’être. As foreshadowed in the orientation phase,
the group would now experiment with a mechanism suggested by the
teachers, namely a series of Action Meetings . . . . [These] would provide
an opportunity for individuals to participate (interpersonally and intercul-
turally) in an English-medium meeting, negotiating meaning and authentic
content. They would also be a means of facilitating group cohesion and
motivation and would be a primary mechanism for ongoing program evalu-
ation by the participants. (pp. 119–120)


The final level is one in which learners transcend the classroom and
link content to the world beyond the classroom. Some years ago, I
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investigated the notion of the good foreign language learner. What I
wanted to find out was whether learners who had developed high
levels of competence in a foreign language had certain learning experi-
ences in common. Although I found quite a variety of learning experi-
ences at the level of classroom strategies, virtually all learners demon-
strated an ability to relate the content of the classroom to the world
beyond the classroom (Nunan, 1989, 1991). Furthermore, they all
identified this ability as the critical ingredient in their success as lan-
guage learners. This idea of the importance of consciously developed
activation of the language beyond the classroom is also reported in a
L2 context by Schmidt and Frota (1985).


In practical terms, it is obviously much easier to encourage learners
to activate their language outside of the classroom in L2 contexts (for
practical examples, see Aiken & Pearce, 1994) and situations where
English is widely spoken within the community (such as in Hong Kong).
However, even in foreign language contexts, it is possible to find ways
of practicing the target language outside the classroom. In the good
foreign language learner study mentioned above (Nunan, 1989, 1991),
in which virtually all 44 informants said that success was partly due to
activating language outside the classroom, learners exploited a range
of resources. These included English language newspapers, radio and
television, international hotels and airline offices, multinational compa-
nies, and international airports.


The following classroom extract illustrates the way in which one
teacher encouraged students to think about activating their language
outside of the classroom. The class was a mixed-proficiency group of
adult ESL learners in Australia.


[The students are sitting in small groups of two to four as the teacher
addresses them.]
T: Well students, as you know, this morning we’re going to be looking at


ways that we can help learners improve their English without a teacher,
without, um, a class to come to. What’ve we got all around us that can
help us? Well the first thing that we’re going to be looking at are these
things. [She bends down and picks up a plastic shopping bag.] Now in
the bag—I’ve got a bag full of mystery objects in here—different things,
but they all have one thing in common. We can use them to help improve
our language. Now this is going to be lucky dip type activity. Have you
ever done a lucky dip?


Ss: Yes, yes.
T: Yes. Where you put your hand in and you take one thing out.


I’ll do it the first time. Put my hand in and I’ll just bring . . . something
out.
[She pulls out a mirror.]
Oh, a mirror. Now how can this help us improve our language —
you got any ideas? Irene?
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S: We can help, er, our voc . . . vocabulary.
T: Vocabulary’s one thing, yes. How?
S: We can look, er, how we pronounce the words. (Mmm) We can look in


the mirror and see how our mouth moves.
T: Good. Yes, we can see how our mouth moves—by looking at our reflec-


tion in the mirror. For example, the sound th. Can you all say th?
Ss: No. [Laughter]
[The teacher distributes the rest of the objects in the bag and the students,
working in groups, spend 10 minutes discussing the ways in which the
different objects they have chosen can be used for practicing English outside
the class. The teacher then calls the activity to a bait.] (Nunan, 1991, p.
182)


THE LEARNING PROCESS DOMAIN


I suggested earlier that one answer to the question of why learners
do not learn what teachers teach is that they come into the classroom
with different mind sets, different points of focus, or, as I put it
above, different agendas. Turning from the experiential content to
the learning process domain, I should like to suggest that a partial
answer to the question can be found in a mismatch at the level of
learning process. There is, in fact, evidence to support this notion.


Some years ago, I carried out a comparative study into the learning
preferences of teachers and learners in the Australian Adult Migrant
Education Service program (Nunan, 1987). When I compared the
preferences of learners and teachers in relation to selected learning
tasks and activities, I found some stark contrasts and dramatic mis-
matches. The results of this study are summarized in Figure 2 below.
The figure shows that there are mismatches between teachers and
learners on all but one of the items (students and teachers agreed that
conversation practice was a very high priority). In all other cases, there
were mismatches between the teaching preferences of the teachers
and the learning preferences of the students. For example, students
gave a low rating for pair work, whereas teachers gave this item a very
high rating. The same was the case with student self-discovery of
errors. Now, I am not suggesting that student views should be acceded
to in all cases. However, I would argue that at the very least, teachers
should find out what their students think and feel about what and
how they want to learn.


Willing (1988) carried out a large scale study into the learning styles
and learning strategy preferences of adult (17- to 78-Year-old) immi-
grant learners of English as a second language in Australia. With 517
learners, Willing had a substantial database. Using a questionnaire and
interview, Willing investigated possible learning style differences which
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FIGURE 2
Teacher/Student Mismatches in the Learning Process Domain


Activity Student Teacher


Explanation to class
Conversation practice
Error correction
Vocabulary development
Using cassettes
Student self-discovery of errors
Using pictures, film, video
Pair work
Language games


Very high
Very high
Very high
Very high
Low
Low
Low
Low
Very low


High
Very high
Low
High
Medium high
Very high
Low medium
Very high
Low


could be attributed to a range of biographical variables such as learners’
ethnic backgrounds, ages, levels of education, time in the target coun-
try, and speaking proficiency levels. The study yielded certain surpris-
ing findings. In the first instance, learners did have views on the learn-
ing process and were capable of articulating these. Perhaps the most
surprising finding was that none of the biographical variables corre-
lated significantly with any of the learning preferences:


None of the learning differences as related to personal variables were of
a magnitude to permit a blanket generalization about the learning prefer-
ences of a particular biographical sub-group. Thus, any statement to the
effect that ‘Chinese are X’ or ‘South Americans prefer Y’, or ‘Younger
learners like Z’, or ‘High-school graduates prefer Q’ is certain to be inaccu-
rate. The most important single finding of the study was that for any
given learning issue, the typical spectrum of opinions on that issue were
represented, in virtually the same ratios, within any biographical subgroup.
(Willing, 1988, pp. 150-151)


What can be done about the gap between instruction and learning
in the learning process domain? A similar process, I believe, to the
one suggested in the experiential content domain. A continuum in the
learning process domain, similar to that which has been proposed for
the experiential content domain, can help lead learners in the direction
of autonomy, and equip them with process skills for negotiating the
curriculum. (See Figure 3.)


I would like to suggest that the first step in the direction of the
process is to encourage learners to identify the strategy implications
of pedagogical tasks. Underlying this first step is the fact that every-
thing we do in the classroom involves a learning strategy. This is so
regardless of whether we are talking about communicative tasks such
as role plays, selective listening, or debates, or more mechanical exer-
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FIGURE 3
Learner Centredness:


Levels of Implementation in the Learning Process Domain


Level Learner Action Gloss


1 Awareness Learners identify strategy implications of pedagogical
tasks and identify their own preferred learning
styles/strategies.


2 Involvement Learners make choices among a range of options.
3 Intervention Learners modify/adapt tasks.
4 Creation Learners create their own tasks.
5 Transcendence Learners become teachers and researchers.


cises such as pronunciation drills, vocabulary memorization, or cloze
exercises. Again, I would stress, that although, in certain contexts it
may not be feasible to travel very far along the continuum, it is possible
to take the first step with most learners in most contexts.


A reasonable first step, then, would be to raise learner awareness
of the strategies underlying the particular task in question. This is
something that all teachers can do, regardless of whether they are
working with a mandated curriculum and materials, or whether are
relatively free to decide what to teach and how to teach it. This is
illustrated in the following classroom extract. The students are a high
beginning-level group of young adult Japanese EFL learners.


T: One of the things, er, we practice in this course . . . is . . . or some of
the things we practice are learning strategies. And one of the learning
strategies that will help you learn new words is the learning strategy of
classifying. Do you know what classifying means?


Ss: No no
T: Have you heard this word before?
Ss: No
T: Classifying means putting things that are similar together in groups.


OK? So if I said, er, I want all of the girls to go down to that corner
of the room, and all the boys to go into this corner of the room, I would
be classifying the class according to their sex or their gender. What I’d
like you to do now in Task 5 is to classify some of the words from the
list in Task 4. OK?


(In the preceding task, students had read a postcard and circled the words
that describe people. They were then given a three column table with the
headings: color, age, and size.)


The next step in the development of a learner-centred classroom
would be to train learners to identify their own preferred learning
styles and strategies. Detailed guidance on how this might be achieved
are beginning to appear in the literature. Excellent starting points for
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those who are interested are provided by Ellis and Sinclair (1989) and
Willing (1989). The following example was adapted from an L2 situation
for use in a foreign language context. It has been used successfully with
learners in many different pedagogical situations (see Figure 4).


FIGURE 4
Learning Style Tasks


Task 1
Close your book. Your partner is going to find out your learning style. Answer your part-
ner’s questions.
Task 2
a. Now find out your partner’s learning style. If he/she agrees with the statement, put a
check mark [  ✔  ] in the box.


HOW DO YOU LIKE TO LEARN?


Type 1:
I like to learn by watching and listening to native speakers.
I like to learn by talking to friends in English.
At home, I like to learn by watching TV / videos in English.
I like to learn by using English out of class.
I like to learn English words by hearing them.
In class, I like to learn by conversations.


T O T A L :   


Type 2:
I like the teacher to explain everything to us.
I want to write everything in my notebook.
I like to have my own textbook.
In class, I like to learn by reading.
I like to study grammar.
I like to learn English words by seeing them.


T O T A L :   


Type 3:
In class, I like to learn by games.
In class, I like to learn by looking at pictures, films and video.
I like to learn English be talking in pairs.
At home, I like to learn by using cassettes.
In class, I like to listen to and use cassettes.
I like to go out with the class and practice English.


T O T A L :  


Type 4:
I like to study grammar.
At home, 1 like to learn by studying English books.
I like to study English by myself (alone).
I like the teacher to let me find my mistakes.
I like the teacher to give us problems to work on.
At home, I like to learn by reading newspapers.


TOTAL:       
b. Now add up the number of check marks for each section, and put the number in the
Total box. The highest total shows what kind of learner your partner is.


Source: Adapted from Willing, K. (1989). Teaching how to learn. Sydney, Australia: National
Centre for English Language Training and Research.
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At the next level, learners would be involved in making choices
among a range of options. The notion that learners are capable of
making choices has been questioned by some commentators. It has
also been suggested that the notion of choice is a Western one, which
is less familiar to the non-Western psyche. This has been contested
by several researchers, who have data, rather than opinion, bias, or
experience to draw on. Widdows and Voller (1991), for example,
investigated the ability of Japanese university students to make choices
regarding learning preferences. As a result of their study they found
that students were able to make choices and that their preferences
were often markedly at odds with the content and methodology that
they were exposed to in classes. They report that


Students do not like classes in which they sit passively, reading or translating.
They do not like classes where the teacher controls everything. They do
not like reading English literature much, even when they are literature
majors. Thus it is clear that the great majority of university English classes
are failing to satisfy learner needs in any way. Radical changes in the content
of courses, and especially in the types of courses that are offered, and
the systematic retraining of EFL teachers in learner-centred classroom
procedures are steps that must be taken, if teachers and administrators are
seriously interested in addressing their students’ needs. (Widdows & Voller,
1991)


In some foreign language contexts, the notion of student choice
may be a relatively unfamiliar or even alien one. In such a case, it is
preferable to engage the learners in a relatively modest level of decision
making in the first instance. For example, if the data for a lesson
include a reading passage and a listening text, learners might be asked
to decide which they would rather do first, the reading or the listening.
If teachers are uncomfortable with the idea of students doing different
things at the same time, then it can be put to a class vote. They could
then gradually be involved in making choices such as the following,
in which the activity type and task is similar. The point is not that
learners in different groups will be doing things that are radically
different but that they are being sensitized to the notion of making
choices.


You choose: Do A or B.
A Group Work. Think about the last time you went grocery shopping.
Make a list of all the things you bought. Compare this list with the lists of
three or four other students. Whose list is the healthiest?
B Group Work. Think about all the healthy things you did last week. Make
a list. Compare this list with the lists of three or four other students. Who
had the healthiest week?


Once learners are used to the idea, they can be invited to make more
elaborate choices, as in the following example.
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Task 1: You Choose
Look quickly at the next three tasks and decide whether these are listening,
speaking, reading, or writing tasks. Now decide the order in which you
wish to do them. Circle your choices.
Task I’11 do this task . . . . . .
Task 2: A . . . . . . . . . . . . . task 1st 2nd 3rd
Task 3: A . . . . . . . . . . . . . task 1st 2nd 3rd
Task 4: A . . . . . . . . . . . . . task 1st 2nd 3rd


These examples illustrate the point that even within the various
points on the learner-centred continuum, there is a wide range of
possibilities.


Having encouraged learners to make choices, the next step on the
continuum would be to provide them with opportunities to modify
and adapt classroom tasks. This could be a preliminary step to teaching
students to create their own tasks. This need not involve highly techni-
cal materials design skills, which would clearly be unrealistic. I have
started learners on the path toward developing their own materials
by giving them the text but not the questions in a reading comprehen-
sion task and asking them, in small groups, to write their own questions.
These are then exchanged with another group to be answered and
discussed.


At a more challenging level, learners would become teachers. There
is nothing like the imminent prospect of having to teach something
for stimulating learning. Lest this should be thought utopian, I can
point to precedents in the literature. Assinder (1991), for example,
gave her students the opportunity of developing video-based materials
which they subsequently used for teaching other students in the class.
Her class was composed of 9 high intermediate-level EFL students
undertaking an intensive English course in Australia. The innovation
was a success, the critical factor of which, according to Assinder, was
the opportunity for the learner to become the teacher:


I believe that the goal of “teaching each other” was a factor of paramount
importance. Being asked to present something to another group gave a
clear reason for the work, called for greater responsibility to one’s own
group, and led to increased motivation and greatly improved accuracy.
The success of each group’s presentation was measured by the response
and feedback of the other group; thus there was a measure of in-built
evaluation and a test of how much had been learned. Being an “expert”
on a topic noticeably increased self-esteem, and getting more confident
week by week gave [the learners] a feeling of genuine progress. (Assinder,
1991, p. 228)


The final level on the learning process continuum I would like to
propose here is the notion of the learners becoming language research-
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ers. Once again, for those who think this notion fanciful or utopian,
there is a precedent in the literature. Heath (1992), working with black
dialect speakers in an Alabama high school and a group of ESL students
in south Texas, asked her collaborators to document the language they
encountered in the community beyond the classroom.


Students were asked. . . . to work together as a community of ethnographers,
collecting, interpreting, and building a data bank of information about
language in their worlds. They had access to knowledge I wanted, and the
only way I could get that knowledge was for them to write to me. They
collected field notes, wrote interpretations of patterns they discovered as
they discussed their field notes, and they answered the questions I raised
about their data collection and their interpretations. (p. 42)


Despite the struggle involved, students learned through the process
of becoming ethnographic researchers that communication is negotia-
tion, and they got to reflect on the important relationships between
socialization, language, and thought. In substantive terms, all students
moved out of the basic English into regular English classes, and two
moved into honors English. As Heath (1992) reports, “Accomplish-
ments were real and meaningful for these students” (p. 144).


There is a rapidly growing literature on learning strategies and
learner strategy training which, I believe, supports the thrust of what
I have had to say so far. O’Malley and Chamot (1990) provide a compre-
hensive review of the literature, as well as presenting topologies, mod-
els, and pedagogical strategies. Their work points to the generally
positive effect of strategy training. Wenden and Rubin (1987) present
a series of empirical investigations designed to illuminate two central
questions: “What do learners do to acquire second language compe-
tence?” and “What can be done to facilitate this process?” (p. xvii).
The studies show the diversity of learning skills and strategies which
learners bring to the task of learning another language and also illus-
trate and illuminate the metalinguistics awareness of learners them-
selves of the processes underlying their own learning. In terms of
classroom practice, the studies reinforce the ideas set out here. For
example, Chamot (1987) reports that teachers can profitably encourage
students to identify and record their own use of strategies, and then
direct students to utilize strategies for a variety of activities. Less profi-
cient students could be encouraged to employ the strategies used by
more proficient students. Oxford’s (1990) book also draws on current
research on learner strategies but focuses more directly on the practical
pedagogical implications of this research for incorporating strategy
training into language learning. She develops an exhaustive taxonomy
of learning strategy types which are illustrated in detail in the book.


A great deal of early research focused on the issue of the good
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language learner (see, e.g., Rubin, 1975, 1981; Rubin & Thompson,
1982). Rubin, who pioneered this work, found that all learners do apply
strategies and that certain of these strategies seemed to be consistently
utilized by good language learners. The implication here is that once
strategies used by good language learners are identified, they can be
taught to less effective language learners. The unanswered issue here,
however, is whether strategy preferences can be changed or whether
they are symptomatic of deeper styles that are fundamental to the
cognitive and personality styles of the individual and therefore imper-
vious to change.


From an intercultural perspective which sees behavior as being af-
fected by context, conclusions on the effectiveness of learner strategy
training reached in (largely) Western educational contexts should be
treated with caution. At best they should be seen as interesting working
hypotheses to be investigated rather than firm conclusions to be em-
braced.


Learners who have reached a point where they are able to define
their own goals and create their own learning opportunities have, by
definition, become autonomous. Concepts of self-direction and learner
autonomy, which gained a certain degree of prominence during the
1970s (see, e.g., Holec, 1979; Riley, 1982), and then appeared to wane,
are recapturing the interest of language educators and researchers.
Evidence for this can be found in several recent publications (an excel-
lent example is Gardner & Miller, 1994) as well as conference papers
and presentations. In fact, in June 1994, an international conference
entitled Autonomy in Language Learning was held in Hong Kong.


I would argue that autonomy, like the other central constructs dealt
with in this paper, is not an all-or-nothing concept. The ability of
individuals to take responsibility for their own affairs (in this case
language learning) will be largely determined by the context in which
the learning takes place. Contextual factors impinging upon learning
will include the age and proficiency level of the students, previous and
current educational experiences, the goals of the language program,
and the attitude and training of the teacher. The cultural and context-
bound nature of autonomy is highlighted in a project described by
Roberts, Davies, and Jupp (1992). The aim of the project was to develop
a more student-centred approach to language learning within a multi-
ethnic workplace context. In evaluating the project, they point out
that because of cultural difference and language difficulties, “some
students found exercises in autonomous learning bewildering, irrele-
vant, and unfamiliar, given the strong tradition of learning through
other methods which the majority had experienced” (p. 318). However,
they also point to the benefits of the student-autonomy project. These
included a greater appreciation of course objectives on the part of
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teachers and learners, greater student awareness of language, and a
growing ability on the part of students to carry out needs analysis and
self-assessment.


If the concept of autonomy is problematic in Western contexts, one
might expect it to be even more so in non-Western ones. Several recent
studies bear out this observation, although they also give cause for
optimism to those who believe that encouraging some degree of learner
autonomy is justified. Farmer (1994), for example, describes an inde-
pendent learning program in Hong Kong. In this context, where learn-
ing is highly structured,


learners are expected to, and themselves expect to, adopt a highly passive
role. Indeed it might be said that formal education in this context teaches
the need to be taught: learners are conditioned to believe that in order to
learn one must be taught and that the teacher holds a monopoly over the
transmission of knowledge. (p. 14)


The program Farmer described attempted to incorporate elements
from the local culture. For example, because the society is a group-
oriented one, the learning program was group driven and group nego-
tiated. An evaluation of the program showed that it had achieved a
degree of success. Although a large majority of the students still wanted
a teacher to be present at all times, a majority also gave positive evalua-
tions of key aspects of the program including analysis of needs and self-
selection of materials. One third of the students felt better equipped to
work independently as a result of the program.


A question sometimes posed by foreign language teachers (and
learners) is: Why should I teach/learn this language when the chance
that I shall ever use it for genuine communication is an extremely
distant prospect indeed? I believe that one of answers to this question
can be found in the ideas presented above. By sensitizing learners to
the nature of the learning process, by helping them develop skills in
cognitive operations such as classifying, brainstorming, inductive and
deductive reasoning, by getting them to cooperate with each other, by
giving them opportunities to make choices and to develop independent
learning skills, we are fostering the cognitive, affective, interpersonal
and intercultural knowledge, skills, and sensitivities which provide a
rationale for a great many educational systems around the world. In
fact, the knowledge, skills, and sensitivities referred to above are not
peculiar to language learning, and could just as readily be taught
through other subjects on the school curriculum. However, it is difficult
to think of another subject more appropriate for developing such skills
than a foreign language, particularly when one considers the ready-
made advantage that a foreign language has for developing intercul-
tural sensitivities and understandings.
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In this section of the article, I have suggested that one way of
narrowing the gap between teaching and learning is to incorporate
into language programs opportunities for learners to reflect on and,
where feasible, take charge of their own learning processes. I have
argued that this involvement is not an all-or-nothing issue but that it
can happen at any number of levels. The extent to which it is feasible
for learners to become involved will depend on critical contextual
variables such as the objectives of the language program, the age,
stage, and previous learning experiences of the students, the attitude
and training of the teachers, and the philosophy of the institution
within which the learning takes place. I have also illustrated through
practical examples ways in which the ideas set out in the section can
be operationalized in both second and foreign language contexts.


THE LANGUAGE CONTENT DOMAIN


The final domain which can affect the gap between teaching and
learning is the language content domain. Although the positive effects
of instruction are no longer in question, there is still a great deal of
controversy and doubt over the relationship between instruction and
learning (see, e.g., Ellis, 1991; Long, 1988; Pienemann, 1989). To deal
adequately with the debate would necessitate an article in its own right.
Given the centrality of the issues to the question under discussion, it
needs to be dealt with however superficially. Although the following
review is highly selective, it is representative of the kinds of research
carried out in this area. These studies investigated the acquisition of
grammar by children and adults in both second and foreign language
contexts.


The name most closely associated with the debate on the relationship
between learning and acquisition is Krashen (see, e.g., Krashen, 1982),
who argued that there are two distinct mental processes operating in
the development of a L2 language: conscious learning and subcon-
scious acquisition. Krashen argued that instruction leads to conscious
learning, not to subconscious acquisition and that it is the latter that
underlies the ability to communicate in a foreign language. A study
by Ellis (1984) involving ESL children in Britain appeared to support
Krashen’s position. Ellis found that formal instruction appeared to
have little effect on the acquisition of question forms. However, Swain
(1985), in reviewing work carried out in Canada, argued that compre-
hensible input is a necessary but not sufficient condition for acquisition,
that learners need opportunities to interact as well. Montgomery and
Eisenstein’s (1985) study appears to support this view, finding that
learners who were given opportunities to interact in addition to receiv-
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ing grammatical instruction developed greater fluency than those who
received instruction only. This is not surprising. What is surprising is
their finding that the grammar plus opportunities to interact group
also outperformed the grammar only group on tests of grammatical
knowledge. Similarly, Schmidt and Frota (1986), in a case study of
the acquisition of Portuguese as a second language, found that both
instruction and opportunities to interact out of class were both neces-
sary. They also argue the case for conscious learning, claiming that
improvements occurred when the subject of the study “noticed the
gap” (pp. 310–311) between the language he was using and that of
the native speakers with whom he was interacting.


Pienemann (1989), working with adult learners of German as a
foreign language in Australia, proposed a series of development
stages and argued that a target form would only appear in the produc-
tive repertoire of learners when they were developmentally ready to
acquire that particular form. Pienemann’s answer to the question of
why learners do not learn what teacher’s teach is that teachers are
often trying to teach the unteachable.


In her review of a great deal of Canadian research into the relative
merits of traditional and communicative classrooms, Spada (1990) con-
cluded that classrooms that were basically communicative in orienta-
tion, but that contained opportunities for explicit grammar instruction,
were superior to traditional classrooms that focused heavily on gram-
mar, as well as immersion programs that eschewed explicit grammatical
instruction. A similar outcome was obtained by Doughty (1991), who
investigated the acquisition of relativization by adult learners in Austra-
lia. She found that learners receiving instruction outperformed learn-
ers who received only exposure’


In an EFL context in Singapore, Lim (1992) found that the frequency
and quality of learner participation related significantly to qualitative
aspects of learner participation such as the range of speech acts and
control of conversational management techniques. Furthermore,
learner participation in class related significantly to improvements in
language proficiency.


Fotos (1993), working with adult EFL students in Japan found that
small-group, problem-solving tasks are as effective as formal teacher-
fronted instruction for grammatical consciousness raising. Her study
places squarely on the agenda the issue of just what is meant by in-
struction.


In an adult EFL context in China, Wudong (1994) found that declar-
ative knowledge (i.e., the ability to identify errors and state rule viola-
tions) did not automatically lead to procedural knowledge (i.e., the
ability to put known forms to communicative effect). What did facilitate
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this transference was the addition of opportunities to activate knowl-
edge through output activities. Zhou (1991), also working in China,
although with children rather than adults, found that formal instruc-
tion resulted in acquisition of some structures (passives) but not others
(tense and aspect). Zhou also claims on the basis of the research that
explicit (declarative) knowledge can be converted to implicit (proce-
dural) knowledge through practice.


Finally, Möllering & Nunan (1994) investigated the acquisition of
modal particles by adult learners of German as a foreign language in
Australia. They found that instruction made a difference but, once
again, only in certain areas. The studies reviewed in this section are
summarized in Figure 5.


What do we make of this rich array of outcomes? It seems to me
that four critical variables appear and reappear in the research. These
can be divided into factors external to the learner (e. g., the provision
of instruction; the provision of opportunities for learners to use the
target language), and factors which are learner-internal (e.g., the ability
to describe the rules of the target language; the ability to put these
rules to use in communication). The challenge for research is to tease
out the complex interplay between these variables. The one thing that
does seem to be beyond dispute in this selective review is that the
instruments which have been thus far employed are relatively blunt.
In relation to instruction, one would want to know what kind of instruc-
tion. Regarding interaction, one would want to know about the type
of interaction, how it was arranged, and how the data were collected.
Similarly with the learner-internal factors, we need to know which
aspects of the lexicogrammar are being investigated and reported, how
the data were collected, in what contexts, and under what conditions.


In practical terms, the studies summarized in this section suggest
that there is value in teaching tasks which encourage learners to come
to an inductive understanding of grammatical rules and principles
through communicative small-group tasks and discussion. There is no
room here to provide detailed examples of what these might look
like, although the following examples should illustrate the procedure.
Rutherford (1987) provides the following example of a grammar con-
sciousness-raising task.


A. Which, if any, of these sentences contains an error? Find the errors and
correct them.
1. In Lake Maracaibo was discovered the oil.
2. After a few minutes the guests arrived.
3. In my country does not appear to exist and constraints on women’s
rights.
(Rutherford, 1987, p. 161)
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FIGURE 5
A Selective Review of Investigations into the Effects of Instruction on Acquisition


Researcher Date Location Results


Krashen


Ellis


Swain


Montgomery/
Eisenstein


Schmidt/
Frota


Pienemann


Spada


Doughty


Lim


Fotos


Wudong


Zhou


Möllering/
Nunan


1982 Child ESL
United States


1984 Child ESL
Britain


1985 Child FFL
Canada


1985 Adult ESL
United States


1986 Adult PSL
Brazil


1989 Adult GFL
Australia


1990 EFL/FFL
Canada


1991 Adult ESL
Australia


1992 EFL
Singapore


1993 Adult EFL
Japan


1994 Adult EFL
China


1991 Child EFL
China


1994 GFL
Australia


Instruction does not lead to acquisition. Compre-
hensible input is necessary and sufficient for ac-
quisition.
Formal instruction on question forms has little ef-
fect on the acquisition of question forms.
Comprehensible input alone does not lead to ac-
quisition.
Grammar plus opportunities to communicate
lead to greater improvements in fluency and
grammatical accuracy than grammar only.
Instruction and opportunities to communicate
out of class are both necessary. Improvement oc-
curred when subject consciously “noticed the
gap”.
Grammatical forms will only be acquired when in-
struction matches the learner’s developmental
stage.
(Communicative classrooms with instruction plus
opportunlties,for interaction are superior to tradi-
tional instruction and also to immersion pro-
grams.
Learners receiving instruction (both meaning and
form focused) outperformed exposure only learn-
ers on knowledge of relativization.
Frequency/quality of learner participation related
significantly to qualitative aspects of learner par-
ticipation, for example, range of speech acts and
control of conversational management tech-
niques. Learner participation in class related sig-
nificantly to improvements in language profi-
ciency.
Small-group, problem-solving tasks are as effec-
tive as formal teacher-fronted instruction for
grammatical consciousness-raising.
Declarative knowledge does not lead to proce-
dural knowledge without opportunities to activate
knowledge through output activities.
Formal instruction resulted in acquisition of
some structures (passives) but not others (tense
and aspect). Explicit (declarative) knowledge can
be converted to implicit (procedural) knowledge
through practice.
Instruction made a difference in the acquisition
of German modal particles, although acquisition
is relativistic, complex, and organic.


152 TESOL QUARTERLY







B. Complete the sentences in normal English.
1. Many French Canadians find [They learn English] important.
2. Quebec makes [Quebec preserves its French-speaking identity] a rule.
3. Quebec takes [French is to be given priority over English] for granted.
4. The government left [Will French be the official language of Quebec?]
up to the people to decide.
(Rutherford, 1987, pp. 165-166)


Most grammar practice activities can be modified so that they provide
learners with interactive opportunities for this sort of inductive gram-
mar work, as the following example (one of four exercises on personal
pronouns) illustrates:


Group Work Class survey. Ask your classmates questions like this: Do you
go to the movies often? Write one name in each box in the chart. See how
many boxes you can fill.


FIND SOMEONE WHO . . . . YES NO
likes hamburgers
plays tennis
speaks three languages
likes classical music
goes to the movies often
wants to be an actor
lives alone
likes modern art
drives a car
works at night
Do you know the rule?
Fill in the blanks with the correct pronouns from this list: I, you, he,
she, it, we, they.
Use do with . . . . . . . . . . . . . . . . . . . . . . . . Use does with . . . . . . . . . . . . .
(Nunan, 1994, p. 20)


As Fotos (1994) points out, the advantage of these tasks is that they
can be employed both “in communicative classrooms as substitutes for
grammar lessons and in traditional, teacher-fronted classrooms as a
method of studying grammar while providing essential opportunities
for communicative use of the target language” (p. 327). They would
seem to be particularly suited to those foreign language contexts in
which learners have limited opportunities to interact in, and form
hypotheses about, the target language.


DISCUSSION


I should like to summarize the ground covered in this paper by
taking the relatively unusual step of proposing an hypothesis. It is a
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rather large hypothesis, with numerous subsections. I propose it, not
as an hypothesis to be tested through a formal experiment, but as a
series of statements which individual teachers can contest through the
realities of their own classroom.


I should like to suggest that, all other things being equal, the gap
between teaching and learning will be narrowed when learners are
given a more active role in the three key domains of content, process,
and language.


In the experiential content domain, when:


• instructional goals are made explicit to learners


• learners are involved in selecting, modifying, or adapting goals and
content


• learners create their own goals and generate their own content


• active links are created between the content of the classroom and
the world beyond the classroom.


In the learning process domain, when:


● learners are trained to identify the strategies underlying pedagogical
tasks


● learners are encouraged to identify their own preferred learning
styles and to experiment with alternative styles


● learners are given space to make choices and select alternative learn-
ing pathways


● learners are given opportunities to modify, adapt, create, and evalu-
ate pedagogical tasks and learning processes


● learners are encouraged to become their own teachers and re-
searchers.


In the language content domain, when:


● learners are given opportunities to explore the organic, nonlinear
relationships between language forms and communicative functions
or in Halliday’s (1985) terms, to explore the relationships between
what language is and what it does


● classroom learning opportunities are created which enable learners
to draw on the external factors of instruction and interfactional op-
portunities in order to articulate their understanding of how lan-
guage works as well as putting language to communicative use in
real or simulated contexts.


In such use, the three domains discussed in this article begin to
converge.
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CONCLUSION


One of my favorite pieces of learner data was contributed by an
informant in Johnston’s (1987) seminal study of language acquisition
among immigrants in Australia. In reflecting on his own knowledge
of English, Genghis, a Turkish immigrant, mused:


Before I came here I was knowing all the English language tenses(s) . . .
present tense . . . past tense . . . present perfect tense . . . perfect tense . . .
future tense . . . future in the past . . . everything . . . I was knowing . . . I
am knowing now . . . I just asked, er, one day the boss, I said to him “How
you knowing this tense?” for example go . . . How can you use this word?
. . . past tense? present tense? the other tense? He just looked at me like
that . . . he told me “I don’t know Genghis.” This is Australian people. I
am Turkish people. I am knowing, he doesn’t know. Can you explain this?
(Genghis, cited in Johnston, 1987, p. 5)


It is the delightful dissonance between Genghis’s ability to articulate
his understanding of how English works and his ability to put that
understanding to work in using language for communication that
partly explains the gap between teaching and learning. Although we
have made progress in our understanding of language learning and
teaching, I do not believe the point will ever be reached when we can
say with the arrogance of the normative scientist, “Ah, yes, now I
know!” As long as our conceptions of language, learners, and the
learning process continue to evolve, and the teaching/learning process
is transformed through practice and research, so too will the prob-
lems and challenges confronting the profession. As the problems
change, so too will the solutions. It is up to each of us, as profession-
als, neither to accept proposals uncritically, nor to reject them out
of hand but to reflect upon them and to contest them against the
reality of our own context and situation. In the final analysis,
however, it is the learner who must remain at the centre of the
process, for no matter how much energy and effort we expend, it
is the learner who has to do the learning. All of this notwithstanding,
I believe that there are substantive steps we can take to narrow the
gap between teachers and learners, between instruction and outcome,
between the curriculum documents (which all too often sit on
staffroom shelves gathering dust), and the language classroom where
teachers and learners collaboratively engage in the co-construction
of the learning process. Looking back, it may well be that following
Allwright (personal communication, April, 1994) the question ought
to be not Why don’t learners learn what teachers teach?, but Why
don’t teachers teach what learners learn?
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THE FORUM
The TESOL Quarterly invites commentary on current trends or practices in the
TESOL profession. It also welcomes responses or rebuttals to articles or reviews
published in the Quarterly. Unfortunately, we are not able to publish responses
to previous Forum exchanges.


Comments on Joy Reid’s “Responding to ESL
Students’ Texts: The Myths of Appropriation”


There Are Myths and Then There are Myths


CHRIS HALL
Wright State University


For the thing about a myth is not whether it is true or not, nor whether it
should be true, but that it is somehow truer than truth itself


Thomas Keneally (1982)


■ Joy Reid’s “Responding to ESL Students’ Texts: The Myths of Appro-
priation” (Vol. 28, No. 2) offers some constructive advice for respond-
ing to students’ writings that experienced and inexperienced ESL
teachers alike can add to their growing stockpile of teaching tips. I
would add to her list of questions on intervention strategies and goals
a simple reminder—when in doubt about the writing, feel free to let
the writer explain. Although I find much of her advice reasonable
and am pleasantly surprised that we share much in common about
providing honest and constructive feedback to our students, her article
invites some further comment.


How to respond to student texts and avoid the abuses of appropria-
tion is a good place to begin. Unlike Reid’s experience, some of us
came to terms with the phenomenon of appropriation much earlier
and were able to work out reasonably sound systems for providing
responses to our ESL students about their writing. During the past
few decades, the majority of research does not seem to me to obscure
the distinction between giving constructive feedback and coopting a
student’s intellectual property. Take Sommers’ (1982) work, for exam-
ple, which Reid uses to introduce the term appropriating. The article
has been widely reproduced and is familiar to ESL researchers. In
fact, Robb, Ross, and Shortreed (1986) in their empirical study of how
feedback can affect editing tasks in a L2 context mention it favorably.
After her unassuming introduction of the term, Sommers (1982) offers
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examples and discussion on the state of text commenting clearly identi-
fying the excesses associated with text appropriation. In the article, her
advice for responding more effectively to student writers complements
Reid’s quite nicely:


We need to develop an appropriate level of response for commenting on
a first draft, and to differentiate that from the level suitable to a second
or third draft. Our comments need to be suited to the draft we are reading.
In a first or second draft, we need to respond as any reader would, register-
ing questions, reflecting befuddlement, and noting places where we are
puzzled about the meaning of the text. Comments should point to breaks
in logic, disruptions in meaning, or missing information. Our goal in com-
menting on early drafts should be to engage students with the issues they
are considering and help them clarify their purposes and reasons in writing
their specific texts. (Sommers, 1982, p. 155)


I do not believe that research has intimidated a significant number
of ESL teachers from limiting their responses to student texts. Leki
(1990), for example, mentions the problem of appropriation without
noting an overreaction one way or the other. Her advice for dealing
with a case of appropriation coincides with Greenhalgh’s (1992) and
does not suggest that we should be so irresponsible as to completely
disengage ourselves from students’ texts to allow for some sort of
vacuous writing experience:


If we do not want to appropriate a student’s paper to ourselves by marking
it in accord with our own mental image of the Ideal Text to which a paper
seeks to conform, then we need to compare the paper to some other text—
one that corresponds to the student’s intentions in a given piece of writing.


How can we know what those intentions might be, especially with inexpe-
rienced L2 writers? The easiest way is to engage students in dialogue on
those intentions. (Leki, 1990, p. 64)


With that said, I would not dispute Reid’s earnest account of coming
to terms with the troubling issues associated with appropriation and
finding a satisfactory solution for her teaching. We have all had these
private doubts and struggles to define our classroom practices. But I
cannot accept as accurate her analysis of the type of influence process
and writer issues have exerted on our discipline. There are myths and
then there are myths.


Reid seems to be suggesting in her analysis that process research is
too heavily influenced by researchers and teachers compulsively critical
of certain traditional practices in academic writing and narrowly sup-
portive of expressive writing. I do not deny that criticism coming from
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some process supporters has been too sweeping. Like others, I have
found myself flinching at some of the reprimands. As for the expres-
sive bias, however, I see a truer than truth myth that could stand
another look. For instance, Johns (1990), does not see expressive views
as dominant. Using Faigley’s (1986) distinction between expressivist
and cognitivist groups in the process movement, she maintains “it is
the cognitivist, or ‘writing as problem-solving,’ group that has had
more effect upon ESL research and teaching, however” (pp. 25–26).
In an early work, Raimes (1983) seems to maintain a utilitarian view
when applying process research to the classroom, and she certainly is
not blind to the importance of rhetorical issues such as purpose and
audience. Zamel (1984) also acknowledges a general concern for a
product and the reader.


I detect a more eclectic influence in L2 literature as well as in the
practices of teachers who find process and writer concerns worthwhile;
this eclecticism is evident in Reid’s article. Although committed to the
English for academic purposes (EAP) movement (which often seems
to devalue expressivists’ attitudes about writing), Reid unreservedly
cites Peter Elbow and Donald Murray, radical expressivists, to bolster
her suggestions for avoiding the evils of appropriation. Even more
ironic is the use of journals in her classroom—which is inextricably
linked to expressivism and, according to Johns (1990), to expressivists.
It would seem therefore that there are some salutary functions for
expressive writing even in the EAP curriculum and that expressive
writing need not result in appropriation.


Appropriation certainly can exist in an expressivist, cognitivist, and
eclecticism classroom, and Reid has every right to alert us to the dangers
as she sees them. But she misses the full extent of where and when
appropriation can take hold, for it is even possible in her model. In
the hands of a sincere but naive or overly enthusiastic proponent of
contrastive rhetoric, for example, the same sorts of extremes and
abuses can happen as with process—and writer—oriented research.
Like any other supporter of an evolving but controversial approach
in our profession, an advocate of contrastive rhetoric must avoid its
extremes. As Raimes (1991) points out:


A broad use of contrastive rhetoric as a classroom consciousness-raising
tool can point to linguistic variety and rhetorical choices; a narrow use
would emphasize only prescriptions aimed at countering L1 interference.
(p. 418)


Intentionally or unintentionally, an advocate who veers too far to-
ward rhetorical relativism can convey to students the message that a
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single hypothesis about writing and the writer can encompass each
student’s culture, writing behavior, and needs. When that happens,
the teacher runs the risk of reinforcing the classroom myth that one
teacher (or a select group of similarly minded teachers) represents the
categorical and irrefutable arbiter for what is good or bad academic
writing as well as good and bad writing conduct. The student then
learns a crippling lesson about academic writing in particular and
written communication in general—no decision about organization
and audience is valid until the teacher says it is valid. This has got to
be egregious appropriation.


Of course, not all students succumb to such thinking just as not all
students embrace contrastive rhetoric’s impressions of culture and
writing as Liebman-Kleine’s (1987) investigation demonstrated. How-
ever, for those that would, there is the distinct prospect that the expert-
novice schism is reinforced, the goal of helping ESL writers to become
independent academic writers fades, and the student’s image of a
discourse community remains one of a mysterious and inflexible oligar-
chy that must be pleased.


Is this as likely to happen as other scenarios for appropriation?
There is some reason for concern if the current trends in teacher
education continue. In their surveys of how writing theory and peda-
gogy is being presented in TESOL doctoral and master’s programs
across the U.S., MacDonald and Hall (1990, 1991) found that little
attention is given to theoretical and pedagogical issues in either con-
trastive rhetoric or process, and those programs that do expand on
contrastive rhetoric themes have tended to concentrate on what Lieb-
man (1992) has described as old contrastive rhetoric, which “attended to
a restricted area of rhetoric: the organization of finished expository
texts” (p. 142).


Reid sees the threat of abusive appropriation bearing down on our
profession from a group of vocal and narrowly focused researchers
and misguided teachers. I see the problem lurking in any individual
who misapplies the research and disregards classroom experience. I
am sure someone will discover that both researchers and teachers have
their truer than truth myths. Until then, I wish we would bury this
futile division between process and product and get on with teaching
composition.
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The Author Responds . . .


JOY REID
University of Wyoming


■ I am grateful to those Quarterly readers who contacted me about my
article. I especially appreciate the time and energy Chris Hall spent
responding to my article. The satisfaction of writing an article is ex-
panded by discussion with others; I am therefore happy to have this
opportunity to continue the dialogue. Chris Hall’s response focuses
on three ideas (personalized here for the sake of discussion):


● that I overstate the ability of research to intimidate ESL teachers
● that I believe the expressivists are wholly responsible for all appropriation


of student text, and
● that I am bent upon resurrecting and continuing the process/product split.


THE FORUM 163







To the first, I confess that am a worrier; my now grown children
remind me regularly of that vice. Indeed, my tendency is to take
what I read too seriously, always to be concerned with improving
my teaching (and my students’ learning), and at least initially to be
intimidated by the proclamations of others. I tend to worry an idea
as a dog worries a bone, working it over and over until I come to some
resolution. Thus, it took me a decade to decide to write this article on
myths and nearly 2 years to complete it. My secondary objective in
writing the article was to reconstruct the impact of the appropriation
issue on my teaching, reflecting on what I had learned. The primary
objective was to share this reflection with other teachers and teachers-
in-training who might as a consequence learn, more quickly and effi-
ciently than I did, that we teachers need to have more self-confidence
in our choices regarding intervention.


However, I believe Hall may understate the importance of the ap-
propriation issue in the writing classroom. Despite the fact that the
discussion of the issue has all but disappeared from the research litera-
ture, I still see the question of response to and possible appropriation
of student text as central to the whole enterprise of teaching writing.
The tension between appropriation and intervention appears when-
ever a teacher responds to a student paper: how to achieve that precari-
ous balance between teaching and simply turning students back into
the writing process, between guidance that helps students avoid serious
problems and allowing students to learn from their own experiences,
between intervening directly and providing opportunities for students
to revise independently? Whereas Hall may well have come to terms
with the issues and feels content with the way he deals with response
to student writing, I continue to struggle with this issue, and I think
that many teachers also struggle to balance “teacherly” instruction with
student learning. Thus, I believe that although the research discussion
on appropriation of student text is no longer visible, the issue is at
the heart of teaching writing and continues to be viable, even essential,
for teachers to consider.


Second, it is true that I used what I knew might be a controversial
example of appropriation when I discussed the single, end-of-semester
portfolio grade. But I do not consider myself an antiexpressivist. I agree
with Hall that any method (cognitivist, expressivist, contrastive rhetoric,
and even eclectic), carried to extremes, can become deleterious to stu-
dents. However, most researchers and teachers who have previously dis-
cussed appropriation have used product-based approaches and exam-
ples—the “Ideal Text“ is, almost certainly, a final product. So I decided
to use a process-based approach to make my point: that appropriation
was not the sole purview of nonexpressivist methods.
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And, to be honest, experience has demonstrated that the more time
I spend with student drafts, the less time students spend on them;
that is, once students see how interested I am in making suggestions
to improve their drafts, they do their best to transfer all responsibility
to me. Note that the possibility for appropriation is great in this situa-
tion. As a result, I have rearranged the processes of intervention in
my writing classes. I depend more on multiple audiences (e. g., peers,
writing center specialists, and writing tutorials) to assist students on
rough drafts. I then spend more time on what students know is a final
draft that will receive a grade, and I require that they revise these
essays in quick ways that respond mostly to my comments, in the same
way that I respond to reviewers of grant proposals and articles sent
for review. Then (as the students know from the first day of class) I
use a modified portfolio approach during the last 3 weeks of the
semester; I ask students to completely revise and rewrite three of their
six essays to turn in for a final additional (not substituted) grade. By
the end of the semester, I hope, students have enough distance from
their papers, more resources and coping strategies, and, most impor-
tant, more information about being writers, that they can use resources
and their own writing experiences to make meaningful and substantial
changes on those essays.


Hall also suggests that I have misused expressivist theorists in my
attempt to explain the differences between intervention and appropri-
ation. In truth, I quoted Donald Murray and Peter Elbow without
irony; in addition to being expressivists, they are both canny writing
teachers who have addressed appropriation issues in ways that I re-
spect. In much the same way, I use metacognitive (not personal narra-
tive) journals in my writing classes; they work well, and if these journals
were originally tied to strictly expressivist teaching, they are now wisely
used in write-to-learn content courses across the university curriculum.


Third, I am committed, in this article as well as in other writing I
have published, to demonstrating that process and product exist along
a continuum and that a concentration on either can make learning to
write more difficult for students. The false dichotomy between the
two that I define in my article has not only been written to death but
has had a negative effect on ESL writing research. My point, in my
article, is rather to probe the differences between appropriation and
intervention in light of (a) teacher and student responsibilities and (b),
writing as a contextualized, social process.


Finally, I continue to worry: How can I balance my determination
to make my scientific and technical writing class student-responsible
in light of the students’ clear need to depend heavily on me? What is
the best way for TESOL to approach accreditation of intensive English
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language programs? And what about revision—lots has been written
about it, but we teachers do not really teach revision strategies in the
same quantity and quality as we teach composing strategies . . . .


Comments on Virginia LoCastro’s “Learning
Strategies and Learning Environments”


Making Sense of Learning Strategy Assessment:
Toward a Higher Standard of Research Accuracy


REBECCA L. OXFORD
University of Alabama


JOHN M. GREEN
Salem State College and University of Puerto Rico at Mayaguez


■ AS strategy researchers who frequently work with the Strategy Inven-
tory for Language Learning (SILL) (Oxford, 1990), we were at first
delighted to see Virginia LoCastro’s article in the TESOL Quarterly
(Volume 28, No. 2). We felt that we would be receiving new informa-
tion that could be compared to the SILL data we have collected over
the years. We also thought we might find some interesting results that
might aid our theory building process. Unfortunately, we found both
conceptual and methodological problems that rendered such possibili-
ties moot. We also discovered some statements that could be misleading
to future researchers and to consumers of research.


CONCEPTUAL PROBLEMS


LoCastro gathered quantitative date (using the SILL) and qualitative
data (using group interviews), then contrasted the two kinds of data.
The conclusions she drew from comparing these two kinds of data
are unjustified. Normally people who use the SILL understand the
restrictions placed on use and interpretation of this (and any other)
summative rating scale. Apparently LoCastro, in comparing her SILL
results with findings from group interviews, was quite surprised that
the outcomes of these two modes were not the same and on that basis,
questioned the validity of the SILL. If one were so inclined, one could
just as easily have used the results to question the validity of the group
interviews.


In fact, with groups of students from junior high age through adult-
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hood in many countries around the world, the SILL has proven highly
valid. Its predictive and concurrent validity are demonstrated by strong
relationships between the SILL on the one hand and language perfor-
mance on the other (Bedell, 1993; Boraie, Kassabgy, & Oxford, 1994;
Dreyer, 1992; Ehrman & Oxford, 1989; Green, 1992; Mullins, 1992;
Oh, 1992; Oxford, 1986; Oxford & Burry, 1993; Oxford & Burry-
Stock, in press; Oxford & Nyikos, 1989; Phillips, 1991; Watanabe,
1990; Wildner-Bassett, 1992). Moreover, it has very high reliability,
with internal consistency coefficients in the .90s (see summaries of
reliability studies in Oxford, 1990; Oxford & Burry, 1993; Oxford &
Burry-Stock, in press).


The real issue underlying LoCastro’s difficulty relates to the fact
that the two different measurement modes have different purposes:
Interviews are designed to produce highly spontaneous, rich informa-
tion that is idiosyncratic to individuals, and summative rating scales
are designed to produce standardized, general information about indi-
viduals that can be summarized over the whole group of students. It has
been repeatedly said that written, closed-ended self-report instruments
(summative rating scales) are not meant to produce the same thing as
interviews, think alouds, note-taking, diaries, or other open-ended
formats. For example, in Oxford (1990), from which LoCastro ob-
tained the SILL, it is stated:


Because more structured surveys use standardized categories for all respon-
dents, such surveys [more accurately speaking, summative rating scales]
make it easier to summarize results for a group and objectively diagnose
problems of individual students. However, these surveys might miss the
richness and spontaneity of less-structured formats. (p. 199)


Similarly, in a review article in Annual Review of Applied Linguistics,
Oxford (1993) states:


Structured strategy surveys [i.e., rating scales like the SILL] do not leave
much room for the individual’s creative responses. However, they are very
useful for statistical treatment and group summaries. (p. 176)


The SILL and other similar measurement devices provide a good
general picture of strategy use. However, these scales do not serve all
purposes. For example, they do not purport to cover every single
strategy a given student might use in all instances (or even regarding
just one main language learning task). Thus, although offering a clear
overall picture, these scales do not pretend to be exhaustive in their
strategy coverage. Moreover, such scales do not offer latitude for stu-
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dents to write in their own strategies, a purpose better served by
interviews, diaries, or open-ended surveys. Much of LoCastro’s critique
of the SILL seems to be based on the fact that her qualitative (group
interview) data produced richer data for her very small (N = 28) group
of subjects than did her SILL data. As she states, “The inventory may
not be sensitive to the concerns of the respondents and thus may not
generate a clear picture of their learning strategies” (p. 413). What
she seems to really mean is that students may be using strategies that
are not included on the SILL. However, as mentioned above, the SILL
is not a complete list of all possible strategies, and its purpose is not
to produce a picture of all the strategies each individual in the groups
might be using or might have used. If one wants to catalogue in
much greater detail the strategies used by a small group of students,
qualitative methods such as interviews or diaries would make more
sense.


LoCastro comments that “much of the published work on learning
strategies is based on research carried out ESL programs in North
American universities . . . . [It] seems questionable that the list of learn-
ing strategies generated on the basis of such studies can apply to L2
learners with different educational and social backgrounds” (p. 409).
LoCastro is apparently not aware of the vast body of SILL research
across a wide range of cultural settings. This research has been done
in Japan, China, Taiwan, Korea, Egypt, Indonesia, Thailand, South
Africa, Spain, the U.S., and many other countries. We dispense many
technical reports, handouts, and articles on the SILL every week to
anyone who asks (see partial list above and the references). A major
review article (Oxford & Burry-Stock, in press) on the SILL is coming
out in System, 23 (2), and its precursors have been disseminated for
years.


LoCastro also observes that the SILL includes “no strategies specifi-
cally addressing listening as a means to learn” (p. 412). We find this
not only puzzling but also misleading and untrue. There are a number
of strategies, such as watching television in the target language or
paying attention to what people say, in which listening is an essential
component. All the conversation-related strategies in the SILL involve
listening. Researchers and teachers have repeatedly used the SILL to
obtain information on strategies for listening. Furthermore, Oxford
(1990) provides a complete appendix of every strategy listed in the
book (many of these strategies were included in the SILL) cross-listed
by the four skills of listening, reading, speaking, and writing—and
listening is just as strongly represented as any other skill.


LoCastro also indicates in a footnote that she has still other theoreti-
cal criticisms but that “this brief report is not the place” (p. 413) to
air them. It would be far more professional to take one of these three
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steps: (a) drop such an ambiguous but negative footnote, (b) list the
problems in the article, or (c) best of all, exchange information with
those who work with the SILL or similar inventories.


She indicates that there is some confusion in her mind about the
statement that “most learning strategies can be applied equally well to
both ESL and EFL situations,” which she says comes from page 6 of
Oxford (1990) and about the fact that the version of the SILL she
used was Version 7.0 for ESL/EFL. She says, “No explanation is given
of the meaning of the label” (pp. 411-412). This is patently wrong.
Oxford (1990, p. 6) spends three full paragraphs (with their own
major headings) discussing the differences between second and foreign
language settings. The appendix to the same book contains SILL Ver-
sion 5.1 (for native English speakers learning another language) and
Version 7.0 (for nonnative speakers learning English). The differences,
along with when to use each version, are fully explained on page 199
in the assessment chapter of the book. Apparently, LoCastro chose
not to refer to these easily locatable explanations.


METHODOLOGICAL PROBLEMS


There are methodological problems in LoCastro’s study. The sample
was very small, compared to the usual hundreds of most studies involv-
ing the SILL. She does not address the issue of where the SILL results
might be different with a larger sampling or with a different or more
heterogeneous group. (As any experienced teacher knows, a class of
28 students will as often as not have an atypical distribution of ability
levels or just about any other variable one might care to observe.)


LoCastro’s SILL results indicated medium or average overall strat-
egy use among her subjects, and medium use of the six categories of’
strategies as well. She reports this finding, but because she fails to
report any other SILL date to compare it to—no students at other
levels, and no statement of what she expected to find-it is hard to
say what, if anything, the finding means. (The numbers she reports
are actually consistent with what we found in our Puerto Rico study,
where all the means were within or very close to the medium range—
and yet there were significant differences across proficiency levels in
out study.)


It is hard to tell exactly what LoCastro used as her research proce-
dures, so no one can replicate her study. “In order to identify the
most frequently used strategies,” she writes, “I further analyzed eight
strategies which has been selected by more than five respondents” (p.
411). The methodology here is very unclear. Just how did she analyze
these strategies? What does she mean by “selected by more than five
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respondents:” response options of 5 (almost always used) or something
else?


Her remarks about specific strategies are hard to interpret because
she does not specify what strategies she is discussing. What were the
“eight strategies which had been selected by more than five respon-
dents,” for instance? The same problem exists in the third paragraph
under Findings, in which she says that “Other low-use strategies [ac-
cording to SILL results] involved vocabulary and imagery,” although
her “interview data revealed that, of the list of the most frequently used
strategies, three were vocabulary strategies” (p. 411). What specific
vocabulary strategies is she referring to? Were the vocabulary strategies
identified as frequently used by the interview technique included in
the SILL or were they not?


CONCLUSIONS


We have four suggestions, which overlap somewhat. First, it would
have been helpful if LoCastro had done her basic homework about
the purposes of the SILL before using the instrument (see especially
Oxford, 1990, p. 199 and appendices). We cannot expect any data-
gathering technique—interview, summative rating scale, diary, think
aloud—to serve all conceivable purposes. Researchers need to be con-
cerned with why various techniques were designed and to choose the
one technique (or several) suitable to specific needs.


Second, if conducting a study in a rather new and rapidly evolving
ESL/EFL area such as language learning strategies, the researcher’s
very first step should be to contact earlier investigators and try to
obtain up-to-date information that has been published around the
world (or that has been completed and is in press). Even a minor
attempt at cooperative interchange would have provided LoCastro
with abundant information.


Third, incomplete and imprecise research reporting, in the confu-
sion about vocabulary strategies and the untruth regarding a supposed
absence of strategies involving listening on the SILL should not be
tolerated, particularly when investigators worldwide are trying to cre-
ate a solid foundation for language learning strategy research.


Fourth, in our opinion, even rather brief reports of research in
progress should be published with adequate citation of existing re-
search. Lack of such citation results in inaccuracies, as we have seen.


We hope these recommendations will enable others to avoid the
conceptual and methodological pitfalls exhibited in the LoCastro piece.
The SILL helps teachers obtain a rapid, broad-brush picture of the
strategies students are using and enables teachers and researchers to
plan strategy instruction more effectively. Experience has shown that
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when used in this fashion, the SILL has to date aided hundreds of
teachers and approximately 8,000 students worldwide.
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The Author Responds . . .


VIRGINIA LoCASTRO
International Christian University


■ Rebecca Oxford’s and John Green’s reaction to my research report
is to be commended as discussion and debate about research is a vital
part of academic discourse. However, because of the limitations of
space, I will focus on three main points with reference to the content
of my report.


First of all, I would like to underline the fact that the work I reported
on represents only a small part of a larger project (in progress) concern-
ing class size and the role of different classroom-related variables—
including such learner factors as learning strategies—in successful
second language acquisition (SLA). This research is primarily ethno-
graphic in nature and includes quantitative survey data. The Strategy
Inventory for Language Learning (SILL) was administered in 1990
on the recommendation of a well-known ESL researcher, and I used
it to try to begin to understand what learners in large classes do to
achieve considerable success in SLA despite the less than facilitative
learning environment. The report in the TESOL Quarterly (LoCastro,
1994), which is a short, seven-page text, was written to say something
about the inconsistencies I found, not to criticize the SILL.


Some of Oxford’s and Green’s comments reflect different assump-
tions about the merits of different research styles. From an ethno-
graphic perspective, I have immersed myself in the sociocultural con-
text under study in that I have lived and worked in Japan for over 10
years and have taught Japanese learners of English in a variety of
situations during that time. I have read their writings and listened
to their discussions about learning and studying languages. I have
generally conformed to the tenants of the ethnographic research tradi-
tion, and it is in respect to this tradition that my work should be
judged. Ethnographic research data collection and analysis techniques
document patterns of values, attitudes, and/or behavior across a partic-
ular sociocultural community. Use of these techniques ensures both
the validity (credibility) and reliability (dependability) of the study.
Rather than assume generalizability across social and cultural settings,
ethnographic research reports allow for readers to determine possible
transfer of findings to other situations. The reader must test out in
further research whether or not findings are transferable to the partic-
ular sociocultural context of interest (Davis, 1992). Thus, what I have
found through ethnographic means provides equally valid evidence
which, together with the SILL results, may help us better understand
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what learners in a different learning environment from that of North
America do. The fact that there are inconsistencies in the results leads
me to further research, as I assume it would do for readers of my
report.


Within the qualitative tradition, a classification of learning strate-
gies—or of anything else for that matter—developed for a particular
learning environment cannot be brought without question and testing
into a different learning context. Watanabe (1991) states “it might be
too early to prescribe a strategy classification which applies to any
learner” (p. 94).


With regard to the second issue, Oxford and Green claim the SILL
Version 7.0 is valid for both ESL and EFL settings. Reference is made
to Oxford (1990), which has a section on differences between second
and foreign languages. I have no quarrel with the distinctions which are
offered; however, I do not agree with statements in Oxford (1990) such
as the following: “these differences occasionally (my emphasis) have im-
plications for language learning strategies” and “most learning strate-
gies can be applied equally (my emphasis) well to both situations” (p. 6).


Furthermore, Oxford (1990, p. 199) is referred to for information
on the differences between Version 5.10 (for native English speakers
learning another language) and Version 7.0 (for nonnative speakers
learning English). I find the information presented on page 199 insuffi-
cient to address my concerns about how the 7.0 Version was developed.
The fact that the versions have been used with learners of many different
languages does not necessarily mean the classification of the learning
strategies nor the different kinds of learning strategies on the inventory
are the most appropriate for assessing what learners do to learn lan-
guages with the L1 and sociocultural backgrounds cited by Oxford.


Given the ongoing debate about the relationship of language,
thought, and culture, unlike Oxford, I am reluctant to claim that what
learners do in one learning environment to learn is the same as or
very similar to what learners do in other environments. There may
be cognitive processing universals; however, as sociocultural practices
pervade so many other areas of life, it is difficult to argue that they
are absent with regard to learning strategies and processes.


The lack of attention to differences in the learning environments
can be seen in Oxford’s and Green’s comment that the SILL does
include listening strategies. They suggest that any strategy involving
speaking also requires listening. Clearly this is so; however, there have
to be situations where the learners have frequent opportunities to
speak the language. Moreover, Oxford claims that television viewing
requires listening. Again, this is true, but there have to be English-
language television programs. Relatively speaking, there are few op-
portunities to speak English and to watch English-language television


THE FORUM 173







programs in Japan. There are English-language movies; however, they
are all subtitled in Japanese.


Thirdly, I would like to react to the comment about my not having
read any of the recent literature on the subject of learning strategies,
specifically related to the use of Oxford’s strategy inventory. Oxford
attaches to her five-page response a reference list with 18 entries, 12
of which are unpublished master’s theses or doctoral dissertations,
papers read at conferences, published in a journal unavailable in Japan
or marked “in press.” It is simply not possible for overseas researchers
to have access to such materials.


I would happily participate in collaborative research. However, al-
though the call for collaboration is useful, researchers in Asia often
find a patronizing attitude toward their work and their ideas. I am
glad Oxford and Green are working to overcome this by actively work-
ing toward collaborative research.


To conclude, my position is that there are different kinds of research
which produce different results which may be of interest. Research
dealing with human beings is notoriously fuzzy and shows a great deal
of variation. I welcome that and see such variation as the norm. It is
only through supportive collaborative research as well as supportive
feedback to others that we can ever hope to begin to fill in the gaps
on our journey to better understanding of how human beings learn
and communicate in the world.
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Comments on B. Kumaravadivelu’s “The
Postmethod Condition: (E)merging strategies
for Second/Foreign Language Teaching”
“Alternative to” or “Addition to” Method?
DILIN LIU
Oklahoma City University


■ I read B. Kumaravadivelu’s article (Vol. 28, No. 1) with great interest
and appreciation. The article is enlightening as well as thought pro-
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voking. Although I applaud the author’s fresh look at the conventional
notion of method, and value his informative discussion of the macro-
strategies for TESOL, I have strong reservations concerning his as-
sumption about the futility/demise of the search for better methods
and his proposal of a strategic framework as an “alternative to method”
(p. 29).


Kumaravadivelu’s call for a strategic framework is timely and well
founded. A great deal of literature has focused on finding good teach-
ing methods, which, no matter how useful they are, may never work
for all situations nor for all students. As a result, we have overlooked
the need for and the importance of an overall strategic framework
that can guide us in our teaching practice and enable us to succeed
with any class. Such a framework consists primarily of a series of
universal ESOL teaching principles or what he terms macrostrategies
(however, principle may be a more accurate term because “Maximize
learning opportunities,” “Minimize perceptual mismatches,” and so
forth are closer to principles than strategies).


But no matter how important and useful they are, principles/strate-
gies should not and cannot replace methods. Strategies defined in
Kumaravadivelu’s terms and methods as we understand them, though
they overlap to some extent, fall into two distinctive and complimentary
domains. Celce-Murcia and McIntosh (1979), for example, clearly dif-
ferentiate the two when they write that ESOL teachers should have
“the knowledge of teaching methods, background on and strategies
for teaching the language skills” (p. ix). That is, teachers will need
both methods and strategies to successfully accomplish their instruc-
tional work in class. Methods, according to many experts (e.g., Krashen
& Terrell, 1983; Richards & Rodgers, 1986), involve theories about
language and teaching, procedures, and techniques. Krashen and Ter-
rell (1983), for example, even equate methods with techniques: “The
series method advocated by François Gouin was perhaps the best
known technique [emphasis added] used by the psychological methodol-
ogists” (p. 10). Kumaravadivelu’s definition of method is similar be-
cause a method consists of not only “a single set of theoretical principles
derived from feeder disciplines” but also “a single set of classroom
procedures” (p. 29). These classroom procedures and teaching tech-
niques are often unique because they are developed from the language/
learning theory(ies) that the method embraces. Methods so defined
with their procedures and techniques are thus not the same as the
universal macrostrategies that Kumaravadivelu introduces because the
latter are principles teachers use to guide their classroom teaching
procedures.


As overall principles, strategies cannot take the place of specific
methods/procedures/techniques because only through the latter can
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teachers accomplish their classroom objective. Kumaravadivelu’s argu-
ment for replacing methods/procedures seems to be that “none of
these methods can be realized in their purist form” (p. 29), and none
of the methods work for all students at all times. Although this may
be correct, Kumaravadivelu’s reasoning for substituting methods is, I
believe, flawed. Few things occur in their purist form. The fact that
the methods cannot be realized in their purist form does not diminish
their value. The fact that none of the methods work in all situations
for all students does not mean that they are useless. On the contrary,
these methods are invaluable because good teachers can select the best
method for the specific situation. Total Physical Response (TPR), for
example, has proven to be a very effective method for beginning
students, children and adults alike. Grammar-Translation often works
very well for a homogeneous class of educated adults who need only
reading knowledge in the target language. The problems we have are
not with the methods but with those who use the methods in the wrong
place at the wrong time.


A teaching method entails specific teaching activities. For example,
TPR involves a series of activities centering around giving and follow-
ing commands and modeling. The Silent Way uses colored rods and
charts in activities. Suggestopedia involves the seance or concert ses-
sion. For us to replace these activities with Kumaravadivelu’s strategies
is like asking basketball players to replace their various techniques with
a set of principles concerning how to use the techniques in a game.
Thus, our job should not be to replace or to find an alternative to
method. Instead, we should search for both effective strategic frame-
works and good teaching methods. We should, on the one hand, em-
power ourselves with principles, theories, or macrostrategies, whatever
they are called, that will enable us to make judicious decisions concern-
ing the use of methods. On the other hand, we should continue our
search for innovative methods and equip ourselves with them. An
empowered teacher, as Richards and Rodgers (1986) point out, “may
constantly revise, vary, and modify teaching/learning procedures on
the basis of the performance of the learners and their reactions to
instructional practice” (p. 19). For these empowered teachers to do so,
however, they also need to know the various existing methods with
their unique procedures and techniques.


If Kumaravadivelu’s strategic framework does encompass these pro-
cedures/techniques/skills (included perhaps in his microstrategies,
though we do not know that because he gives no definition nor real
illustration of his microstrategies), he then should revise both his claim
of a “postmethod condition” and his proposal of a strategic framework
as an “alternative to method.” Rather than a postmethod condition, it
should be a “method redefining condition,” and instead of being an
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“alternative to” method, the strategic framework should be an “addi-
tion to” method, or to be more accurate, it should be a framework
subsuming method.
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The Author Responds . . .


B. KUMARAVADIVELU
San JOSé State University


■ I thank Dilin Liu for a critical reading of my article. His concerns
are that (a) we should not stop searching for better and newer methods
and (b) my strategic framework is not an alternative to method.


Before I address these two concerns, a note on terminology is in
order. It seems to me that some of the comments Liu has made can
be attributed to the ambiguity surrounding terms such as approach,
method, technique, design, and procedure, which are being used in the
TESOL literature rather indiscriminately. In my article, I have tried
to make a distinction between method as conceptualized by theorists
and method as actualized by practitioners. In the postmethod condi-
tion, the term method refers to method as conceptualized by theorists.
Such a method, in its idealized version, “consists of a single set of
theoretical principles derived from feeder disciplines and a single set
of classroom procedures directed at classroom teachers” (p. 29). Addi-
tionally, a method, so defined, should be able to guide and sustain
various aspects of a language learning/teaching operation, particularly
in terms of content (e.g., grammar, vocabulary), skills (listening, speak-
ing, reading and writing), and levels (beginning, intermediate, and
advanced). I have accordingly classified language teaching methods
into three broad categories: language centered, learner centered, and
learning centered methods. From such a perspective, it is doubtful
whether one could even consider Total Physical Response (TPR), Sug-
gestopedia, and The Silent Way as methods; to me, they are innovative
classroom procedures that are consistent with the theoretical underpin-
nings of a learner-centered method.
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THE FUTILITY OF SEARCHING FOR METHODS


Liu strongly believes that my claim about the demise of method is
premature. Luckily, as the bibliography cited in my article attests, I
am not alone in making that claim. Nor is TESOL the only academic
discipline that is fast realizing the limitations of method. Scholars in
education have been drawing our attention to the methods fetish for
quite some time (see Bartolomé, 1994 for a recent argument). In fact,
they have called for an “antimethods pedagogy that refuses to be
enslaved by the rigidity of models and methodological paradigms”
(Macedo, 1994, p. 8).


Any perceptive reader of recent scholarly literature in TESOL would
have noticed a new and fast emerging perspective that aims to propel
L2 pedagogy beyond the limited and limiting boundaries of the tradi-
tional concept of method. The new perspective seeks to provide teach-
ers and teacher educators with an alternative pedagogic tool. The push
to go beyond the boundaries of method is evident in several recent
publications meant for graduate students, practicing teachers, and
teacher educators (e.g., Brown, 1994; Freeman & Cornwell, 1993;
Richards & Lockhart, 1994).


In addition to the terminological ambiguities, Liu’s commentary has
some conceptual ambiguities as well. He concedes that methods “no
matter how useful they are, may never work for all situations nor for
all students.” He also argues that there is “nothing wrong” with any
of the methods currently in use. He asserts that “the problems we
have are not with the methods but with people, with those who use
the methods in the wrong place at the wrong time.” If that is the case,
why should we “search for more innovative” methods? Should we not
search for more effective teacher education models?


It seems to me that, for reasons discussed in my article, the search
for method has reached a dead end. I do not anticipate any new
method with an entirely new set of principles and procedures emerging
any time soon. What we can anticipate is that for each of the currently
used language-, learner-, and learning-centered methods, there will
emerge newer and more innovative procedures, just as TPR, Suggesto-
pedia, and The Silent Way provided new and creative procedures
within the broad spectrum of a learner-centered method. In other
words, for a long time to come, any new method can only be a variation
of the familiar theme.


MACROSTRATEGIC FRAMEWORK AS AN ALTERNATIVE
TO METHOD


The second concern of Liu’s is that my strategic framework is only
an addition, not an alternative, to method. He has interpreted my
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work exclusively in classical methodological terms whereas the very
purpose of my article is to show that there are alternative ways of
approaching L2 teaching. Unlike traditional methods, the strategic
framework is theory neutral, that is, it is not constrained by any one
specific theory of language, learning, and teaching. Unlike traditional
methods, the framework is method neutral, that is, it is not confined
to a particular set of theoretical principles and a particular set of
classroom techniques associated with a particular method. Unlike tradi-
tional methods, the open-ended framework is not a theorist’s construct
(something theorists invent and transplant into the classroom), but a
practitioner’s construct (something classroom practitioners themselves
should be able to generate from their classrooms). My article presents a
case for restructuring teacher education so that prospective/practicing
teachers can be provided with the knowledge, skill, and autonomy
necessary to generate their own location-specific, classroom-oriented
innovative macro/microstrategies.


A sizable portion of Liu’s comments is based on his interpretation
that my strategic framework is only about principles and not about
procedures. In fact, the framework is conceived and constructed in
terms of macrostrategies (principles) and microstrategies (procedures).
Macrostrategies are broad guidelines derived from current theoretical,
empirical, and pedagogical insights, and they are made operational in
the classroom through microstrategies or classroom techniques (p. 32).
Although the primary focus of my article is macrostrategies, I have
nevertheless given examples of microstrategies. For instance, page 34
of my article contains a discussion of three microstrategies for one
macrostrategy: Facilitating negotiated interaction.


CONCLUSION


What I have presented is no more than a basic framework—one
possible alternative to method. There can be others. Clearly, more
exploration is needed. What is crucial is that teacher educators establish
and maintain “a good productive relationship with classroom teachers.
Teachers already know a lot about classroom language learning, but
have typically seen their knowledge marginalized by researchers who,
if they collaborate with teachers at all, tend to want to do so on their
own terms, pursuing their own’ research agendas, and following their
own procedures, however irrelevant the former may appear to the
classroom teacher, and however disruptive or time-consuming the lat-
ter” (Allwright, 1994, p. 17). In short, we need to restructure teacher
education so that teachers gain adequate knowledge, skill, and auton-
omy to continue to reflect, recreate, and reinvent.
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Teaching Issues
The TESOL Quarterly publishes brief commentaries on aspects of English
language teaching. For this issue, we asked two testing specialists to address the
following question: What would you like ESL teachers to know about test
development?


Edited by BONNY NORTON PEIRCE
Ontario Institute for Studies in Education


Language Tests and ESL Teaching


Examining Standardized Test Content:
Some Advice for Teachers


FELICIA DeVINCENZI
Educational Testing Service


■ Discussions on test washback have often included the teacher as a cog
in the washback mechanism. Although there has been some research on
washback (see Hughes, 1988; Wall & Alderson, 1993), it is still unclear
how the presence of an externally developed proficiency test influences
teaching approaches and course content. Data collection in this area
is complicated by the fact that variables such as pedagogical methods,
levels of teaching expertise, and attitudes toward teaching and testing
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are as diverse as the political, social, and economic environments in
which they are embedded.


For large-scale standardized tests like the Test of English as a Foreign
Language (TOEFL)1 or the International English Language Testing
System (IELTS)2 tests, EFL teachers participate in question writing,
test assembly, review, and scoring, thus contributing substantively to
the test development process. However, as individuals with direct
knowledge of how such tests are developed, these teachers are rela-
tively few in number. How the great majority of language teachers
learn about standardized tests and draw conclusions about their con-
tent and purpose is therefore a highly inferential and potentially flawed
process.


This situation may stem from the testing industry’s obscurity. Test
development and statistical analysis are rather esoteric career paths
chosen by a small number of subject specialists, and developing exper-
tise in this area takes years of concentrated, specialized work experi-
ence. Therefore, these disciplines are not well understood by most
teacher practitioners. Secondly, the maintenance of test security, with
its restrictions on distribution and storage of test materials, contributes
a secretive aura to testing.


Teachers as Informed Consumers


If standardized tests are to have a positive impact on learning, teach-
ers need to evaluate these products as informed consumers. Teachers
must be able to make accurate assumptions about test content in order
to influence administrative decisions about test use and decide how to
help students to perform at their best.


Responsible test companies prepare descriptive materials about their
tests and respond in a timely fashion to inquiries. Sample questions,
a statement of test purpose and valid score uses, and a general content
outline are usually provided upon request, free of charge. Often such
information is sent automatically to program administrators, who tend
to be the primary users of test scores for decision-making purposes;
the information does not trickle down to classroom teachers, students,
or their parents. Nonetheless, the classroom teacher can directly access


1TOEFL is a multiple-choice test of listening, grammar, and reading and was designed to
measure the English proficiency on nonnative-English-speaking students wishing to study
at colleges and universities where English is the language of instruction. Educational Testing
Service (ETS) of Princeton, New Jersey, USA, produces this test.


2The IELTS is jointly managed by the British Council, the University of Cambridge Local
Examination syndicate (UCLES), and the International Development Program of Australian
Universities and Colleges (IDP) and administered by UCLES. IELTS assesses the English
language proficiency of nonnative speakers who intend to study or train in the medium of
English.
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this material by writing to the test producer. In many cases, as a service
to the field, test developers will be happy to discuss the test development
process at in-service workshops and professional meetings.


It is important to have realistic expectations about the disclosure of
test information, however. Although a standardized test is often the
product of a nonprofit organization, the material is still proprietary.
Also, especially in the United States, the testing industry is subject to
public scrutiny. On the one hand, this accountability ensures that test
products and procedures are accessible to candidates. On the other
hand, it can engender a legal prudence that sometimes constrains
sharing information with the general public.


Considering the Content of a Test Form


With descriptive information about the test in hand, the teacher
should examine a form of the test if possible. If the teacher has the
opportunity to study a test form, the following strategies might help
shed light on the test design.


• Judge the relevance of the test content according to the purpose of the
test. Many teachers arrive at false conclusions about a test by critiqu-
ing test content against their own pedagogical assumptions and mate-
rials rather than by considering the appropriateness of the test’s
content in light of the intended measurement purpose.


• Study a complete form of the test and formulate what the test specifica-
tions may look like. To help ensure that every form of a standardized
test is parallel and comparable, each one is assembled according to
the same blueprint, or test specifications. Test specifications constrain
test content and list details such as categories for types of questions,
the frequency at which particular question types should occur in
each test form, and the level of difficulty and reliability of the items
in the test.


• Consider the test as a whole. Although there may be subparts with
companion subscores, a test is designed as one instrument, and deci-
sions about a student’s abilities are most likely to be made based on
overall score. For example, if a course focuses on improving reading
skills, the teacher’s analysis should not be limited to the reading
section of the test. Other subsections, such as grammar or listening,
may be tapping skills that can be practiced in the context of the
reading class.


• Try to infer the superordinate categories in the test specifications under
which a particular question type might fall.  A particular test question
is often one of several possible ways to test a particular point, and one
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test question can be used to satisfy more than one content category in
the test specifications. For example, in a reading passage, asking the
student to infer the author’s purpose may be just one of many ways
of testing comprehension of the gist of a passage and inferencing.
When a student actually sits for the test, he or she may never have
to answer an inference question about the author’s purpose. Instead,
there might be a different type of question testing the gist, and the
student’s inferencing abilities might be tested by another question.


• Study the relative emphasis of skills and the types of texts and communi-
cative functions represented in the stimulus material. Once one can see
the broad skill categories under which different questions fall, the rela-
tive emphasis given to those skills can be estimated by examining how
frequently they are tested. If a teacher wishes to choose particular
materials for practice activities, it is helpful to consider the category
of discourse under which particular test passages could be grouped.
For example, in a business English test, a customer letter inquiring
about the warrantee for a 35-mm camera might be satisfying two test
specification categories pertaining to the discourse in the stimulus:
Business Letter and Understanding Requests for Information.


• Value reliability as well as content validity.  With the current emphasis
on authenticity in testing, it is tempting for teachers as content spe-
cialists to embrace tests that look attractive and appear to test real
skills with the right level of emphasis. For a comprehensive discussion
of performance assessment and the concept of authenticity, see Mes-
sick (1994). However, unless reliability is built in, fairness cannot be
ensured. For example, in the case of an essay test, your student’s
essay will be judged against the essays of other students, most likely
writing on other topics. In this type of test, steps need to be taken
to ensure that (a) the writing tasks across forms are comparable in
terms of skill tested, (b) writing tasks are equal in difficulty, and (c)
essays are scored by trained raters with an acceptable level of inter-
rater reliability. In writing and speaking tests, the consistency of
ratings needs to be maintained across raters and across tests forms.
As indication of this consistency, inter-rater reliability is a method
of estimating the reliability of independent ratings of examinee
performances. It consists of the correlation between different raters’
ratings of the same performances, adjusted by the Spearman-Brown
Prophecy Formula. Especially for speaking and writing tests, the
teacher should acquire as much information as possible with respect
to test reliability and fairness. Satisfying reliability standards3  is a


3In the United States, the American Psychological Association, the American Educational
Research Association, and the National Council on measurement in Education share common
standards, known as the “Standards for Educational and Psychological Testing.” The 1985
version is currently under review by the Joint Technical Committee to Revise the Standards.
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task responsible test producers keep well documented and reliability
information is usually available for public inspection.


THE AUTHOR
Felicia DeVincenzi is an Examiner at Educational Testing Service and specializes
in the assessment of aural/oral skills. She currently participates in planning, re-
search, and development activities for the TOEFL 2000 project, a development
effort to design a successor to the current TOEFL. In addition to computer-
based testing issues, she is interested in teacher education and uses of multimedia
technology for education.


REFERENCES


Wall, D., & Alderson, J. C. (1993). Examining washback: The Sri Lankan impact
study. Language Testing, 10, 41–69.


Hughes, A. (1988). Introducing a needs-based test of English language proficiency
into an English-medium university in Turkey. In A. Hughes (Ed.), Testing
English for university study, ELT Documents 127 (pp. 134–153). London: Modern
English Publications.


Messick, S. (1994, March). The interplay of evidence and consequences in the
validation of performance assessment. Educational Researcher, pp. 13–23.


Assessing Student Performance in the ESL Classroom


J. CHARLES ALDERSON and CAROLINE CLAPHAM
Lancaster University


■ Many if not all language testers are, or have been at some stage,
language teachers. However, although almost all teachers find them-
selves constructing classroom tests, the majority do not produce na-
tional or international standardized tests and would not think of them-
selves as language testers. It is this majority that we are referring to
in this article.


Many teachers view testing with either alarm or distrust because it
is all too often associated with an arcane terminology, a heavy emphasis
on numbers and statistics, and an aura of objectivity and rigor which
makes people feel that testing is too difficult and that it needs to be
left to experts. This attitude is often encouraged by testers, many of
whom are more interested in high-stakes proficiency tests than in the
low-stakes achievement tests that most teachers are concerned with.
All testers focus on reliability (test consistency) and validity (test accu-
racy) and ways in which these concepts can be established and mea-
sured. However, both testers and teachers need to understand that
concepts, procedures, standards and criteria that are relevant to na-
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tional and international tests on which students’ futures depend are
not necessarily appropriate for achievement tests and quizzes in the
classroom.


It is true that teachers will benefit from some understanding of what
professional testing is all about if they want to understand their own
tests more fully and to learn how to improve them. For example,
insights into how item analysis can be carried out by busy teachers and
how this can show which items worked well and which did not perform
as expected are interesting and useful for teachers, provided the infor-
mation is presented in as simple a way as possible. (See, e.g., Cohen,
1994, and Alderson, Clapham, & Wall, 1995). However, although the
construction of major, standardized tests demands expertise in test
construction and analysis, the construction of class-based tests requires
less specialist knowledge and is related far more closely to the devising
of class exercises. In principle there is no difference in design between
an item for a classroom test and an item for an exercise. Both are
intended to elicit student performance. In a test, however, the student
works alone, without help from teacher or peers. This means that
the test items themselves have to provide all necessary support. For
example, the instructions have to be clear so that students know exactly
how they should respond. (This is also true, of course, of exercises,
but the results of any inherent ambiguity can be more easily remedied.)
Designing test items, therefore, is more difficult than designing exer-
cises, but it is possible to use exercises similar to those in textbooks or
course materials as the basis for such items.


The value of a test relates to what it is being used or misused
for. Because an end-of-unit or end-of-week test is usually much less
important for students than is an admissions test, its consequences
being less dire, test reliability is less important. However, since students
are likely to see such tests as reflecting the teachers’ view of what is
important, the tests should obviously relate closely to the teaching. It
is probably inappropriate, therefore, to use off-the-shelf tests for such
purposes. Such tests might be more reliable than tests designed by the
teacher, but would probably be less valid. For course-related, short-
term achievement tests, therefore, as with class exercises, teachers need
to write items which correspond with their teaching methods, reflect
their teaching objectives, and mirror in some way their teaching materi-
als. They also need to make sure that such items are not ambiguous
and that they produce the expected type of response. It is surprising
how often students will interpret an item in quite a different way from
that intended by the item writer. The best way of checking this is to
try the draft test out on colleagues or a few students.


Similarly, if teachers have to make subjective judgments about stu-
dents’ writing or oral abilities, the marking criteria they use should
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reflect the views about language and language learning which they
hold and which, possibly subconsciously, they refer to when talking to
students about their work. Teachers, and indeed their students, may
not be aware of exactly what is being taken into account when students’
work is assessed, and so developing explicit criteria for marking a test
may not only improve the accuracy of the test scores, but may also
have a useful effect both on the marking of exercises and the teaching
itself.


It is also helpful for teachers to have an understanding of what the
reliability of ratings means. Although most teachers do not need to
know about complex reliability formulas, an appreciation of the
amount that different markers’ ratings of scripts or spoken perfor-
mances can vary, and how much a single marker’s system of marking
may change within the space of a few hours is invaluable. It is sobering
for teachers to mark a set of scripts one day, and to re-mark them a
couple of days later. In many cases the two sets of scores will differ
widely, and the discrepancies in the marks will alert teachers to the
impact that such variation will have on their students.


One of the purposes of this article has been to remove some of the
mystique surrounding language testing. After discussing the differ-
ences between classroom testing and standardized testing and the dif-
ferences between what professional testers need to know and what
teachers writing classroom tests need to do, we made three main points.


• First, test items and marking criteria should reflect teachers’ beliefs
about language and language learning.


• Second, both exercises and tests should be carefully written so that
students understand what is expected of them and the items elicit
the required language behavior.


• Third, the criteria for marking written and oral tasks should be
explicitly stated so that students know what is expected, and the
marker can produce consistent results. These three requirements
do not demand detailed knowledge about language testing but will
nevertheless contribute to the production of valid and reliable infor-
mation about student performance in the ESL classroom.
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Mainstream Classroom Teachers
and ESL Students
NANCY CLAIR
University of Massachusetts


■ The number of ESL students in the U.S. is on the rise. Between 1985
and 1991, the ESL student population in K–12 classrooms increased by
51.3 percent (Olsen, 1993) to approximately 2.3 million students (U.S.
General Accounting Office, 1994). By the year 2000, the ESL student
population will be increasing at two and a half times the rate of the general
student population (U.S. Congressional Record, 1989). Presently, there
are many programs for ESL students, but because of social, political, and
economic factors, many ESL students spend only a portion of their day
in the ESL or bilingual classroom. The rest of their day is spent in the
mainstream classroom, yet classroom teachers are generally not prepared
to integrate these students (Clair, 1993; Penfield, 1987; Wong Fillmore &
Meyer, 1992).


As the ESL student population increases, questions of mainstream class-
room teachers’ ability to effectively instruct these students remain. The
inclusion of multicultural education policies in teacher preparation pro-
grams (which include but are not limited to an understanding of linguistic
and cultural diversity) are found in accreditation standards of the National
Council for Accreditation of Teacher Education (NCATE) and guidelines
of numerous professional education organizations. Even with multicul-
tural standards and guidelines, Gollnick (1992) found that preservice
teacher education programs may not be adequately preparing teachers
to work with linguistically and culturally diverse students. In a study that
focused on how institutions were doing in respect to NCATE’S accredita-
tion standards, only 1 institution out of 59 had a preservice program in
bilingual education, ESL, or multicultural education. Moreover, only 8
institutions were in compliance with NCATE’S multicultural education
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standards. These findings are distressing because more than 50 percent
of all public school teachers interact with ESL students (Penfield, 1987).


Given demographic trends and the limits of preservice teacher prepara-
tion programs regarding ESL students, mainstream classroom teachers
will continue to share in the education of ESL students without adequate
preparation. In-service professional development, therefore, must pro-
vide an opportunity for mainstream classroom teachers to explore beliefs,
pose questions, and gain new knowledge, skills, and attitudes with regard
to ESL students. Underlying the need for ongoing professional develop-
ment is the complexity of educating ESL students in the mainstream
classroom and the notion that even expert classroom teachers are not
necessarily effective with ESL students (Enright, 1986; Lucas, Henze, &
Donato, 1990).


METHOD


To gain an understanding of the mainstream classroom teachers’ per-
spectives regarding ESL students, I conducted a year long qualitative study
exploring the beliefs, self-reported practices, and professional develop-
ment needs of three mainstream classroom teachers with ESL students
(Clair, 1993). I focus hereon one aspect of the larger study: mainstream
classroom teachers’ professional development needs concerning ESL stu-
dents. I chose this focus because of an increased emphasis in many states
on in-service professional development for mainstream classroom teachers
with ESL students. For example, Florida and California have state man-
dates that require mainstream classroom teachers to be trained in ESL
issues; Massachusetts recertification includes training for mainstream
classroom teachers regarding ESL.


I undertook case studies of three mainstream classroom teachers
(Grades 4, 5, and 10) based on interview transcripts, notes from classroom
observations, and our journals. Anita, (all names are pseudonyms) a 40-
year-old classroom veteran with 20 years teaching experience, teaches
fourth grade in a suburban elementary school. She has two ESL students
in her class. Laura, 27, teaches fifth grade in an urban elementary school.
This is her first year in the classroom, and she has four ESL students.
Joshua, 27, teaches ninth and tenth grade global studies and history in
an urban high school. He has been teaching for 6 years. With 160 students
per day (typical numbers for an urban high school teacher), Joshua esti-
mates that 40 to 50 percent are ESL students. Interview questions elicited
previous professional development opportunities that focused on essential
skills and knowledge necessary to instruct ESL students and suggestions
for future in-service professional development regarding ESL.


RESULTS


In discussing with these teachers their previous professional develop-
ment opportunities regarding ESL, I found that Anita was the only teacher
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who attended in-service workshops; her district provided 12 in a row.
However, Anita expresses dissatisfaction with these workshops:


It wasn’t helpful to me because of time. Give me stuff. Give me a goody
bag. You can use this with your fourth grade students who don’t speak
English. I will use it.


Joshua never attended in-service ESL. Nevertheless he comments:


You get these know-it-all professors telling you what’s effective and what’s
not. We’ve spent $80,000.00 on this study. But I ask what did you get in
the kids’ hands. It doesn’t take a rocket scientist to figure out what these
kids need. They need stuff they can read that corresponds to what they
are learning.


Finally, Laura did not attended in-service staff development ESL work-
shops because the particular session did not fit her needs:


With the teaching of ESL it was through puppetry. And I really didn’t see
that it was useful for me now. I didn’t see that I was going to bring puppets
in the classroom. So if it were different, if it were ESL with other kinds
of materials. Something that I thought that I would use this year.


Both Anita and Joshua commented that they would rather have materi-
als and support as opposed to in-service training if given the choice.
Joshua wants “bilingual vocabulary lists” and “truly bilingual materials.”
For Joshua that means text in the native language with corresponding
translation in English. Anita also wants bilingual vocabulary lists that she
feels would lessen the confusion for students.


The thing with Luz, she had the confusion with those vocabulary terms. I
think that three or four worksheets that were designed by an ESL person
who knows the approach to the stages of language development. I was not
aware that in Spanish milos [sic] is thousand. Now I can see where that
would cause confusion.


Anita believes that overall she has the skills and knowledge necessary to
instruct ESL students:


For myself personally, I think I have enough experience as a classroom
teacher that I know already. I buildup their culture, boost their self-esteem.
I think that all the things that apply to any good teacher apply to ESL.


Joshua concurs:


I mean as far as teaching goes, teaching is the same no matter what kinds
of kids you have. It’s really true. It doesn’t matter what I’m teaching. If
you’re a teacher, you’re a teacher . . . . So I mean for myself, I do OK.
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When asked about suggestions for future professional ESL develop-
ment opportunities, Anita and Joshua re-emphasized their desire for ap-
propriate materials. Responding to the fact that teachers do not have time
to communicate, Laura suggests lunchtime workshops. She imagines


hearing about other problems that other teachers are having and ways that
they have dealt with it. Strategies that they use. You could even hear about
other projects that are being done in other classrooms.


Anita, Joshua, and Laura’s cases illuminate two essential problems. The
first is teachers’ desire for quick fixes in terms of materials and curricular
ideas. How have teachers come to believe that quick fixes will solve complex
educational problems? Part of the answer lies in teacher education and
socialization. Most U.S. preservice teacher education programs stress tech-
nical conceptions of teacher competence as opposed to a more critical
approach to teaching and learning (Howey & Zimpher, 1989). Technical
conceptions, such as Competency-Based Teacher Education (CBTE) pro-
grams, promote the notion that curriculum content is given as opposed
to constructed, and they stress skill development and demonstration over
critical questioning and problem solving. The hidden message in technical
conceptions of teacher education is that teachers are merely implementers
of instructional systems; there is no room for teacher questions, decisions,
or the generation of knowledge. Technical conceptions serve to de-skill
many teachers because they were never taught to make instructional deci-
sions or directed toward viewing decision making as an integral part of
their role (Ginsburg, 1988).


In addition to the inadequacies of many preservice teacher education
programs, the accountability movement contributes to the de-skilling of
teachers (Benveniste, 1985) and perpetuates teachers’ desire for quick
fixes. Accountability, the need to hold schools responsible for the perceived
crisis in education, will continue as long as schools receive state and federal
funding. The main tool for accountability is the standardized test. And
although standardized tests are not necessarily linked to what is actually
taught, test scores are used to rank, reward, or most often punish students,
teachers, and schools. The power of such high stakes tests is that they
begin to drive the curriculum; that is, if teachers are held accountable
for their students and if accountability is linked to funding and measured
by standardized achievement tests, then teachers will be pressured to teach
to the test. The result is, once again, a given curriculum (in this case
driven by standardized tests); there is no need for teachers to co-construct
knowledge with their students, question, or make decisions about what is
to be taught. Teaching is routinized and teacher discretion is reduced
(Benveniste, 1985). Add one-shot professional development workshops
(like the ones that Anita, Joshua, and Laura experienced) that may or
may not address issues pertinent to mainstream teachers and the de-
skilling and de-professionalization is perpetuated.


The second problem illustrated by Anita, Joshua, and Laura’s case
histories is captured in the teachers’ statement that “good teaching is good
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teaching.” This statement demonstrates the need not only for mainstream
teachers to understand second language acquisition but also for main-
stream teachers to change their beliefs, values, and attitudes toward ESL
students. Specifically, this statement denies the usefulness of specialized
knowledge concerning L2 development and ESL students (Clair, 1993).
Second, it negates the importance of individual differences in second
language acquisition (Ellis, 1986; Larsen-Freeman & Long, 1991) and
learning in general. Third, it fails to acknowledge the complexities of the
social and academic integration of ESL students in mainstream classroom
settings (Penfield, 1987).


The difficulties inherent in changing teachers’ attitudes have been docu-
mented in a number of studies. Sleeter ( 1992) studied public school teach-
ers who attended a multicultural education staff development program
over a 2-year period. Sleeter found that although many of the participating
teachers perceived that they had learned much, there was little change in
their attitudes and practice. Ahlquist (1992) noted that teacher attitudes
and beliefs remained unchanged for the most part during a multicultural
foundations course. If relatively long-term professional development op-
portunities and semester courses fail to change teacher beliefs and atti-
tudes toward ESL students, then it is no surprise that teacher workshops
are unsuccessful. McDiarmid (1990) studied teachers’ attitudes toward
ESL students both before and after a 3-day workshop designed to influence
these attitudes and found that the multicultural presentations had little
influence on the teachers’ beliefs about ESL students.


AN ALTERNATIVE APPROACH


To avoid teachers’ inclination for seeking quick fix solutions to complex
educational problems, alternatives to short-term workshops are clearly
needed. Mainstream teachers need ongoing opportunities to reflect on
nonmainstream student issues because educating ESL students is complex;
it challenges social, political, and pedagogical assumptions; it is context
specific and dilemma ridden. Furthermore, practicing teachers are not
empty slates; they have intuitive knowledge, varied experiences, and pro-
fessional needs. Finally, considering the forces that de-professionalize
teachers, ongoing professional development that is constructed by the
teachers themselves has the capacity to individually empower and socially
transform (Cochran-Smith & Lytle, 1993; Ginsburg, 1988; Lather, 1991;
Willet & Jeannot, 1993).


Teacher study groups provide a format for teachers to shape their
own professional development opportunities through problem posing and
critical reflection. Critical reflection and problem posing convey an image
about the relationship that teachers have to knowledge (Cochran-Smith,
1991). Through reflection and problem posing, teachers intimately dis-
cover the complex dynamics of teaching and learning and see themselves
as critical players in the process. The purpose of critical reflection is for
teachers to understand the complex dynamics of their situation and ac-
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quire a significant voice in the transformation of their community (Willet
& Jeannot, 1993). For example, mainstream teachers with concerns re-
garding ESL students could form a study group. They could generate
specific questions individually or within the group; read relevant materials;
explore their classrooms, school, or community; and consult other teachers
(ESL, bilingual) or an outside specialist. The point is that there is no
set format for teacher study groups as they are driven by the teachers
themselves.


The notion that teachers take responsibility for their professional devel-
opment within teacher study groups is problematic given the ways that
teachers are socialized. Resistance is inevitable (Ahlquist, 1992; Lather,
1991; Willet & Jeannot, 1993) because teacher study groups are a radical
change from one-shot after school workshops. Resistance may manifest
itself in indifference, protest, or subversion (Willet & Jeannot, 1993).
Regardless of how it is manifested, resistance needs to be named, under-
stood, and critiqued as it may ultimately serve as a productive tool in
challenging the de-skilling structures of the profession.


The potential for teacher reflection and problem posing, key character-
istics of teacher study groups, emerged during the study. All three teach-
ers, without explicitly being asked, commented on the interview process,
began to pose questions and engage in dialogue with me (the researcher)
about ESL students and the greater societal influences. Specifically, Anita
called me twice to discuss an incident that occurred with an ESL student;
Laura asked for specific materials focusing on second language acquisition.
Joshua mailed mea student composition that he felt was especially interest-
ing. In addition, he commented on the process of talking about ESL
students during the interviews.


Anytime I speak to someone, it forces me to re-evaluate and make assess-
ments and adjustments . . . the more that I hear myself say things, the
more that I will be conscious to do them.


These examples demonstrate that teachers respond to opportunities to
discuss and pose questions around issues that impact their classrooms.
Teacher study groups provide this opportunity.


CONCLUSION


This qualitative investigation of three classroom teachers’ beliefs regard-
ing the teaching of ESL students suggests that with inadequate teacher
preparation and nonexistent or inappropriate professional development,
these mainstream classroom teachers are learning to educate ESL students
on the job. The fact that teachers indicated their desire for specific ESL
materials over professional development suggests two problems: Teachers
tend to desire easy answers to complex educational problems, and teachers
not only lack understanding of second language acquisition but also the
attitudes which would facilitate ESL student achievement. In order for
mainstream teachers to gain the knowledge, skills, and attitudes necessary
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to socially and academically integrate ESL students in the mainstream
classroom, I suggest ongoing teacher study groups as opposed to tradi-
tional one-shot staff development workshops. Teacher study groups, com-
prising critical reflection and problem posing, provide an in-depth oppor-
tunity to explore complex issues and may serve as a catalyst for individual
empowerment and social transformation.
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Erratum


On page 809 of Janet Anderson-Hsieh and Horabail Venkatagiri’s
article, “Syllable Duration and Pausing in the Speech of Chinese ESL
Speakers (Vol. 28, No. 4), the first line of Paragraph 3 under Results
should read: “shows only clause boundary pauses” rather than “shows
only word boundary pauses.” Also, in the reference list on page 811,
Anderson-Hsieh, J. (1992) should read Anderson-Hsieh, J., Johnson,
R., & Koehler, K. (1992).


We regret these errors.
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Edited by H. DOUGLAS BROWN
San Francisco State University


How Languages Are Learned.
Patsy M. Lightbown and Nina Spada. Oxford: Oxford University
Press, 1993. Pp. xv + 135.


■ Lightbrown and Spada’s How Languages Are Learned (hereafter HLL),
part of the Oxford Handbooks for Language Teachers series, provides
an introduction to (mostly second) language acquisition research for
second and foreign language teachers and is the result of the authors’
15 years of experience addressing issues of classroom research for such
an audience. HLL covers theories of both first and second language
acquisition, individual difference in second language acquisition (SLA),
L1 and L2 development, and instructed SLA. Because the text was
developed as the result of a series of teacher-education workshops,
the presentation is concise and focused, and manages to communicate
the most central aspects of a complex field in such a way that research
on language acquisition is made both relevant and accessible.


The introduction of HLL includes a brief questionnaire designed
to assess various (misconceptions readers might have about language
acquisition. Inclusion of the questionnaire and other activity sections
in Chapters 2–5 reflects the book’s workshop origins, which is useful
in teacher-education contexts. However, it is worth pointing out that
whereas only 1 of the 12 questionnaire items deals exclusively with
first language acquisition (FLA), 7 deal with instructed SLA, which is
a good indication of the emphasis of the text as a whole.


Chapter 1 deals with FLA theories and covers the well-trodden
ground of behaviorism, innatism, the critical period hypothesis, and
child-directed speech. HLL does an excellent job of introducing most
of the important issues in clear and accessible terms (as is the case
throughout the text), but noticeably absent are several topics which
generally receive coverage in introductory-level FLA texts (e.g., Berko-
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Gleason 1989; Menyuk, 1988), such as Piagetian cognitivism, learnabil-
ity, and information-processing approaches. Although HLL does refer
to the evolution of generative approaches to FLA, one does not come
away with a clear idea of the sweeping nature of such changes or of
the extensive literature on Universal Grammar (UG) and FLA that
has been produced (see, e.g., Goodluck, 1991; Hyams, 1986; Roeper
& Williams, 1987).


Chapter 2 covers SLA theory. The most space is allotted to a critical
assessment of Krashen’s (1982) contributions to SLA theory, with be-
haviorism (via the contrastive analysis hypothesis) taking a close second.
Interactionism and cognitivism are given rather short shrift through
cursory mention of Long’s (1985) modified interaction hypothesis and
restructuring, respectively. No mention is made of other theories which
usually come up in discussions of this kind (e.g., pidginization, accul-
turation), but an even more significant omission is that HLL fails to
cite any of the work on SLA being done in a UG framework (see, e.g.,
Eubank, 1991; Gass & Schacter, 1989; White, 1989). Although perhaps
not directly relevant to classroom practice, this growing body of re-
search merits at least a passing reference. In fact, enough research on
UG in SLA has been carried out to warrant the publication of at least
one introductory SLA text with UG as its main focus (see, e.g., Cook,
1993).


Chapter 3 successfully covers the subject of individual differences
(IDs) in SLA. Again, there is a brief questionnaire at the outset of
the chapter in which readers are to assess the importance of various
characteristics/activities to being a good language learner, squarely
placing the work on IDs in this tradition (where much, but not all, of it
belongs). Topics include intelligence, aptitude, personality, motivation/
attitudes, learning styles, and a lucid discussion of age, which takes
up more than half of the chapter. Although there are some good
reasons for devoting so much space to age (one being that it is perhaps
the sole ID which does not engender controversies of definition and
measurement), the amount of space it receives may not be representa-
tive of the amount of research conducted on age compared with other
IDs.


Chapter 4 addresses the issue of learner language, and (in addition
to the first chapter) represents the text’s only other treatment of FLA.
Again the standard topics are covered, with a useful juxtaposition of L1
and (mostly naturalistic) L2 development of grammatical morphemes,
negation, interrogatives, and relative clauses. Although this approach
underscores the similarities between FLA and SLA, HLL avoids falling
into the L1 = L2 trap by briefly noting that the role of the L1 in SLA
cannot be dismissed. Helpful for teachers in this chapter is a taste of
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error analysis in the form of one paragraph each from a French-
speaking child and Chinese-speaking adult learning English. This ac-
tivity could have been made even more useful if particular examples
of L1 transfer had been discussed for each text, as were developmental
errors.


Instructed SLA is the topic of Chapter 5, and this is where the
strengths of HLL are most evident. Given the important contributions
that Lightbown and Spada have made (individually and jointly) to this
area, this should come as no surprise. Treatment is thorough indeed—
the chapter takes up over a third of the entire text. Of particular value
is the manner in which research is presented, making findings more
accessible to language teachers than other introductory SLA texts. The
bulk of the discussion is organized to present the various theories of/
approaches to instructed SLA as proposals for classroom teaching (e.g.,
behaviorism is characterized as “Get it right from the beginning,”
whereas Krashen’s Natural Approach is referred to as “Just listen”).
The result is that HLL succeeds in making the relevance of SLA re-
search to the classroom as clear as it could be. Also useful is this
chapter’s activity, which consists of classroom transcripts comparing
audiolingual and communicative approaches to illustrate differences
in areas such as error correction and negotiation of meaning. And
there are at least twice as many suggestions for further reading at the
end of this chapter than the other chapters.


Chapter 6 frames the text nicely by addressing each of the 12 items
which appeared on the questionnaire in the introduction. With a brief
statement based on research relevant to each item, this chapter makes
a final attempt to push readers past popular misconceptions concerning
language learning (e.g., that languages are learned mainly through
imitation).


Although HLL is clearly well suited for teacher education, it is rather
unfortunate that the book’s back cover claims it “provides a compre-
hensive and readable introduction to first and second language acquisi-
tion.” Readable, yes, but comprehensive, surely not. At a slim 135
pages, it is hard to imagine how it could be comprehensive for both
FLA and SLA, especially compared with other texts which restrict
themselves to one or the other, such as Ingram (1989), a hefty 572
pages, or Ellis (1994), a massive 824 pages. For those who need a
comprehensive FLA/SLA text, HLL is not it. But despite this unfortu-
nate claim, for the right audience, HLL has much to offer. That is,
for those who need a teacher-education text which presents thumbnail
sketches of issues in language acquisition research not directly relevant
to the classroom, and a good dose of what is most relevant to language
teaching—research on instructed SLA— HLL is an outstanding text.
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The Discovey of Competence: Teaching and Learning with
Diverse Student Writers.
Eleanor Kutz, Suzy Q. Groden, and Vivian Zamel. Portsmouth, NH:
Heinemann Books, 1993. pp. xii + 204.


■ Although The Discovery of Competence is not written specifically for
an ESL audience, it is a valuable resource for ESL writing teachers.
Informed by the research and pedagogical developments in language
acquisition and in the writing processes of ESL and native speaker
(NS) students, the authors begin with the assumption that “all students
come to the classroom as competent speakers of a first language, and
perhaps of others” (p. 17).


Building on the concept of student competence rather than student
deficit, the authors present the results of their 10-year collaboration
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in developing a successful writing program at the University of Massa-
chusetts at Boston. The authors’ wide range of experiences working
with adult ESL and NS writers adds to the integrity of their text.
They include examples of their ESL and NS students’ writing and
conversations to illustrate how writers write and think. Kutz, Groden,
and Zamel present a language-based curriculum framed by the theory
that language is socially constructed. They have also developed a theory
of thinking that is meant to enable adult students to become more
active learners.


The first chapter sets out the authors’ underlying assumptions that
language competencies can be built within an academic context and
that academic discourse can and should be learned. The next two
chapters focus on describing two aspects of competence—language
acquisition and development of thought. Regarding language acquisi-
tion, they make the point that language is embedded in and learned
through participation in a community. The authors are concerned
that “traditional writing instruction too often reduces the whole of
writing to an assemblage of structures and removes it from a socially
constructed context that gives it value, purpose, and meaning” (p. 30).
They feel that writing teachers should move “from the discourse of
error and deficit to the discourse of learning and possibility” (p. 61).


In response, the authors advocate a language acquisition-oriented
classroom. They define this as one that provides a medium for active
learning and for the trial-and-error process in which students test
out hypotheses that help them develop a concept of global discourse
features as well as an awareness of surface features in their writing.
One of the values of the book is the clear description of how to do
this in a college writing class. According to the authors, an acquisition-
oriented classroom relies on the power of actively engaging students
in community projects. In their view, language needs to be used to
make meaning and to fulfill genuine purposes.


The second aspect of competence they describe is the development
of thinking. The authors succinctly present the developmental theories
of Piaget, Perry, Kohlberg, Vygotsky, Bakhtin, Scollons, Gilligan, and
Bruner and explain how they can be applied to the writing classroom to
promote intellectual growth. The authors also position their students’
stories and ideas and their own in the context of these developmental
theories. Then by examining carefully the kinds of talking and writing
their ESL and NS students do through the stories they tell, the authors
analyze the adult thinking process. They categorize three types of
thinking and suggest methods that will enable students to shift from
one to another.


The authors propose that adults engage in analytical, dialectical,
and metaphorical thinking. Analytical thinking is especially useful for
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categorizing, for science courses, and for developing political argu-
ments. Dialectical thinking refers to the ability to see one position
in relation to another, to see different perspectives, and to tolerate
ambiguities, contradictions, and conflict. Metaphorical thinking is in-
terpretive and reflective. It is problem finding rather than problem
solving and helps thinkers generate new questions outside the context
of their own immediate experiences. These three types of thinking
are important for ESL teachers and researchers because they may
provide a focus for assessing ESL writing that is outside of the tradi-
tional examination of structure and form. The authors also suggest
ways that these types of thinking can be taught.


In the fourth chapter, the authors describe some of the types of
evidence that indicate students’ increased abilities in acquiring and
shifting through these types of thinking. They also briefly mention
features to look for in assessing whether students are beginning system-
atically to approximate academic discourse, such as increased numbers
of nominalizations, infinitive phrases, and the use of particular words
and phrases to create logical relationships. One weakness of the book
is the shortness and lack of depth in this chapter. The authors do not
examine their assumption that academic discourse is a stable entity
that can and should be emulated. They do not discuss the problems
that can emerge from their own acknowledgment that students may
actually begin to make more surface errors as they move toward aca-
demic discourse.


In Chapter 5, Kutz, Groden, and Zamel provide detailed descriptions
of assignments and curricula that have been effective in their ESL
and NS writing classes. They believe that a curriculum should be
participatory and encourage students to ask questions that may not
be easily answered; it should require authentic inquiry.


In Chapter 6, the authors present a project that fulfills their own
requirement for authentic inquiry. They describe a language-focused
project in which students do ethnographic studies of language use in
their families, home communities, and/or the academic community.
For this project, students make observations, tape and transcribe mate-
rial, group and sort data, construct general understandings based on
their data, support their general conclusions with evidence, and report
on their findings. Students learn to reflect on their experiences and
to analyze their reflections in their groups. Through working on these
projects, participants learn how to do meaningful research and develop
shared knowledge.


Kutz, Groden, and Zamel believe in the power of stories to transform
and to understand experiences. In Chapter 7, the authors examine
some of their students’ stories and illustrate methods which enable
students to analyze their own work. Students learn to create a literature
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based on their own families and experiences and then to analyze what
writing and discussing this literature has taught them. Students work
together to discover commonalities and diversity in the ways that they
tell stories and in the values expressed in their stories.


Chapter 8 deals with the difficult problem of assessment. The au-
thors begin this chapter by describing how teachers typically respond
to students’ texts. Zamel’s earlier research (1985) into teachers’ re-
sponses to ESL students’ texts showed that teachers often responded
primarily to surface-level features and were inconsistent in their reac-
tions and many times offered vague prescriptive. Teachers rarely of-
fered specific strategies to help students re-examine their writing. As
a response to this, the authors describe their method of developing
writing conversations between students and teachers about specific
pieces of writing. The conversations focus on describing strategies and
in making concrete suggestions to help individual students improve
their writing. These conversations are also meant to help students see
“how they are progressing as learners and how they can become effec-
tive participants” (p. 145). The conversations model what teachers
expect from their students—they are explicit, defining terms precisely
and presenting adequate supporting data. The authors readily admit,
however, that although there have been problems in teachers’ re-
sponses to writing, most of the conflicts in assessment occur between
teachers and the institutions in which they teach. The authors acknowl-
edge the conflict between the model of learning they propose and
their own institution’s model of assessment that relies on a single-
sample essay. They describe the criteria for proficiency in writing at
University of Massachusetts/Boston and explain that although they do
not always agree with it, they have made an attempt to translate the
college’s criteria into forms of engagement with the question, the texts,
and the reader. The authors have entered a conversation about writing
assessment at their school and are attempting to move the assessment
procedure from a single-sample essay format to one including various
types of writing and student portfolios.


Chapter 9, the final chapter in the book, is made up of personal
stories written by each of the writers. These stories support their
commitment to recognizing diversity and to building a multicultural
academic community. This book brings together theories of language
acquisition, the social construction of knowledge, and developmental
theories of thinking in a new and productive way that will be useful
for ESL teachers and teacher educators. Although not specifically an
ESL book, it includes many examples of ESL writing and issues. In
addition, The Discourse of Competence has an important message to im-
part: ESL students bring a lifetime of experiences, competencies, and
strengths to the classroom and the institution needs to offer them a


REVIEWS 203







chance to express them. By writing this book, Kutz, Groden, and Zamel
have concretely illustrated the power of collaboration to create a text
that allows for both the expression of individual diversity and unity
of purpose. The writers reveal their own process in action as they
worked together for 10 years to create a writing program that honors
the pluralism of ESL and NS writers and provides genuine learning
experiences for all students. The clarity of explanations and the pre-
sentation of specific models and methods in a theoretical framework
make this book useful for novice as well as experienced ESL writing
teachers and teacher trainers.


REFERENCE
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TRUDY SMOKE
Hunter College, City University of New York


The Other Tongue: English Across Cultures. (2nd ed.).
Braj B. Kachru (Ed.). Champaign, IL: University of Illinois Press,
1992. pp. XXV + 384.


■ In 1981, in the preface to the first edition of The Other Tongue,
Charles Ferguson noted that the volume had begun outlining aspects
of a theory of English language variation and spread. He suggested
that the development of such a theory could “make a tremendous
contribution toward human self-understanding and thoughts about
possible futures for the inhabitants of the planet” (p. xv). In the decade
and a half since this was written, the field of World Englishes has
indeed expanded, and to a large degree, Ferguson’s predictions have
come to pass. It is thus appropriate to revisit issues addressed in this
second edition of The Other Tongue.


The text is dedicated to the memory of Peter Strevens, a consummate
professional language educator and scholar known to many for his
commitment to helping teachers explore the primary causes for success
and failure in language classrooms around the world. The foreword
to the second edition was written by Strevens, a close friend and profes-
sional colleague of Braj and Yamuna Kachru, just prior to his untimely
death. This volume is marked by a spirit of cooperation and collegiality
that permeates the contributions. It is clearly a text which ought to be in
all libraries serving TESOL students and scholars and on the personal
reference shelves of those interested in the field of World Englishes.
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For this second edition, Kachru has chosen carefully, retaining criti-
cally important articles from the first edition, including relevant new
articles, and performing his editorial work with the same care demon-
strated in the rest of his scholarship. This volume contains 19 articles,
8 of which are new. Nine articles from the original edition have been
deleted, although in four cases, their authors have contributed new
articles, allowing readers to see where their theory building has gone.


The text is divided into six parts: (1) English in the Global Context:
Directions and Issues; (2) Nativization: Formal and Functional; (3)
Contact and Change: Question of a Standard; (4) Literary Creativity
in the Other Tongue; (5) Discoursal Strategies: Text in Context; and
a new section, (6) World Englishes in the Classroom: Rationale and
Resources.


There are a number of ways to read this volume. The first is as an
anthology which provides a theory base for the current state of World
Englishes research. The second is as a source for models for research.
For example, papers by Larry Smith, “Spread of English and Issues
of Intelligibility,” and Yamuna Kachru, “Culture, Style, and Discourse:
Expanding Noetics of English,” provide sound examples of how to
conduct empirical speaker-based research and text-type research with
computational analysis. Third is to discover what authors of the various
papers in the volume feel are challenges to the World Englishes para-
digm and where future research should go. Papers like Braj Kachru’s
“Meaning in Deviation: Toward Understanding Non-Native English
Texts,” for example, highlight the lack of research on a multilingual
person’s linguistic behavior. A fourth way to view this book is as a
collection of hard-to-find classic articles such as Kamal K. Sridhar’s
and S. N. Sridhar’s “Bridging the Paradigm Gap: Second-Language
Acquisition Theory and Indigenized Varieties of English,” and Rodney
Moag’s “The Life Cycle of Non-Native Englishes: A Case Study.” Yet
another way to use this volume is as a textbook for a World Englishes
class or to augment information traditionally available to students in
TESOL preparatory programs. Conceptual arguments such as those
outlined by Peter Lowenberg in his “Testing English as a World Lan-
guage: Issues in Assessing Non-Native Proficiency,” and Cecil Nelson
in his “My Language, Your Culture: Whose Communicative Compe-
tence?” are critically important for both scholars and language educa-
tors to confront. A sixth reason to use this volume is to access informa-
tion about particular varieties of English in both the spoken and literary
context in what Kachru terms the Outer and Expanding circles. The
varieties dealt with include African English, Nigerian English, Chinese
English, Japanese English, and Indian English.


The volume provides a historical perspective on language standard-
ization in Henry Kahane’s “American English: “From a Colonial Sub-
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standard to a Prestige Language,” and a policy planning perspective
in Shirley Brice Heath’s “American English: Quest for a Model.”


In spite of the tight editing, updating of citations in most of the
articles, and solid range of topics covered, there are some weaknesses
to the text. Several of the articles are much longer than the others
and perhaps could have been edited more as, for example, Edwin
Thumboo’s “The Literary Dimension of the Spread of English.” Al-
though the text contains examples of two Expanding Circle varieties
of English (Chinese and Japanese), none of the articles deals with
emerging research questions which may affect these varieties differ-
ently from Outer Circle varieties.


Nevertheless, just as the first edition gently nudged readers toward
expanding their familiarity with an emerging paradigm in applied
linguistics, this second edition continues to articulately push readers
into an exploration of dimensions of the disciplines of linguistics and
language education which are rarely covered elsewhere.


KIMBERLEY BROWN
Portland State University
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BOOK NOTICES
The TESOL Quarterly welcomes short evaluative reviews of print and nonprint
publications relevant to TESOL professionals. Book notices may not exceed 500
words and must contain some discussion of the significance of the work in the
context of current theory and practice in TESOL.


Classroom Observation Tasks. Ruth Wajnryb. Cambridge:
Cambridge University Press, 1992. Pp. vii + 145.


■ Informed teaching is a prerequisite for teaching that engages students
while meeting their needs. Informed teaching is the product of planning
before teaching and reflecting after teaching on the process of what occurs
in the classroom. An excellent aid to informed teaching is observation of
teaching as it occurs. Ruth Wajnryb has written a very useful resource
which carefully structures a series of specific tasks for such observation.
These tasks encourage focused reflection on what occurs in the classroom,
leading to informed and thoughtful teaching, and extrication from ritual-
ized practice on the part of the observer and observed.


The book is divided into two parts. Part 1 discusses the usefulness of
observation, the intended audience for the book, and how the tasks in
Part 2 can be used. The book is primarily designed for practicing teachers
to use with other peers. However, the observation tasks can also be used
by teachers in training, teacher educators, and school support personnel.
Part 2 provides a series of specific tasks grouped under the following
seven chapters: The Learner, Language, Learning, The Lesson, Teaching
Skills and Strategies, Classroom Management, and Materials and Re-
sources.


Each chapter has five tasks. For example, The Lesson contains tasks on
lesson planning, openings and closures, lesson phases and transitions,
grammar as content, and lesson breakdowns. All of the tasks cover essential
basics. However, every task in the book deals with important issues that
an informed teacher needs to constantly consider. An index provides
quick access to all of the tasks.


Each task is divided into four parts: background, objective, procedure,
and reflection. Wajnryb often connects theory to practice in the back-
ground section. Objectives are clearly stated and always relevant. The
section on procedure is divided into three parts: Before the Lesson, During
the Lesson, and After the Lesson. Clear instructions are given for each
part. The observer collects data during the observation, and Wajnryb
provides necessary charts and worksheets to use. She also provides exten-
sive, thoughtful questions for the observer and observed to consider to-
gether after the lesson. These allow for teachers to bring in their experi-
ences in seeking answers. The short reflection section always brings the
focus back to the classroom of the observer. This format is effective in
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encouraging reflection on the part of the observer on his/her own teaching
in regard to the issues of the task.


Observation of and by peers, followed by supportive reflection and
analysis, can enhance professional development and lead to a more colle-
gial work environment. Both teachers and students can benefit from this
process. Classroom Observation Tasks provides a very concrete focus to facili-
tate observation and reflection on what is done in the classroom. A wise
teacher would benefit from reading the book even without using it in
actual observations; it stands as a reminder of the basic issues that are
sometimes forgotten when a teacher falls into ritualized patterns of teach-
ing. An even wiser teacher would become involved in supportive, nonjudg-
mental peer observation. This book would be an essential aid for that
process.


JAMES RIEDEL
Kwansei Gakuin University


Literature and Language Teaching: A Guide for Teachers
and Teacher Trainers. Gillian Lazar. Cambridge: Cambridge
University Press, 1993. Pp. xii + 254.


■ Literature and Language Teaching helps language educators find meaning-
ful, practical ways of using literature in the classroom, enabling learners
to “achieve their main purpose for being in the classroom, that is to
improve their English” (p. xxiii). The book presents some issues on this
ever-evolving subject, then asks its readers to think about them by partici-
pating in activities and tasks outlined in each chapter. This makes Literature
and Language Teaching an ideal text, not only for the language teacher but
also for those involved in the training and development of teachers. The
text is primarily for intermediate- to advanced-level learners, although
the use of literature with beginning students is briefly touched upon.


The text has nine chapters that move progressively from theory to
practice. This structure begins with Chapters 1 and 2, which focus specifi-
cally on the theory and approaches for using literature in the language
classroom. Chapters 3 and 4 are concerned with the selection and evalua-
tion of materials, emphasizing the cultural aspects of literary texts.


The most practical chapters of the text, Chapters 5,6, and 7, concentrate
on designing materials and planning lessons which involve a variety of
literary tools and genres: novels, short stories, poetry, and plays. The
author discusses the distinctive features of each genre, preparing the
language teacher for any difficulties students may have. For example,
Chapter 6 contains 27 tasks designed to help teachers explore the theory,
approach, and practice of using poetry in the classroom. Each task involves
learning by doing. Thus, Task 1 asks the learner to write any associations
brought about by the word sea before being introduced to the e.e. cum-
mings poem, “maggie and milly and molly and may,” a poem centered
around the sea. In Task 2, the learner is asked to reorder jumbled lines
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of the original poem. The four subsequent tasks involve analyzing the
reasons for ordering the jumbled poem as the learner did, examining the
linguistically distinctive aspects of cummings’s original poem, and then
establishing ways to adapt the activities for differing classroom needs.


Chapter 8 exemplifies the completeness of the text by focusing on how
to evaluate the success of a lesson. Finally, Chapter 9 explains how to set
up a literature self-access center which is described by the author as “a
library or small collection of texts for students to read on their own with
minimal supervision” (p. 179), an added bonus for any educator.


I found that Literature and Language Teaching provided me with practical
classroom applications and new insights. It is an important text for lan-
guage teachers and teacher educators seeking creative and engaging ways
for using literature in the classroom.


GINA KEEFER
Kwansei Gakuin University


Longman Language Activator: The World’s First Production
Dictionay. Essex, England: Longrnan. 1993. Pp. xxxiv + 1587.


■ Traditional ESL learner dictionaries can be useful tools for helping
learners understand what they read and, to a lesser degree, what they
hear, but they are less able to help learners diversify and control the words
they produce. This inadequacy motivated the creation of the Longman
Language Activator, a self-described production dictionary that attempts
to provide precise meanings so learners can know which words to use in
specific contexts and which words occur together.


The Activator’s layout is different from that of traditional dictionaries.
Its alphabetized items typically are followed by a key word learners should
turn to instead of a definition. The 1,052 key words were determined to
be familiar to most intermediate- and advanced-level learners on the basis
of Longman’s examination of learners’ writing from 70 different coun-
tries. Each key word has an introduction box that contains a meaning
menu. In the case of throw, nine different types of throwing are listed.
If the idea learners want is the second, they go down the columns to the
section numbered two and find four lexical entries ordered according to
their frequency in the approximately 40-million-word English computer
corpora Longman has examined. Each entry includes (a) a phonemic
transcription, (b) a brief definition written in the simple language of
Longman’s 2,000-word defining vocabulary, (c) labels for the parts of
speech and grammatical characteristics of the word, for example, v for
verb and T for transitive, (d) in bold print, the ways the word typically
fits into phrases, and (e) two to three sentences based on or taken directly
from the corpora that illustrate how the word is used.


This contextualization of items is among the Activator’s greatest
strengths. It is example rich, and the examples demonstrate meanings
clearly. The Activator is also strong in its indication of the registers and
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appropriacy of words and phrases. The example sentences show situations
for which the entry is best suited, and the definition section comments
on when the term is used, frequently labeling an entry’s formality but
sometimes being much more specific. Words used primarily in speech are
marked with a line drawing of an ear and the word in their definitions.
Finally, the Activator’s entries are exceptionally thorough. For instance, it
devotes more than five pages to find and find out, including 9 different
types of finding and 10 different types of finding out and 76 individual
entries—11 featuring the key words and 65 presenting synonyms.


Yet, despite its strengths, the Activator is probably not all it claims to
be, namely a production dictionary. To produce language, learners need
to know not only when words are appropriate but also their syntactic
properties, properties clearly stated in many traditional learner dictiona-
ries but often only implied in the Activator. For instance, the Activator does
not state the key word throw is an irregular verb. True, 7 of the 13 sample
sentences are in the past tense and three more use the past participle
because they are written in the passive voice, but an explicit statement of
the irregular forms would take little space and would highlight their use
in the examples.


Another of the Activator’s shortcomings is it does not always provide
entries which intuitively seem to be among those most favored by proficient
English speakers. For instance, under the key word manager, there is no
mention of the acronym CEO. Perhaps these omissions are the result of
the corpora relying more on British publications and speakers than U.S.
The Activator’s British leanings are also noticeable in its representation of
pronunciations. For example, the vowel in throw is transcribed as
rather than the /o/ or /ow/ typical in learner dictionaries which model U.S.
pronunciation.


A further shortcoming is the limited number of nouns among the
Activator’s entries. For example, of the 117 key words that begin with a
and b, only 27 are nouns or pronouns. This conscious omission was based
on the notion that concrete nouns and content words in general are less
difficult for learners to use than abstract nouns and function words. But
the Activator is not able to give learners all they need to know, for instance,
to keep them from saying they live in the third floor. Instead, the Activator
provides idiomatic uses like be in on something and synonyms like within
and interior. Because it excels in presenting different registers of use and
fitting synonyms for particular situations, it would appear nouns are an
area of the language where the Activator could be very effective, especially
when learners remember having heard or read a special term, but they
cannot recall exactly what it was when they want to use it.


The descriptor, production dictionary, is probably too ambitious for
the Activator, yet if it is instead thought of as a learners’ thesaurus, it is
exceptional. With its thorough contextualizations and. its avoidance of
infrequently used terms, the Activator prevents two problems associated
with learners’ use of native-speaker thesauruses: the use of synonyms
which are inappropriate or inaccurate in a given context and the use of
words which are so obscure they are unfamiliar to many native speakers.
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Also, calling the Activator a thesaurus would rightfully indicate that it is
not a replacement for the traditional learner dictionaries which learners
will still need for the greater number of words and the more extensive
syntactic information they contain.


CHERYL EASON and ROBERT YATES
Central Missouri State University


Process Your Thoughts—Writing with Computers. Marianne
Phinney. Boston, MA: Heinle & Heinle, 1994. Pp. xiv + 236 and
software for MS-DOS (IBM Compatible) or Macintosh.


■ Process Your Thoughts (hereafter PYT) is an integrated textbook/software
package for high intermediate- to advanced-level ESL students in com-
puter assisted writing classes. Even though PYT does not focus on academic
writing, it will lead the students to acquire basic writing and word pro-
cessing skills that will prepare them for an academic course. The complete
package includes a student textbook, accompanying software, and an in-
structor’s manual.


The student text is organized into two sections. The first section contains
three chapters that introduce the students to the use of computers for
writing purposes. Each chapter contains worksheets for the students to
become acquainted, through hands-on experience, with the type of com-
puter and word processing software they will be using during the course.
The second section is composed of six chapters dealing with six topics.
The process approach is the organizing principle for this section. The
chapters deal with prewriting, drafting, reviewing, revising, and editing.
Also, they include questions for journal writing and portfolio self-evalua-
tions, as well as computer and writing worksheets. The latter can be com-
pleted either in the textbook or on the computer. One very valuable
characteristic of PYT is its spiral design. Each chapter develops the writing
stages one step further by presenting a different prewriting technique,
an additional component of the drafting, revising, or editing stage, and
a new word processing feature. This systematic process promotes the
students’ development of writing and computer skills in a slow but steady
fashion. Furthermore, it allows them to identify the writing strategies that
best suit their personal needs and preferences. The Macintosh version of
the demonstration software for PYT is a user-friendly program that can
be easily and independently operated either through the icons within the
interactive program or through the ruler bar menu at the top of the
screen. In addition, the interactive program offers two different help
menus. One menu provides the users with a description of the icons
displayed on the various screens and the other with instructions on how
to complete the worksheets. There is not, however, any help menu that
the users can consult when choosing the chapter they want to work with.
Another positive feature is its good readability. The screens are easy to
read thanks to careful screen design and appealing graphics. Each screen


BOOK NOTICES 211







has a moderate quantity of information and graphics related to the theme
of the chapter that enhances comprehensibility.


One aspect that could be improved in this software is the user’s control
of the review sequence. In fact, the program does not allow for the review
of questions within the worksheets. Once the Next Question button has
been clicked and a new question appears on the screen, it is not possible,
at least in the demonstration software, to return to the previous question.
Adding this feature to the program would certainly enhance its interactive
capabilities, thus making it simpler to use and more attractive to the user.
PYT is a welcome addition to the shelf of ESL materials. It is a well-
conceived and stimulating textbook/software package that should prove
to be a valuable asset for the development of basic writing and word
processing skills.


GLADYS VEGA SCOTT
Purdue University
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EDITORIAL POLICY
The TESOL Quarterly, a professional, refereed journal, encourages submis-
sion of previously unpublished articles on topics of significance to individu-
als concerned with the teaching of English as a second or foreign language
and of standard English as a second dialect. As a publication that repre-
sents a variety of cross-disciplinary interests, both theoretical and practical,
the Quarterly invites manuscripts on a wide range of topics, especially in
the following areas:


1. psychology and sociology of language   3.
learning and teaching; issues in research 4.
and research methodology


2.  curriculum design and development; 5.
instructional methods, materials, and 6.
techniques


testing and evaluation
professional
preparation
language planning
professional standards


Because the Quarterly is committed to publishing manuscripts that contrib-
ute to bridging theory and practice in our profession, it particularly wel-
comes submissions drawing on relevant research (e.g., in anthropology,
applied and theoretical linguistics, communication, education, English
education [including reading and writing theory], psycholinguistics, psy-
chology, first and second language acquisition, sociolinguistics, and sociol-
ogy) and that address implications and applications of this research to
issues in our profession. The Quarterly prefers that all submissions be
written so that their content is accessible to a broad readership, including
those individuals who may not have familiarity with the subject matter
addressed.


GENERAL INFORMATION FOR AUTHORS
Submission Categories


The TESOL Quarterly invites submissions in five categories:


Full-length articles. Manuscripts should generally be no longer than 20
double-spaced pages. Submit three copies plus three copies of an informa-
tive abstract of not more than 200 words. To facilitate the blind review
process, authors’ names should appear only on a cover sheet, not on the
title page; do not use running heads. Manuscripts should be submitted
to the Editor of the TESOL Quarterly:


Sandra McKay
Department of English
San Francisco State University
1600 Holloway Avenue
San Francisco, CA 94132
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Reviews. The TESOL Quarterly invites succinct, evaluative reviews of pro-
fessional books, classroom texts, and other instructional resources (such
as computer software, video- or audiotaped material, and tests). Reviews
should provide a descriptive and evaluative summary and a brief discus-
sion of the significance of the work in the context of current theory
and practice. Submissions should generally be no longer than 500 words.
Submit two copies of the Review to the Review Editor:


H. Douglas Brown
American Language Institute
San Francisco State University
1600 Holloway Avenue
San Francisco, CA 94132 U.S.A.


Review Articles. The TESOL Quarterly also welcomes occasional review
articles, that is, comparative discussions of several publications that fall
into a topical category (e.g., pronunciation, literacy training, teaching
methodology). Review articles should provide a description and evaluative
comparison of the materials and discuss the relative significance of the
works in the context of current theory and practice. Submissions should
generally be no longer than 1,500 words. Submit two copies of the review
article to the Review Editor at the address given above.


Brief Reports and Summaries. The TESOL Quarterly also invites short
reports on any aspect of theory and practice in our profession. We encour-
age manuscripts which either present preliminary findings or focus on
some aspect of a larger study. In all cases, the discussion of issues should
be supported by empirical evidence, collected through qualitative or quan-
titative investigations. Reports or summaries should present key concepts
and results in a manner that will make the research accessible to our
diverse readership. Submissions to this section should be three to seven
double-spaced pages (including references and notes). Longer articles do
not appear in this section and should be submitted to the Editor of the TESOL
Quarterly for review. Send two copies of the manuscript to the Editors of
the Brief Reports and Summaries section:


Graham Crookes and Kathryn A. Davis
Department of English as a


Second Language
University of Hawaii at Manoa
1890 East-West Road
Honolulu, HI 96822 U.S.A.


The Forum. The TESOL Quarterly welcomes comments and reactions from
readers regarding specific aspects or practices of our profession. Re-
sponses to published articles and reviews are also welcome; unfortunately,
we are not able to publish responses to previous exchanges. Contributions
to The Forum should generally be no longer than five double-spaced
pages. Submit two copies to the Editor of the TESOL Quarterly at the
address given above.
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Brief discussions of qualitative and quantitative Research Issues and of
Teaching Issues are also published in The Forum. Although these contri-
butions are typically solicited, readers may send topic suggestions and/or
make known their availability as contributors by writing directly to the
Editors of these subsections.


Research Issues: Teaching Issues:
Donna M. Johnson Bonny Norton Peirce
English Department Modern Language Centre
ML 455 Ontario Institute for
University of Arizona Studies in Education
Tucson, AZ 85721 252 Bloor St. W.


Toronto, Ontario M5S 1V6
Canada


Special-Topic Issues. Typically, one issue per volume will be devoted to
a special topic. Topics are approved by the Editorial Advisory Board of
the Quarterly. Those wishing to suggest topics and/or make known their
availability as guest editors should contact the Editor of the TESOL Quar-
terly. Issues will generally contain both invited articles designed to survey
and illuminate central themes as well as articles solicited through a call
for papers.


General Submission Guidelines


1. All submissions to the Quarterly should conform to the requirements
of the Publication Manual of the American Psychological Association (4th
ed.), which can be obtained from the Order Department, American
Psychological Association, P.O. Box 2710, Hyattsville, MD 20784-0710.
The Publication Manual is also available in many libraries and book-
stores. Authors are responsible for the accuracy of references and
reference citations, which must be in APA format.


2. All submissions to the TESOL Quarterly should be accompanied by a
cover letter which includes a full mailing address and both a daytime
and an evening telephone number. Where available, include an elec-
tronic mail address and fax number.


3. Authors of full-length articles should include two copies of a very brief
biographical statement (in sentence form, maximum 50 words), plus
any special notations or acknowledgments that they would like to have
included. Double spacing should be used throughout.


4. The TESOL Quarterly provides 25 free reprints of published full-length
articles and 10 reprints of material published in the Reviews, Brief
Reports and Summaries, and The Forum sections.


5. Manuscripts submitted to the TESOL Quarterly cannot be returned to
authors. Authors should be sure to keep a copy for themselves.


6. It is understood that manuscripts submitted to the TESOL Quarterly
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have not been previously published and are not under consideration
for publication elsewhere.


7. It is the responsibility of the author(s) of a manuscript submitted to
the TESOL Quarterly to indicate to the Editor the existence of any work
already published (or under consideration for publication elsewhere)
by the author(s) that is similar in content to that of the manuscript.


8. The Editor of the TESOL Quarterly reserves the right to make editorial
changes in any manuscript accepted for publication to enhance clarity
or style. The author will be consulted only if the editing has been
substantial.


9. The views expressed by contributors to the TESOL Quarterly do not
necessarily reflect those of the Editor, The Editorial Advisory Board,
or TESOL. Material published in the Quarterly should not be construed
to have the endorsement of TESOL.


Statistical Guidelines


Because of the educational role the Quarterly plays modeling research in
the field, it is of particular concern that published research articles meet
high statistical standards. In order to support this goal, the following
guidelines are provided.


Reporting the study. Studies submitted to the Quarterly should be ex-
plained clearly and in enough detail that it would be possible to replicate
the design of the study on the basis of the information provided in the
article. Likewise, the study should include sufficient information to allow
readers to evaluate the claims made by the author. In order to accommo-
date both of these requirements, authors of statistical studies should pre-
sent the following.


1. A clear statement of the research questions and the hypotheses which
are being examined


2. Descriptive statistics, including the means, standard deviations, and
sample sizes, necessary for the reader to correctly interpret and evalu-
ate any inferential statistics


3. Appropriate types of reliability and validity of any tests, ratings, ques-
tionnaires, etc.


4. Graphs and charts which help explain the results
5. Clear and careful descriptions of the instruments used and the types


of intervention employed in the study
6. Explicit identifications of dependent, independent, moderator, inter-


vening, and control variables
7. Complete source tables for statistical tests
8. Discussions of how the assumptions underlying the research design


were met, assumptions such as random selection and assignment of
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subjects, sufficiently large sample sizes so that the results are stable,
etc.


9. Tests of the assumptions of any statistical tests, when appropriate
10. Realistic interpretations of the statistical significance of the results,


keeping in mind that the meaningfulness of the results is a separate
and important issue, especially for correlation


Conducting the analyses. Quantitative studies submitted to the TESOL
Quarterly should reflect a concern for controlling Type I and Type II
error. Thus, studies should avoid multiple t tests, multiple ANOVAs,
etc. However, in the very few instances in which multiple tests might
be employed, the author should explain the effects of such use on the
probability values in the results. In reporting the statistical analyses, au-
thors should choose one significance level (usually .05) and report all
results in terms of that level. Likewise, studies should report effect size
through such strength of association measures as omega-squared or eta-
squared along with beta (the possibility of Type II error) whenever this
may be important to interpreting the significance of the results.


Interpreting the results. The results should be explained clearly and the
implications discussed such that readers without extensive training in the
use of statistics can understand them. Care should be taken in making
causal inferences from statistical results, and these should be avoided with
correlational studies. Results of the study should not be overinterpreted
or overgeneralized. Finally, alternative explanations of the results should
be discussed.


Qualitative Research Guidelines


To ensure that Quarterly articles model rigorous qualitative research, the
following guidelines are provided.


Conducting the study. Studies submitted to the Quarterly should exhibit
an in-depth understanding of the philosophical perspectives and research
methodologies inherent in conducting qualitative research. Utilizing these
perspectives and methods in the course of conducting research helps
to ensure that studies are credible, valid, and dependable rather than
impressionistic and superficial. Reports of qualitative research should
meet the following criteria.


1. Data collection (as well as analyses and reporting) is aimed at uncov-
ering an emit perspective. In other words, the study focuses on re-
search participants’ perspectives and interpretations of behavior,
events, and situations rather than etic (outsider-imposed) categories,
models, and viewpoints.


2. Data collection strategies include prolonged engagement, persistent
observation, and triangulation. Researchers should conduct ongoing
observations over a sufficient period of time so as to build trust with
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respondents, learn the culture (e.g., classroom, school, or community),
and check for misinformation introduced by both the researcher and
the researched. Triangulation involves the use of multiple methods
and sources such as participant-observation, informal and formal in-
terviewing, and collection of relevant or available documents.


Analyzing the data. Data analysis is also guided by the philosophy and
methods underlying qualitative research studies. The researcher should
engage in comprehensive data treatment in which data from all relevant
sources are analyzed. In addition, many qualitative studies demand an
analytic inductive approach involving a cyclical process of data collection,
analysis (taking an emit perspective and utilizing the descriptive language
the respondents themselves use), creation of hypotheses, and testing of
hypotheses in further data collection.


Reporting the data. The researcher should generally provide “thick de-
scription” with sufficient detail to allow the reader to determine whether
transfer to other situations can be considered. Reports also should include
the following.


1. A description of the theoretical or conceptual framework that guides
research questions and interpretations.


2. A clear statement of the research questions.
3. A description of the research site, participants, procedures for ensur-


ing participant anonymity, and data collection strategies. A descrip-
tion of the roles of the researcher(s).


4. A description of a clear and salient organization of patterns found
through data analysis. Reports of patterns should include representa-
tive examples not anecdotal information.


5. Interpretations that exhibit a holistic perspective in which the author
traces the meaning of patterns across all the theoretically salient or
descriptively relevant micro- and macrocontexts in which they are
embedded.


6. Interpretations and conclusions that provide evidence of grounded
theory and discussion of how this theory relates to current research/
theory in the field, including relevant citations. In other words, the
article should focus on the issues or behavior that are salient to partici-
pants and that not only reveal an in-depth understanding of the
situation studied but also suggest how it connects to current related
theories.
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Editor’s Note 


QUARTERLY


■ With this issue, I welcome the following new members to the TESOL
Quarterly’s Editorial Advisory Board: Ellen Block, Zoltàh Dörnyei, Sandra
Fotos, and Vivian Zamel. I would also like to thanks those members who
are rotating off the Editorial Board for their service to the TESOL Quar-
terly. They are Sarah Hudelson, Thom Hudson, Anne Lazaraton, Peter
Master, and Rebecca Oxford.


This issue is the first to include the new format for Book Notices.
This section now includes very brief descriptions of recent publications
compiled by the Book Review Editor. Comparative reviews and book
reviews are still welcome. Please consult the Information for Contributors
section regarding the focus and length of such submissions.


Two other changes have been made in the Information for Contribu-
tors. First, in order to enable authors to assess the appropriateness of a
submission to the Quarterly, the section on full-length article requirements
now includes the manuscript evaluation guidelines used by reviewers in
assessing manuscripts. Secondly, the length of Brief Reports and Summar-
ies submissions has been increased from 3 to 7 pages to 7 to 10 pages to
allow for more in-depth reporting of preliminary research findings or
aspects of larger studies.


Commentary submissions to the Forum are also welcome. Such com-
mentary pieces need not be responses to published articles but may be
reactions to specific aspects or practices of our profession.


In This Issue


■ Several articles in this issue focus on learner strategies. The lead article
illustrates the coping strategies used by ESL students to meet the demands
of writing tasks across the curriculum. The relationship between learning
strategies, gender, and L2 proficiency in a Puerto Rican context is the
topic of the second article, whereas the third article explores various
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strategies used by EFL students as they attempt to construct the meaning
of reading passages in a test-taking situation. The focus of the next two
articles shifts to a focus on the role of culture in language learning, one
on the use of modals as a reflection of culture and the other on the role
of culture in L2 lectures.


●


●


●


●
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Ilona Leki reports on a qualitative research study of five ESL students
in their first semester of study at a United States university. The
article describes various coping strategies these students developed
to meet the writing tasks of their content courses, including relying
on their past writing experiences, taking advantage of their first
language and culture, looking for models, and accommodating and
resisting teachers’ demands. Leki found three aspects of the students’
use of coping strategies especially encouraging: First, they came to
their studies with well-elaborated strategies for their academic work;
second, nearly all were given relatively easy writing tasks early in the
term that allowed them to adjust to their new environment; and
third, all of them were able to use feedback to shift strategies when
necessary.


John M. Green and Rebecca Oxford report on a study of the language
learning strategies used by university students in Puerto Rico. Build-
ing on previous research using the Strategy Inventory for Language
Learning (SILL), the study relates strategy use to L2 proficiency level
and gender. With both proficiency level and gender, only some items
on the SILL showed significant variation. Those strategies used more
often by successful students emphasized active, naturalistic practice.
Green and Oxford conclude by suggesting two implications of their
study for the classroom: first that strategies involving active use of
the target language appear to play a crucial role in second language
learning and secondly, that teachers need to recognize that particular
strategies may be more suited to some learners than to others.


Claire M. Gordon and David Hanauer report on their use of verbal
protocols to examine the meaning construction of EFL learners in a
reading comprehension test situation. The authors maintain that a
reader’s mental model of a text continues to develop throughout
the test-taking process. Drawing on their work with 28 10th-grade
students in two public schools in Israel, they posit that readers use
the testing task in one of four ways to develop their own mental
model of the text. Information in the text can be used to (a) integrate
new information into an existing information structure; (b) construct
a new information structure; (c) confirm an existing information
structure; or (d) form a new integration of existing information struc-
tures. The authors close by urging teachers to conduct individual
sessions with their students in order to gain a more complete picture
of their students’ processing of texts.


Eli Hinkel reports on her investigation of the use of modal verbs in
native speaker and nonnative speaker essays. Based on her findings,
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she argues that nonnative speakers’ usage of modal verbs reflects the
pragmatic frameworks and norms of their first language environ-
ment. The results of the study suggest that the usage of modals in
native speaker and nonnative speaker essays appear to be culture-
and context-specific. Specifically, nonnative speakers who had been
influenced by Confucian, Taoist, and Buddhist sociocultural con-
structions and values employed root modals must, have to, and should
significantly differently from native speakers on essay topics involving
family, friendships, and traditions.


● John Flowerdew and Lindsay Miller report on their ethnographic
study of academic lectures at a university in Hong Kong. Based on
their observations and interviews, the authors posit four dimensions
of culture that affect lectures in a second language context—ethnic,
local, academic, and disciplinary culture. Each of these cultural di-
mensions is illustrated with data from their ethnographic research.
The authors close by pointing out the value of their framework
for those involved in the lecture preparation of both lecturers and
students in second language contexts.


Also in this issue:


● The Forum: Stephanie Vandrick focuses on privileged ESL university
students, urging instructors to assess their own feelings toward such
students. In her article, she examines two major tenets of critical
pedagogy—that education should empower and that teachers should
not allow the classroom to become a replica of society—in relation
to privileged students. She maintains that although it is important
for students and teachers to respect each other’s opinions, teachers
should engage students in critical exchanges about their values.


● Research Issues: Ron Scollon and Courtney Cazden explore method-
ological challenges in discourse analysis. They explore recent trends
of and offer specific classroom suggestions for discourse analysis.


● Book Reviews: Mary Lee Scott and Cheryl Brown provide a compara-
tive review of recent resources in language teacher education.
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Call for Abstracts


Language and Social Identity
The TESOL Quarterly announces a call for abstracts for a special-
topic issue on Language and Social Identity to appear in 1997. In
this edition, we would like to provide a forum in which contributors
interested in language, gender, race, class, and ethnicity can share
their research and practice with the wider TESOL community. We
are particularly interested in the way contributors conceptualize
identity and what methodologies they use to address their research.
We encourage submissions from a wide constituency and are
interested in full-length, previously unpublished articles that explore
social identity in relation to:


1. Reading/Writing
2. Listening/Speaking
3. Classroom practice
4. Curriculum development
5. Assessment and evaluation


In addition to full-length articles, we solicit short reports that address
identity construction in specific sites, present preliminary findings of
research, or raise topics for debate. Contributions from all regions of
the world are welcome.


At this stage, we are soliciting two-page abstracts for full-length
articles and one-page abstracts for short reports. For all submissions,
send three copies, a brief biographical statement (maximum 50
words), a full mailing address, and daytime/evening telephone
numbers. E-mail addresses would be particular y helpful. Abstracts
should be mailed to the address below and should be received no
later than:


December 31, 1995
Bonny Norton Peirce


Modern Language Centre
Ontario Institute for Studies in Education


252 Bloor St. West, Toronto, Ont. M5S 1V6
Canada
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Coping Strategies of ESL Students in
Writing Tasks Across the Curriculum
ILONA LEKI
University of Tennessee


Writing research has given us few accounts of the writing experience
of ESL students outside the English or writing classroom. This article
reports a qualitative research study of 5 ESL visa students in their
first semester of study at a U.S. university. The goal of the research
was to examine the academic literacy experiences of these students
in light of the strategies they brought with them to their first academic
experience in the U.S. and the strategies they developed in response
to the writing demands they encountered in their regular courses
across the curriculum. The results of this study give us an in-depth
and detailed picture of this group of ESL students at the initial stages
of acquiring discipline-specific discourse strategies not in the English
classroom but while fully engaged in the struggle to survive the
demands of disciplinary courses. In the tradition of qualitative re-
search, this report is at the same time fully embedded in a narrative
of these students’ experiences, giving us a picture not only of students
learning to write but also of human beings negotiating the exhilarat-
ing and sometimes puzzling demands of U.S. academic life.


ESL language and writing classes have been the locus of classroom
oriented research, case studies, and experimental design research


for some time now. We have an excellent research base on the writing
and the writing processes of both ESL and native-English-speaking
(NES) writers (see Krapels, 1990, for a review of ESL student writing
processes; see Silva, in press, for a review of differences between ESL
and NES writers and their products). Research on NES students in
higher education has, however, moved beyond the English classroom
and followed small numbers of NES students into their disciplinary
courses and has, as a result, given us both articles and book-length
studies of writing demands across the curriculum and NES students’
responses to those demands (Chiseri-Strater, 1991; Conklin, 1982;
Haas, 1994; Herrington, 1985; McCarthy, 1987; Nelson, 1990; Wal-
voord & McCarthy, 1990). In ESL, English for academic purposes
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(EAP) researchers have also tried to give us an idea of what writing
life is like for ESL students outside the ESL classroom and beyond
the English curriculum (Horowitz, 1986 a, b; Johns, 1981). Leki and
Carson’s (1993) survey of ESL students’ perceptions of their writing
needs attempts to gauge how well EAP writing courses articulate with
writing demands across the curriculum. But we need at once closer
looks at individual students and broader looks not only at their English
classes but at their lives as they negotiate their way through higher
education once they step outside the safe threshold of the ESL class-
room. Little ESL research reports on the classrooms ESL students
enter across the curriculum. Prior (1992) examined the permutations
of task and response in six graduate courses which included L2 writers.
Johns (1991) closely followed a student and his successes in writing for
his biology class and his failures in passing an institutionally mandated
writing exam. Currie (1993) focused particularly on the varying re-
quirements for a series of writing assignments in a business course.
But for the most part, L2 writing research has concentrated on issues
surrounding the teaching of writing rather than on L2 students and
their academic literacy experiences beyond writing classes.


L2 researchers have also been interested in learning strategies for
general language learning (what does a good language learner do?),
in unconsciously employed writing strategies (as part of L2 writing
process research), and in strategy training for language learning and
implicitly for writing. Oxford (1990) and Wenden and Rubin (1987)
extensively examine language learning strategies, and Rost (1993) has
compiled a listing of these strategies and their perceived usefulness
and teachability. Strategy training for writing has been either oriented
toward determining what good writers do and then teaching those
presumably good strategies to other less experienced writers (e.g.,
Zamel, 1983) or, at a more microlevel, aimed at helping students under-
stand what an assignment is asking them to do and formulate ideas
about how to get words on the page and organize them appropriately
in response to the task (Johns, 1993). If we are to consider the possible
role of writing strategy training in ESL writing courses, we need to
have some idea of what these students already know how to do, con-
sciously or not. The descriptive study here focuses more broadly on
ESL visa students’ lives outside the ESL and/or writing classroom and
on the strategies they bring to their writing tasks across the curriculum.


Finally, the EAP curriculum questions the validity of training in
general writing and general English language as a preparation for
genre-specific writing (Connor & Johns, 1989). Yet persuasive argu-
ments have also been made against attempting to teach discipline-
specific discourses in EAP classes (Spack, 1988); surely, those who do
not participate as conversation partners in a discourse are hardly in a
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position to teach the explicit, let alone implicit, rules of that conversa-
tion to others (Leki, 1995). It is unlikely that ESL teachers or research-
ers interested in EAP support the notion that the mere forms of
disciplinary discourses are worthy subjects for teaching or learning in
EAP courses. That is, an EAP curriculum cannot legitimately teach
discipline-specific discourse but rather would seek to determine what
might best prepare students to acquire discipline-specific discourses,
what tools would be useful to them in their accommodation to the
demands of various disciplines. Yet we know little about how ESL
students acquire forms and attitudes specific to various disciplinary
discourses or how their experiences in disciplinary courses shape their
understandings of appropriate and inappropriate discourse within
those disciplines.1


The goal of this naturalistic study was to begin to establish baseline
data of this type without categories preconceived by either the investi-
gator or the participants but rather naturally emerging in the course
of the participants’ normal engagements with real assignments as a
part of their regular course work in classes across the curriculum.


Through this study I hoped to develop insights into the academic
literacy experiences across the curriculum of 5 ESL students in their
first term at a U.S. university and to see these experiences through
their eyes. This type of emit perspective on ESL students’ experiences
is best constructed through the use of qualitative research methods


METHODOLOGY


Participants


for data collection and analysis.


Participants for the study were selected from among ESL students
enrolling at a large state university in the U.S. for the first time in fall
semester 1992. Approximately 60 students initially expressed interest
in participating in the study. Parameters for selection included no
previous experience with a U.S. educational institution and enrollment
during that first semester in courses requiring a significant amount of
writing as part of the normal course work. To assure some variety in
the students’ experiences, the final selection reflects, to the extent
possible, differences in gender, home country, year in school, and
academic subject areas. The participants were 3 graduate students and


1For the moment, all of these considerations leave to the side the important political issues
of accommodation versus resistance as articulated in several published articles over the last
few years. See, for example, Allison, 1994; Benesch, 1993; Santos, 1992.
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TABLE 1
Coping Strategies of ESL Students in Writing Tasks Across the Curriculum


Participants


Background Ling Julie Tula Jien Yang


Country
Class status
Major


Gender
Age
TOEFL score
English


course


Taiwan France
Undergraduate Undergraduate
Business Business


Female Female
34 21
527 617
Required Required but


dropped


Finland
Graduate
Speech


Female
29
597
Not


required


China China
Graduate Graduate
Education Political


science
Female Male
31 32
627 617
Required Not


required


2 undergraduates. This distribution permits observation of strategies
employed both by students being initiated into disciplinary communities
(the graduate students) and by students whose familiarity with disciplin-
ary modes of discourse in the courses they were taking was likely to be
slighter (the undergraduates). Ling2  is a female undergraduate from
Taiwan, a junior-year business major; Julie is a female undergraduate
from France, also a junior business major; Tula is a female graduate
student from Finland in Audiology and Speech Pathology; Jien is a fe-
male graduate student from China in Education; and Yang is a male
graduate student from China in Political Science (see Table 1).


All of these students had TOEFL scores above 525, the minimum
required for admission to the university. On the basis of the in-house
placement exam required of all incoming students, Tula and Yang
were exempted from any further work in English; Julie was placed
into first semester freshman composition for ESL students (which she
subsequently dropped); and Jien and Ling were required to enroll in a
credit-bearing ESL reading/writing/grammar course at a prefreshman
composition level.


Although all participants were enrolled in classes which required a
significant amount of writing, not all classes in which they were enrolled
were appropriate for analysis in this study. Julie was taking a Spanish
class, for example, which required writing, but in Spanish. In other
cases, participants’ classes took place at times when I was unavailable


2In the interests of protecting the students’ privacy, all names are fictional. In keeping
with qualitative research methodology, all participants signed an Informed Consent form
informing them of their rights. During an initial meeting participants were fully informed
of the nature, purpose, and procedures of the research, offered the opportunity to review
tapes and/or transcripts of their interviews, and assured of measures that would be taken
to insure confidentiality of any information obtained from or about them.
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to observe them. Finally, in the interest of simply managing work load,
as the semester progressed, I focused my attention more intensely on
some courses than on others. Courses observed were for Ling, both
Behavioral Geography and World History; for Julie, American His-
tory; for Tula, Structural Disorders in Speech; for Jien, Foreign Lan-
guage Teaching Methodology; and for Wang, Comparative Govern-
ment and Politics.


All of the students generally performed quite successfully in their
courses and in their writing tasks during their first semester at a U.S.
university.


Data Collection


Sources of data included interviews with the student participants,
interviews with their professors, observations of the classes I decided
to focus on for each student, and examination of documents including
all written materials distributed for those courses and everything the
students wrote for the courses (class notes, exams, drafts of assign-
ments, and final drafts with teachers’ comments and evaluations). In
addition, the participants kept journals in which they recorded any-
thing of importance to them that occurred in relation to their academic
experiences. The extensive amount and the variety of data sources
were intended to ensure triangulation of the information gathered to
contribute to a more complex, richer, and thicker, as Geertz (1983)
describes it, ethnographic description than might be possible through
the examination of single data sources.


Each of the 5 students was interviewed in my office once a week for
most of the semester.3  The interviews lasted about an hour each time,
and all were transcribed. At least one professor (and as many as four
professors) of each of the students was interviewed for approximately
1 hour; these interviews were also transcribed.


Data Analysis


In keeping with qualitative research methods, analytic induction
(Goetz & LeCompte, 1984) was used to analyze the transcribed inter-
view data. In this approach, the researcher returns repeatedly to tran-
scripts or other documentation to reread and reexamine the data,
searching for salient or recurring themes. Individual strategies (e.g.,
Julie’s strategy of recopying the words of the writing prompt in essay
exams in her history course) are then grouped under similar rubrics


3For academic or personal reasons, the participants were occasionally unable to meet with
me. Thus, the total number of interview sessions with a given student ranges from 8–13.
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(e.g., under Focusing Strategies) as a means of managing the attendant
cognitive load and permitting analysis of categories and comparisons
across categories. (For examples of comparable methods of data analy-
sis, see Chiseri-Strater, 1991; Cumming, 1992; Currie, 1993; Haas,
1994; Nelson & Murphy, 1992; Walvoord & McCarthy, 1990.) Analytic
induction was used to identify methods these participants used to
approach and complete the writing tasks assigned them over the course
of the semester (see below for complete descriptions).


Because so little research exists in this area, at this point in our
understanding of the types of strategies ESL students bring to their
writing tasks across the curriculum or develop in response to them,
we need a picture of the fullest range possible of strategies employed,
that is, a catalogue. Thus, each approach or strategy mentioned or
implied in the interview transcripts was noted. This mass of specific
strategic moves was then repeatedly examined for possible logical
groupings that might suggest themselves. To achieve a broad overview
for ease of comprehension, the widely varying strategies these partici-
pants employed were finally subsumed under 1 of 10 categories of
strategies suggested by the cataloging, although for any given assign-
ment these writers might employ several strategies either at once or
in sequence to complete an assignment. The following is a list of
the categories that emerged from recursive considerations of specific
strategies the participants mentioned.


1.


2.
3.


4.


5.


6.


7.


8.


9.


10.


Clarifying strategies
Focusing strategies


Relying on past writing experiences


Taking advantage of first language/culture


Using current experience or feedback


Looking for models


Using current or past ESL writing training


Accommodating teachers’ demands


Resisting teachers’ demands


Managing competing demands


Each of these strategy categories is discussed in detail below
The type of in-depth investigation of a small number of cases repre-


sented in this study does not lend itself to quantifying data because
quantification would lead to distortion of the relative importance of
the strategies displayed. Furthermore, although the number of times
a particular strategy is mentioned may be meaninglessly small, that
strategy may have great repercussions, both for that student writer
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and for our understanding of the range of strategies we need to be
aware of and potentially to make other students aware of. See, for
example, the discussion below on resistance as a strategy.


Furthermore, the advantage of a qualitative research methodology
for this type of research is precisely the rich picture we achieve of
individuals’ complex motivations, talents, energies, and histories as
they struggle with varying external demands (the requirements of a
course assignment) and more internally driven factors they must ac-
count for, such as their image of themselves as developing professionals
or their decisions about the appropriate distributions of their time.
Although further research employing different types of methodolo-
gies (e.g., surveys) would potentially add to this catalogue of strategies,
the methodology employed here provides a rich beginning which roots
our understanding in the human implications of particular strategies.
Consistent with reports of qualitative research, narrative elements
allow us to see how these strategies play out in real lives.


RESULTS


Case Profiles


Although different students in this study used strategies to varying
degrees, they all also displayed the flexibility necessary to shift among
strategies as needed. To show how these strategies played out in the
actual lives of these students, the following is an account of the distinct
and shifting constellations of strategies that each student elaborated
over the course of the term.


I am Chinese. I take advantage. (Ling)


One of Ling’s initial strategies seemed to be a form of relying on
past experience to complete assignments, and she seemed to remember
past experience as consisting of going to the library and reading books.
Her first assignment in her Behavioral Geography class (which exam-
ines how behavior intersects with physical space), where Ling was
the only international student, required an implicit and sophisticated
knowledge of everyday U.S. culture that was far out of the reach of
a student just arrived in the U.S. for the first time from Taiwan. An
appealing assignment for the U.S. students in the class, the task was
to place a hypothetical group of people into fictional neighborhoods
by determining in broad terms their socioeconomic class through an
examination of certain personal characteristics, whether, for example,
they drink Budweiser or Heineken, read GQ magazine or Track and
Field, drive a Dodge or a Saab. To complete the assignment, Ling’s
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initial response was to try to rely on what had worked for her in the
past, and in her interviews she repeatedly made comments such as “[I]
must go to library and get some information, read some book.” In what
book she hoped to find this information on who drinks Budweiser is
unclear. Luckily, as the due date for the assignment approached, she
abandoned this strategy, one which would certainly not have worked.


Instead Ling used a backup strategy. Though she was a shy, seem-
ingly timid person, she successfully appealed for help to a U.S. student
in the class who seemed friendly and with her help was able to success-
fully complete the assignment. Ling increasingly extended this strategy
of appealing for clarification to her teachers as well. For example, her
history professor announced that the first exam would be both short
answer and essay. Not knowing what those words meant, Ling felt she
could not properly prepare for the exams, and she approached him
for clarification, as she continued to do with several of her professors.


But the strategy that Ling used most effectively was taking advantage
of first language/culture by relying on her special status as an interna-
tional student. As the semester went on, she attempted to incorporate
something about China or Taiwan into every piece of writing she did,
saying, “I am Chinese. I take advantage.” Thus, her term paper in
Behavioral Geography became a comparison of Taiwanese and U.S.
shopping habits. Her term paper in World History became a compari-
son of ancient Chinese and Greek education and this despite her
history professor’s direct request that she not focus yet again on China.
In this case she used a combined strategy of resisting the professor’s
request and of reliance on her special status as a Chinese person, and
it worked.


I like to make long sentences that are maybe not very clear, but my
philosophy teachers [in high school] liked that. And so I prefer philosophy
to French [language and literature class] because in French you had to
be too precise. (Julie)


Of the 5 students, probably the most successful academically and
socially was Julie, from France. Whereas Ling seemed to develop strate-
gies ad hoc in response to needs and pressures, Julie came equipped
with a clear, conscious approach to her work that served her well. Of
particular interest are her strategies for focusing and for using past
writing experiences. When Julie sat down to write an exam or to write
a paper in response to a writing assignment, her first move was to
copy word for word the exam question or the directions for the assign-
ment on to the top of her sheet. She explained during an interview
that physically writing out the words of the assignment or the writing
prompts helped her to tune out all other distractions and intensify
her concentration; it allowed her mind to play with the meaning of
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the words in the assignment as she was preparing to write. Second,
although she, like the other students, was apprehensive about writing
in an English-medium institution for the first time and did not quite
know what would be expected of her, she had been carefully trained
in high school in French rhetorical style and said that if she felt disorga-
nized, she could always fall back on the classic French three-part fram-
ing strategy for writing essays, that is, thesis/antithesis/synthesis—look
at a topic and develop a position, a counterposition, and a synthesizing
position. Although the rigidity of the structure hemmed her in and
constrained the expansive style she preferred, it also appeared to her
as a surefire organizational approach that would keep her on topic if
she felt she was straying. On her first midterm in American History,
she used the tripartite French style; when the graded exams were
returned, she was one of only two people in this class of about 75 to
receive 90 points out of a possible 100.


She also employed a strategy of resistance to the professor’s demands
or requirements. Her term paper in the history course was to be a
focused commentary on a particular novel; the students were to discuss
the novel’s portrayal of southern U.S. women in the 1950s. When she
read the novel, however, she found herself interested in only one of
the women and wrote only about this one despite the directions to
consider all the women. Although she expressed some concern about
her choice, she nevertheless stayed with her decision, this time not
following the these/antithesis/synthesis format nor the teacher’s direc-
tions to consider all the women in the novel but instead rewriting the
terms of the assignment to suit what she thought she could do best.
Her grade for this paper was also A.


If you are a stutterer, you don’t want to speak. You just avoid to speaking
situations. (Tula)


Tula, the graduate student from Finland in Audiology and Speech
Pathology, employed an interesting combination of resistance and ac-
commodation to her professor’s assignments. Because of the way her
writing assignments were structured, Tula was able to get fair amounts
of feedback early on and to alter her next assignments to accommodate
the professor’s requests. Tula’s first real writing experience was a re-
view of two professional research articles for a speech pathology course
in structural disorders. The teacher had developed an elaborate and
carefully prepared description of the assignment, which included
among other things, the requirement to list at least five of the research-
ers’ basic assumptions. Tula was quite pleased with the evaluation of
her first attempt at writing, 16 points out of a possible 20, but realized
that she had lost the 4 points on the section of her review that called
for an analysis of those basic assumptions. On her returned paper,
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her professor had written out in fairly great detail the assumptions
she had expected to find there. For example, where Tula had written


Authors . . . used 16 subjects in their study. Nine of them were male and
seven female. All the subjects had complete unilateral cleft lip and palate
and they all were northern European ancestry,


the professor wrote “The . . . subjects were assumed to accurately
represent the whole . . . population.” But Tula said that all she could
tell from the professor’s corrections was that each notation had the
word assume or assumption in it. When Tula went to see the teaching
assistant (TA) for the course, the TA simply advised her to use the
words assume or assumption throughout that section. When I asked Tula
again after the professors’ corrections and after her conference with
the TA what the professor meant by asking the students to identify
the research article’s basic assumptions, she said she was still unable
to grasp what the professor was getting at, but from then on Tula
included in each article review the word assume or assumption, and
from then on she received full credit for her answers. The strategy
of complete accommodation had worked.


But of the 5 cases here, Tula had the most interesting and profound
form of resistance as well. A major assignment in the Speech Pathology
class was for the students to pretend for 4 hours that they were stutter-
ers so that these future clinicians would know what it must be like to
live in the world as a stutterer. Tula had initially been intrigued by
this assignment and looked forward to discovering how it would feel
to be a stutterer. But when she talked to me after turning in the
assignment several weeks later, she admitted that instead of following
the directions to pretend to be a stutterer for 4 hours and to report
on the experience, she had simply made the whole paper up out of
her head. Her rationale was that her nonnative English speech was
embarrassing enough to her and probably elicited responses that were
similar to responses to the speech of a stutterer; and besides a real
stutterer’s most prominent speech characteristic is to avoid talking at
all, and so that was what she did. Her grade for the paper was A,
and she was particularly complimented for the fine job she did in
documenting the exact speech characteristics she used in pretending
to be a stutterer.


I’m the English teacher. (Jien)


Jien, the Chinese graduate student in education, was probably the
most conscious of the 5 students about the strategies she used. For
example, not only did she make a point of visiting her professor in
her office during her office hour in order to get to know her better,
but she timed the visit to come exactly 20 minutes into the office hour,
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she said, so that the professor would have a little time to rest without
students bothering her immediately after her class the previous hour.


An English teacher herself, Jien was very much concerned to meet
her own self-imposed high standards of excellence in her first writing
experiences at a U.S. university. She repeatedly said things like “I need
to be perfect . . . because my major is English. I’m the English teacher.
I’m supposed to know this well.” The first assignment in her foreign
language teaching methodology class was to read a professional article
and write a summary and commentary on it. The whole paper was to
be only two pages. In describing the assignment, the teacher spent a
great deal of class time, perhaps 20 minutes, describing the American
Psychological Association (APA) referencing system she expected her
students to use. When I asked Jien during an interview about the
purpose of this two-page assignment, she said it was to see “whether
we can do research in this field.” She said, “to write this review article
I must digest what I have learned in the course, to read the textbook,
and maybe to find other reference books.” Adopting a strategy of
looking for professional models to give her an idea of what might be
expected of her, she turned to a review article from the TESOL Quar-
terly. She wrote elaborate drafts, recopying them carefully by hand,
moving paragraphs around, recopying again neatly, eliminating para-
graphs, and again recopying neatly. She finally produced five pages,
which she was then forced to trim to two because the professor had
been quite insistent about not wanting more than two pages. Her article
review was a very sophisticated and intellectual piece of work. When
her paper was returned, of a maximum of 3 possible points Jien only
got 2, with a point being taken off because she had used some non-
APA forms in her references. The whole experience was quite deflating
for her. Despite stereotypes of group-oriented Chinese, this woman
was extremely competitive and was disappointed that others had 3
points and she had only a 2. Furthermore, her attempt to take a
thoroughly intellectual, rigorous, professional approach to reviewing
her article was trivialized by the teacher’s response, limited solely to
the formatting of her bibliography. She was further demoralized by
her realization that to write their papers, her classmates had merely
drawn on their everyday experiences as teachers, parents, or language
learners. They had done something simple and easy, while Jien had
labored mightily, describing her own approach this way: “Before, I
thought if I asked to write something I think maybe I need to have
some theoretical base or something. Actually I avoid the simple things,
the easiest things, but chose the difficult things.” But once she heard
her classmates talking about their reviews, she said: “I feel, Oh, what
I have, I am really an outsider . . . . I didn’t do what others do. I don’t
know!”
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Jien depended heavily on models as a writing strategy, on seeing
“what others do. ” But grossly overestimating what was expected was
also a regular habit of hers, possibly the result of her sense of herself
as a professional. Her main mode of operation was to overdo whatever
was required and then to take feedback on her work but also feedback
given to her classmates as a model for what she should do next.


When I write a paper, I have to think carefully, and when I make an
argument, I have to make sure that it is a strong argument that cannot
be argued against. (Yang)


Yang, the Chinese graduate student in political science, in his first
writing experience in his first political science class in a U.S. university,
was asked to read several articles and book chapters on international
relations and write a critical discussion of them. When his paper was
returned, it was criticized for not being more critical. Yang said that
the professor wanted him to


find out the weak points . . . and my own ideas based on my reading. It
should be critical and it should be my own and so first I have to discover,
you know, the weak points or something that author doesn’t make clear,
or the author is not right.


He said he found that difficult, but not for the usual reasons we often
read that Chinese writers have difficulty being critical, that they are
reluctant to express their own opinions, and that they tend to depend
heavily on the authority of others. Yang analyzed his problem differ-
ently. In his analysis, the reason professors could be so critical and he
could not was because


I haven’t done as much reading as the professor has . . . . a typical professor
probably has read, you know, the book again and again . . . . He teaches
same course many times and he reads it every time he teaches it so of
course he has . . . more, better comparison between this author and other
authors and this author’s ideas and other authors’ ideas. But for a student
. . . our reading is much more narrow. Just narrow within the range of the
reading list.


Yang also said his previous training had impeded him but not in the
way we might predict. In China he had studied political science for 1
year with a U.S. professor and in that year had got used to the require-
ments of that professor. Then he went on to Zimbabwe to study for
2 years, and his first papers there were unsuccessful. Why? He said


because they said you put in too much of your own ideas. We’re not
interested in your ideas. Your ideas are not authoritative. That’s what they
said to me. So they said, you must quote, basically, the basic thing is you
quote and you cite the author. So I thought I learned that lesson. So the
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first paper I did here, I did the same thing. I quoted a lot and I mentioned
a lot of authors’ ideas and their points and I didn’t put in much of my
own. I wasn’t critical, not much criticism, not much comments. So that
wasn’t a good paper here. They have very different requirements.


Like Jien, Yang felt the assignments in his international relations
class were practice exercises intended to initiate students into profes-
sional behaviors. So after initially and unsuccessfully using a strategy
of relying on past experience, he sought a model in his political science
teacher’s behavior, which he observed to be to establish the strongest
arguments possible, to be sharply critical of arguments in the readings,
and to look to the readings for both support and counterarguments.
The requirements for writing here were radically different from those
in Zimbabwe, but Yang was quickly able to shift strategies to meet the
new circumstances. Once he was able to gauge what the new require-
ments were, his work received excellent evaluations from his professors
in China, in Zimbabwe, and in the U.S.


Strategies


Analysis of the data shows that the strategies these students em-
ployed were both numerous and diverse, with different individuals
relying on them to differing degrees. For ease of comprehension, I
have grouped the strategies into 10 categories.


Clarifying Strategies


The participants used these to make sure they understood what was
being required of them in assignments. This category includes


● talking to the teacher specifically to understand the assignment better
or, in one case, to understand even the teacher better as a person


● talking to other students about the assignment


● asking for specific feedback on, for example, a project proposal
before doing the project


● trying to interpret the teacher’s purpose in an assignment.


This last example includes Jien and Yang’s attempts to extend their
sense that the purpose of various writing assignments was to initiate
them into their professions as English teacher and political scientist,
respectively. Clarification in this case meant undertaking to determine
and imitate what it is that English teachers and political scientists would
do with the task assigned and how the assigned activity would fit into
a professional life.


COPING STRATEGIES OF ESL WRITERS 247







Focusing Strategies


The participants used these strategies to concentrate their attention
on the writing task in both narrow and broad ways. These strategies
include


●


●


●


rereading the assignment several times
writing out the essay exam question at the top of the essay
or more broadly, reading books and professional articles in the con-
tent area to develop a sense of what-as yet uninvestigated research
niche the participant (e.g., Yang) might be able to etch out for
himself.


Relying on Past Writing Experiences


All the participants (including Ling and Jien, who had not been in
school for some time) referred at one time or another to past writing
experiences in their efforts to accomplish their current writing tasks.
In Julie’s case, her training in writing in her French lycée made her
entirely confident that if she found herself unable to generate some-
thing more creative, she knew she would always be able to produce a
prosaic, standard, acceptable text. Tula had done a great deal of essay
exam writing in Finland and so felt relatively unconcerned about the
demands of essay exams here. Yang’s past experience with writing
worked both against him, as he initially misjudged what was expected
of him based on his past experience, and then in his favor, as he tried
out yet another option taken from a previous writing experience to
adjust to the new demands on him.


Taking Advantage of First Language/Culture


This strategy appeared almost exclusively in Ling’s work. Having
been out of school for 10 years, Ling had the most difficult time of
all the participants in meeting the many demands that her course work
made on her. Yet, as a Taiwanese, she had access to an entire body of
knowledge and experience that her classmates and even her professors
lacked and that helped to compensate for other linguistic and educa-
tional disadvantages. Once Ling discovered how well this strategy
worked, she used it in every possible context.


Using Current Experience or Feedback to Adjust Strategies


Except for Julie, whose first extensive writing experience during the
term was a history midterm, all the other participants had the good
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fortune to be assigned a short, relatively easy writing task early in the
term for the courses under investigation. The feedback on these first
and later assignments helped guide their work. This strategy included
not only feedback on their own work but the feedback that in one
way or another they noticed their NES classmates receiving from the
teacher, either publicly and orally in class or on their written assign-
ments, which several of the participants managed to surreptitiously
gain access to (by looking over shoulders and across aisles).


Looking for Models


Jien pointedly sought out models for her work, assiduously hunting
for examples of successfully completed tasks similar to what she imag-
ined was being asked of her. In one sense, relying on past writing
experiences and possibly using feedback are forms of looking for
models but this category is distinctive in that Jien looked to real world
models of English language book reviews, movie reviews, and profes-
sional review articles as sources to actively imitate in their formats,
organizational styles, and even wordings. Because such models were
not provided in any of the courses examined in this study, Jien, as
well as the others, was faced with the problem not only of finding such
models herself but also of determining their appropriacy, which, in
fact, she misjudged.


Using Current or Past ESL Writing Training


In the many hours of transcribed interviews with the 5 study partici-
pants, only one example emerged of a reference specifically to some-
thing learned in an ESL class or an ESL writing class. In China, Yang
had had an English class with a U.S. professor who taught the students
to brainstorm and to feel free in their writing to experiment with new
words and expressions. Although both Jien and Ling were enrolled
in an ESL class during the time this research took place, and although
Ling thoroughly enjoyed her ESL class, even depended on it for com-
fort and friendly group interaction in an otherwise demanding and
impersonal new environment, neither ever mentioned using anything
from their English classes in any of the work they were doing across
the curriculum.4 Julie enrolled in an ESL writing class (as required by


4It is striking that with a TOEFL score of 627, Jien should have been required to enroll in
an English class on the basis of her low scores on the university’s English placement exam.
The explanation probably lies in the fact that Jien’s TOEFL score was outdated. She had
been out of school for 4 years, caring fur her child while her husband studied, and had
perhaps lost some of her facility with English in the interim.
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her placement exam scores) but dropped after 2 weeks because she
did not feel she was learning anything new.


Accommodating Teachers’ Demands


This category was used to group two types of experiences. In the first,
participants either did not understand the purpose of the teachers’
requirements, yet attempted to meet them as best they could, often
only superficially. In the second, Jien in particular reproduced in
written statements what she gauged to be her teachers’ positions, pur-
posely suppressing her own opinions about language teaching because
she recognized that they contradicted those of the teacher.


Resisting Teachers’ Demands


This strategy took several forms, in Tula’s case a quite dramatic
one. All the forms of resistance were consciously undertaken and the
participants expressed their awareness that they were doing something
that the professor might not sanction. In general, the participants
resisted assignments in one of three ways. The mildest form of resis-
tance occurred when a writer consciously slighted part of the full
writing assignment because of lack of either personal interest in or
knowledge about the assignment as fully specified. Stronger resistance
was embodied in consciously ignoring criteria which professors gave,
specifically to Ling in this case, beyond the instructions about the
assignment given to the whole class. Finally, in its strongest form, which
we see exemplified in Tula’s work, the resistance undermined the
entire purpose of the assignment. One form of resistance that might
be expected from students is failure to do an assigned task at all. This
never occurred among any of the participants in this study during the
term.5


An alternative interpretation of the data might argue that in fact
these students were not resisting demands so much as doing their best
to meet demands within the range of what they deemed themselves
capable. Although such a perspective is plausible, I am nevertheless
persuaded to see the participants’ noncompliance as resistance (a) be-
cause it was, in each case, consciously embraced despite full and clear
awareness that the choice did not reflect the professor’s intentions; (b)
because to greater and lesser degrees each of the resisting students
felt resistance would benefit them more than compliance and therefore


5Their unjaded willingness to try to meet the requirements for the course may be what
makes teaching first term students and international students so appealing to many faculty
members.
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they acted in pursuit of their own best interests, placing them above
the professors’ requirement in importance; and (c) because each exam-
ple of resistance was, at least in part, based on a reasonable principle.
Tula, for example, perceived her choice as more logical (refusing to
pretend to speak like a stutterer); Julie saw hers as more interesting
to her personally (focusing on the single most interesting woman in
the novel); and Ling found hers to be a more efficient use of her time
(relying on her personal experience as a Chinese person to help her
complete her writing assignments). Each case represented an assertion
of power, an attempt to exert control over one’s own fate.


Managing Competing Demands


Not surprisingly, one of the most frequently spoken words in the
interviews was time. All study participants were acutely aware of the
need to juggle the various loads they carried in order to carry out
their responsibilities in the time allotted. The participants in this study
experienced five types of competing demands, ranging from the broad
demands of their personal lives to the narrowest issues related to
specific writing tasks. These are (a) managing course loads; (b) manag-
ing the work load for a specific course; (c) regulating the amount of
investment made in a specific assignment; (d) regulating cognitive load;
and (e) managing the demands of life.


Managing course loads. Most of the participants in this study con-
sciously limited the number of courses they enrolled in during the
term. Although as an English teacher trained in China, Jien had already
taken courses in both English and teaching methodology, she had not
been in school for several years. Because, in addition to the new bur-
dens of student life, her personal life placed quite heavy demands on
her, she enrolled only in an ESL course and a foreign language teaching
methods course during the term. Both Julie and Tula kept a careful
eye on the amount of work they were being asked to do in the full
course loads they had taken on and had in mind which courses they
intended to drop if they experienced excessive work pressures. They
quite consciously intended to benefit from their stay in the U.S. beyond
the offerings of formal education and expressed perfect willingness
to adjust their course work loads around their felt need to travel in
the U.S. and to socialize to whatever extent that became available. Julie
joined the university’s rowing club, not only to meet people but to get
a more well-rounded educational experience by including physical
education in her program. Only Ling did as so many first term interna-
tional students seem to do and took a full course load, fully determined
to complete them all and, whenever necessary, to sacrifice sleep to
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fulfill the demands of each. Unlike for Julie and Tula, for Ling travel
and socializing needs would only be accommodated after class demands
were adequately met.


Managing work load. This manipulation consisted primarily of con-
sciously not doing work that might have permitted, for example, a
better understanding, or sometimes even a basic understanding, of
the course material (rereading an assignment or reading over notes
from a previous lecture) or that might have led to an improved paper
(asking another student to look over a paper). Yang asserted that he
was unlikely to ask someone to read over his paper before turning it
in because it would take too much of his time and that of his classmate;
furthermore, no classmate had ever asked him to read his/her paper
over, for which he was grateful, not wanting to take the time. Because
he had shared his writing regularly with classmates in another educa-
tional setting where each student prepared a part of the assignment
and thereby spared the other students the work of doing the whole
assignment themselves, Yang’s reluctance to read his classmates’ work
and show his to them cannot be motivated merely by shyness but
seemed rather to be at least to some degree an effort to save time. For
several of these students, pacing and working far ahead of the class
schedule also served as a means of managing the work load so that
no work would ever require immediate attention.


Regulating the amount of investment made in a specific assignment.
Although similar to the decision making required in managing work
load, this manipulation differs in that the decision about the amount
of investment to make in an assignment is primarily internally driven
and private rather than driven by external measures of covering re-
quired course material. An example of high investment behavior would
be Jien’s decisions to write five pages instead of the assigned two in a
writing assignment or to recopy pages by hand over and over until
they looked perfect. Yang, on the other hand, displayed low investment
in several assignments, regularly speaking of purposely selecting topics
for his political science papers that he considered easy, such as the
debates over international monitoring of human rights violations. (For
an examination of investment strategies of NES students, see Nelson
& Hayes, 1988.)


Regulating cognitive load. Several participants mentioned strategies
they used to give themselves an added advantage in their work: sitting
in the front in all classes; not taking notes during a lecture in order
to concentrate fully on understanding the lecture; reading ahead in
the course syllabus so that class lectures serve to reiterate information
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rather than constituting the first encounter with the information; re-
reading notes from the previous lecture in order to understand the
upcoming one. On a much more microlevel, the participants spoke in
particular of attempting to manipulate the cognitive demands of writ-
ing for their disciplinary courses by, for example, deferring attention
to grammatical issues until they had generated the ideas in their texts
to their own satisfaction.6 Yang described his fairly heavy use of direct
quotations in his written work as motivated by the fact that it is easier
to copy someone else’s words than to paraphrase a statement in his
own words.


Managing the demands of life. Although most of the data gathered for
this study was related to writing in disciplinary courses, the demands of
these participants’ lives often emerged in their interviews. For example,
in addition to taking two courses and participating in this study, Jien
taught Chinese to students at the university during the week and to
a group of young children on Saturdays. She was the primary keeper of
her household and caretaker of her 3-year-old daughter, her husband
being a PhD student to whose career Jien had at least temporarily
sacrificed her own. However tough or light the demands of personal
life may be, they are relentless, sometimes requiring abandonment of
all other concerns; thus, the work we look at when examining a stu-
dents’ writing necessarily comes embedded within the context of a full
and variously satisfying human life.


DISCUSSION AND CLASSROOM IMPLICATIONS


Several aspects of the experiences of this group of international
students are particularly encouraging.


1. These students came to their studies in the U.S. with a battery of
well elaborated strategies for dealing with the work they would
face here. They consistently showed themselves to be resourceful,
attentive to their environment, and creative and flexible in their
response to new demands.


2. Nearly all the students were given relatively short, easy writing tasks
in their courses across the curriculum early in the term. This allowed
them to get at least a few experiences under the belt in their new
setting before tackling bigger assignments. Because the feedback
from these assignments was positive in each of the cases examined


6Because none of the participants mentioned ever having learned to delay concerns about
grammar in this way, it is possible that this is a strategy the students came upon naturally
on their own.
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here (with the single possible exception of Jien’s first article review),
these students were able to experience early successes with writing
in their disciplinary courses.


3. These students were able to use feedback (both to their own work
and to the work of other students) to enable them to shift strategies
when necessary. A repertory of responses to tasks is ineffective
without the ability to shift among them.


Other aspects of these students’ experiences were more ominous.
Based on the grades these students collected at the end of their first
term, our conclusion can only be that the students successfully met
the expectations of their professors across the disciplines. However,
these grades mask the toll taken from at least one of the students.
Ling was unfailingly hardworking and optimistic, but in nearly each
of our interviews in the fall she would comment, “Everything so rush;
I feel pressure; I feel rush.” Ling did not return to classes in the
spring, citing massive fatigue from her heavy academic work load as
the reason.7


Similarly, whereas resisting teachers’ demands worked quite well as
a strategy for these students, we might, as teachers, be left somewhat
uncomfortable with the realization of how little faculty across the cur-
riculum are aware of what really takes place among their/our students.
Tula’s fabrication of her stuttering paper data was only one fairly
striking example of the professor’s being in the dark. Ling’s obvious
lack of preparation for a writing assignment on who in the U.S. drinks
Buds remained hidden from her professor, obscured by her ultimate
success in completing the assignment. Other equally disturbing exam-
ples of the failure for these students of, for example, group work are
reported elsewhere (Leki, 1993). In these cases as well, the professors
had no indication of anything amiss, and yet from the students’ point
of view the experiences varied from meaningless and a waste of time
to actively destructive. Perhaps even more interesting are cases like
that reported by Nelson (1990) in which neither the professor nor the
student was aware that they were working at cross purposes, each one
representing the assigned writing task differently in their minds. In
a more positive light, however, although faculty may often be unaware
of how students approach and carry out assignments, the students in


7Ling did return to an old strategy, however. She said she would spend the spring semester
studying on her own at the library, reading the textbooks for the courses she hoped to take
the following fall. Although she asserted that what would help her most in meeting the
demands of her courses would be more contact with NES students in her classes, she was
clearly further isolating herself by deciding to work alone at the library. At the end of the
spring term, she received word from Taipei that because of the sudden illness of one of
her co-workers, her employer would require her return to Taiwan, and she left the U.S.
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this study nevertheless did successfully ferret out their own paths
toward completion of their work.


When the participants in this study resisted the demands of the
assignment, they did so consciously because they recognized that they
could not or did not want to do the assignment as they knew the
professor intended. In some cases, they sensed that they could do a
better job on the assignment if they rewrote it to suit their own interests
(e.g., Julie writing only about one woman rather than about all the
women in the novel for her history class) or abilities (e.g., Ling using
Taiwanese/Chinese culture as a baseline for comparisons). In Tula’s
case, part of her resistance was prompted by deeper, more psychologi-
cal reasons; she could not bear to expose herself in the way required by
the assignment. This example recalls the reluctance of some students to
write on English class topics that demand a high degree of personal
disclosure. Thus, when students resist an assignment, we may need to
make specific efforts to determine the cause of the resistance. As noted
above, none of these students resisted by refusing to do an assignment
at all or by turning in assignments late, another possible form of
(sometimes unconscious) resistance.


These students’ failure to refer to anything they might have learned
in their ESL classes also merits commentary. Viewed from a positive
perspective, it is possible that whatever these students had learned and
were applying from their ESL training had become automatic and
therefore invisible to them, integrated seamlessly into their normal
writing behaviors. Clearly, this was the case at the level of language,
possibly at the rhetorical level as well, because the students’ professors
never complained that these students’ rhetorical approaches were in
any way disturbing. Nevertheless it is potentially worrisome that the
three students initially enrolled in ESL classes at the beginning of the
term never referred to links between what they did there and what
they were required to do in their other courses.


At the human level, Ling’s experiences in her ESL classes were
extremely positive; the class was a haven for her. From the point of
view of personal vindication, Jien’s experiences too were positive, as
she was able to prove to herself and to her teacher that she was the
best student in the class. Perhaps if she had not dropped her ESL
course, Julie would eventually have found additional support there
(although she never seemed to need it) for her writing across the
curriculum. But the question of how writing courses, ESL and NES,
appropriately articulate with the rest of the curriculum is one that
remains thorny.


Although it might be argued that several of the strategies these
students displayed are fairly obvious and that, confronted with a writ-
ing assignment, most students might naturally engage in clarifying
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and focusing strategies such as consulting with teachers and classmates
or rereading and even writing out the writing prompt, other of the
strategies are less obvious and perhaps worthy of bringing to the
conscious awareness of ESL students newly embarking on an experi-
ence with U.S. higher education. As in most human endeavors, in
attempting to deal with new writing challenges, these students tended
to harken back to past writing successes.


In many ESL writing classes, teachers purposely structure writing
assignments for success. But to be meaningful, the success must come
from overcoming a serious and challenging obstacle. The disciplinary
writing assignments faced by the participants in this study fully en-
gaged them intellectually. If writing successes in English classes come
too easily, these may be insufficiently challenging to serve the purpose
of giving students writing experiences they can later refer back to in
attempting to address tasks across the curriculum. Although ESL class
should no doubt be psychologically nurturing places, surely being a
safe refuge is not enough.


Looking for models also seems to be a strategy that students might
come upon naturally. In several instances during this study, professors
provided quite extensive models. Julie’s history professor spent the
day before the first exam not only reviewing course material but also
writing out on the board an outline of his version of a properly con-
structed essay exam answer, complete with thesis statement, topic sen-
tences, body paragraphs with several examples, and concluding para-
graph. On the other hand, in other instances when the students were
left entirely to their own devices in determining how to do an assign-
ment, they expressed a longing for models as examples. The use of
models, specifically rhetorical models, in teaching writing has, of
course, been widespread in both ESL and NES instruction, though it
currently seems in relative disfavor. One of the problems with rhetori-
cal models in writing classes is that those models are, naturally, course
specific (i.e., specific to the writing class), and despite claims that they
represent good writing, they are quite unlikely to be the models for
specific assignments across the curriculum that these students seek,
the history professor’s outline on the board notwithstanding. Her-
rington and Cadman (1991) suggest that teachers in general need to
find a balance between giving students too much structure by asking
them to imitate models and giving students too little structure by
providing no models for students to consult. The students in this
study sought out models for their disciplinary assignments, intuitively
perceiving them as beneficial. For writing classes, perhaps the real
issue is not so much whether or not models should be used but rather
what kind of models are useful. Many ESL writing professionals have
come to shun formal, rhetorical models in teaching writing; like their
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NES colleagues, they have sensed that adherence to models did little
to promote intellectual engagement with the content of the writing.
Perhaps we need to think instead of functional, task models, that is,
rather than consistently assigning English-class essays, also giving ESL
writing students the opportunity to experience and to grapple with
such tasks as taking an essay exam or conducting and reporting on a
survey. The importance for students of such assignments lies not in
learning the correct forms for writing an essay exam or writing up
survey results but in having at least one experience with going about
such tasks to draw upon later.


In addition to providing successful experiences in writing in English,
ESL classes can address other strategies. We might ask students to
actively recall other writing successes of the past and to consider the
factors in the experience which might have been responsible for the
success and might also be recreated in the present. ESL classes might
also encourage students to consider feedback not only as evaluative
but also as formative, as suggestive of the need (or not) for a change in
approach. We might warn students that a danger inherent in imitating
models for writing assignments when the model is not provided by
the professor in the course is the potential inappropriacy of the model,
that the appropriacy of a model ought to perhaps be verified with the
professor. And ESL classes can perhaps be the site of discussion on
how to manage competing and insistent demands made on students.


Less obvious and more interesting strategies employed by the partici-
pants in this study were taking advantage of first language/culture,
accommodating teachers’ demands, and resisting teachers’ demands.
The most pressed student of the group, Ling was the only one to use
the strategy of relying on her first language and culture to give her
a step up in her efforts. Her discovery of the value of her experience
as a Taiwanese may have been what allowed her to make it through
the term as well as she did; it effectively cut her work nearly in half
as she repeatedly compared new information (e.g., how people shop
in the U.S.) to what she already knew. It is possible that she experienced
a simple stroke of luck that the courses in which she was enrolled lent
themselves to the angle she took. And it may not be wise for students
to overuse such a strategy. Nevertheless, adding this approach to a
broader arsenal of strategies might give students greater options.


The question of accommodating versus resisting teachers’ require-
ments is an issue of balance. When Tula, like Sperling and Freedman’s
(1987) Good Girl superficially changes her text to bring it to conformity
with her professor’s expectations without understanding the rationale
for those expectations, she is apparently making a mistake, losing an
opportunity for a deeper understanding of her specialty area. How-
ever, it is difficult to justify an argument that would have Tula expend
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more energy on deciphering her professor’s intent when she is re-
warded for her superficial compliance. It is also likely that many of
the requirements made of ESL students in their first encounters with
U.S. higher education, are mysterious to them (writing/typing on only
one side of a page, having a cover page on an assignment, the whole
system of referencing and citation), require fairly strict compliance,
and are not worth pondering. In sum, the temptation is to encourage
ESL students to find out the rationale behind requirements; in practice,
perhaps some things are better left alone.


Resisting teachers’ demands is the strategy most fraught with dan-
gers and yet possibly most useful. None of the participants in this
study who used this strategy suffered for it. Yet, both ESL and NES
students cite meeting the requirements of the assignment as one of
the most important factors in doing well in a writing task in a disciplin-
ary area (Leki, 1995). Most of us have also heard anecdotal accounts
of professors who will not accept assignments which violate the smallest
of the requirements stated in the assignment. Although in some cases
wisdom might dictate that students check with their professors about
proposed alterations of the professor’s parameters, it is also possible
that saying nothing and doing part of the assignment well, or doing
a rewritten version of the assignment well, that is, in effect rewriting
the assignment to suit one’s own taste and talents, is a better idea than
struggling to meet all criteria and not doing as well. To judge by the
experience of the participants in this study, the faculty investigated
here was for the most part less concerned with the terms of the assign-
ment than with the quality of the attempt to meet those terms.


CONCLUSION


The research reported here explores strategies these ESL students
used to successfully complete writing tasks across the curriculum. Aside
from the preliminary cataloging of strategies that this research sug-
gests, what seems interesting from a pedagogical perspective is the
degree to which at least some ESL students come to their studies at
U.S. universities with a variety of already very well developed strategies
for coping with their assignments. Furthermore, all 5 students were
able to alter their strategies and pursue new ones when their first
attempts did not produce the desired results. Some of these students
were more conscious of their strategies than others and some took a
bit longer to shift to alternative strategies when necessary, but they
were all flexible and fairly richly endowed with ideas about what to
do.


Qualitative research studies of ESL students in their writing across
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the curriculum seem to show that writing demands vary considerably
from one discipline to the next and even from one course to the next
within disciplines (Prior, 1992). In EAP courses which work to prepare
ESL students for their future encounters with writing assignments
across the curriculum, it would seem wise to consider discussing strate-
gies that successful students or anyone might use in approaching writ-
ing tasks. Given how well developed the strategies of the participants
in this study were, however, it would also seem important to build
from what students already know and not attempt to teach them some-
thing they already do. What does seem reasonable is to consult with
students to learn what strategies they already consciously use, help
them bring to consciousness others that they may use and not be aware
of using, and perhaps suggest yet others that they had not thought
of before.
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This study builds on previous research using the Strategy Inventory
for Language Learning (SILL). Most previous SILL research has
made comparisons across the entire survey or in terms of strategy
categories and has stressed proficiency level at the expense of other
variables. The present largescale (N = 374) study of language learning
strategy use by students at three different course levels at the Univer-
sity of Puerto Rico relates strategy use to gender as well as to L2
proficiency level and includes analysis of variation in the use of
individual strategies on the SILL. Like previous researchers, we
found greater use of learning strategies among more successful learn-
ers and higher levels of strategy use by women than by men. Our
analysis, however, revealed more complex patterns of use than have
appeared in previous studies. With both proficiency level and gender,
only some items showed significant variation, and significant variation
by proficiency level did not invariably mean more frequent strategy
use by more successful students. The strategies reported as used more
often by the more successful students emphasized active, naturalistic
practice and were used in combination with a variety of what we
term bedrock strategies, which were used frequently or moderately
frequently by learners at all levels. The study’s generalizability and
its implications for teachers and researchers are discussed.


T he relationship of the use of language learning strategies to suc-
cess in mastering a second or foreign language, as well as to


gender and other variables, has been the focus of a growing body
of research over the past decade. Much of the quantitative strategy
research, however, has had the strengths and limitations of an aerial
photograph: It shows prominent features of the landscape but only
gives hints as to what the trees and buildings in the picture would look
like up close. This is because most quantitative studies comparing
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strategy use by different groups of students have tended to pay more
attention to overall strategy use or to the use of broad categories of
strategies than to differences in the use of individual strategies. In
addition, variation by proficiency level has sometimes been emphasized
to the neglect of other variables such as gender or learner styles. The
largescale quantitative study reported here presents a more detailed
picture than that of most previous studies by systematically examining
variation in the use of individual strategies as well as overall strategy
use and strategy categories, and by looking for patterns of variation
by gender at the same time as by proficiency level.


RESEARCH REVIEW


Importance of Strategies in Language Learning


Language learning strategies are specific actions or techniques that
students use, often intentionally, to improve their progress in devel-
oping L2 skills. Strategies encompass a wide range of behaviors that can
help the development of language competence in many ways (Oxford,
1990; Rigney, 1978). Lists of characteristics of good language learners
refer to a variety of learning strategies, such as taking advantage of
practice opportunities, willingly and accurately guessing, handling
emotional issues in language learning, consciously developing the L2
as a meaning system and a structure system, and monitoring one’s
own speech (Naiman, Fröhlich, & Todesco, 1975; Naiman, Fröhlich,
Stern, & Todesco, 1978; Rubin, 1975; Stern, 1983).


Effective L2 learners are aware of the strategies they use and why
they use them, according to diary research (Lavine & Oxford, in press)
and think-aloud studies (Abraham & Vann, 1987; O’Malley & Chamot,
1990). Such learners manage to tailor their strategies to the language
task and to their own personal needs as learners. Students who are
less successful at language learning are likewise able to identify their
own strategies; however, they do not know how to choose the appro-
priate strategies or how to link them together into a useful “strategy
chain” (Block, 1986; Galloway & Labarca, 1991; Stern, 1975; Vann &
Abraham, 1990).


Many recent models of second language acquisition and learning
have included language learning strategies (see, e.g., Gardner & Mac-
Intyre, 1993; MacIntyre, 1994; McLaughlin, 1987). Skehan (1989)
focused on language learning strategies as one of the most important
individual difference factors in L2 acquisition, as shown by his detailed
review of learning strategy research in the context of various models
of acquisition. McLaughlin (1987) and Oxford (1990) pointed out that
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Selinker’s (1972) model of interlanguage development directly involves
several core processes, one of which is use of learning strategies. Sys-
tematicity of the interlanguage, according to Selinker, is evidenced by
recognizable strategies (Selinker, Swain, & Dumas, 1975). In another
model, which relates to declarative and procedural knowledge, Ellis
(1985) categorized the three processes for developing L2 knowledge
as learning strategies, production strategies, and communication strat-
egies, and McLaughlin (1987) adopts this three-part distinction in his
own integrated model of L2 teaching and learning. However, others
(see Oxford, 1990) have argued that it is often impossible to tease
these three kinds of strategies apart and that often all three result in
learning. Like Ellis, O’Malley and Chamot (1990) use an information-
processing model highlighting declarative and procedural knowledge
to illustrate the centrality of strategies.


Social psychologists have added to the theory of language learning
and of language learning strategies. For instance, Gardner and Mac-
Intyre (1993) found that characteristics of the language learner, situa-
tional variables, and types of learning strategies interact in a compli-
cated way to influence proficiency in a second language. Although
Oxford (1989) showed gender and ethnicity (two learner characteris-
tics) as determinants of strategy use, MacIntyre (1994) asserts that the
influence of these two factors “may be more clearly understood
through the attitudinal, motivational, and learning style differences
generally associated with gender and ethnicity” (p. 187). MacIntyre
and Gardner (1991) observed that the use of certain affective (emotion-
or motivation-related) learning strategies reduces the level of language
anxiety, thus freeing up cognitive resources to be applied to the use
of cognitive learning strategies.


One of the most insightful strategy-related models of language
learning is that of MacIntyre (1994), who highlights the importance
of affective factors and links the use of a given language learning
strategy with task demands, proficiency, aptitude, situation, attitude,
motivation, previous success, anxiety, self-confidence, sanctions against
strategy use, goals, and criteria for success. In this model, students
(influenced by all the variables above) must be aware of the strategy,
must have a reason to use it, and must not have a reason not to use
it.


This model allows for strategy use to be context-dependent; . . . indicates
that students who are motivated to use a strategy may fail to do so because
of interference from another variable, such as anxiety; . . . also indicates
that future strategy use depends on the consequences or outcomes of prior
strategy use and that the judgment of success in meeting the communicative
demand will be a key predictor of the continued use of a given strategy.
(p. 193)
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Language learning strategies enable students to gain a large measure
of responsibility for their own progress, and there is considerable
evidence that effective strategy use can be taught. Learner training,
which often involves teaching better strategy use and sometimes ad-
dressees individual learning styles as well, has been highly successful in
some instances and not in others, sometimes depending on the lan-
guage skills involved (O’Malley & Chamot, 1990; Oxford & Crookall,
1989). The best learner training includes an explicit and clear focus
on specific strategies, has frequent practice opportunities for strategies,
is integrated with regular classwork, and shows students how to transfer
strategies to new situations (Oxford, 1992/1993; Oxford et al., 1990).


The SILL as a Research Instrument


A number of important findings concerning the relationship of
strategies to a student’s degree of success in learning and to other
variables as well have been generated by studies using the Strategy
Inventory for Language Learning, or SILL (reprinted in Oxford,
1990). This is a self-scoring, paper-and-pencil survey that has been
the key instrument in more than 40 studies, including 12 dissertations
and theses. These studies have involved approximately 8,000 students
around the world. The SILL consists of statements following the gen-
eral format “I do such-and-such”; students respond on a 5-point Likert
scale ranging from 1 (“Never or almost never true of me”) to 5 (“Always
or almost always true of me”). Reliability (Cronbach alpha for internal
consistency) of various forms of the SILL is .93-.98, depending largely
on whether the students take the SILL in their own language or in
the L2 (Oxford & Burry, 1993; Oxford & Burry-Stock, 1995). The
structure of the SILL is based on Oxford’s ( 1990) system for classifying
strategies into six groups:


1.


2.


3.


4.


5.


affective strategies for anxiety reduction, self-encouragement, and
self-reward


social strategies such as asking questions, cooperating with native
speakers, and becoming culturally aware


metacognitive strategies for evaluating one’s progress, planning for
language tasks, consciously searching for practice opportunities,
paying attention, and monitoring errors


memory- related strategies, such as grouping, imagery, rhyming,
moving physically, and reviewing in a structured way


general cognitive strategies, such as reasoning, analyzing, summariz-
ing, and practicing (including but not limited to “active use of the
language) and
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6. compensatory strategies (to make up for limited knowledge), such as
guessing meanings from context and using synonyms and gestures
to convey meaning.


The six a priori categories were created as (not mutually exclusive)
areas of strategy use to be investigated. These areas partially reflected
earlier factor analyses of a longer version of the SILL designed for
native English speakers learning foreign languages (see Ehrman &
Oxford, 1989). These areas were also constructed to redress a problem,
namely that many previous inventories of strategies included a severely
limited number of items reflecting affective and social strategies and
contained a relative overabundance of cognitive and metacognitive
strategies. Such inventories appeared to emphasize information-pro-
cessing and executive management aspects of the learner and did not
capture the essence of the whole learner. Although the six categories
of the SILL were not intended to reflect a perfected theoretical con-
struct of language learning strategies, they were designed to expand
the frequently restricted conception of such strategies in the research.
The SILL can be used to measure a student’s strategy use in three
ways: across the entire survey, in terms of the six broad strategy catego-
ries listed above, and in terms of particular strategies. The first two
of these methods have been more commonly used than the third
in the SILL research to date. The advantages and disadvantages of
Oxford’s classification system are analyzed, and many other major
strategy classification systems are presented in depth, by Oxford and
Cohen (1992).


Strategy use has been significantly related in SILL studies to lan-
guage performance, gender, whether a language is being studied as
a second or a foreign language, and differences in students’ learning
styles. These findings provide evidence of the instrument’s validity,
as well as contributing to our understanding of how students use
learning strategies.


In studies conducted in a wide variety of geographical and cultural
settings, students who were better in their language performance gen-
erally reported higher levels of overall strategy use and frequent use
of a greater number of strategy categories. Language performance
was gauged in many different ways: self-ratings of proficiency (Oxford
& Nyikos, 1989; Watanabe, 1990), language proficiency and achieve-
ment tests (O’Mara & Lett, 1990; Oxford, Park-Oh, Ito, & Sumrall,
1993; Phillips, 1990, 1991; Rossi-Le, 1989; Wen & Johnson, 1991),
entrance and placement examinations (Mullins, 1992), language course
grades (Mullins, 1992), years of language study (Watanabe, 1990),
and career status reflecting expertise in language learning (Ehrman
& Oxford, 1989).
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Gender differences have appeared in SILL-based studies around
the globe, with females usually reporting more strategy use than males.
Oxford and Nyikos (1989) found that females taking the SILL reported
using strategies far more often than did males in three of the five
factors: formal rule-related practice, general study strategies, and con-
versational input elicitation strategies. Ehrman and Oxford (1989)
discovered significant gender differences in the SILL (favoring
women) in the following strategy classifications: general study strate-
gies, strategies for authentic language use, strategies for searching for
and communicating meaning, and metacognitive or self-management
strategies. In Japan, Watanabe (1990) found distinctly different pat-
terns of strategy use between a major metropolitan university with
both male and female students and a rural, all-female college (though
location and prestige might have influenced the differences just as
much as gender). Sy (1994) discovered that students of English in the
Republic of China showed significant gender differences on the SILL.
In that study, females significantly surpassed males in their use of
cognitive, compensation, metacognitive, and social strategies. Similar
gender differences have been found using different strategy assess-
ment techniques (Zoubir-Shaw & Oxford, in press). Findings such as
these are important because they show us that there might be some
consistent differences in the ways that females as a group learn a
language, compared with males as a group although variability also
exists within groups. If gender differences appear in many studies
across different cultures, this suggests that biological and/or socializa-
tion-related causes for these differences might exist and that these
causes might have a real, if subtle, effect in the language classroom.
As noted earlier, gender, like ethnicity, might not be as salient as the
learning styles, attitudes, and motivations that are typically associated
with gender and ethnicity (MacIntyre, 1994).


SILL studies have shown that students in many L2 situations (where
there is constant exposure to the new language and a strong communi-
cative demand from the environment) make greater use of language
learning strategies than students in foreign language situations (where
there is limited exposure and limited communicative demand). In an
analysis of 10 large SILL studies of more than 200 students each
(Oxford, 1992), typical foreign language learners showed an average
of less than one of the six strategy groups to be used frequently, while
typical second language learners reported frequent use of an average
of 3.7 of the six groups.


Two SILL studies have shown a conceptual link between individual
students’ language learning styles and their choices of language learn-
ing strategies. Ehrman and Oxford (1989) found more than a dozen
significant relationships between strategy use and language learning
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styles as reflected by Myers-Briggs personality types. Rossi-Le (1989)
found significant relationships between perceptual learning style (vi-
sual, auditory, tactile, and kinesthetic) and strategy use for 7 out of
10 strategy categories.


The SILL research to date, while impressive in quantity and quality,
has left a number of questions unanswered because of its tendency to
focus on broad patterns of strategy use. Few largescale SILL studies
involving learners across a wide range of proficiency levels have looked
at variation in the level of use of individual items, and even fewer
have looked for individual item variation in terms of both proficiency
level and gender. Bedell’s (1993) investigation of strategy use by EFL
students in China is a well-executed and welcome exception. Phillips
(1991) studied variation of individual SILL items by proficiency level
among adult Asian ESL students in the western United States and
produced some very interesting findings, but she herself acknowledges
as a possible limitation of her study (pp. 63, 65) that students with
Test of English as a Foreign Language (TOEFL) scores below 397 were
not tested because of likely problems understanding SILL items in
English. In addition, her study only included 43–50 students at each
level.


THE CURRENT STUDY


The purpose of the present study was to describe the patterns of
variation in overall strategy use, strategy use by SILL categories, and
strategy use at the individual item level, by students in three different
course levels, and by males and females, in the specific setting of the
University of Puerto Rico (UPR) at Mayagüez. We expected that, as
in previous SILL studies, overall strategy use and the use of strategy
categories would vary significantly with L2 performance level and
gender, but we were not sure what we would find at the individual
strategy level. Would more strategy use by more proficient students
or by women, for instance, mean greater use of all the strategies on
the SILL, or only some? If only some, how many and which ones?
Would some strategies be used more often by less proficient students?


And supposing some strategies were found not to vary by proficiency
level, what then? As we will argue below, such strategies could be very
important for understanding how students really learn, yet previous
studies have tended to ignore them. A new and special feature of the
present study, therefore, is the identification of strategies used equally
frequently or infrequently across proficiency levels.


Another important characteristic of this study is the examination
of a hybrid language use situation, one that fits neither the description
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of a second language setting nor that of a foreign language environ-
ment. The language situation in Puerto Rico is complex. Although
acknowledging Puerto Rico’s mixed status as an English-using society,
Blau and Dayton (1992), drawing on Moag (1982), have argued that
Puerto Rico shares more features with ESL English-using societies such
as Malaysia and Nigeria than it does with EFL English-using societies
such as China and Argentina. As Blau and Dayton point out, English
speakers in Puerto Rico (both native speakers and bilingual) exercise
considerable influence, and a great deal of potential English input is
available for learners who wish to take advantage of it. On the other
hand, Puerto Rican learners can easily survive without using English
for communication, so the island might in this respect appear to have
characteristics of an EFL setting. Therefore, we can consider Puerto
Rico to be a hybrid foreign/second language environment. Strategies
are often studied in the context of clear-cut foreign or second language
circumstances, but throughout the world there exist many mixed set-
tings. This is the first report linking results of a factor analysis of
language learning strategies to the characteristics of a hybrid language
use environment.


METHOD


Subjects


A total of 374 students in five sections each of Prebasic, Basic, and
Intermediate English at the University of Puerto Rico at Mayagüez
participated in the study. For the exact numbers of students at each
of the three course levels, see Table 1. We must be cautious about
possible confusions caused by the course names Prebasic, Basic, and
Intermediate because these span the entire range of nonnative English
proficiencies. The Basic level actually includes many low intermediate
students along with high beginners, and the Intermediate level includes
many advanced students as well as high intermediates. For the test-
related meaning of each course level, see the section on instruments
below.


The overwhelming majority of Prebasic and Basic students in the
study had lived in Puerto Rico for most or all of their lives. Approxi-
mately one fourth of the Intermediate-level students had lived in the
continental U.S. for a year or more. English is a required subject in
Puerto Rican schools from first grade through high school, so all of
these students, regardless of course level, had been exposed to a consid-
erable amount of English instruction. This is an important point, be-
cause any study in which contrasts between “successful” and “unsuc-
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TABLE 1
Distribution of Subjects by Course Level and Gender


Gender


Course Level Women M e n Total by Level


Intermediate English 49 75 124
Basic English 72 57 129
Prebasic English 57 64 121


Total 178 196 374


cessful” learners are based on data from students at different course
levels needs to address the possibility that at least some of the low-
proficiency students might be excellent learners who have only begun
studying the target language. With this sample, when we examine the
data from students at different course levels, we can legitimately claim
to be comparing strategy use by more successful and less successful
language learners. It is important to emphasize that in characterizing
some students as less successful we are implying no judgment of their
potential as learners, but are merely referring to the fact that at the
time of our study they had not been successful learners of English,
for any of a number of possible reasons. The fact that many students
in Puerto Rico do not become fluent in English despite years of English
classes has been the subject of numerous studies. Among the factors
that are almost certainly involved are variation in the quality of English
instruction students receive and cultural resistance toward the English
language (Bliss, 1993; Resnick, 1993; Schweers & Vélez, 1992).


Instruments


Students at UPR Mayagüez are placed in the three course levels in
the study according to their scores on the English as a Second Language
Achievement Test (ESLAT). This is a general proficiency test, rather
than a curriculum-specific achievement test, administered only in
Puerto Rico along with the College Board’s Prueba de Aptitud Académica
(PAA), the Spanish-language equivalent to the Scholastic Achievement
Test (SAT). There are two parts to the ESLAT. The first part deals
with grammar (syntax, use of function words, and inflected forms of
verbs, adjectives, and nouns). The second part is made up of reading
passages with comprehension questions. Items in both parts are multi-
ple choice. The ESLAT mean is 500, and the standard deviation is
100, as in other College Entrance Examination Board (CEEB) tests. The
ESLAT’S high validity has been demonstrated (Alderman, 1981; Mohr,
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1978). Mohr’s study explores areas of difficulty that students experi-
ence on the ESLAT and examines current textbooks to see whether
they cover structures in the difficulty areas (so called curricular validity,
which is, of course, a form of content validity). Alderman’s research
looked for and found relationships among scores on the SAT, the
PAA, the ESLAT, and the TOEFL. Most importantly, the ESLAT is
correlated at r = .91 with the TOEFL, according to Alderman’s study.


Prebasic English at UPR Mayagüez at the time of this study served
students with scores in the range of 200-419 on the ESLAT. The
score of 200 is the lowest possible, so the Prebasic students in this
study can be considered as a low beginner group. Basic English students
had scores in the 420–570 range and thus made up a high beginner
to low intermediate proficiency level. The Intermediate English course
(the highest level course open solely to nonnative speakers of English)
included students whose ESLAT scores ranged from 571 to the highest
score possible, 800, so it included a combination of high intermediate
and truly advanced learners. Native speaker-level students at Maya-
güez were and are placed in a course called Honors English.


Another main instrument was the SILL (50-item Version 7.0 for
ESL/EFL), described above. For exhaustive details on reliability and
validity, see Oxford and Burry-Stock (1995). A Spanish translation of
this instrument was used to maximize ease of administration and en-
sure greater accuracy of results, especially with the less advanced stu-
dents. The Spanish translation was originally done for Puerto Rico by
Gladys Bonilla, a language learning strategy expert and professional
translator. This translation was then checked for local usage on site
with native Spanish-speaking members of the UPR Mayagüez faculty.
A few items were refined to reflect local usage as recommended by
these faculty members. Therefore, not only did the translation reflect
general Puerto Rican usage, but also community-specific (Mayagüez)
usage. Additional data were gathered with a 16-item demographic
survey appended to the SILL for the purposes of this study.


Data Collection and Analysis Procedures


All data were collected during the first 2 weeks of the fall 1992
semester. Students were advised that responses would not affect course
grades and were urged to answer forthrightly. To determine signifi-
cance throughout the study, we used the standard of p < .05. This
means that a result was considered statistically significant if it could


Significant variation in mean strategy use across the entire SILL by
proficiency and gender was determined using a two-way analysis of
variance (ANOVA), as were differences in mean strategy use in the


have occurred by chance fewer than 5 times out of 100.
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six SILL categories established in advance (the dependent variables)
as related to the two independent variables: gender (male-female) and
proficiency as reflected in course level (Prebasic, Basic, and Intermedi-
ate). To determine where specific significant differences lay (e.g., be-
tween which of the three proficiency levels), we used a standard post-
hoc test, the Scheffe.


Chi-square tests were used to check all SILL items for significant
variation by course level and gender. This test compared the actual
frequencies with which students gave different responses on the 5-
point SILL scale, a method of analysis closer to the raw data than
comparisons based on average responses for each item. For the chi-
square tests, responses of 1 and 2 (“never or almost never true of me”
and “usually not true of me”) were consolidated into a single “low
strategy use” category, and responses of 4 and 5 (“usually true of me”
and “always or almost always true of me”) were combined into a single
“high strategy use” category. The purpose of consolidating the five
response levels on the SILL into three categories of strategy use (low,
medium, and high) was to obtain cell sizes with expected values high
enough to ensure a valid analysis. We set a level of 5 as the minimum
permissible expected value for any cell in the matrix, consistent with
the recommendations of Tate (1955, p. 477) and Spatz and Johnson
(1989, pp. 245–249). Spatz and Johnson also note that conclusions
based on chi-square tests can be accurate, even with expected cell
frequencies lower than 5, as long as there is a large overall number
in the sample.


When the chi-square test showed that an item varied significantly
by course level, we characterized the variation as positive, negative, or
mixed. This was done by examining the percentages of students at each
course level reporting low use (1 or 2 on the 5-point SILL scale),
medium use (3), or high use (4 or 5) of the strategy in question. A
strategy was classified as having positive variation if there was a pattern
similar to that illustrated in Figure 2 (see Results section, below), in
which the percentages of students reporting high use showed a step-
by-step pattern of increase at higher course levels, and the percentages
of students reporting low use showed a corresponding decrease at
more advanced course levels. The term negative was used to describe
the variation when students at more advanced course levels reported
lower use of a strategy than did their less proficient peers. (See Figure 3,
below, for an example.) We anticipated that some items with significant
variation by course level might exhibit neither of these regular patterns
(thus mixed). This was indeed the case with a few items, which we
examined on a case-by-case basis to determine how they should be
classified.


To compare the extent to which strategies not showing significant
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variation across course levels were used relatively frequently or infre-
quently by students in general, we defined three levels of use based
on the percentage of students who responded 4 or 5 (“usually true of
me” or “always or almost always true of me”):


1. Frequent use at all course levels: 50% or more of all students in
the study responding 4 or 5


2. Moderate use at all course levels: 20-49% of students responding
4 or 5


3. Infrequent use at all course levels: fewer than 20% of students
responding 4 or 5.


In addition, we conducted a factor analysis. This is a procedure that
derives the underlying factors in a set of data. Factors are “ordered”
based on which factors account for the greatest amounts of variability,
(i.e., differences among responses). The first factor accounts for the
greatest variability, the second factor explains the second greatest vari-
ability, and so on. The underlying hypotheses in any factor analysis
of a survey like the SILL are, first, that a significant amount of the
variability in responses across the entire survey can be explained in
terms of a few factors (clusters of items that tend to vary together),
and secondly, that identifying these factors will reveal meaningful
patterns. Factor analysis is routinely used to assist in explaining the
nature and operation of a phenomenon (such as language learning
strategies). It is also used to provide evidence of the construct validity
of an instrument, although that was not its chief purpose here.


We used a 9-factor Varimax (oblique) factor analytic solution. Eigen-
values were required to be greater than 1.0, and the loading of any
item had to be greater than or equal to .30 for the item to be included
as part of the factor. We assessed the overall variability explained by
the 9 factors and the variability accounted for by each of the factors.


RESULTS


Variation in Overall Strategy Use


Overall strategy use, according to the ANOVA results, varied sig-
nificantly (F [2, 371] = 10.41, p < .0001) by course level. The post-
hoc Scheffe test showed no significant difference (p > .05) for overall
strategy use between Basic and Intermediate courses, the two top
proficiency levels (means were 3.12 and 3.15 respectively), but signifi-
cant differences did occur between each of those levels and the Prebasic
level (mean 2.88). The ANOVA also showed greater strategy use for
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females as compared to males (F [1,372] = 9.82, p < .002; means were
3.13 and 2.96 respectively). Although variation by proficiency and
gender was significant, all means fell between 2.5 and 3.4, the range
which Oxford (1990, pp. 291, 300) defines as medium use. There
was no significant interaction between the two independent variables
(proficiency and gender) in the ANOVA.


Variation in Use of the Six Categories of Strategies


The ANOVA results demonstrated significant relationships to pro-
ficiency, gender, or both for each of the six SILL categories. A sum-
mary of the ANOVA results for the six categories is shown in Table
2. Proficiency level had a significant effect for the cognitive, compensa-
tion, metacognitive, and social categories (all representing positive vari-
ation, i.e., more use by more successful students). With the compensa-
tion, metacognitive, and social strategy groups, the post-hoc Scheffe
test revealed the same pattern that occurred with overall strategy use:
Prebasic students used these strategies significantly less often than
Intermediate or Basic students did, but there were no significant differ-
ences in levels of use at the Intermediate and Basic course levels.
With the cognitive group, the Scheffe test showed significantly greater
strategy use by the Intermediate students than by the Basic students,
who in turn used these strategies significantly more frequently than
the Prebasic students did. For four of the strategy categories (memory,
metacognitive, affective, and social), females used strategies signifi-
cantly more often than males. Although there was significant variation
by proficiency and gender, all means for the six strategy categories
fell within (or, in the case of metacognitive strategy use by Intermediate
students, Basic level students, and women, very slightly above) the
medium range of 2.5 to 3.4.


Variation in Use of Individual Strategies by
Proficiency (Level)


The chi-square tests indicated that 22 of the 50 SILL items varied
significantly by course level. For a graphic summary of the various
kinds of relationships between strategy use and proficiency we found
across all 50 items on the SILL, see the pie chart in Figure 1, in
which the items that showed different types of significant variation by
proficiency level are represented by the black and shaded areas, and
the items that did not vary significantly by proficiency are represented
by the white areas.


Classification by stairstep patterns. With 17 of the 22 items that showed
significant variation by level, the variation could be classified as positive
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TABLE 2
Summary of Variation in Use of Strategy Categories


I. Independent Variable: Proficiency (Course Level)


Inter-
Prebasic Basic mediate


Dependent Variable F [2,371] and
(SILL category) M SD M SD M SD significance level Comments


Memory
Cognitive
Compensation


Metcognitive


Affective
S o c i a l


II. Independent Variable: Gender


Women M e n


Dependent Variable F [1,372] and
(SILL category) M SD M SD significance level Comments


Memory
Cognitive
Compensation
Metacognitive
Affective
Social


or negative on the basis of clear stairstep patterns. Examples of such
patterns are shown in the stacked bar graphs in Figures 2 and 3, in
which the black areas represent the proportion of students at each
course level reporting low strategy use, the white areas the proportion
reporting medium strategy use, and the grey areas the proportion
reporting high strategy use.


Of the 17 items with clear stairstep patterns of variation, 16 showed
greater strategy use by more proficient students (positive variation).
Only one item showed a stairstep pattern indicating greater strategy
use by low-proficiency learners (negative variation): Item 42, noticing
when one is tense or nervous.


Classification of the nonstair-step patterns. Five items that varied signifi-
cantly by course level did not exhibit clear stairstep patterns. After
examining the somewhat complex data for these five items, we classified
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FIGURE 1
Relationships of Individual SILL Items to Proficiency (Course Level)


POSITIVE (more use by more
advanced students): 17 items


Infrequent at
any level: 5


i t e m s


Note: Black and shaded areas represent statistically significant variation


FIGURE 2
Example of Regular (Stairstep) Pattern Classified as Positive:


Item 22, Try not to translate word-for-word


Note: x2 = 24.467 (df = 4), p <.05
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FIGURE 3
Example of Regular (Stairstep) Pattern Classified as Negative:


Item 42, Notice when I’m tense or nervous


Intermediate


Basic


Prebasic


Note: x2= 13.488 (df = 4), p < .05


one as positive (making a total of 17 items where variation was classified
as positive) and the other four as mixed.


With Item 29 (using circumlocutions or synonyms; see Figure 4), the
percentages of students reporting high use showed a marked stairstep
increase at higher course levels. However, the percentages of students
reporting low use did not show a corresponding straight decrease.
Despite the complexity of this pattern, we felt that the basic trend was
toward greater use of this strategy by higher proficiency students, and
we classified the variation as positive.


We classified four items as having mixed patterns of variation across
course levels. Two closely related compensation strategies, Item 25
(using gestures when unable to think of a word; see Figure 5) and
Item 26 (making up new words when unable to come up with the
“right” one; see Figure 6) showed patterns in which neither the Inter-
mediate nor the Prebasic students, but rather the group in between—
the Basic students—reported the highest levels of strategy use.


Two other items were classified as having mixed relationships be-
tween strategy use and proficiency: Items 32 (paying attention when
someone is speaking) and 39 (trying to relax when one feels afraid).
With the first of these (see Figure 7), the percentages of students
reporting low strategy use showed a stairstep decrease at higher course
levels, but the percentages of students reporting high use did not form
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FIGURE 4
Nonstairstep Variation Characterized as Positive:


Item 29, Use circumlocutions or synonyms


Intermediate


Basic


Prebasic


Note: X2 = 29.932 (df = 4), p < .05


FIGURE  5
Nonstairstep Variation Characterized as Mixed:


Item 25, Use gestures when stuck for word


Intermediate


Basic


Prebasic


Note: x2 = 13.115 (df = 4), p < .05
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FIGURE 6
Nonstairstep Variation Characterised as Mixed:


Item 26, Make up new words when stuck


Intermediate


Basic


Prebasic


Note: x2 = 13.802 (df = 4), p < .05


a step-by-step sequence, and the percentage of students reporting
moderate use at the Basic level was quite small. With Item 39 (see Figure
8), there was a higher percentage of students at the Intermediate level
than at the other two levels reporting both high use and low use
of this strategy, and a lower percentage of students reporting only
moderate use.


Summay of Types of Variation by Level. The specific strategies that
showed the various kinds of significant variation by course level (posi-
tive, negative, and mixed) are listed in Table 3, along with chi-square
values showing the strength of the variation for each item. In this
table, as also in Tables 4 and 5 (below), information on percentages
of students reporting high strategy use (responses of 4 or 5) is given
as an indication of the relative popularity of the strategies listed.


By far the commonest type of significant variation across course
levels was positive variation, indicating greater strategy use by more
proficient, more successful learners. Seventeen of the 22 items that
varied significantly with course level varied in the positive direction,
many with observed chi-square values considerably higher than 9.49,
the critical value above which chi-square values for these data are
significant at p < .05. Complete student response data for Item 22, a
representative example of an item showing positive variation, are given
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FIGURE 7
Nonstairstep Variation Characterized as Mixed:


Item 32, Pay attention when someone is speaking


Intermediate


Basic


Prebasic


Note: X2 = 13.732 (df = 4), p < .05


FIGURE 8
Nonstairstep Variation Characterized as Mixed:


Item 39, Try to relax when I feel afraid


Intermediate


Basic


Prebasic


Note: x2 = 17.927 (df = 4), p < .05


LEARNING STRATEGIES, L2 PROFICIENCY, AND GENDER 279







TABLE 3
Items Showing Significant Variation by Course Level


High use (4 or 5)


Observed Variation
Item PreBas Basic Int     X2 by Gender


I. Positive Variation
(used more frequently by more successful students)


11 COG Try to talk like native Engl speakers
12 COG Practice sounds of English
13 COG Use known words in different ways
14 COG Start conversations in English
15 COG Watch TV or movies in English
16 COG Read for pleasure in English
17 COG Write notes, etc. in English
22 COG Try not to translate word-for-word
27 COM Read without looking up all new words
28 COM Try to guess what other person will say
29 COM Use circumlocutions or synonyms
35 MET Look for people to talk to in English
36 MET Seek opportunities to read in English
37 MET Have clear goals for improving skills
40 AFF Encourage self to speak when afraid
47 SOC Practice English with other students
49 SOC Ask questions in English


II. Negative Variation
(used more frequently by less successful students)


42 AFF Notice when I’m tense or nervous


III. Mixed Variation


25 COM Use gestures when stuck for word
26 COM Make up new words when stuck
32 MET Pay attention when someone is speaking
39 AFF Try to relax when I feel afraid


Note: Critical Value of x 2 = 9.49 (df = 4), p < .05


in Figure 2 (above), along with a graphic representation of the varia-
tion. Although the pattern of variation clearly visible in Figure 2 is
strong, there were other items for which the variation was much
stronger. If the 17 items showing positive variation were to be ranked
by their chi-square values, Item 22 would be in the middle of the list,
with equal numbers of items showing stronger variation (higher chi-
square values) and weaker variation (lower chi-square values).


Strategies not varying significantly by level. The 28 SILL items that
did not show significant variation by course level, represented by the
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white sectors of the pie chart in Figure 1, are grouped in Table 4
according to frequency of use. Nine items represent strategies used
frequently at all course levels, and 14 represent strategies used moder-
ately at all course levels. Identifying strategies used frequently or mod-
erately frequently across proficiency levels is a new feature of this
study, and we will have more to say about these strategies below. Five


TABLE 4
Items Showing No Significant Variation by Course Level


% High use Observed Variation
Item (4 or 5)     X


2 by Gender


I. Strategies used frequently at all course level
(50% or more of students reporting high use)


1 MEM Associate new material w/already known
3 MEM Connect word sound w/image or picture
4 MEM Connect word to mental picture of situation
9 MEM Connect words and location (e.g. on page)


31 MET Notice my mistakes/try to do better
33 MET Try to find out about language learning
38 MET Think about my progress in learning
45 SOC Ask other person to slow down or repeat
48 SOC Ask for help from English speakers


II. Strategies used moderately at all course levels
(20%—49%  of students  reporting high use)


2 MEM Use new English words in sentence
8 MEM Review English lessons often


10  COG Say or write new words several times
18  COG Skim then read carefully
19  COG Seek L1 words similar to L2 words
20 COG Try to find patterns
21 COG Find meanings dividing words into parts
23 COG Make summaries of information
24 COM Guess meaning of unfamiliar words
30 MET Seek many ways to use English
41 AFF Give self reward for doing well
44 AFF Talk to someone about feelings
46 SOC Ask to be corrected when talking
50 SOC Try to develop cultural understanding


III. Strategies used infrequently at any level
(fewer than 20% of students reporting high use)


5 MEM Use rhymes to remember new words
6 MEM Use flashcards to remember new words
7 MEM Physically act out new words


34 MET Plan schedule to have enough time
43 AFF Record feelings in learning diary


Note: Critical Value of X
2 = 9.49 (df = 4) p < .05
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strategies on the SILL were used infrequently at any level, although
a few students; of course, did use these strategies frequently.


Variation in Use of Individual Strategies by Gender


We found 15 of the 50 SILL items, almost one third of the total,
to be used differently by women and men. These are listed in Table
5. Fourteen strategies were used significantly more often by women,
and 1 was used significantly more often by men. Only 3 strategies that
varied significantly by gender also varied significantly by proficiency.
None of the 14 strategies used more often by women showed positive
variation by proficiency (more use by more successful students).


TABLE 5
Items Showing Significant Variation by Gender


%
High
use


(4 or 5)


Variation by
Observed Proficiency


Item W      M           x2 level


I. Used significantly more often by women: fourteen
strategies (representing all six strategy groups)


   6     MEM
   8     MEM
   9     MEM
1 8  C O G
1 9  C O G
2 3  C O G
2 5  C O M
3 3  M E T
3 8  M E T
4 1  A F F
4 2  A F F
4 5  S O C
4 6  S O C
4 8  S O C


Use flashcards to remember new words
Review English lessons often
Connect words and location (e.g. on page)
Skim then read carefully
Seek L1 words similar to L2 words
Make summaries of information
Use gestures when stuck for word
Try to find out about language learning
Think about my progress in learning
Give self reward for doing well
Notice when I’m tense or nervous
Ask other person to slow down or repeat
Ask to be corrected when talking
Ask for help from English speakers


II. Used significantly more often by men: one strategy


15  COG   Watch TV or movies in English


Note: Critical Value of x 2 = 5.99 (df = 2) p < .05. Even though the use of strategies in this
table varied significantly by gender, almost all were used frequently or moderately
frequently by males and females alike.
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Factor Analysis Results


Using Varimax rotation, we identified nine factors (listed in Table
6) which together explained 51.6% of the variability among the 50
SILL items. This is approximately the same amount of variability
explained by nine-factor solutions in other SILL research around the
world (see Oxford & Burry-Stock, 1995). In the present study, the
51.6% figure means that a little less than half of the variability was
not explained by the nine factors, so other influences also make a
difference in strategy use. It is worth noting that 100% of the variability
in the SILL responses would be explained if we were willing to drasti-
cally increase the number of factors in the solution.


The SILL’s six a priori categories and the nine a posteriori factors
resulting from the factor analysis were not expected to be identical,
but they were expected to be mutually supportive. This assumption
was confirmed by the results. The first of the nine factors represented
active language use, a powerful combination of techniques from the
a priori categories of cognitive, metacognitive, and social strategies.
Note that Oxford (1990, 1992) shows that language learning strategies
are often used in combinations to provide greater strategic power, so
this factor-analytic result makes both theoretical and practical sense.
The second factor in our study was preponderantly metacognitive with
a focus on planning (reflecting the metacognitive a priori category).
The third factor was a combination of affective and social strategies
(echoing the a priori categories of affective and social strategies, which
are often combined into one group in the research literature). The
fourth factor emphasized cognitive reflection strategies (see especially


TABLE 6
List of Factors


% of
Factor Description Variance


Strategies for active, naturalistic use of English
Metacognitive strategies with affective support
Social and affective strategies
Reflective strategies for language analysis and anxiety awareness
Sensory memory strategies
Cognitive and social strategies for conversation practive
Sensory imaging strategies for learning vocabulary
Strategies for cognitively manipulating the language
General compensation strategies


TOTAL
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the analysis strategies in the cognitive a priori category), supported by
other strategies touching on affective self-reflection. The fifth factor
dealt with sensory memory strategies (reflecting the a priori category
of memory strategies). The sixth factor was composed of cognitive
and social strategies that are used together in oral conversations (see
the cognitive and social a priori categories). The seventh factor again
showed sensory memory strategies but with an emphasis on the visual
(see the a priori category of memory strategies). The eighth factor
was cognitive and relaxation strategies (reflecting the a priori categories
of cognitive and affective strategies). The final factor comprised com-
pensation strategies (an echo of the a priori category of compensation
strategies). somewhat similar findings, except with different orderings
of factors reflecting differential explanatory importance, were discov-
ered in an international, crosscultural study of SILL results involving
Puerto Rico, Egypt, Taiwan, the Peoples’ Republic of China, Japan,
and the U.S. (Oxford and Burry-Stock, 1995). A detailed discussion
of the current studys factors is a subject for another paper. However,
it is worth noting that four of the nine factors were dominated by
strategies that varied by proficiency level or gender.


Factors strongly related to proficiency level. (See Table 7.) On Factor
1, which accounted for 21.6% of the variance, all but three items
showed positive variation by proficiency level (more use by more suc-
cessful students). Of the 17 SILL items that showed positive variation
by proficiency (see Table 3), 11 loaded significantly on this factor. The
three strategies on Factor 1 that did not show positive variation by
proficiency were used moderately by students at all proficiency levels.
Although this factor grouped together a number of proficiency-related
items, it did not do the same for items that varied by gender. Factor
1 contained the only strategy used more frequently by men, and none
of the items used significantly more often by women.


Factor 6 explained 3.1% of the variance. Like Factor 1, Factor 6
was made up almost entirely of items showing positive variation by
level, and in fact the two factors overlapped, with four of the seven
items on Factor 6 loading on Factor 1 as well (Items 11, 14, 49, and
47). No items on Factor 6 showed significant gender differences.


Factors strongly related to gender. (See Table 8.) Factor 3 explained
4.8% of the variance in the study. Five of the 10 items on this factor
were used more frequently by females, and among these five were the
top four items in terms of factor weights. On Factor 5, which explained
3.7% of the variance, all but two strategies were used more frequently
by women.
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TABLE 7
Factors Wrongly Related to Proficiency (Course Level)


Factor Variation by Variation
Item Weight Proficiency by Gender


Factor 1 (21.6% of variance):
Strategies for active, naturalistic use of English


16 COG
36 MET
35 MET
17 COG
14 COG
27 COG
47 SOC
49 SOC
15 COG
30 MET
37 MET
50 SOC


2     MEM
11 COG


Read for pleasure in English
Seek opportunities to read in English
Look for people to talk to in English
Write notes and so on in English
Start conversations in English
Read without looking up all new words
Practice English with other students
Ask questions in English
Watch TV or movies in English
Seek many ways to use English
Have clear goals for improving skills
Try to develop cultural understanding
Use new English words in sentence
Try to talk like native English speakers


Factor 6 (3. 1% of variance):
Cognitive and social strategies for conversation practice


12 COG Practice sounds of English
11 COG Try to talk like native English speakers
10 COG Say or write new words several times
14 COG Start conversations in English
13 COG Use known words indifferent ways
49 SOC Ask questions in English
47 SOC Practice English with other students


Note: + = positive variation by proficiency level


DISCUSSION


As anticipated, the results of this study are consistent with the general
tenor of previous SILL studies and provide new evidence for a substan-
tial relationship between strategy use and success in language learning.
Like previous researchers, we found significantly greater overall use
of language learning strategies among more successful learners, higher
overall strategy use by women than by men, and significant differences
by proficiency level and gender in students’ use of the broad strategy
categories on the SILL. At the same time, our findings at the individual
strategy level reveal more complex patterns of use than have appeared
in earlier studies and give a clearer picture of the relationship between
strategy use and successful learning.


In looking at patterns of variation by proficiency in overall strategy
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TABLE 8
Factors Strongly Related to Gender


Factor  Variation by   Variation
Item Weight    Proficiency     by Gender


Factor 3 (4.8% of variance):
Social and affective strategies


45 SOC Ask other person to slow down or repeat
46 SOC Ask to be corrected when talking
48 SOC Ask for help from English speakers
42 AFF Notice when I’m tense or nervous
39 AFF Try to relax when I feel afraid
40 AFF Encourage self to speak when afraid
49 SOC Ask questions in English
47 SOC Practice English with other students
41 AFF Give self reward for doing well
44 AFF Talk to someone about feelings


Factor 5 (3.7% of variance):
Sensory memory strategies


8 MEM Review English lessons often
34 MET Plan schedule to have enough time
18 COG Skim then read carefully
6 MEM Use flashcards to remember new words
9 MEM Connect words and location (e.g., on page)


23 COG Make summaries of information
10 COG Say or write new words several times


-
Note: + = positive variation by proficiency level


= negative variation by proficiency level
* = mixed variaion by proficiency level


use and in the use of strategy categories on the SILL, we found that
the variation was most likely to be significant when the Prebasic students
(the lowest proficiency group) were compared with the other groups.
The exception to this trend occurred with the cognitive strategies,
where the highest level (Intermediate) students reported greater use
than the middle level (Basic) students, who in turn reported greater
use than the low (Prebasic) students. With overall strategy use and
with the compensatory, metacognitive, and social strategy categories
on the SILL, however, differences in strategy use were not significant
between the Intermediate and Basic students, but they were significant
between each of those groups and the lowest group, the Prebasic
students. This suggests that in research of this kind, the strength of
the findings obtained can depend to a significant extent on the range of
ability levels in the study. Had we only included Basic and Intermediate
students in our sample, our results would have been much weaker—
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and in fact, this is what happened in an earlier pilot version of this
study.


At the individual item level, significant variation by proficiency level
was usually positive (more frequent strategy use by more proficient
students), but there were several interesting exceptions to this general
trend (see Figure 3 and Figures 5–8 for full data and graphic represen-
tations of the variation for these items). Some of the significant but
nonpositive patterns of variation by proficiency that we found at the
individual item level were easy to interpret. The only strategy showing
negative variation (more use by less successful students) was Item 42,
noticing tension or nervousness, and this is a strategy less successful
learners might be expected to use more frequently than their peers.
A probable explanation for the complex mixed patterns for Item 25
(using gestures when unable to think of a word; see Figure 5) and
Item 26 (making up new words when unable to come up with the right
one; see Figure 6), where Basic students reported higher use than
either the Intermediate students above them or the Prebasic students
below them, is that the Basic students find more opportunities to
converse in English than the Prebasic students do, and have developed
a greater ability to coin new words and use circumlocutions in English,
but as their competence grows, the need to use gestures or make up
new words diminishes. The reasons for the mixed patterns of Items
32 and 39 (see Figures 7 and 8), on the other hand, are less apparent
to us.


The diversity in the kinds of variation we found is a clear signal to
future researchers of the importance of looking at variation in the
use of individual strategies as well as at broader categories of strategies
and strategy use in general. We have provided detailed data on the
more unusual patterns we found in order to clarify our classification
of these as mixed or (in the case of one item) as positive, in order to
illustrate the complex relationships between strategy use and profi-
ciency level which can and do occur, and also to stress the importance
with this type of survey data of using chi-square tests to compare actual
frequencies of student responses rather than some other procedure
comparing means. Item 39 is a good case in point. Had we relied on
mean responses when analyzing the relationship between strategy use
and proficiency for this item, we would have noticed a slight increase
in means at progressively higher course levels (Prebasic, 3.5; Basic, 3.6;
Intermediate, 3.7), while missing entirely the complex and interesting
pattern clearly visible in Figure 8.


About a third of the individual strategies on the SILL were used
more frequently by more successful students (for listing, see Table 3).
It is striking and significant that all or almost all of these strategies
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involved active use of the target language, with a strong emphasis on
practice in natural or naturalistic situations. Of course, the finding of
a substantial relationship between greater use of these strategies and
higher L2 proficiency is not in itself evidence of causality. We believe,
however, that there is a causal relationship between strategy use and
proficiency level here, and that this relationship is best visualized not
as a one-way arrow leading from cause to effect, but rather as an
ascending spiral in which active use strategies help students attain
higher proficiency, which in turn makes it more likely that students
will select these active use strategies.


Our factor analysis supplied further evidence for the key role of
active use strategies. We identified nine factors which together ex-
plained 51.6% of the variance among the 50 SILL items. Each of the
nine factors (listed in Table 6) grouped together recognizable types
of strategies, and two factors were dominated by strategies used more
frequently by students at higher course levels.


The items on these two factors are listed in Table 7. Factor 1, account-
ing for an impressive 21.6% of the total variance in the study, was
made up entirely or almost entirely of strategies for active, naturalistic
use of the language, all but three of which showed positive variation
by course level. Of the 17 SILL items that showed positive variation
by course level (listed in Table 3), 11 loaded significantly on this factor,
indicating that besides being used more frequently by more successful
learners, these strategies tend to be used in concert with each other—
a very interesting and significant finding.


Factor 6 consisted entirely of strategies from the cognitive and social
sections of the SILL. The emphasis in this factor was on strategies
associated with active practice, especially in speaking, and four of the
speaking-related items on this factor loaded on Factor 1 as well. Most
or all of the strategies on Factor 6 involved cooperating with others
in various ways. That no items on this factor showed significant gender
differences is interesting because we might have expected cooperation-
related strategies to be favored by women more than men.


Twenty-eight strategies did not vary by course level, but there was
a good deal of variation in the extent to which they were used by
students in general (see list in Table 4). Most of these were used
frequently or moderately frequently at all course levels. Only five were
used infrequently at any level. How are we to evaluate the importance
of these strategies used equally, often across course levels? One possible
interpretation is that these strategies do not make a difference and
that only those used more often by more successful students are impor-
tant or productive. However, we find it unlikely that such strategies
as thinking about one’s progress in learning, or using memory tech-
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niques to remember new vocabulary words, or skimming a selection
before reading it carefully, are unproductive or unimportant.


We believe the strategies used equally frequently across course levels
are a key part of the picture we are bringing into focus. In describing
the strategy choices-of successful learners, common sense would sug-
gest that we should look at the total range of strategies selected by
those learners, rather than paying attention only to the strategies such
learners use more frequently than their less successful peers. The
successful learners in this study reported using a number of strategies
more often than other students, and they reported using them in
combination with other strategies used frequently or moderately so
by students at all levels. The strategies used frequently or moderately
frequently by successful and unsuccessful learners alike are not neces-
sarily unproductive. A more likely interpretation, in our view, is that
these are what we term bedrock strategies, which contribute significantly
to the learning process of the more successful students, although not
being in themselves sufficient to move the less successful students to
higher proficiency levels. The concept of bedrock strategies has not
been explored in previous strategy research, and we speculate that
it could be important to a full understanding of language learning
strategies.


Our findings of significant relationships between gender and strat-
egy use serve as a useful reminder that strategy use is a complex
phenomenon, related to a number of variables including but not lim-
ited to L2 proficiency. As with our proficiency findings, it is at the
individual strategy level that the gender differences we observed be-
come particularly interesting.


Fourteen strategies were used significantly more often by women in
this study, although only one was used significantly more often by men:
Item 15, watching television programs and video movies in English.
According to Victor Vazquez of Mediafax, a company which (like the
Nielsen organization in the U.S.) compiles information on television
viewing, men in Puerto Rico do not spend more time watching televi-
sion in any language than do women; in fact, the opposite is true
(personal communication, May 1993). We believe the difference we
found is due to differences in English and Spanish programming.
English language television in Puerto Rico means cable, with its varied
menu including sports, movies, and music videos. Prime time program-
ming in Spanish is dominated by soap operas (telenovelas), which proba-
bly appeal more strongly to women than to men.


How can the stronger showing of females be explained in the other
significant strategies (see Table 5 for list)? Many of these (Items 9, 18,
19, 23, 25, and 38) are rather global strategies, and females are more
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often than males classified as global learners (see research reviews by
Oxford, 1993a, 1993b). Three strategies (Items 33, 41, and 42) are
introspective and to an extent affective strategies, and females have
been shown to pay greater attention to these aspects of learning (Ox-
ford, 1993a, 1993b). Several strategies (Items 45, 46, and 48) reflect
women’s conversational behavior that is typified-even in the native
‘language—by rapport-seeking, sociability, and elicitation of comment
by the speaker (Lakoff, 1975; Tannen, 1986, 1990). The only strategy
whose gender difference explanation was not readily apparent was
Item 8, reviewing often, although this might fit with women’s docu-
mented desire to follow rules and be compliant (Bardwick, 1971; Be-
lenky, Clinchy, Goldberger, & Tarule, 1986) or their documented
desire to manage their learning in a metacognitive sense (Zoubir-Shaw
& Oxford, in press).


Strategies used more often by women dominated two of the nine
factors in our factor analysis (see Table 8 for specific strategies on
these two factors). Factor 3 included almost all of the social and af-
fective strategies on the SILL. (The only affective strategy not included
was Item 43, recording one’s feelings in a learning diary; the only
social strategy not included was Item 50, trying to develop cultural
understanding.) In this factor, the affective strategies appear to be
playing a powerful role in supporting social strategies that involve
asking for help, especially in conversational situations. Factor 5 cen-
tered primarily on sensory memory strategies and supporting strate-
gies. At the heart of this factor were three sensory memory strategies
(Items 6, 9, and 10) and two other memory strategies (Items 8 and
23), buttressed by an active use strategy (Item 18) and a metacognitive
strategy (Item 34, which helps with memory by providing enough time
to study). The strategies on this factor (with the possible exception of
Item 9, remembering words by their location) tend to support reading
and writing more than speaking and listening. Several items on this
factor (Items 8 and 34 especially) are particularly appropriate for
language learning in a classroom environment. For no strategy in this
set was there significant variation across proficiency levels.


Male-female differences in language learning strategies do not nec-
essarily mean that people of one gender are more successful at lan-
guage learning than people of the other. In the current study, variation
by gender and variation by proficiency appear to be working in very
different and probably unrelated ways. It is notable that there was no
overlap between the strategies used more often by women and the
strategies used more often by more proficient students (see Tables 3–
5). In addition, although women used strategies more than men in
this study, we did not find greater numbers of women at more ad-
vanced course levels (see Table 1). Concrete information on gender
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effects on both strategy use and proficiency must be gained through
multiple studies in various cultures. It is clear, however, that gender
difference trends in strategy use are quite pronounced within and
across cultures, and this means that women and men are using different
approaches to language learning. This could be related to underlying
learning styles, motivations, and attitudes.


How generalizable are the results of this study to other settings and
populations? As noted above in our review of previous SILL studies,
strategy use has been shown to vary with proficiency level and gender
in a wide variety of settings. The similarity of those findings across
cultures is strong evidence for their generalizability. On the other
hand, the SILL research to date has also shown differences in strategy
use between second language and foreign language situations. (See
also Yang, 1992, for differences between ESL and EFL settings.) Puerto
Rico, as we observed earlier, can be considered a special kind of hybrid
foreign/second language environment. In our factor analysis, the
strongly explanatory nature of the first factor (active, naturalistic lan-
guage use) is similar to findings in studies of students in second language
learning situations, where authentic use strategies have likewise been
very important (Oxford & Burry, 1993). By way of contrast, see for ex-
ample the factor analysis of strategy use by a population of foreign lan-
guage learners reported by Nyikos and Oxford (1993). In that study,
active, naturalistic language use did not arise as the main factor, probably
because the students were in foreign language classroom settings that
did not call for self-motivated, authentic use of the language for daily
communication. In terms of the details of the present study, we would
predict similar results if this kind of item-by-item analysis were to be
conducted in other settings where extensive opportunities exist for real
use of the target language outside the classroom.


CLASSROOM IMPLICATIONS AND EXTENSIONS
OF THIS STUDY


The findings in this study suggest a number of implications and
extensions for the classroom. A crucial role in L2 learning appears to
be played by strategies involving active use of the target language.
Students should be made aware of the key importance of active use
strategies involving naturalistic practice, especially in situations where
the opportunities for such practice are widely available. Sharing re-
search results such as those in this study could be useful in persuading
students to use such strategies as much as possible. At the same time,
we believe that students should be made aware of the broad range of
strategy options available to them. The fact that the bedrock strategies
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were used equally often by students at all proficiency levels does not
mean teachers can assume that all students are equally aware of these
strategies. We would suggest that students and teachers would do well
to think of the active use strategies as being like the keystone that
holds together the pieces of an arch whose strength derives from all
its pieces and the way they are combined.


It is important for teachers to recognize that some strategies may
be more suited to some learners than to others. Many factors exist to
explain individual differences in strategy choices. Males and females
(as groups), for instance, might have different preferences in terms
of strategy use, although individuals would certainly differ from the
overall group picture. People at different levels of proficiency are likely
to use different kinds of strategies, partly because they are dealing with
various kinds of materials and situations. Although not examined in
the current study, students with different degrees and types of motiva-
tion tend to choose certain kinds of strategies. Students with different
learning styles (e.g., visual, auditory, and hands-on; reflective and
impulsive; analytic and global; extroverted and introverted) often
choose strategies that reflect their style preferences. The more that
teachers know about such factors, the more readily the teacher can
come to grips with the nature of individual differences in the class-
room. Such knowledge is power—the power to plan lessons so that
students with many different characteristics, including varied strate-
gies, can receive what they need.


This study opens a number of avenues for further research. We
need to know the extent to which the specific patterns of strategy use we
found in Puerto Rico would occur in other geographical and cultural
settings. Also worthy of further investigation is the relationship of
gender and potentially gender-related factors such as learning styles,
motivation, and attitude to the choice of individual strategies and
combinations of strategies. Other possible topics are suggested by what
we have called the bedrock strategies. It is interesting that among the
SILL items that did not vary significantly by proficiency level (see
listing in Table 4) were the entire group of items representing memory
strategies (Items 1–9). Although there seemed to be no connection
between proficiency level and the use of memory strategies, this group
as a whole did show variation by gender, and we think it likely that
student use of memory strategies, especially at the individual strategy
level, is influenced by as yet unidentified personality factors. Another
group of strategies that did not show significant differences in use
among more successful and less successful learners was a subset of
cognitive strategies involving analysis of and reasoning about the target
language in order to find meaning (Items 19–21). This is an interesting
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finding, given the ongoing debate about the importance of explicit as
opposed to implicit knowledge about language in L2 learning (see,
e.g., Ellis, 1993, 1994; Robinson, 1994), but further work is needed
to determine the generalizability and significance of this finding.


Our primarily descriptive findings point to the need for more study
of the relationship of learning strategies to language proficiency. Stud-
ies addressing the issue of causality (which as we suggested above is
probably bidirectional, with well-chosen strategies helping to develop
L2 proficiency, but with proficiency level also influencing strategy
choices) would be especially welcome. To our knowledge, no SILL
study to date has adopted a longitudinal approach. The relationship
of strategy use to L2 proficiency is much more complex than might
have been supposed in the past, as indicated by the data presented
here. Use of particular strategies might lead to proficiency, but profi-
ciency might lead to use (or abandonment) of particular strategies
(MacIntyre, 1994; Oxford, 1990). Use of some strategies (such as deep
breathing) might be a sign of anxiety, which relates to hampered
proficiency. Linear (usually positively linear but sometimes negatively
linear) and occasionally curvilinear relationships have been found be-
tween strategy use and language proficiency in a variety of studies
(Oxford & Leaver, in press). Perhaps the MacIntyre (1994) model
might help to explain some of the complexity here and might enlighten
future classroom studies involving language proficiency and learning
strategies.


Finally, we would stress that because quantitative and qualitative
methods each have their strengths and limitations, both kinds of re-
search are necessary if we are to develop multifaceted insights that
are at once broadly applicable and rich in observed detail. Both tradi-
tions can add immensely to our understanding of how students learn
languages. Neither tradition will give the whole answer, but both to-
gether can provide a clearer picture of the processes of language
teaching and learning.
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This study investigates the interrelationship between meaning con-
struction and testing tasks. The study’s basic hypothesis is that a
reader’s mental model continues to develop throughout the test-
taking process. Thus, testing tasks are information sources which
affect the ongoing construction of the test taker’s mental model.
Within the framework of this study, the ability to comprehend a text
is considered to be the ability to construct a mental model of the
text. Current thinking in the field of language testing emphasizes
the need for taking into account the processing involved in the test-
taking situation and not solely the product. Thus, in order to study
the test-taking process in greater depth and, specifically, to examine
the interrelationship between testing tasks in different formats and
the test taker’s on-line meaning construction, an exploratory study
was carried out. Think-aloud data were obtained as subjects re-
sponded to both multiple choice and open ended comprehension
test questions written in both Hebrew and English on an EFL reading
test. The subjects were 28 10th-grade high school students studying
EFL.


The analysis of the verbal protocols revealed that testing tasks
function as an additional information source which interacts in one
of four ways with the continuing development of the test taker’s
mental model: (a) integrating new information into an existing infor-
mation structure; (b) constructing a new information structure; (c)
confirming an existing information structure; and (d) newly integ-
rating existing information structures. The results are discussed in
relation to the validity of reading comprehension tests and implica-
tions for instruction and evaluation.


Recent studies into the test-taking process reflect the concern of
language testers with the issue of test validity. As a result, both
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theoretical discussions and empirical studies have called for a broaden-
ing of the validation process to include a more in-depth study of the
test-taking process (Bachman, 1990; Messick, 1988). The effect that
test method has on test performance as well as the strategies involved
in completing testing tasks have been the focus of much research on
the test-taking process (Anderson, Bachman, Perkins & Cohen, 1991;
Cohen, 1984; Gordon, 1987; Nevo, 1989; Shohamy, 1984). Work has
also been done on the relationship between test question and test
takers’ responses on literacy tasks (Hill, 1992). In continuing this line
of research in a foreign language setting, what is needed is an in-
depth investigation into the processing of the testing task and the
degree to which answers to it reflect the trait being measured. When
testing reading comprehension, the validity of the test depends upon
the degree to which the test takers’ responses reflect the meaning they
have constructed of the text. It is this issue that the present study
addresses.


Reading comprehension tests should be constructed according to
current theories of text processing as well as psychometric principles.
The validity of these tests depends upon the degree to which the score
obtained is “a meaningful indicator of a particular individual’s ability
. . . and measures that ability and very little else” (Bachman, 1990,
p. 25). In the case of reading comprehension, the ability or trait being
measured is the processing of written text in order to construct a
coherent internal representation of its content. Tests of reading com-
prehension, therefore, should render scores which reflect the process
and the product of meaning construction in order to ensure that
inferences made about a person’s reading ability and decisions made
on the basis of these scores are valid. Thus, a necessary condition for
validity of any assessment of reading comprehension is an explicit
theory of text processing and meaning construction.


MENTAL MODEL CONSTRUCTION


Text processing has been described as the ability to construct a
coherent internal representation of the spatio-temporal relations de-
scribed in the text (Glenberg, Meyer, & Lindem, 1987; Schmalhofer
& Glavanov, 1986). This type of internal representation, sometimes
called a mental model, is considered to go beyond the literal meaning
of the discourse because it embodies inferences, instantiations, and
references not explicitly mentioned in the text (Johnson-Laird, 1983).
These mental models are supposed to incorporate the events, actions,
persons, and the general situation that the text is about, which van
Dijk and Kintsch (1983) refer to as a situational model.
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One theory which considers text comprehension as the construction
of an internal representation of the text is Gernsbacher’s (1990) theory
of structure building. Gernsbacher describes three basic processes in-
volved in the way incoming information is processed in the construction
of a mental model: laying a foundational structure, mapping on new
information to an existing structure, and shifting to a new structure.
The onset of developing an internal representation of the text is the
construction of an initial (foundational) structure. Subsequent incom-
ing information is either mapped on to the foundational structure or
shifted in order to create a new structure. Mapping on occurs when
the incoming information coheres with the initial structure. This new
information, which has been mapped on, can be seen as an expansion
of the foundational structure. When the incoming information does
not cohere with the foundational structure, a new structure is con-
structed. This process is called shifting to a new structure. Information
is considered coherent if it relates referentially, vocationally, causally,
or temporally to the foundational structure.


Within Gernsbacher’s model, the meaning construction process is
not limited to textual information. Her theory is based on a general
comprehension model. As such, information from various sources can
be included within the developing mental model. Information sources
such as world knowledge, knowledge of linguistic systems and formal
knowledge of the text can become structures in themselves which can
be integrated within the existing foundational structure or shifted to
construct a new foundational structure. Thus, according to this theory,
mental model construction is an ongoing process involving the continu-
ous accommodation of incoming information from a variety of sources.
It therefore offers an explanatory framework which can relate to mean-
ing construction during the stages of the test-taking process: the read-
ing of the stimulus text and the processing of the testing tasks to their
completion.


READING COMPREHENSION ASSESSMENT


Within the framework of reading comprehension assessment, the
process of mental model construction as well as its product are elements
that tests of reading comprehension are purported to measure. How-
ever, measuring mental model construction is problematic because
mental processes are unobservable. Information on the mental model
constructed must be inferred from the way the test taker responds to
test items. The problem with this, as noted by Harrison and Dolan
(1979), is that “by attempting to observe the reader’s response we are
bound in some way to affect that response” (p. 13). They claim that
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different modes of investigation and test format may be attributed to
differences in performance and subsequently to evaluations of how
well people read and comprehend.


Bachman (1990) states that “performance on language tests . . . var-
ies as a function both of an individual’s language ability and of the
characteristics of the test methods” (p. 133). According to Bachman’s
model, one characteristic (or facet) inherent in the test method is the
language of the input and the expected response (native, target, or
both). Within the context of reading comprehension assessment in L2,
the language in which comprehension questions are written (the input)
can quite feasibly affect test takers’ performance on reading tests.
Having questions written in the L1 would facilitate the test takers’
understanding of what is being asked in a particular item. This would
decrease the chances of the test taker providing the wrong information
due to misunderstanding the comprehension question. Furthermore,
the more certain testers can be regarding the degree to which the test
takers have understood the comprehension question, the more testers
can accept the test takers’ responses as valid representations of their
understanding of the text.


The language of the expected response also has direct ramifications
for the assessment of reading in L2. According to the framework for
testing reading for meaning proposed by Swaffer, Arens, and Byrnes
(1991), “Reading tests should, if feasible, allow some reader conceptu-
alization of text meaning in the native language” (p. 155). They claim
that use of the L1 on L2 reading tests would allow a “fuller assessment
of students’ rhetorical schematizing and command of detail” (p. 155).
Similarly, Lee (1986) found that “assessing comprehension with the
native language allows learners to more fully demonstrate their com-
prehension” (p. 353). Thus, when test takers are presented with
comprehension tasks in the L1 or are allowed to answer open ended
comprehension questions in their native language, the problem of
misunderstanding or not fully understanding tasks is eliminated and
they benefit from the opportunity to express the meaning they have
constructed without being inhibited by poor reading or writing ability
in the L2.


The effect of test format on test performance (method effect) has
been examined quite extensively. The research indicates that the test
method itself has a significant effect on test scores (Birenbaum &
Tatsuoka, 1987; Gordon, 1987; Samson, 1983; Shohamy, 1984; Ward,
Fredrickson, & Carlson, 1980) and on the way people respond to
test questions. Furthermore, the Shohamy (1984) and Gordon (1987)
studies show that the language (L1 or L2) in which the test questions
are written and responded to also affects performance on EFL reading
comprehension tests. Thus, two variables have been seen to contribute
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to method effect—test format and language. As Campbell and Fiske
(1959) note, if the method effect is strong enough, the information
obtained from the test will be invalid: “To the extent that irrelevant
method variance contributes to the scores obtained, these scores are
invalid” (p. 84).


As a result of the research on method effect, testers have called for
an expansion of the validation process to include an examination of
the processing of test tasks and of test takers’ performance (Alderson,
1990; Anderson, Bachman, Perkins, & Cohen, 1991; Bachman 1990;
Grotjahn, 1986; Messick, 1988). Such a study of the test-taking process
requires a qualitative investigation of how test takers process and re-
spond to items on reading comprehension tests. One useful method
in the investigation of the test-taking process is that of think-aloud
procedures and verbal reports (Ericsson & Simon, 1980).


A number of studies have used verbal report procedures to follow
the test-taking processes on language tests using a variety of formats
(Anderson et al., 1991; Cohen, 1984; Gordon, 1987; Nevo, 1989).
Results of these studies have described various test-taking strategies
employed when responding to test items. This information has shed
light on the phenomenon of method effect because it identified aspects
of the test-taking process which influence the way a person responds
to a test item in a particular method. In an investigation of multiple
choice (MC) and open ended (OE) formats on EFL reading tests,
Gordon (1987) found that the test question itself provides clues to
understanding the text. This means that not only does the test format
affect performance on reading tests but, in fact, the test task has an
effect on the meaning the test taker has constructed of the stimulus
text as well. Taking this one step further, we could assume that if
information from test questions is incorporated in a reader’s mental
model, the meaning constructed by a reader of the stimulus text contin-
ues to be revised and/or expanded as a result of interacting with
comprehension questions.


As discussed above, Gernsbacher’s (1990) theory accounts for the
accommodation of various knowledge sources within the developing
mental model. Accordingly, the testing task itself might be considered
as an additional knowledge source which develops the test takers’
mental model. Thus, the knowledge sources available to the test taker
during the test-taking process are not only knowledge of the text,
knowledge of the world, and linguistic knowledge, but may also be
knowledge derived from processing the testing task as well. If informa-
tion derived from the processing of each task on a test has the potential
to develop the mental model, it can become an available information
source for the processing of subsequent tasks on that test. From a
testing point of view, responses to testing tasks may not be solely a
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reflection of the meaning constructed from the initial reading of the
text but rather a reflection of both the initial reading of the text and
the knowledge derived from the processing of the current and previous
tasks on that test. In this sense, the testing process can be seen as an
ongoing and cumulative process in which the mental model is devel-
oped throughout the entire test. This view of the reading comprehen-
sion test-taking process is schematically presented in the model in
Figure 1.


As seen in the model, a response to a testing task fulfills two roles
in the test-taking process. On the one hand, it is a product of the
interaction between the testing task and the mental model the test
taker has constructed up to that point. On the other hand, it is an
additional knowledge source which can be incorporated into the mental
model and used in the processing of subsequent tasks on a particular
test.


None of the previous studies to date has related to the dual role of
the testing task within the test-taking process. An investigation of the
test-taking process which focuses on the interaction between testing


FIGURE 1
Model of the Test-Taking Process on Reading Comprehension Tests
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tasks and the test takers’ mental model construction on reading com-
prehension tests in EFL would have direct implications for test validity.
This study will examine the interaction between testing task and the
ongoing construction of a test takers’ mental model on EFL reading
comprehension tests when the task constitutes a combination of format
(MC and OE questions) and language (L1-Hebrew, and L2-English).


METHODOLOGY


Subjects


Twenty-eight 10th-grade students studying EFL in two Israeli public
high schools took part in this study. They were all in the academic
stream which provided 5 hours of EFL instruction per week. Because
reading texts in English is a major goal of the Israeli educational system
and a prerequisite for acceptance to institutions of higher education,
reading comprehension is greatly emphasized in the EFL program.


The students were chosen for participation on the basis of their
performance on the classroom reading comprehension tests that the
respective teachers had administered throughout the semester as well
as teacher recommendations. The typical classroom reading compre-
hension tests consisted of a text followed by both MC and short OE
items written and responded to in English (L2). The students consid-
ered for participation were those averaging a score within the range
of 60 to 90 on their classroom reading tests that semester. The final
selection was made with the respective classroom teachers. This selec-
tion process was necessary in order to ensure that neither nonreaders
in English or Hebrew nor native English speakers would be in the
subject sample. Participation was strictly voluntary.


Instrument


A reading comprehension test consisting of one expository text ad-
vertising a competition (see the Appendix) with eight comprehension
questions was taken by each of the subjects. The reliability of the test
as determined from a prior administration was .75 (Cronbach’s alpha).
This coefficient, which is a measure of a test’s internal consistency,
estimates the consistency of test takers’ performance on different parts
(items) of a particular test. The higher the reliability coefficient (maxi-
mum value being 1.00), the more reliable the scores are as indicators
of a particular ability (Bachman, 1990). Given the small number of
items on this test, a reliability coefficient of .75 is satisfactory.
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The eight comprehension questions appeared in one of four test
methods:


● Multiple choice in Hebrew (MC/H)


● Multiple choice in English (MC/E)


● Open ended in Hebrew (OE/H)


● Open ended in English (OE/E)


In order to ensure that each subject experienced all four test methods
and that each question would appear in each method, four parallel
versions of the test were prepared. The same eight comprehension
questions appeared on each of the versions in a combination of the
four test methods mentioned above such that two questions appeared
in MC/E; two questions appeared in MC/H; two questions appeared
in OE/E; and two questions appeared in OE/H. Each subject received
only one version.


Procedure


The think-aloud technique for elicitation of verbal reports was em-
ployed because this procedure enabled the authors to best follow the
processes the test takers were engaged in while completing testing
tasks (Ericsson & Simon, 1980). Prior to the collection of the data, a
preparatory meeting was held with each of the subjects individually.
There were several aims to this meeting: to acquaint them with the
researcher, to inform the subjects about the research project in general,
and to train them in the procedure of thinking aloud and verbal
reporting.


The training of the subjects focused on various aspects. The re-
searcher illustrated the task of reporting thoughts on-line while being
engaged in the task of responding to the test question. Following
a few demonstrations, the researcher discussed with the subject the
importance of reporting everything that came to mind while reading
and responding to the task, such as deliberations regarding possible
answers, hesitations, difficulties in comprehension (in the text or testing
task), lexical or grammatical problems, uncertainties, and generally
whatever influenced their final response. The subject was then given
short tasks in the various testing methods to practice thinking aloud.
When the researcher felt that the subject was engaged in the task for
a length of time without saying anything, she would probe by asking,
“What are you thinking about now?” The subjects were encouraged
to think aloud regardless of how silly they might feel or how trivial
they might think the information was. The emphasis of the training
session was that every element in their thinking process was relevant.
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When the trainer felt that the subject had grasped the procedure of
thinking aloud and that the subject was comfortable with it, the training
session was over. The actual data collection session followed soon after.


Following the training session, the researcher met with each of the
subjects individually. The subjects were given the stimulus text to read
without any time constraint. When the subjects finished reading the
text, they were asked to verbalize their understanding of the text in
whatever language was most comfortable. Following this, a version of
the eight comprehension questions was presented to the subjects. The
researcher told the subjects to answer the questions and verbalize their
thoughts while doing so. In cases where the question appeared initially
in English, upon completion of the task, the subjects were given the
same item in Hebrew to see whether any effects occurred as a result of
the language the item was presented in (Hebrew or English). Similarly,
when items appeared initially in an OE format, subjects were given
the same item in MC format to see if effects occurred as a result of
test method. Upon completing each task the subjects were told to
verbalize the reason they responded as they did. The subjects were
interviewed individually in Hebrew, and the interviews were tape re-
corded and later transcribed.


Data Analysis


Each of the 28 protocols was analyzed carefully and notes were
made relating to the test takers’ use of information from the test
questions in constructing meaning. The researchers found that the
same cognitive processes in Gernsbacher’s (1990) comprehension
model—mapping-on and shifting—could also be used to describe the
use of information from testing tasks in constructing meaning during
the test-taking process. Four interactions between information in test
questions and on-line meaning construction were identified: (a) inte-
grating new information into an existing information structure; (b)
constructing a new information structure; (c) confirming an existing
information structure; and (d) newly integrating existing information
structures.


Once they identified interactions, the two researchers independently
reanalyzed the 28 protocols. The unit of analysis was the individual
test question. The answer to each question was analyzed to determine
which of the four interactions described the test takers’ use of informa-
tion in the test question to develop his/her mental model. Specifically,
the researchers analyzed if the test taker used the information in the
question to: (a) integrate this new information into a structure which
already existed in his/her mental model; (b) construct a new informa-
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tion structure; (c) confirm an existing structure; or (d) use the informa-
tion to newly integrate existing structures.


To get an indication of interrater reliability, a sample of 25% of
the verbal protocols was compared to determine the percentage of
correct categorizations between the two researchers. The level of agree-
ment achieved was .84, which indicates that the two raters were in
high agreement as to which interaction had taken place. In the final
coding of the data, the researchers discussed disagreements in inter-
pretations until consensus was reached. The analysis of the protocols
focused on two aspects of the test-taking process: the processing and
completion of each individual test item and the test takers’ meaning
construction of the stimulus text. Analyzing the verbalizations of the
test taker while processing each task enabled the identification of the
knowledge sources used in processing and completing testing tasks.
By analyzing the test takers’ verbal explanations as to why they re-
sponded as they did following the completion of each test item, the
authors were able to obtain information as to the test takers’ ongoing
meaning construction of the stimulus text. In this way, any influences
on the test takers’ meaning construction following the processing of
a testing task could be identified. In addition, influences resulting from
task format or language used in the task were also noted.


RESULTS


Results of the analysis of the 28 verbal protocols indicate that the
testing task does interact with the ongoing construction of the test
takers’ mental model. The test takers’ mental model continued to
develop throughout the test-taking process. This development was
influenced not only by the processing of the stimulus text but by
processing the various tasks on the test and responding to them. Knowl-
edge derived from the text and the testing task, as well as linguistic
and world knowledge were all sources available to the test taker in the
process of completing the reading comprehension.


It was also observed that the processing of testing tasks had a cumula-
tive effect on the test takers’ mental model. The additional information
acquired from the processing of a testing task affected the processing
and completion of subsequent tasks on the test. The protocol analysis
revealed that the test task interacted with and thus developed the
mental model in one of the following ways:


1. Integrating new information into an existing structure (mapping
on)


2. Constructing a new structure (shifting)
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TABLE 1
Percentages of the Four Interactions Between Testing Task and


Mental Model Construction


Percentage of
In te rac t ion total number of


interactions


Interaction 1:
Mapping on (n=172)


40


Interaction 2:
Shifting (n=4)


4


Interaction 3
Confirming (n=219)


5 1


Interaction 4
Newly integrating (n=22)


5


T o t a l 100
(n=428)


3. Confirming an existing structure


4. Newly integrating existing structures.


A quantification of the number of times each of these interactions
occurred appears in Table 1.


From Table 1 we see that the most frequently occurring interaction
of testing task with mental model development was Interaction 3,
confirming an existing structure, observed in 51% of the responses.
This result is logical in the sense that options in testing tasks or re-
sponses to open questions very often match or confirm the meaning
that the test taker has constructed up until that point. The second
most frequent interaction was Interaction 1, integrating or mapping
on new information into an existing structure, which was observed in
40% of the responses. This finding emphasizes the dynamic nature
of the test-taking process and the degree to which information in
testing tasks influences the ongoing development of the test takers’
mental model. The remaining two interactions, constructing or shifting
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to a new structure (Interaction 2) and newly integrating existing ele-
ments (Interaction 4), occurred much less frequently (4% and 5%
respectively). This is also to be expected because information derived
from a testing task would have to be very powerful to cause test takers
to reorganize the existing elements into a revised interpretation (Inter-
action 4) or reject the meaning they have constructed in favor of a
new interpretation cued or derived from information in the testing
task (Interaction 2).


Student 1: Daphna


The following examples taken from the verbal protocol of one of
the subjects, Daphna (pseudonym), illustrate these four interactions.
The main reason for choosing Daphna to highlight the findings of
this study was that examples from her protocol demonstrate how infor-
mation from testing tasks develops the test takers’ mental model, and
they clearly illustrate the four interactions identified in this study.


Daphna was a weak language learner in general and of below average
reading ability in EFL in particular. She was one of the weaker students
in the study sample although her reading ability in English did allow
her to construct meaning of the text to a limited degree and respond
to the testing tasks. She did reflect upon new incoming information
and constantly developed her mental model in light of new evidence,
which showed her to be very active in the meaning construction process.
Thus, we chose Daphna as an example not because she represented a
particular type of reader but rather because the clarity of her responses
illustrated the interactions identified in this study.


Example of Interaction 1: Integrating New Information Into an
Existing Structure


Following the initial reading of the text, Daphna made the following
comment:


1. It has something to do with the newspaper.


Daphna then proceeded to answer Question 1 which appeared in a
MC format in English.


What does this passage ask people to do?
a. To send in something about Jerusalem in order to win a prize.
b. To take a trip to Jerusalem and stay at the Plaza Hotel.
c. To buy a subscription for the Jerusalem Post.
d. To visit the art exhibition on Jerusalem Day.
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After reading the options, she focused on those which she felt she
had the linguistic capability to process (Options A and B). She ulti-
mately chose A. She matched “send” in Option A to “written” in the
text (Line 9) and mapped it on to the foundational structure of her
mental model, the newspaper. She developed her mental model by
integrating new information from the following three knowledge
sources; the test question (“send”), the text (“written” and “Jerusalem
Post”) and knowledge of the world (it is common to send in letters to
the editor of a newspaper). This is indicated by her verbalization upon
completion of the task:


2. [The passage asks people] to send in letters to the editor of the newspaper.


This is an example of an interaction between testing task and mental
model development in which new information from the test question
is integrated within (mapped on to) the test takers’ existing structure.


Example of Interaction 2: Constructing a New Structure


In order to gain more information on the strength of the developed
mental model, Daphna was given the same question in the MC/H
format. Receiving the question in Hebrew cleared up the language
problems due to difficult lexical items in Options C and D and enabled
her to evaluate the information presented in each of them in relation
to her newly developed mental model. After reading all the options,
she changed her original response (the one given to Question 1 in
MC/E format) and chose D “to visit the art exhibition on Jerusalem
Day.” She justified this change by saying


3. because it’s talking about an exhibition and it sounds more correct than
A (to send in something in order to win a prize).


This statement is different from the verbalization of her mental
model when she completed the first question. Daphna considers the
main focus of this text to be about an exhibition rather than having
something to do with the newspaper. This verbalization shows a shift
of focus and indicates the construction of a new structure in the
development of a mental model. The main information source for
this new structure is the information in the test question itself. In
addition to information derived from the question, the other informa-
tion source used to develop the mental model was textual information
(such as “artistic,” which appears in Line 9 of the text).


This is an example of an interaction between the testing task and
mental model development in which new information from the test
question is used to construct a new structure.
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Example of Interaction 3: Confirming an Existing Structure


Question 2 appeared in MC format in English:


The main reason for holding this competition is
a. to get more people to read the Jerusalem Post.
b. to advertise the Jerusalem Plaza Hotel.
c. to set up an art exhibition about Jerusalem.
d. to celebrate Jerusalem’s 15th birthday as a united city.


Daphna verbalized her inability to respond to this question due to
the perceived linguistic complexity of the options. The same question
was therefore presented to her in Hebrew.


Daphna reported that Options A (“to get more people to read the
Jerusalem Post”) and C (“to setup an art exhibition”) seemed the most
likely to be correct answers. Each of these options includes information
that had been integrated into her developing mental model. Informa-
tion from the processing of Question 1 in English (Jerusalem Post—
her initial foundational structure “it has something to do with the
newspaper”) and in Question 1 in Hebrew (art exhibition) was coherent
with Options A and C respectively. She chose Option C because it
confirmed the central element in her mental model (“it’s talking about
an exhibition”) in its current state of development.


This is an example of an interaction between the testing task and
mental model development in which information from the test ques-
tion is used to confirm an existing structure.


Example of Interaction 4: Newly Integrating Existing Structures


After completing Question 2, Daphna, in justification of her answer,
stated that:


4. It is more to set up an exhibition and by doing this and giving prizes,
more people will buy the Jerusalem Post.


This statement indicates that Daphna’s mental model included infor-
mation from two previously developed structures: “it has something
to do with the newspaper” and “it’s talking about an exhibition.” From
this response, it is clear that the elements of Jerusalem Post and an
exhibition have been reintegrated to form a new coherent structure
in which the element of exhibition receives more prominence than the
newspaper. In addition, her statement indicated that the substructure
“winning a prize,” from Question 1 (Option A), had been mapped
on to the existing structure. Her newly integrated structure showed
evidence that a new element, “more people will buy the Jerusalem Post,”
which was derived from the option she was considering (A), had also
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been integrated into her mental model. Thus, in responding to this
question, elements from a variety of knowledge sources—her existing
mental model, knowledge of the world, knowledge of the text, infor-
mation from the previous questions, as well as information from an
option in the question currently being processed—were integrated into
one new coherent structure. It seems that the motivation for this new
integration stemmed from the processing of new information ap-
pearing in the test question. This is an example of an interaction
between testing task and mental model development in which informa-
tion from the test question is used to reintegrate existing structures.


Student 2: Michal


The analysis of another verbal protocol is presented in order to
further illustrate the effects of test format and language on mental
model development. The version of the instrument used in this
protocol was one which began with OE questions in English. This
protocol was chosen in order to highlight the effects of OE questions
and language on mental model development. The analysis will focus
on the first question that was analyzed in Daphna’s protocol. The
subject in the second protocol was Michal (pseudonym), also a weak
student who did not have a well-integrated representation of what the
text was about as evidenced by her initial response. (The responses to
the question in the OE format in English appear as written by the
subject. The responses to items in the OE format in Hebrew are transla-
tions.


Question 1 appeared in an OE format in English:


What does this passage ask people to do?


The answer as written by the subject in English was:


5. Dose people wont me to came to Jerusalem to the Plaza Hotel.


When asked to respond to the same question in Hebrew, she elaborated
(English translation):


6. They want me to come to Jerusalem to the Plaza in order to enjoy all
that they are offering.


A new element is present in the Hebrew response which did not
surface in the English response—something being offered by the hotel.
When allowed to respond in Hebrew, she offered a more detailed
response which reflected a more developed (although still sparse) men-
tal representation of text information. In Gernsbacher’s (1990) terms
we would say that the response given in an OE format in Hebrew was
an extension of the foundational (initial) structure Michal constructed.
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The response written in Hebrew confirmed the information in her
mental model and exhibited new information that had been mapped on
to her existing foundational structure. It is possible that this additional
element was present in Michal’s initial understanding of the text but
because of her limited writing ability in English, she was only able to
express part of it in the OE English format.


The same question was then presented to Michal in MC format in
English to identify any effects of this test format. Michal did not fully
understand all of the options. She focused on Options B and C because
of the elements Jerusalem Post and Jerusalem Plaza which were repeated
a number of times in the text. She eliminated Options A and D stating
that


7. They have nothing to do with the (Plaza) hotel.


This verbalization confirmed the prominence of the hotel element
in her mental model because it is the point of reference against
which she evaluated the MC options. She chose Option C and
explained:


8. The Jerusalem Post is organizing something for tourists with the Jerusalem
Plaza Hotel.


This verbalization reflected Michal’s attempt to integrate new infor-
mation derived from Option C (the Jerusalem Post) into her existing
mental model. The language element was a strong factor influencing
Michal’s choice because she related seriously only to those options
she felt she understood best (even though not completely). When
presented the same question in the same format (MC) but written in
Hebrew, we see a change in Michal’s focus once she fully understood
the options.


After reading the options in Hebrew, she immediately realized that
her initial response in the OE format was wrong. She eliminated Op-
tions B and C (the only ones she considered when the item appeared
in English) and said:


9. There is something here about winning prizes.


The element of prizes is derived from Option A. She also focused
on Option D, particularly Jerusalem Day, a known holiday, which
obviously did not mean the same to her when translated into English.
She ultimately decided that Option D was the correct answer realizing
that winning prizes is related to the celebrations of Jerusalem Day.
As a result of Michal’s processing of this question in the MC Hebrew
format she shifted this new information to create a new structure
that prizes would be won as part of the celebrations of Jerusalem
Day. The construction of this new structure was clearly influenced
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by information appearing in Options A and D. Furthermore, this
example demonstrates the high degree of information available in
both MC format and items written in and/or responded to in
Hebrew.


From the point of view of mental model construction, OE and
MC tasks constitute different levels of information. This would be
evidenced by a greater degree of mapping on new information
from the testing task (Interaction 1) and shifting to construct a new
structure as a result of new information derived from the testing
tasks (Interaction 2). The results of this study show that more
mapping and shifting occurred in the MC formats than when the
question appeared in OE format (see Table 2). This result reflects
the fact that MC items constitute a richer information source than
stems in OE items, thus having a greater potential for influencing
the test takers’ mental model.


Regarding the language in which items are written, we see that


TABLE 2
Mental Model Construction by Test Method (%)


Interaction


1 2 3 4


T e s t Newly
Method Mapping on Shifting Confirming integrating
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TABLE 3
Mental Model Construction by Language (%)


Interaction


1 2 3 4


N e w l y
Language Mapping on Shifting Confirming integrating


more shifting to create new structures occurs in Hebrew than in
English (see Table 3). This finding suggests that testing tasks pre-
sented in Hebrew provide test takers with new information that was
not part of or which was different from their initial representation
of the text which resulted in the creation of new information
structures in their internal representation of the text.


No differences were observed in the degree to which the language
influenced the mapping on of information from testing tasks. This
may be due to the fact that test takers were seen to consider most
seriously and integrate more readily information they felt they
understood best. This is particularly true when processing options
in MC items appearing in English.


There was slightly more confirming of existing structures (Interac-
tion 3) when the item appeared in English and more reintegration
of existing structures (Interaction 4) when the item appeared in
Hebrew. This finding is interesting because it suggests that when
items are written in Hebrew the information derived from them
has a greater potential for reorganizing the information that already
exists in the test takers’ internal representation of text. Furthermore,
subjects were seen to give fuller answers to open ended questions
when they were allowed to respond in Hebrew. Thus, testing tasks
written in Hebrew were more informative to the test taker as well
as tester than testing tasks presented in English. That is, tasks
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written in Hebrew were seen to be a richer source of information
for the test taker in developing their mental models.


DISCUSSION


The results of this study lead to three central conclusions. The first
conclusion is that the testing task functions as an additional information
source that is used in developing the mental model. The assumptions
that the mental model which has been constructed after reading a text
is in its final stage and that the test tasks only tap elements of this final
construction do not take into consideration either the test task as an
information source or the continuous development of the mental
model throughout the testing situation.


The second conclusion relates to the interaction between the testing
task (format and language) and the mental model. From the point of
view of mental model construction, OE and MC tasks have different
levels of information. Multiple choice provides more information for
the test taker to consider and therefore has a greater potential for
influencing the ongoing construction of the mental model. Open
ended questions provide less information to the test taker; however,
they still have the potential of being an information source. When
testing tasks are written in the L 1, the potential for information is
even greater. This explains the empirical findings of Shohamy (1984),
which showed the following rank order of difficulty for open ended
and multiple choice tasks appearing in either the L1 or L2:


1. Open ended in the L2 (most difficult)


2. Open ended in the L1
3. Multiple choice in the L2


4. Multiple choice in the L1 (easiest).


Within the model of the test-taking process presented above, the
relative difficulty of the testing tasks reported in the Shohamy study
can be explained by the degree of information resulting from the
combination of format and language. Because OE tasks in L2 are the
least informative, they could be considered the most difficult to answer.
Similarly, because MC tasks in L1 are highly informative, thus constitut-
ing a richer source of information for the test taker, they are potentially
easiest to answer.


The third conclusion relates to the assumption that test takers’ re-
sponses are a valid reflections of the meaning they have constructed
from the text. As seen in this study, responses were based on a number
of knowledge sources: knowledge of the text, knowledge of the world,
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linguistic knowledge, and information derived from the testing tasks
themselves. Because the tasks themselves influence the ongoing con-
struction of the mental model, the mental model, by definition, will
be more developed at the end of the test-taking process than at the
outset.


IMPLICATIONS FOR WRITING AND
EVALUATING TESTS


The results of this study have implications both for the validity of
reading comprehension tests as well as for evaluation purposes.


Test Validity


Regarding the issue of test validity, the results of this study imply
that assumptions about the test-raking process in EFL comprehension
tests need to be reevaluated. First, the assumption that the meaning
that test takers have constructed from the text is static and that their
mental model does not develop beyond the initial reading of the stimu-
lus text cannot be supported. Accordingly, the assumption that the
testing tasks tap this initial finite construction of meaning also cannot
be supported. Furthermore, the assumption that the response to a
testing task reflects the comprehension of the stimulus text alone must
also be reconsidered. The findings of this study suggest that the test-
taking process has to be seen within the framework of a dynamic
mental model which is continuously developing. Moreover, the testing
task is not neutral from a processing point of view. Evidence from
this study shows that the test task itself can be active in the continuing
construction of meaning in that it constitutes a source of information
which serves as input to the mental model.


Thus, if the current view of validity is one which recognizes the
importance of obtaining information on how test takers respond to
testing tasks, this view should be expanded even further to include
within the examination of the test-taking process the effect that re-
sponding to tasks has on the test taker’s developing mental model of
the text. As Johnston (1984) states regarding the validity of reading
tests, “the content we ought to be concerned about—the content we
do not have in our current tests—relates to the processes employed
in the performance of the reading test. These are clearly the domain
of construct validity” (p. 165).
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Reading Instruction and Assessment


The findings of this study also have implications for reading instruc-
tion and assessment. Because the construction and integration of co-
herent structures about text content is a central element in successful
reading comprehension, information on the students’ mental model
construction as they are engaged in a reading task can provide valuable
information for reading instruction and assessment. This approach is
in line with the current trend toward process-oriented assessment in the
classroom, which provides useful information for formative evaluation
purposes (Johnston, 1987). Hill and Parry (1992) call for alternative
methods such as think-aloud protocols and interviews with students
in order to gain insight into “the sociocultural norms of language,
thought and experience” (p. 455) readers draw upon when con-
structing meaning from text. Johnston (1984, 1987) argues strongly
for an individual process-oriented approach to reading assessment
because it allows both the teacher and student to monitor progress
over time; it yields more meaningful information on how one processes
text; and it is instructionally more relevant to the teaching and learning
process. This can be achieved by conducting individual sessions with
students whereby the students convey to the teacher their reasoning
for responding to comprehension questions as they did. This enables
the teacher to get on-line information on the students’ processing of the
text and task and highlights the information sources and constructive
processes they draw upon during the reading process. Furthermore,
during such sessions, teachers have the opportunity of further probing,
clarification and identification of processing problems. This informa-
tion provides a more in-depth picture of the students reading ability,
which will render more valid assessments as well as inform future
instruction.


Summative or Product Evaluation


Relevant implications for summative or product evaluation can also
be made on the basis of the findings of this study. Due to the tendency
of the testing task to affect the test takers’ developing mental model
of text as well as their responses to subsequent testing tasks, it seems
that a more valid test of reading comprehension ability would be one
which asks fewer test questions on a larger number of texts. This
would limit the cumulative effect of test questions on mental model
construction thus providing a more valid reflection of the meaning
the test taker has constructed on a variety of texts.


Regarding the interaction of test method and mental model con-
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struction, OE and MC tasks have different levels of information, such
that MC is more informative and thus has greater potential as input
to the test taker’s mental model. Thus, for product or summative
evaluation purposes, the least informative testing method should be
employed in order to minimize its effect on the mental model con-
structed by the test taker and maximize the information obtained
on the meaning construction ability of the test taker. Open testing
procedures would therefore be more appropriate for this assessment
purpose.


Using the L1 on reading comprehension assessments should be con-
sidered in light of its advantages and disadvantages. Presenting items
in the L1 does alleviate the chance that the test taker might not have
fully comprehended the task, but it runs the risk of becoming a very
rich knowledge source. This is particularly true in MC format. It
seems that the wealth of information provided to test takers when MC
questions appear in the L1 has a great influence on test takers’ mental
model development, particularly among weak readers. Furthermore,
in this study, responses were constructed differently as a result of the
language in which the task was written and/or responded to. Allowing
test takers to respond to open ended tasks in the L1 enables them to
express more clearly what they have comprehended from the text.
For as Langer, Bartoleme, Vasquez and Lucas (1990) note: “when
students use their native language to talk or write about what they
have read in English, more text understanding is displayed” (p. 429).
This would be especially pertinent to students of limited language
proficiency in the L2.


In addition to implications that are directly related to the focus of
this research, a few words must be said in favor of the use of qualitative
methods for research in reading. As was seen in this study, responses
to test items were based on a number of knowledge sources including
information in the task itself. Furthermore, the responses were at times
correct for reasons which did not reflect reading ability. As a result,
inferences made about a person’s reading ability based upon the re-
sponses which are given on reading tasks may not be valid. Conse-
quently, because much research on the reading process is based upon
results of reading comprehension tests, invalid inferences might be
made about comprehension processes if the processing involved in
performing those tasks is not analyzed as well.


This current study, though limited in its scope, generated a large
amount of data touching on important issues in the assessment, instruc-
tion, and research of reading. Further research of this sort should be
done in conjunction with more controlled empirical methods so that
reliable as well as valid information on the process of mental model
construction and its assessment can be attained.
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APPENDIX 1
Text and Comprehension Questions


We are pleased to announce


My Jerusalem
a contest honouring Jerusalem


on the 15th anniversary of its reunification.


Readers of The Jerusalem Post of all ages are invited to submit a written,


artistic or other expression of their personal feelings about Jerusalem, in


an international competition co-sponsored by The Jerusalem Post and the


Jerusalem Plaza Hotel.


FOUR FIRST PRIZES (two for readers in Israel, two for readers


overseas): A week for two, bed and breakfast at the Jerusalem Plaza (One
round trip fare for each overseas winner will be provided).


FOUR SECOND PRIZES: Subscriptions to The Jerusalem Post.


Contest rules
1) One entry per contestant will be accepted.


2) All entries should be mailed to the Jerusalem Plaza Hotel, 47 King


George Street, 94261.


3) Entries must be received by the Jerusalem Plaza not later than
April 16, 1982.


4) Whiners will be chosen by a committee of prominent Jerusalem
residents.


5) Entries will be judged by their originality and creativity.


6) Winning entries will be displayed at the Jerusalem Day Exhibition
in the Plaza Hotel beginning May 18, 1982.


7) Entries become property of the City of Jerusalem.
8) Jerusalem Post, Jerusalem Plaza Hotel employees and their


families are not eligible.


Adapted and used with permission of The Jerusalem Post.
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1. What does this passage ask people to do?
a. To send in something about Jerusalem in order to win a prize.
b.  To take a trip to Jerusalem and stay at the Plaza Hotel.
c. To buy a subscription to the Jerusalem Post.
d. To visit the art exhibition on Jerusalem Day.


2. The main reason for holding this competition is
a. to get more people to read the Jerusalem Post.
b. to advertize the Jerusalem Plaza Hotel.
c. to set up an art exhibition about Jerusalem.
d. to celebrate Jerusalem’s 15th birthday as a united city.


3. How many prizes will there be?
a. two b. four c. six d. eight


4. The word “its” in line 7 refers to
a. Anniversary c. contest
b. Jerusalem   d. reunification


5. Winners of the contest will be chosen by
a. people who work for the Jerusalem Post.
b. the management of the Jerusalem Plaza.
c. people who live in Jerusalem.
d. Teddy Kolleck, the mayor of Jerusalem.


6. The word “contestant” in line 20 means
a. resident c. family
b. judge d. participant


7. Which of the following would not be a suitable entry to the competition?
a. A poster of Independence Day
b. A poem about the Western Wall
c. A story about the fight for the Old City
d. A picture of the Knesset


8. Entries must be sent to:
a. The Jerusalem Post
b. The Jerusalem Plaza Hotel
c. The Mayor’s office
d. The Jerusalem Day Exhibition
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The Use of Modal Verbs as a Reflection
of Cultural Values*


ELI HINKEL
Xavier University


Much research has focused on nonnative speaker (NNS) use of modal
verbs of obligation and necessity, indicating that NNSs may have
difficulty with these modals and use them in different contexts from
those of native speakers (NSs). Research also indicates that appro-
priate modal verb usage relies on presuppositions commonly known
and accepted in a language community. This article proposes that
NNS usage of modal verbs reflects the pragmatic frameworks and
norms specific to the learner’s L1 environment, which may be differ-
ent from those expected in L2 conceptual structures. To determine
whether NNS and NS usage of modals varies in relation to each other
in the contexts of different topics, 455 essays written by speakers
of Chinese, Japanese, Korean, Indonesian, and Vietnamese were
compared to 280 essays on similar topics written by NSs of American
English. The results of this study indicate that the usage of the root
modals must, have to, should, ought to, and need to in NS and NNS
writing appears to be culture and context dependent.


I n English, modal verbs, such as must, have to, should, ought to, and
need to, in their root meanings often express obligation and necessity


(Coates, 1983; Quirk, Greenbaum, Leech, & Svartvik, 1985), for ex-
ample:


la. John must see the dean this week.
b. Mary should attend the meeting.


These are distinguished from epistemic modals which deal with
knowledge and belief about certainty, probability, and logical possibil-
ity (Bublitz, 1992; Huebler, 1983; Lyons, 1977), for example:


2a. John is not here today. He must be sick.
b. Mary fixed the printer. It should work now.


*An earlier draft of this paper was presented at the Eighth International Conference on
Pragmatics and Language Learning, at the University of Illinois, Urbana-Champaign,
Illinois (April 1994).
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The meanings and contextual implications of English modal verbs
of obligation and necessity are recognizably complex. Even within an
L1, conditions and degrees of obligation and necessity are not always
straightforward or obvious. For students coming from different lan-
guage communities, using modal verbs in appropriate ways and in
appropriate situations can be difficult. Although Hasan and Perrett
(1994) point out that modal verbs of obligation and necessity are found
in all languages, little is known about their uses and pragmatic mean-
ings in languages other than English, in which, for example, the notion
of obligation can combine with other culturally bound notions, such
as subjectivity, assertion, explicitness, and a degree of imposition.
Levinson (1983) observes that there has been “considerable confusion”
(p. 140) about the pragmatics of obligation and necessity expressed
by modal verbs in English and other languages and that these notions
have different semantic and contextual entailments in different con-
ceptual frameworks.


Many researchers have investigated modal usage in nonnative
speaker (NNS) speech and writing. Cook ( 1978) states that English
modal verbs present a problem for NNSs because of their “underlying
meanings” (p. 5) and contextual implications. Kasper (1979) explained
that German students of English are not always aware of modality as
a pragmatic category and often translate modal verb meanings from
German into English without accounting for their differing contextual
implications. Similarly, DeCarrico (1986), who examined NNS usage
of modals in compositions and teachers’ reactions to these modals,
found that NNSs use modal verbs in contexts where native speakers
(NS) would not.


ESL teachers have also expressed concern that learners appear to
have difficulty using modals in appropriate contexts. The ELT Journal
column, titled Language Conundrums, has traditionally addressed
teachers’ questions pertaining to various aspects of teaching ESL. In
1991, 1992, and 1993, the annual column discussed several issues
associated with the teaching of modal verb usages and pragmatics.


Experts on L2 language learning and acquisition do not always agree
on the causes of divergencies in NS and NNS modal verb use. It
appears, however, that these differences may depend on more complex
factors than can be explained by developmental difficulties or a lack
of thorough teaching. Altman (1990) investigated NS and NNS under-
standings of modal verb implications. She noted that NNS usage of
modal verbs of obligation can be perceived to be offensive by NSs and
explained that NNSs’ inappropriate uses of modals, as in You should
study hard every day addressed to a classmate can stem from learner
misunderstandings of the sociocultural and pragmatic implications of
modal verbs. Basham and Kwachka (1989) and Kwachka and Basham


326 TESOL QUARTERLY







(1990) determined that when NNSs use modals in their writing, the
meanings assigned to them are distinct from those commonly found
in Standard American English. In their view, NNSs interpret the mean-
ings of modal verbs differently from NSs because the NNSs function
within the domains of different norms, expectations, and cultural
values that are transferred to L2 and reflected in NNS modal verb
use. Although these and other researchers indicated that learners’
understanding of modal meanings appears to be constrained and that
their contextual uses in English need to be taught in detail, Holmes
(1988) observes that in the teaching of ESL, little attention has been
given to the pragmatic and sociocultural implications of modal verbs.


The effect of sociocultural values on NNS modal verb use is an issue
with pedagogical implications. This article addresses whether NNSs
who have achieved a relatively advanced proficiency in English and
have been exposed to L2 sociocultural norms use modals verbs of
obligation and necessity similarly to NSs. I propose that NNs usage of
modals of obligation and necessity reflects the pragmatic frameworks,
norms, and presuppositions specific to the learner’s L1 environment
and may be different from the usage expected in L2 conceptual con-
structs according to L2 sociocultural views. If this is the case, NNS
and NS usage of such modals may vary in relation to each other in
the contexts of different notions and topics.


MODAL VERBS OF OBLIGATION AND NECESSITY


As noted in the introduction, in English, modal verbs, such as must,
have to, should, ought to, and need to, usually express obligation and
necessity, that is, root meanings (Collins, 1991; Leech & Coates, 1980).
Should and ought to can also be described as modals of obligation and
“noncommitted necessity” (Quirk et al., 1985, p. 221). Palmer (1986)
and Lyons (1977) indicate that the root modals must, have to, should,
and ought to carry meanings of obligation, necessity, and requirement
imposed by a source of authority. Palmer (1990) indicated that the
speaker’s direct involvement in what is necessary and required is im-
plicit in the meanings of must and have to when “circumstances com-
pel—external necessity” (p. 114). For example, in Anglo-American
societies where the authority of parents is diminished compared to
that in many other societies, native speakers may not choose to express
their respect for their parents by saying


3. I have to give up anything to make my parents happy. (Chinese)1]


1All examples identified by language are from student texts described later in the article.


MODAL VERBS AS A REFLECTION OF CULTURE 327







Although in Anglo-American and other societies, parental authority
and its requirements are externally imposed, the sociocultural under-
standing of its power, the degree of an entailed obligation, and the
stringency of the requirements may differ considerably.


Lyons (1977) stipulated that modal verbs of obligation are subjective
with respect to some authority or moral values; however, the sources
of authority are rarely specified. According to Warner (1993), the
speaker’s evaluation and judgment determines the contextual appro-
priateness of obligation and necessity that is implicit in the meanings
of must, have to, and should. In his view, the abstract and indeterminate
notions of obligation and necessity are central to the meanings of the
modals that express them. Coates (1983) comments that modals of
obligation and necessity “conform” (p. 27) to the conceptual structure
and reality of NSs of English and are heavily dependent on the notions
of factuality and truth.


In his investigation of uses and meanings of must, should, ought, need,
and have (got) to, Collins (1991) indicates that the meanings of these
modals are indeterminate, subjectively gradient, and often culturally
stereotyped. According to his findings based on American, Australian,
and British English, modals of obligation and necessity convey norma-
tive and referential relationships that differ across the dialects of En-
glish and societal structures. Similarly, Gerhardt’s (1991) study shows
that such modals as have to and need express a variety of attitudes, with
have to indicating “the existence of certain norm-based procedures
[that] compel one to carry out a particular activity in a particular way”
(p. 539). She uses the term norm based to refer to certain activities which
are organized in terms of the norms of the social group. As von
Wright (1963) notes, norms define ways of doing things which are
characteristic of a particular culture, for example,


4. When you live in your parents’ house and you are a student, you have to
answer to everybody, whatever you do and wherever you go. (Korean)


On the other hand, U.S. college students who live with their parents
may see their accountability a little differently.


The teaching of L2 modal verbs of obligation and necessity fre-
quently draws on presentations of models and examples from target
language sentences and texts to facilitate the learner interpretation of
the pragmatic meanings entailed in these modals (Celce-Murcia &
Larsen-Freeman, 1983; McKay, 1985). However, presenting models
and examples does not ensure the learners’ ability to understand the
L2 contexts and points of reference that would enable them to use
modals similarly to NSs. Lewis (1991) comments that the usage of
modal verbs heavily relies on the presuppositions of what is known,
relevant, appropriate, necessary, and “commonsensically” (p. 425)
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truthful in a language community. For example, if learners are in-
formed that must and have to express necessity, with have to being less
formal than must, the student may say, I must do my laundry tonight, in
an exchange with a teacher simply because they believe that the more
formal must is situationally appropriate. On the other hand, You must
always take care of your parents may have a smaller truth value in Anglo-
American communities than in Chinese. In L2 writing, NNS texts
often refer to and discuss relationships of obligation and necessity that
would not be ordinarily encountered in the European and American
culture, (i.e., those concerning social frameworks and cultural percep-
tions viewed as common knowledge and axiomatic truths in learners’
L1 environments). For example,


5. Being the oldest child in a family is always an advantage. Firstborn sons
will succeed to most property and the honor of the family, and they also
must take the responsibility for maintaining the whole family. They must
have a strong mind, heart, and soul. For this reason, they must receive very
strict training. Although sometimes they have to sacrifice their wishes, their
advantages outweigh the disadvantages. They become the hope of the
entire family, and everybody looks up to them. Being the eldest, they have
to give up anything to make their parents happy. Sometimes, you have to
go out to work early in order to support your family. In this case, you have
to sacrifice your chance to be educated, and in my opinion, that’s a very
big sacrifice. (Chinese)


Because the pragmatic usage of modals of obligation and necessity
often reflects culture-specific norms, expectations, roles, and concepts
defining relationships between people and events (Sweetser, 1990),
the usage of modals must and have to in this text may reflect NNS
presuppositions and assumptions pertaining to personal and familial
obligations.


PRAGMATIC PRESUPPOSITIONS AND
SOCIOCULTURAL VALUES


Pragmatic and sociocultural assumptions represent fundamental
points of reference that may not be frequently questioned by members
of a language community in which values and common background
beliefs appear to be mutually shared. Green (1 989) defines a presuppo-
sition as a “proposition whose truth is taken for granted . . . , proposi-
tions without which the utterance cannot be evaluated” (p. 71). She
further observes that presuppositions are “relative to an assumed
‘world’” (p. 76), that the relevant world is presumed to be mutually
known, and that the proposition is presupposed to be true. In his
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account of pragmatic presupposition, Stalnaker (1991) shows that
shared mutual beliefs and assumptions are essential in communication
and understanding. Common background beliefs and pragmatic as-
sumptions include views on what is required, necessary, and appro-
priate. Gonzalez (1987), Schachter (1983), Strevens (1987), and
Schmidt (1993) have found that presuppositions, world views, values,
beliefs, and points of reference are almost always transferred from
L1 to L2 environments. Mey (1993) asserts that unfamiliar presupposi-
tions may lead to cross-cultural misunderstandings and that “challeng-
ing presuppositions” (p. 301) may not be easy. Other researchers have
also established that there may be little connection between, on the one
hand, linguistic proficiency and exposure to L2 social and conceptual
constructs, and, on the other hand, the willingness or ability to assume
L2 sociocultural beliefs and norms (Adamson & Regan, 1991; Schmidt,
1983; Schumann, 1978). Adamson (1988) states that NNSs do not
necessarily come to share the presuppositions of an L2 community,
despite having lived there for periods of time up to 10 years. Acton
and Walker de Felix (1986) found that until proficient NNSs reach an
advanced acculturation stage, their points of reference and semantic
constructs are largely based on the L1 world and its sociocultural
frameworks. Therefore, even NNSs who have attained a relatively
high L2 proficiency may interpret L2 social frameworks according to
L1 notional paradigms and “principles of interpretation” (Moerman,
1988, p. 4). As Barro, Byram, Grimm, Morgan, and Roberts (1993)
mention, an advanced NNS cannot be expected “simply to abandon
his/her own cultural world” (p. 56).


Numerous researchers (Hu & Grove, 1991; Lebra, 1986; Lii-Shih,
1988; Park, 1979; Scollon, 1993; Scollon & Scollon, 1992; Yum, 1987
a, b) have analyzed and discussed the fundamental presuppositions
that are ubiquitous in Confucian, Taoist, and Buddhist societies but
not necessarily shared by members of the Anglo-American cultures.
According to these authors, the following values are axiomatic, that
is, presuppositions, in these cultures: filial piety, reverence of ancestors,
loyalty to family, the supreme value of education as a means of benefit-
ing prior and subsequent generations, group solidarity and harmony,
and adherence to tradition. These notions have a variety of facets and
entailments reflected in sociocultural frameworks, thought processes,
and even personal views. The children’s primary duty is to respect
their parents, obey their wishes, and take care of them when they are
old, as indicated in the following example:


6. Filial piety is the basis of a successful man. I am looking for a
successful man to be my husband, a man who is devoted to his parents.
As a responsible man, he must take care of his parents, his family and
his job. (Chinese)
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According to Confucian and Taoist philosophical precepts, teachers
also have a highly respected position, next to parents:


7. According to Confucianism, “people have to respect their parents. They
also have to respect teachers. Teachers are like parents to students and we
have to follow their advice. (Korean)


Although many similar notions pertaining to the respect for one’s
parents and superiors, the value of hard work, and love for one’s
family and country exist in the Anglo-American culture, a native
speaker might find it odd when these notions are expressed through
the subjective root modality (must, have to, and should).


The axiomatic value of tradition in Confucian, Taoist, and Buddhist
societies has also been widely discussed. Oliver (1971), Hall & Ames
(1987), De Mente (1993), Yum (1987a), Saville-Troike (1989), Sohn
(1974) and many other experts assert that adherence to tradition and
order represents one of the foundations of Confucian societies that
is almost never questioned. In fact, tradition is equated with order,
and the absence of order is unthinkable (Cheng, 1987; De Mente,
1993; Lee, 1987). Group harmony and harmony maintenance, as one
of the many facets of order, has also been extensively covered in
literature. The notions of group harmony and cohesiveness often carry
over to expressions of friendship and “collective responsibility” (De
Mente, 1993, p. 39), which are distinct from those in Western societies.
The group defines and controls the individual, and loyal friendships
are means for establishing group belonging.


8. If your friend is sick, you must visit him and cook for him and take care
of him. You have to talk to him about gossip to give him amusement. If
you don’t do these things, he will think you are not a friend for him.
(Chinese)
9. If your friend loses his wallet, you have to give him money until his father
sends him some. When they don’t have a driver’s license, you have to teach
them to drive. If they want to go to the mall, you have to drive them to the
mall, even if you have other things to do. (Indonesian)


Patriotism too can have different associations and manifestations in
different cultures. In Confucian societies, loyalty to family, tradition,
and friends is closely intertwined with the love for one’s country (De
Mente, 1993; Hall & Ames, 1987; Lee, 1987).


10. When I study here, I must work very hard. I must study to respect my
parents and to participate in the development of my country. (Chinese)


The study reported here investigated whether these differences in
presuppositions and axiomatic values between NS and NNS from cul-
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tures influenced by Confucian and Taoist thought would be reflected
in their respective usage of modal verbs of obligation and necessity.


METHODS


The Data


The primary data pool for this study came from 455 essays, written
by 450 ESL students, gathered over a period of 5 years. The essays
were written on topics dealing with family roles, responsibilities, obliga-
tions, and relationships, as well as friendships, family and cultural
traditions, education, patriotism, racism, politics, and relationships be-
tween people performing various social and familial roles (see the
Appendix for a complete list of essay prompts). Only first drafts of
essays were included in the data set.


The NNS subjects had received extensive instruction in ESL and L2
reading and writing for a period of 4 to 20 years, with a mean of 12.6
years. Their residence in the U.S. typically fell within 1.5 to 4 years,
with a mean of 2.4 years. The only exception was the Vietnamese who
were graduates of U.S. high schools and had lived in the U.S. for 4
to 12 years (an average of 6.1 years). It follows that the NNSs had
had a relatively extensive exposure to L2 social constructs and cultural
norms and had acquired a certain degree of familiarity with L2 socio-
cultural presuppositions and frameworks. Of the 450 NNSs, 195 were
speakers of Chinese, 87 of Japanese, 72 of Korean, 63 of Indonesian,
and 33 of Vietnamese. Each of these language groups represents
a culture heavily influenced by Confucian, Taoist, and/or Buddhist
philosophy, tradition, and cultural values (Cushman & Kincaid, 1987;
Yum, 1987b). The NNSs had achieved a relatively high English lan-
guage proficiency with a mean TOEFL score of 583. As U.S. resident
aliens or citizens, the speakers of Vietnamese were not required to
take the TOEFL. All NNSs had been admitted to graduate and under-
graduate university programs and pursued studies toward their de-
grees. The NNSs whose writing was analyzed were selected on the
basis of their relatively high linguistic proficiency, as established by
TOEFL scores, and their length of residence in the U.S. Length of
residence was deemed important to determine whether advanced
NNSs who had lived in the U.S. for relatively extensive periods use
modals of obligation and necessity in ways similar to those of NSs.


The usage of modal verbs of obligation and necessity in the NNS
texts was compared to that in essays written by NSs of American
English. The primary NS data consisted of essays written by 280 NSs
who were raised in Midwestern states and who were first-year university
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students enrolled in required composition classes. The topics of NS
essays were selected to match those of NNS texts. Both NS and NNS
essays were written in response to assigned topics, here labeled Aca-
demics, Politics, Family, Friendships, Traditions, Patriotism, and Rac-
ism. On average, NS essays were 62% longer than those of NNSs.
To allow for comparisons of NS and NNS data pools, a statistically
representative sample of 30 essays per topic was randomly drawn from
NS and NNS sets, as described in the next section.


Data Analysis


To determine whether NSs and NNSs similarly used root modals
in essays written on a particular topic, random samples of 30 NS and
30 NNS essays were selected from the data pool for each of the seven
topics, thus yielding two sets of 210 essays each. The number of words
in each essay was counted, followed by a count of the occurrences of
must, have to, should, ought to, and need to per essay. The essays were
examined for usage of must, have to, should, ought to, and need to with
root meanings; modal verbs with epistemic meanings were excluded.
For example, NS Essay 1 on Academics consisted of 240 words and
included one occurrence of must and two of have to. To ascertain the
percentage of the modal verb must used in the essay, a computation
was performed, that is, 1/240 = .4%, and then repeated for the two
occurrences of have to (2/240 = .8%). The computations were per-
formed separately for modals, must, have to, should, ought to, and need
to and for each of 30 NS and NNS essays per topic.


Nonparametric statistical comparisons of NS and NNS data based
on rank order were employed because the majority of percentage rates
were not normally distributed, with a high number of essays that did
not contain all types of modals of obligation and necessity. The mea-
sure used to establish differences between NS and NNS root modal
use was the Mann-Whitney U Test. The medians, ranges, and results
of statistical tests are presented in Table 1. In cases where the reported
median is 0, it indicates that at least half of the sample essays written on
the topic did not contain a particular modal. The ranges are reported to
reflect a frequency of use for each modal verb.


FINDINGS


The findings indicate that in essays on the topic of Academics, NNS
usage of root modals must and should differed significantly from that
of NSs, with NNSs using more of these modals in their essays. On the
other hand, in the essays written on Politics, NSs used must and need
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to at higher rates than NNSs did; must was not encountered in NNS
essays on this topic.


The NS and NNS usage of the modals of obligation and necessity,
must, have to, should, and ought to exhibited significant differences in
essays on family roles and relationships. The topics dealing with friend-
ships showed a similar trend, with the NNS rate of root modal use in
both topics exceeding that of NSs. In the essays discussing traditions,
NSs rarely employed root modals, while NNSs employed them at a
relatively high rate. On the topic of Patriotism, NSs used the modal
verbs should and need to but did not use must and have to. NNSs utilized
a wider variety of modal verbs when addressing this topic, and used
them, with the exception of need to, in greater ranges.


In essays written about Racism, NNSs did not use the modals must
and have to, but as is apparent from range values, NSs employed a
comparatively high number of them, as well as should and need to. In
general, NNS writing did not contain many root modals when dis-
cussing Racism. Overall, the differences in NS and NNS use of modals
of obligation and necessity were significant for must, have to, and should;
fewer significant differences were found in the use of ought to and
need to.


The comparisons of NS and NNS values in Table 1 indicate that
the use of root modals is largely topic dependent, and the greatest


TABLE 1
Modal Verbs of Obligation and Necessity in NS and NNS Essays


(Median %)


Modal Verb


must have to should ought to need to


Topic NSs N N S s  N S s N N S s  N S s NNSs NSs NNSs NSs NNSs


Academics
Range


Politics
Range


Family
Range


Friendships
Range


Traditions
Range


Patriotism
Range


Racism
Range


*2-tailed p < .05
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ranges in the use of must, have to, and should were found in NNS essays
describing family roles, family responsibilities, and traditions. Family
and family obligations represent one of the fundamental values in
many Confucian and Taoist societies, where loyalty to kin and tradition,
as well as the responsibility for maintaining these values, are essential
social presuppositions, whose quality and importance find few parallels
in Anglo-American societies (Hall & Ames, 1987). The gradience of
root modality is reflected in the NNSs’ usage of have to in essays dis-
cussing family, friendships, and patriotism. Modals must and have to
carry implications of authority (Palmer, 1990; Quirk et al., 1985),
which is usually presupposed or assumed (Coates, 1983). Although all
modals of obligation and necessity, except ought to, were used in NS
and NNS texts discussing Politics, NNS essays contained fewer of them.
When writing on topics associated with Patriotism, NNSs employed
more modals must, have to, and should than need to.


DISCUSSION


Sweetser (1990) describes must as an external imposition of “a com-
pelling force directing the subject toward an act” (p. 52) and states
that ought to, should, have to, and need to resemble must in denoting
obligation and/or necessity. In her view, the meaning difference be-
tween these modals lies in the kind of obligation: Ought to is less strong
than others, but it contains social and moral overtones. Should can be
an interpretation of ought to with an implication of social expectation;
like must, have to has a meaning of obligation imposed by an external
source of authority. On the other hand, following Talmy (1988), she
indicates that need to can refer to an internal, personal obligation,
compulsion, and/or requirement.


Thus, from the perspective of NNSs describing family roles and
relationships and traditions, must refers to strong external compulsion
and/or requirements extrinsically imposed by a source of authority.
Because in many Confucian, Taoist, and Buddhist cultures, such values
also hold for education, friendships, and patriotism, NNSs raised in
societies based on Confucian philosophical precepts may have presup-
positions different from those of NSs. Therefore, NNSs may accurately
use modals of obligation and necessity to describe a different compel-
ling force that directs one to act (Talmy, 1988) within a different
reality.


NSs who used must and have to a great deal more frequently than
NNSs in essays describing their views on racism may feel compelled
and directed to eradicate it with a force akin to that with which NNSs
feel compelled to meet their obligations to family, tradition, and
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friends. NSs, however, used need to more frequently in essays on the
topics of Politics, Friendships, Patriotism, and Racism. Because the
primary difference between the meaning of must and need to lies in
the external versus internal force that compels one to act (Talmy,
1988), the distinctions between NS and NNS use of root modals may
lie in the fundamental presuppositions based on individualist or group
sociocultural frameworks and the associated intrinsically or extrinsi-
cally imposed obligations and necessity expressed through these modal
verbs.


Notably, NSs did not use ought to in their writing, although occasion-
ally, it is used in spoken American English. The lack of ought to can
be largely explained by the fact that in American English, it is viewed
as somewhat outmoded in writing or other types of planned discourse
(Hermeren, 1978; Quirk et al., 1985). Because the data for the study
were obtained from NS and NNS essays, the absence of ought to in the
NS sample is not particularly surprising. ESL texts rarely mention that
ought to has become somewhat outdated and is not commonly used in
writing. Thus, the NNS overuse of ought to in writing can be induced
by ESL training.


In ESL texts, the pragmatic usage of should and its sociocultural
implications is also rarely examined in detail, even though many re-
searchers have noted the complexity of its meaning. Collier and
Thomas (1988) indicate that should and ought to refer to culturally
normative dimensions of conduct and even social sanctions that differ
with the behavior and communication codes in cultures and cultural
subsystems. It would be hard to argue that the usage of should in 11
and must 12 is inappropriate without considering the sociocultural
implications of these modals:


11. In my opinion, the teacher should be always right. People believe that
teachers should be respected, and teachers should not make any mistakes.
(Vietnamese)
12. All married couples must have a baby because it is their duty. However,
women must raise their own children, not babysitters. The mother must take
care of her child because he is the reason for her existence. Most women
can face this fact and some quit their jobs in order to take care of their
children. (Japanese).


These and numerous other usages of must and should in NNS texts
are likely to appear different from those that NSs would employ and
seem to be culture specific and culture bound. L2 teaching methodolo-
gies often focus on the form grammaticality of must and should, rather
than on their pragmatic and contextual uses and implications.


Within U.S. social frameworks and culturally normative codes of
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conduct based on the “core symbols . . . linked to notions of per-
sonhood” (Collier & Thomas, 1988, p. 104) and the dimensions of
individualism, need to, which denotes internally imposed requirements,
seems to be more appropriate in contexts where NNSs, raised with
the fundamental values of socially and externally imposed obligations
and responsibilities are more likely to use must and should (see Table
1). In the teaching of ESL, the sociopragmatics of need to and/or the
differences between its usages and those of must, have to, and should
are rarely addressed possibly because their meanings and implications
appear to be self-evident to NSs of American English.


CONCLUSIONS AND IMPLICATIONS
FOR TEACHING


The results of this study indicate that the usage of root modals must,
have to, should, ought to, and need to in NS and NNS writing appears to
be culture and context dependent. NNSs who operate within domains
of Confucian, Taoist, and Buddhist sociocultural constructs and pre-
supposed values employed root modals mist, have to, and should signifi-
cantly differently from NSs on topics of Family, Friendships, and
Traditions. The fundamental social values and presuppositions associ-
ated with the notions of harmony maintenance, family and group
responsibility, and extrinsically imposed obligation and necessity are
often expressed through root modality in NNS writing. On the other
hand, NS essays on similar topics showed a preponderance of need to
to convey intrinsically imposed responsibility and necessity. The rea-
sons for the divergence may lie in the NS and NNS culturally bound
understandings of the nature of obligation and necessity and adher-
ence to sociocultural norms and codes fundamental to Anglo-Ameri-
can, and Confucian, Taoist, and Buddhist cultures. The achievement
of advanced L2 linguistic proficiency and exposure to L2 sociocultural
constructs for a period of approximately 2 years does not necessarily
lead to NNSs assuming nativelike beliefs and presuppositions.


The teaching of L2 modal verbs of obligation and necessity has
largely focused on the presentations of grammatically accurate forms,
rather than on the sociopragmatic meanings and implications of root
modals, such as must, have to, and should. It appears, however, that the
teaching of modals can be made more effective if the fundamental
notions and values accepted in Anglo-American culture are addressed,
and the differences in how NSs and NNSs view their roles in society
and in a community are highlighted. The implications of divergent
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fundamental sociocultural presuppositions may be discussed even
when dealing with such seemingly simple topics as descriptions of
family roles and relationships, teachers and classes, and friendships,
commonly found in both NS and ESL writing tasks.


Addressing fundamental sociocultural presuppositions that both stu-
dents and teachers take for granted and whose commonsensical truth-
fulness is rarely questioned may become a learning experience for
both parties.


In general, analyzing usage of root modals in various contexts can
prove helpful if the cultural norms that underlie it are subsequently
discussed. When students read, they can be asked to note the occurrences
of must, have to, should, ought to, and need to. The contexts in which students
come across these modals can be brought forth and analyzed for their
sociocultural implications. The same technique can be used when stu-
dents are asked to pay attention to modals in conversations with NSs.
The students’ findings that, for example, in peer group interactions,
NSs rarely use must but choose have to a great deal more frequently and
largely avoid ought to can serve as a vehicle for further discussions of
Anglo-American sociocultural norms and concepts of obligation and
necessity. Such fieldwork and analysis can facilitate learner access to axi-
omatic presuppositions accepted in the L2 community.


Contrasting examples from NNS student and NS writing on similar
topics and speech in formal and informal registers can also prove very
helpful in addressing differences between NS and NNS pragmatic
presuppositions. Contextualized analysis of root modal uses and their
sociocultural entailments can bring into focus the distinct notions of
obligation and necessity in Anglo-American, Confucian, Taoist, and
Buddhist cultures.
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APPENDIX
Prompts for NS and NNS Essays by Topic


Academics


NS


What is your major? Describe your values and characteristics that caused you to make this
choice.


NNS


What job or profession are you preparing for? What are your personal views and qualities
that made you choose this field of study?


Politics


NS


Do you think the U.S. can maintain its role as the world leader in the 21st century?


NNS


Can the U.S. remain in its position of world leadership? State your views and explain in
detail.


Family


NS


In your opinion, is it better to be a member of a large or a small family?


NNS


Would you prefer to be a member of a large family or a small one? Discuss your reasons.


Friendships


NS


Describe characteristics of a person whom you would choose as a friend.


NNS


What kind of a person would you consider as a friend? Describe his or her characteristics
and explain in detail.


Traditions


NS


Describe how a holiday is celebrated or a tradition is observed in your family or hometown.


NNS


Describe how a particular holiday is celebrated (or how a particular tradition is observed)
in your family or country.


Patriotism


NS
Describe how you or your chosen career can benefit our country.


NNS


Discuss how you or your training in your major can contribute to the development of your
country. Use detailed reasons and examples.
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Racism


NS
Almost every day newspapers tell us about racial conflict. Discuss your views on the causes
of racial conflict.


NNS
In your opinion, what are the causes of racial or cultural conflict? Explain your point of
view, using specific reasons and examples.


MODAL VERBS AS A REFLECTION OF CULTURE 343











TESOL QUARTERLY Vol. 29, No. 2, Summer 1995


On the Notion of Culture in
L2 Lectures
JOHN FLOWERDEW and LINDSAY MILLER
City University of Hong Kong


This article reports on one aspect of the findings of a 3-year ethno-
graphic study into academic lectures conducted at a university in
Hong Kong, where native speakers of English lecture to ethnic Chi-
nese ESL students. Based on ethnographic data, the article develops
a framework for the analysis of L2 lectures. The framework has
four dimensions: ethnic culture, local culture, academic culture, and
disciplinary culture. Each of the dimensions is illustrated by means
of data from the ethnographic research. The article suggests that
application of the model, because of its potential for developing
cultural synergy, is likely to be of interest for those involved in the
lecture preparation of lecturers and students in an L2, both in Hong
Kong and elsewhere.


As ethnographers have long been aware, every community has its
own distinctive culture, although the members of a given commu-


nity are often not themselves explicitly aware of the nature of their
culture, especially as it may relate to others. As Moerman (1988) puts
it, “All natives take their native knowledge for granted, take it to
be nothing other than the nature of the world” (p. 4). Educational
communities have been recognized as fruitful sites for ethnographic
research (see, e.g., Benson, 1989, 1994; Canagarajah, 1993; Harklau,
1994; Heath, 1983; Trueba, Guthrie & Au, 1981; Watson-Gegeo,
1988). In developing thick descriptions (i.e., explanatory, interpretive
accounts; see, Geertz, 1973), relating to the values, roles, assumptions,
attitudes, and patterns of behaviour which operate in classrooms, eth-
nographers have attempted to provide descriptive theories capable of
accounting for the ways teachers and students interact with each other
and with texts, and how learning does or does not come about.


In educational contexts where students and teachers share the same
language and have similar cultural backgrounds, a common set of
assumptions is likely to underpin the acts of all participants. In situa-
tions where students from non-Western countries study in English-
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speaking Western countries (as they are doing in ever increasing num-
bers), or where expatriate teachers coming from Western universities
and colleges are teaching students brought up in a non-Western culture
(as, again, is happening more and more frequently), there is a danger
of a clash of cultures. Ethnographic research, by bringing the cultural
assumptions of lecturers and students to consciousness, can be of
particular value in providing a basis for developing mutual under-
standing.


As already suggested, the concept of culture is integral to the ethno-
graphic enterprise, and the goal of ethnography is to provide a “de-
scriptive and interpretive-explanatory account of what people do in a
particular setting” (Watson-Gegeo, 1988, p. 576). The purpose of the
present study is to provide an interpretive-explanatory account of the
culture of L2 lectures. By providing such an account of the experiences
of expatriate lecturers in Hong Kong and their Hong Kong Chinese
students, we hope that the resulting theory will be of interest for those
attempting to account for lecturer and student behaviour in L2 lectures
in other contexts. As such, it might provide input for lecturer and
student training where lecturers and students come from different
linguistic and cultural backgrounds.


In discussing, analyzing, and attempting to interpret our data from
a sociocultural perspective, we arrived at the conclusion that there are
four primary dimensions of the notion of culture which are likely to
help lecturers, students, and those concerned with the training of these
two groups to prepare for and reflect upon their practice in cross-
cultural lectures. These four dimensions are: (a) ethnic culture— cultur-
ally based, social-psychological features which affect the behaviour of
lecturers and students; (b) local culture—the local setting with which
students are familiar and which may be alien to foreign lecturers; (c)
academic culture— features of the lecture situation which require an
understanding of the particular academic values, assumptions, roles,
and so on of a given society; and (d) disciplinary culture— the theories,
concepts, norms, terms, and so on specific to a particular academic
discipline. This article will describe in greater detail what we mean by
each of these terms, how the data led us to consider these four aspects
of culture, and how we have come to believe that the framework we
propose, developed out of our Hong Kong data, is likely to be of
interest to others working in L2 lecture contexts.


BACKGROUND


In the past 10–15 years, Hong Kong has been transformed from
what some have described as a colonial backwater, isolated at the tip
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of a relatively closed communist China, its economy reliant on a small
range of low-value-added, labour-intensive industries, to a high-tech,
service-oriented economy, acting as the gateway for Western business
interests to Asia and as the principal entrepot for China’s burgeoning
trade with the rest of the world. This socioeconomic transformation
has brought with it the need for a highly skilled work force, the un-
skilled jobs of the low-value-added industries being relocated to factor-
ies on the Chinese mainland and highly skilled, professional positions
in high-tech and financial service industries taking their place.


In response to the need for a highly skilled cadre of professionals
(and also, perhaps, with the impending transfer of sovereignty to
China in 1997, to try to make up in part for years of colonial neglect),
the Hong Kong government has overseen a rapid expansion of tertiary
level education in Hong Kong, increasing the number of universities
from two to six, while at the same time greatly expanding the intake
of the existing two. As a result of the increase in available university
places, all of which have English as a medium of instruction, concern
has arisen about the English proficiency of students and their ability
to study through this medium. As part of the drive to expand tertiary
education in Hong Kong, the administration had to look overseas to
recruit lecturers. Many of these foreign lecturers come from English-
speaking countries (Britain, the U. S., Canada, Australia) and form a
large part of the teaching staff in each university. Many of these
overseas lecturers have limited experience living abroad and teaching
large groups of nonnative-English-speaking (NNES) students.


The study reported on here took place at City University of Hong
Kong (City U), one of the new universities. At CityU, 75% of the
teaching staff is Chinese, with English as their second language, while
25% of the staff come from overseas.


The Students


The students involved in this study are Hong Kong L1 Cantonese
speakers. They are predominantly the children of the huge influx of
economic and political refugees who came to Hong Kong in the 1960s,
fleeing the cultural revolution in mainland China. The parents of the
majority of these students will have at best been educated to primary
school level, if at all. Both within the family and at school, the moral
education of the students involved in this study will have been firmly
based on those Chinese historical, cultural, and traditional philosophi-
cal patterns broadly referred to as Confucianism (Scollon & Scollon,
1994). The term Confucian is as rich in meaning for the educated East
Asian as the term Judaeo-Christian is for the educated Westerner, but
just as the latter term can be used as a shorthand for a whole set of
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FIGURE 1
Confucian and Western Values as They Relate to Academic Lectures


Confucian Western


● respect for authority of lecturer ● lecturer valued as a guide and facilitator
● lecturer should not be questioned ● lecturer is open to challenge
● student motivated by family and ● student motivated by desire for


pressure to excel individual development
● positive value placed on effacement and ● positive value placed on self-expression


silence of ideas
● emphasis on group orientation to ● emphasis on individual development and


learning creativity in learning


beliefs readily accessible to the average educated Westerner, so does
the term Confucianism readily evoke a set of fundamental ideas and
attitudes for East Asians (Scollon & Scollon, 1994). Figure 1 lists those
features of Confucianism which perhaps most noticeably contrast with
Western values in the context of L2 lectures.


A more detailed discussion of Confucianism is outside the scope of
this article, although it is a theme that we will return to throughout.
(See Scollon & Scollon, 1994, for an extensive bibliography on Confu-
cianism and its influence among the contemporary ethnic Chinese
people.)


Academically, CityU students will have gone through the Hong Kong
secondary school system where a mixed mode of instruction (English
and Cantonese) is used, with the emphasis usually on English for
reading and writing and Cantonese for oral explication of the English
language texts and for other oral teaching and learning activities (John-
son & Lee, 1987). The students will have been taught in large classes
(around 40) by means of a traditional method of instruction, with
considerable emphasis on rote memorization. As far as listening and
interacting orally are concerned, students’ pre-CityU experience will
have been largely Cantonese. Students at CityU have little or no expo-
sure to English at home (Pennington, Balla, Detaramani, Poon, & Tam,
1992).


Chinese students’ attitudes toward teaching and learning differ from
those of Western students and can cause problems for Western teach-
ers who are unfamiliar in teaching such students. Scollon and Scollon
(1994) comment on the Confucian teacher-student relationship and
state that students generally do not ask teachers questions while in
class as “questioning might be thought of as saying that the teacher
had not taught well because there were still unanswered questions”
(p. 17). Chinese students adopt a receptive role in class and look to
the teacher to provide the information needed to successfully pass the
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course. Memorization plays an important role in Chinese students’
attitudes toward learning. Even in situations where, as a Western
teacher, we might assume that the students needed to use analytical
and critical thinking, such as in literary analysis, Chinese students rely
on memorization techniques.


The students attending the lectures commented on in this study
would all have sat for the Hong Kong Certificate of Education (HKCE)
English exam. To gain entrance into the university, they must have
at least a grade E in their Use of English paper. The students’ entry
levels ranged from E to C. An E correlates to around 450 on the
TOEFL test, whereas a C correlates to around 530 (Hogan & Chan,
1993). As a point of comparison, most U.S. universities have an entry
level of about 550.1


The Lecturers2


Ten native-English-speaking (NES) lecturers (British, U.S., Austra-
lian, and Canadian)—7 male and 3 female—from both scientific and
nonscientific disciplines at CityU played a principle role in this study.
They were selected so as to provide a representative cross-section of
NES lecturers in the institution. The subject areas, rank, and experi-
ence of these lecturers and the numbers of students in their classes
can be seen in Table 1.


Physical Setting


CityU is situated in a 4-year-old, purpose-designed building. The
lectures commented on took place for the most part in lecture theatres,
although a few were given in large classrooms. The size of lecture
theatres in CityU varies from minitheatres that seat up to 100 to large
theatres that seat more than 300. All lecture theatres contain the same
standard equipment. There are two or three large whiteboards, an
overhead projector and screens, and a lectern on which there are
control panels for video- and computer-based presentations. The lec-
turer may use the microphone at the lectern or a clip-on microphone.
The students sit on plastic moulded seats which are attached to a
narrow writing desk which runs the breadth of the theatre. The rows
of seats are arranged in amphitheatre-style tiers. Where classrooms
are used for lectures, the students sit on plastic moulded chairs and


1A score of 550 on TOEFL is the standard advocated by NAFSA (Association of International
Educators) and has been accepted by the majority of U.S. universities.


2We refer to the British title of lecturer throughout this article as this is the title in use at CityU.
For U.S. readers, Lecturer = Assistant Professor, Senior Lecturer= Associate Professor, and
Reader = Associate Professor or Professor.
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TABLE 1
Background Information on the 10 Lecturers Principally Engaged in the Study


Lecture
Lecturing experience to


Data experience Chinese Students
Code Subject Class size Pos i t ion (years) ( y e a r s )


LA Building and
Construction


LB Economics and
Finance


LC Business Management
LD Computer Science
LE Law
LF Electrical Engineering
LG Information Systems
LH Marketing
LI Public and Social


Administration
LJ Accountancy


Note: R = Reader, SL = Senior Lecturer, L = Lecturer.


have narrow desks to lean on, two students per desk. Each classroom
has two whiteboards, an overhead projector plus screen and a TV
monitor. Speaking in a normal teaching voice, the lecturer can be
heard by all students without the use of a microphone. The classrooms
seat up to 40 students.


METHODOLOGY


The data for this study were collected over a 3-year period. Prior
to this, in order for the researchers to gain insights into the most
appropriate methodology to adopt and likely areas of focus for the
research, a pilot study was conducted over a period of one semester
with one lecturer in Manufacturing Engineering. An earlier study,
focusing on students’ perceptions, problems, and strategies in at-
tending lectures in English (Flowerdew & Miller, 1992), provided us
with insight regarding appropriate methodology and areas of interest
for the students. We also had the benefit of being ourselves lecturers
in the university which was our research site.


The data were collected in a range of ways:


● questionnaires and at least two in-depth interviews administered to
10 lecturers (LA-LJ) principally involved in the study before and
after they conducted a lecture course
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●   reflective diaries kept by Lecturers LA-LJ and one class of 40 students
during their lecture courses


● questionnaires given to students of Lecturers LA-LJ immediately
after a lecture (several hundred)


●  field notes arising from less formal discussion with and observation
of lecturers and students over the full 3-year period of the study
(LA-LJ and their students, but also others)


●  intensive discussion and observation, often on a daily basis, with
three lecturers (LB, LE, LI) with whom the researchers built up a
particularly good rapport, during the whole 3-year period of the
research


●  written self-reports elicited from the students of Lecturers LB, LE,
LI after a lecture in the middle of their course, focusing on their
perceptions, problems, and strategies


●  in-depth interviews administered to 18 students of Lecturers LB,
LE, LI during a lecture course


●  focus groups consisting of six to eight students of Lecturers LB, LE,
LI conducted in the middle of a lecture course


●  participant observation of 16 lectures by the two of us


●  recordings and transcriptions of 34 lectures


●  other artefacts of the lecture situation, such as textbooks, handouts,
and student notes.


We designed our questionnaires to provide standardized (Ham-
mersley & Atkinson, 1983) basic data on the lecturers and students
and their attitudes toward lecturing. The interviews were reflexive
(Hammersley & Atkinson, 1983); that is, the interviewer did not start
with a specific set of questions, although he did start with a set of
areas to be covered, this evolving as more interviews took place. The
aim of the interviewing was to minimize the influence of the researcher
on what the interviewee said while at the same time providing some
structure in terms of what was or was not relevant and eliciting clarifi-
cation where ambiguity occurred (Spradley, 1979a). The three main
areas in which we questioned lecturers were: (a) perceptions of being
a lecturer to Hong Kong students, (b) problems in lecturing to Hong
Kong students, and (c) strategies used to overcome the problems. The
first lecturer interview was conducted to establish the lecturer’s general
views on these areas, whereas in the second interview the lecturers
were asked to focus on the course they had just taught. Student inter-
views were conducted in a similar way, but with the focus on percep-
tions, problems, and strategies of listening to an expatriate lecturer.
The approach to diary keeping was broadly similar to that of the
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interviews, that is, lecturers and students were encouraged to report
on what they felt to be significant aspects of their lectures, but some
broad guidelines and ongoing feedback were provided so as to ensure
some sort of structure and relevance to the research.


We will only refer to that data which we used to develop our theoreti-
cal framework for the notion of culture in second language lectures. In
Watson-Gegeo’s (1988) terms, our emphasis is on analysis, interpretation,
and explanation rather than simple naturalistic description. A more
detailed description of the data is available elsewhere (Flowerdew &
Miller, in press).


We arrived at our theoretical insights in the following way. We
collected and discussed the data on an ongoing basis. Having data
from a variety of sources and subjects and having two researchers
ensured an element of triangulation to the data and to theory building.
As we generated hypotheses, we sorted and resorted the data into
categories, using either the wordprocessor or photocopying and physi-
cal cut-and-paste. During this process, we were continually going back
to lecturers and students to ask questions and observe or record lectures
for further data, in order to develop new avenues or test out developing
hypotheses. Following Davis (1992), our approach was to have pro-
longed engagement, and persistent observation, in order to “build
trust with respondents, learn the culture, and test for misinformation
introduced by both the researcher and researched” (p. 606). In addi-
tion, following Davis (1992) again, we tested the ongoing conclusions
in a number of public presentations and discussion sessions with invited
informants and other Hong Kong lecturers and students present
(Flowerdew & Miller, 1993, 1994, 1995a, b, c).


Although data came from all of the sources listed above, our main
orientation to the data, as far as this article is concerned, was from
the lecturer interviews. The interviews (and questionnaires) were the
starting point for building rapport with the lecturers. Subsequent to
the interviews, as rapport developed, the researchers gained access to
lecture classrooms and to students and built a basis for further contact.
Hypotheses were mainly generated from the interview data and then
cross-referenced with data from the other sources. Gradually patterns
emerged, one being the cultural framework which is the focus of the
present article. We stress that the cultural framework we outline in
this article developed out of the data and not vice-versa. We agree
with van Lier (1989) that “[the ethnographer] walks a fine line between
naive observation and externally imposed interpretation” (p. 43). In
our article, readers will note that we draw on the literature, as well
as our observed data, when appropriate, in developing our cultural
framework. However, we emphasize that we have tried to be as rigorous
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as we can in making our inferences and interpretations based upon
the data (see also Atkinson, 1994).


THE LECTURES


Before outlining the cultural framework, in order to develop a sense
of the lectures as experienced by the students and lecturers, we provide
vignettes of two lectures during which each of the investigators acted
as a participant observer (Spradley, 1979b).


First Vignette


The topic of this second-year undergraduate lecture in Economics
was foreign exchange. The lecture took place in an amphitheatre-style
lecture hall, with well over a 100 students attending. As the students
waited for the lecturer (LB), there was considerable hubbub, the noise
only diminishing slightly upon the lecturer’s arrival.


The lecturer began by distributing a coursework assignment hand-
out. Students continued talking while this was done and continued
talking further as the lecturer, with the use of the podium microphone,
explained how the assignment was to be done. As students received
the handout, their discussion switched to the contents of the handout,
with much code-mixing (i.e., discussion about what to do in Cantonese,
with use of English for citing from the handout and for terminology).
The lecturer devoted considerable time in explaining how to write an
essay style assignment, stressing the need for a main point, subpoint
structure, and how past students had difficulty writing in this style. At
several points the lecturer asked if there were any questions concerning
the assignment, but no students responded. He told students that if
they had any questions, he was available at most times for consultation
in his office.


The lecturer then moved on to the topic of the lecture, relating it
to previous lectures. Students turned to their course notes, provided
by the department in a bound booklet at the beginning of the course.
The notes were quite detailed, with the result that students did not
need to make extensive lecture notes of their own. There was still
considerable noise from the students as the lecturer started to intro-
duce the topic of the lecture. At this stage the lecturer asked the
students to quiet down as it was difficult for him to lecture over such
noise. He then showed a transparency with the outline of the lecture.
Students related this to their notes.


The discourse structure of the lecture took the form of the presenta-


CULTURE IN L2 LECTURES 353







tion of a number of concepts to do with exchange rate fluctuations.
These concepts were elucidated and related one to the other by means
of a humorous (for the observer) recurrent example of the difference
in the price of fishballs (a favourite Chinese fast food) in two different
parts of Hong Kong. Each of the individual, but related, exchange
rate concepts was illustrated by additional examples, most relating to
Hong Kong, but some contrasting Hong Kong with the U.S. In talking
about prices in the U.S., for example, the lecturer used the example
of McDonald’s hamburgers instead of fishballs.


As the lecturer developed his topic, students began to annotate
their notes, using both Chinese characters and English. Some students
helped others in this, writing on their notes for them or explaining in
Cantonese. There was no evidence of students’ taking notes in the
traditional way, with points and subpoints, on a blank piece of paper.
By this stage, the noise level, although still quite appreciable because
of continuing peer assistance, had died down considerably. The noise
abated further when the lecturer displayed a transparency showing
information that was not in the students’ prepared notes. At this point,
there was a flurry of activity as students copied this information down.
One complaint of students about this lecturer, as expressed in their
interviews, was that the prepared notes were not detailed enough.
However, the lecturer and both researchers felt them to be very de-
tailed.


Throughout the lecture, many examples and asides were, for the
observer, quite humorous. However, students did not seem to pick up
on much of the lecturer’s use of humour. As an example of humour,
the lecturer, developing his fishball example, stated as follows:


1. LB: Fishballs cost the same on Hong Kong side as on Kowloon side, or
nearly; a little more on Hong Kong side. I don’t know why. That would
be a good final year project. (lecture extract)


Some students laughed at this, but the majority did not. The observer
noted one student sitting close to him explaining the joke to his
neighbour in Cantonese. This pattern of humour from the lecturer
picked up by only a few, or sometimes no students, was a recurrent
feature of the lecture.


Throughout the lecture, the observer was struck by the large number
of technical terms used by the lecturer. The following terms were
noted down at one stage as coming in very close succession: appreciate,
depreciate, position, assets, goods, purchasing power parity, arbitrage, absolve,
relative price parity. The observer was also struck by the number of
opportunities the lecturer gave the students throughout the lecture to
ask him questions, but how at each of these opportunities there was
no response from the students.
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In discussion after the lecture, the lecturer expressed his general
satisfaction with the way things went. However, he said he would like
to have a better rapport with the students and would like them to
participate more, by asking questions. Students, when interviewed fol-
lowing the lecture, were generally satisfied with the lecturer. They felt
that they got a lot out of this lecture course, although they said they
had to rely on peer help to understand the main points, and they had
to do a lot of back-up reading.


Second Vignette


The topic of this second-year undergraduate lecture in Public and
Social Administration was public housing management. This lecture
was presented to a small group (the smallest observed) with just 32
students attending. The lecture was given in a 40-seat classroom.


The lecturer (LI) started by framing the lecture within the overall
course. He explained how the lecture fit into what he had previously
presented and gave a brief outline of what he would cover in this
lecture. As it was a classroom, the lecturer could talk in a normal
classroom voice and be heard clearly. During the lecture, the lecturer
used a lot of sign posting: first, then, secondly, in conclusion. He also
attempted to cater to the students’ linguistic and conceptual needs by
frequently paraphrasing the general points he made and by following
them up with a local example.


The students had detailed notes, bound in a booklet, which are
provided by the department for the whole course. Having framed the
topic within the series of lectures he was giving, the lecturer referred
to the handout throughout his lecture. From this point, the structure
of the lecture followed closely what was in the notes. The lecturer
directed the students’ attention to the relevant section of the handout
and elaborated on the notes. As he did this, some students made
additional notes in their booklets in Chinese and/or English or used
a marker pen to highlight parts of the text.


The discourse structure of the lecture took the form of a historical
overview of the public housing situation in Hong Kong, where the
programme had been developed very rapidly to meet the sudden need
for public housing following a major fire. This situation in Hong Kong
was compared to public housing in the U.K., where the system had
been developed more systematically over a longer period.


Throughout the lecture the lecturer used quite complex vocabulary.
Terms noted from a randomly selected short segment of the transcript
include the following: paternalistic administration, hidden agendas, non-
interventionist, laissez-faire, proactive, social constraints, population dynam-
ics, global capitalist system, economic barricade, deregulation. The lecturer
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invited questions at various stages, but the students did not respond.
However, during a short break and at the close of the lecture, a number
of students asked questions on a one-to-one, rather than an open-
class, basis. At two points, the lecturer attempted humour, but the
response was minimal. Nevertheless, the atmosphere in the class was
friendly, with the students chatting freely to the lecturer before and
after the lecture. The students attending this lecture were generally
quiet, but several instances of peer help were noted when one student
would turn to a neighbour and have a short discussion in Cantonese.


Following the lecture, when questioned by the observer, the lecturer
expressed his general satisfaction with his lectures to this group of
students. He noted that students particularly liked the detailed notes
he provided, but that he would like more participation. In comments
students were asked to write immediately after the lecture and in
interviews, although generally positive, students noted that some of
the examples the lecturer used were unfamiliar to them and oriented
too much to the U.K. and that they sometimes got lost in what the
lecturer was saying. Students stated that close attention to the notes
was a strategy for alleviating the comprehension problem, along with
out-of-class reading.


THE FOUR DIMENSIONS OF CULTURE


Having established the background to our study and provided two
examples of how a lecture is conducted at CityU, we now turn to the
four dimensions of culture—ethnic, local, academic, and disciplinary—
as outlined in the introduction, referring back to the two vignettes, but
also drawing on our extensive other data, to illustrate our framework.


Ethnic Culture


In referring to ethnic culture in the context of cross-cultural lectures,
we are concerned with social-psychological features which affect the
behaviour of students and which may contrast with the social-psycho-
logical make-up of Western lecturers. In some cultures, there are
certain taboos which Westerners are usually warned about—physical
contact between the sexes, for example, in Muslim countries, touching
on the head in Thailand—which can be traced to social-psychological
cultural traits. To our knowledge, there are no such taboos in Hong
Kong which stand out so strongly as the above (although ethnic Chinese
are averse to physical contact between the sexes and public displays
of affection, something lecturers are well advised to be aware of).
However, certain social-psychological features affect the behaviour of
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Hong Kong Chinese in lectures and are susceptible to cross-cultural
misunderstanding in more subtle ways.


Perhaps the most salient features of the social psychology of Chinese
people reported in the literature is the influence of their Confucian
heritage, with its emphasis on the family, filial piety, and respect for
one’s elders (Bond, 1986, 1991). For Confucius, one’s teacher is on a
par with one’s father in terms of the loyalty and deference that is one
expected to show. In accordance with this cultural trait, most expatriate
lecturers interviewed for this study find their students to be extremely
deferential, a feeling corroborated in our interviews with students and
our observation of lectures (as well as from our own experience as
teachers of Hong Kong students). As one student said to one of the
researchers when asked why she returned a copy of an article he had
lent her in the traditional Chinese way, with both hands and with a
slight bow, “To show respect to my teacher.” A similar expression of
respect is evident in a statement from business students, as reported
by one of the lecturers, when asking him for detailed notes:


2. LJ: When I asked them why they wanted such detailed notes and said
they weren’t necessary, the students said that it was because they respected
me as a teacher and that they would not ask me if they did not have such
respect for me. (postcourse interview, Accountancy)


As another example of respect for one’s teacher, we might cite here
the fact that, at undergraduate level, it is very unlikely that Hong Kong
Chinese students would ever question the grades awarded by their
lecturers. 3


Another behavioral feature of Hong Kong students which might
be related to respect for one’s teacher (recorded in our vignettes and
noted in other lectures) is students’ reluctance to give their opinions,
even when asked. This is a problem consistently remarked upon by
lecturers, who for the most part favoured an interactive style of lectur-
ing, a point we will develop further under the heading of academic
culture. Hong Kong students often decline to give an opinion, or if
and when they do give one, it is after careful consideration. This can
be frustrating for expatriate lecturers. As Lecturer K commented on
her earlier experience of lecturing in multiethnic classes in the U. S.:


3. LK: American students start to answer a question before they know what
they are going to say. Chinese students wait until they are sure of what
they are going to say before they speak. That makes the American professors
really mad. (field notes)


3Readers who have experience of teaching Arab students will note how this attitude contrasts
strongly with that of Arab students, who tend to treat grades as negotiable and who will
sometimes expect the teacher to “help” them by raising the grade awarded. This attitude
can be related to teachings in the Koran.
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Students seem to be aware of the frustration of lecturers with their
reluctance to give their opinions, but are not concerned about remedy-
ing the situation. As one student noted in her diary:


4. Dr X asked us our opinion about this theory, but, as is our way, nobody
answered. [emphasis added]. (student diary)


Such behaviour seems to be deeply embedded in the social-psycho-
logical make-up of Hong Kong students. One possible reason for
this rather negative attitude to participation may be related to the
Confucian teaching on the need to maintain face. In answering a
question, students run the risk of being wrong or of revealing their
weak English. Another possible reason, as offered to the researchers
by students, relates to the Confucian precept of group solidarity and
the inappropriacy of shining in front of one’s peers. An ethnic Chinese
lecturer commented that if students ask or answer a question, they will
be seen by their peers as “showing off’ and will become “an outcast.”


Another behavioral trait of ethnic Chinese commonly cited in the
cross-cultural psychology literature is their collectivism approach to hu-
man interaction (e.g., Bond, 1986, 1991, in press; Hofstede, 1983). In
our focus group sessions conducted with students after lectures, in
answer to the question, “If you have any problems understanding,
what will you do about it?”, by far the most common answer was, “Ask
my classmate.” As shown in our vignettes and in other lectures we
observed, students were seen to engage in a high level of peer assis-
tance, helping each other by explaining in Cantonese points their
classmates were having difficulty with. Such peer assistance in lectures
can reach such a level in the CityU lecture theatre that a number of
lecturers, unaware of what was really going on, commented to us that
they found their students inattentive and to chatter too much while
they were lecturing. Our own observations of lectures, however, in
general, seemed to indicate to us that this was not the case and that
students were genuinely focusing on the subject matter of the lecture
when they were talking to each other.


A further feature of Chinese ethnic culture is a high level of achieve-
ment motivation (Bond, 1986, 1991, in press). In Chinese culture,
achievement for young people is defined almost exclusively in academic
terms (later switching to financial success [Lau & Kuan, 1988]). Surveys
conducted in Hong Kong (Pennington & Yue, 1994; Pierson, Fu, &
Lee, 1980; Richards, 1994) show that although secondary school and
university students have little integrative motivation toward the study
of English, their instrumental motivation for learning English for aca-
demic and career purposes is very high. Our interviews with both
lecturers and students and our observation of lectures provide ample
evidence of the motivation of students to do well at university. High
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achievement motivation of their students is something which lecturers
consistently identified in their interviews with us. However, lecturers
were at times somewhat taken aback by the pragmatic, or instrumental,
nature of this motivation. Many statements by lecturers in their inter-
views indicate that they would like to feel that students are motivated
by a genuine desire to learn and to discover things about themselves
and the world around them. In the words of one lecturer:


5. LI: [I want a] more interactive and participatory [style] . . . I want the
students to question me about my experiences. (precourse interview, Public
and Social Administration)


However, students are much more likely to be motivated by a desire
to obtain good grades and to thereby be able to get a good job:


6. LB: They . . . try to learn what they need to learn to pass the test, very
few of them think outside that framework. (precourse interview, Economics
and Finance)


The desire to do well at university and the influence this has on the
students’ learning styles may be seen more clearly in the context of
academic culture, an area we shall discuss later.


A final example involving a contrast in ethnic culture in our data is
that of humour. This is a cross-cultural feature not commonly noted
in the literature on Chinese ethnicity. However, it seems to us to be a
significant potential problem area in cross-cultural communication.
When lecturers discover that things that they find funny are not ap-
preciated as humourous by their audiences (frequently noted by lectur-
ers in their interviews and diaries, and recorded also in the two lecture
vignettes), this can be interpreted as a mismatch, or case of negative
transfer, between the conception of humour in the host culture and
lecturers’ own ethnic background (of course, there may be a strictly
linguistic problem here also). In contrast, when Lecturer LJ finds that
he is able to use self-deprecation effectively as a humourous device,
this can be interpreted as a case where the two ethnic cultures overlap,
or a case of positive transfer of ethnic culture. In their interviews,
most lecturers stated that they found difficulties in using humour in
the way they would do in their home countries, many claiming that
they had given up on making jokes, as they were not understood.


Local Culture


Local culture refers to aspects of the local setting with which the
members of a particular society are familiar. The importance of local
culture manifests itself in the lecturers’ need to use local examples in
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their elucidation of concepts. The following quotations illustrate the
difficulty experienced by lecturers in adapting to the local culture:


7. LF: You can use a car as an example for something in North America
as most people have one, but that’s not the case here. (precourse interview,
Electrical Engineering)
8. LA: I talk about the Bond Centre or Pacific Place [well-known building
projects in Hong Kong]. There’s no point in talking about a project in
Liverpool, but they will recognize international projects like Sydney Opera
House (precourse interview, Building and Construction)


A common complaint of students was the difficulty they found when
lecturers based their examples on their experience outside Hong Kong.
As one student from the lecture described in our second vignette put
it:


9. Usually he [the lecturer] takes examples from U.K. and sometimes I
don’t understand because I am not familiar with U.K. housing. Because
he is British he is familiar with the U.K. situation but not Hong Kong.
(student interview, Public and Social Administration )


The importance of relating material to the local context is high-
lighted because locally produced texbooks are not available at the
tertiary level. This means that lecturers either have to rely on lectures
and handouts alone, or, if they use a book, have to devote a lot of their
attention to bringing the material in the book closer to the students. As
one lecturer put it:


10. LI: The material on Hong Kong available in textbooks is extremely
limited in my subject. That means I have to try to respond and redress an
imbalance or sensitivity, that is I have to bring the material into the Hong
Kong context for students to understand. (postcourse interview, Public and
Social Administration)


In several interviews, we noted a mismatch between claims by stu-
dents that lecturers were not using enough local examples and the
evidence from our observations and recordings of lectures. One expla-
nation here may be that Western lecturers often refer to international
celebrities, products and organizations which are well known locally
(although their names are usually adapted to Cantonese phonology
or are given a Chinese name, a fact which Western lecturers are often
unaware of). A case was reported during a public presentation of our
ongoing findings (Flowerdew & Miller, 1995c), for example, in which a
lecturer based a complete lecture around the example of the computer
product Atari. The lecturer assumed (correctly, as it later turned out)
that Atari, which is popular in Hong Kong, would be familiar to his
students. However, Atari has a completely different name in Can-
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tonese, so students did not pickup on the significance of this important
example.


In lectures we observed, and as illustrated in the vignettes, examples
played a prominent role in elucidating key concepts. In describing the
structure of lecture discourse, Young (1994) highlights the importance
of a recurrent examples phase, pointing out that strands of the exam-
ples phase may be more numerous than strands of the theoretical
concepts phase. Young notes that it is in the examples phase that
lecturers “illustrate theoretical concepts through concrete examples
familiar to students in the audience” (p. 196). Clearly it is important
that lecturers are able to identify with the local culture if they are to
successfully perform this important phase in lectures.


With time, lecturers can adapt to local culture, as they can begin to
find local examples to illustrate their points. Lecturer H described her
strategy in lecturing on marketing as follows:


11. LH: What I do is make sure I know as much about the local market
as possible. While the examples are English based I look for examples in
Chinese magazines, newspapers, t.v. I encourage them [the students] to
bring in examples of Chinese so we have a mixture. (postcourse interview,
Marketing)


The more familiar lecturers become with the local setting, the more
easily they are able to come up with suitable examples. In interviews,
one group of public administration students attending the lecture in
the second vignette, found the use of examples taken from the British
context to be a problem in their understanding of this lecture on public
housing policy. However, as the following extract from a later lecture
on public housing shows, the lecturer responsible for the course was
able to adeptly use Hong Kong as an example and to even contrast
the Hong Kong situation effectively with overseas settings, by referring
to the reaction of foreign visitors when they encountered this example:


12. LI: and so the government went about providing the first permanent
housing programme at the same time / and within a year there were eight
of these six storey mark one blocks which were built / you can still see them
just off / ah / Wo / ah / Wo Chi Street / they are still there / the first eight /
em / just off Wo Chi Street / just the other side of ah / Shek Kip Mei
station / em / and that was the origins really of the first permanent public
housing in Hong Kong down in Shek Kip Mei / . . . we’ve had visitors to
the department on several occasions and I’ve taken them down to the estate
next door / em and just showed them some of the older blocks myself and
walked them around / the point I point out to them/ which they can hardly
believe it/ is that cooking was carried out on these areas as well . . . (lecture
extract, Public and Social Administration)
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Academic Culture


Academic culture refers here to those features of the lecture situa-
tion which require an understanding of the particular academic values,
roles, assumptions, attitudes, patterns of behaviour, and so on. Aca-
demic culture may be identified at various levels: at the level of a
group of countries (e.g., Western countries); at the level of an individ-
ual country; at the level of a group of institutions within a given
country; or at the level of the individual institution within a given
country.4 At any of these levels, a given academic culture is likely to
be imbued with the values and practices of the ethnic culture within
which it is situated (Flowerdew, 1986), and it maybe difficult, in analyz-
ing a given instance of behaviour in an academic context, to ascribe
such behaviour to ethnic or academic influence.


One of the most significant factors in any analysis of Chinese aca-
demic culture is the role and nature of literacy within Chinese society
as a whole. As Bond (1991) notes, the achievement of literacy by an
individual in Chinese is a truly formidable task. Some 3,500 different
characters need to be mastered before even a rudimentary understand-
ing of a book or newspaper is possible.5 In order to achieve literacy,
from kindergarten age, Chinese are subjected to lengthy classroom
and homework assignments involving the intensive rote learning of
characters. It is not surprising that, as a result of this training, Chinese
students have highly developed memorization skills, which carry over
to other learning tasks in the primary and secondary school and which
students expect to continue to use at the university level.


Given the large size of classes, coupled with the well-developed skill
of memorization and the Confucian values of deference to teachers,
the stereotypical style of teaching in Hong Kong schools is very much
teacher centred (Johnson & Lee, 1987). Because of this academic back-
ground, such a teaching style is also likely to be expected at the univer-
sity level by students who receive no induction into the academic culture
of a Western-oriented tertiary academic institution. When one couples
this with the fact that, even if students want to participate, they must
express themselves in an L2, it is understandable that although many
lecturers in our study, including those in our two vignettes, expressed


4Although a contrast is often made between Western and non-Western academic cultures
(Bellows, 1994; KaiKai, 1989), there is of course variation between Western countries.
There may also be variation between institutions in the same country. For example, the
one-to-one tutorial system of teaching at Oxford and Cambridge contrasts with the lecture/
group tutorial pattern of most of the other universities in the U.K.


5This helps to explain why the mainland Chinese government, in order to increase literacy,
introduced a set of simplified characters and has also experimented with a romanized
alphabet. However, in Hong Kong, these reforms have not been tried, and the traditional
characters are still used.
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a desire to use a participatory style of teaching acceptable in Western
classrooms, they find it difficult to apply in Hong Kong. As one lecturer
stated:


13. LC: They [Hong Kong students] have been conditioned to expect a
[nonparticipatory] delivery system. In one way it would be difficult to break
that down. (postcourse interview, Business Management)


And another:


14. LH: They are not accustomed to participating in lectures. They feel
quite threatened when they have to do so. (postcourse interview, Marketing)


Confucian values and a collectivism approach to social interaction can
be identified as the source of another feature of academic culture in
Hong Kong; the propensity for students to help each other. One aspect
of peer help noted by us in our observation of lectures and illustrated
in our vignettes was that of linguistic informant, one student glossing
in Cantonese a word, phrase, or stretch of talk for another student
or group of students who were less proficient in English.6 As a result
of this peer assistance during lectures, lecturers may feel that they do
not have the full attention of their audiences. In addition, the noise
level, as illustrated in our first vignette, tends to be higher than most
lecturers are used to and can be quite distracting. Although it was
clear from their interviews that some lecturers realized the importance
and need for peer help, as noted earlier, others thought their students
were merely inattentive.


A final feature of academic culture in Hong Kong which diverges
from Western norms concerns the question of original thought. As
one lecturer, who had obviously given cross-cultural issues some
thought, put it:


15. LJ: In Europe you are valued for independent thought—here you are
not. If you are in a junior position you’re not expected to voice opinions
or make recommendations. (precourse interview, Accountancy)


In their interviews, many lecturers expressed their frustration with
students’ lack of creative thinking:


16. LA: The main problem I find is if my ideas don’t feature in a standard
textbook, then the students seem to be lost for a point of reference . . . .
I try to encourage them to do the thinking and analyzing but at best they
will only do this after I have shown them how to do it once. (postcourse
interview, Building and Construction)
17. LD: They only experience a system [of education] which requires them


6The habit of glossing English texts in Chinese has also been noted at the secondary school
level (Johnson & Lee, 1987) and in tertiary level lectures at our own research site (Walters
& Balla, 1992).
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to learn the ‘right’ answer and to regurgitate [it]—the concept of evaluation
and analysis appears to be totally lacking. (postcourrse interview, Informa-
tion Science)


In setting an assignment, a Western lecturer may be looking for origi-
nality of thought. Because for Chinese students the teacher is viewed
as an authority who is not to be questioned, their view of an assignment
may be they are expected to reflect on what the lecturer has told them
in the lecture course rather than to present original thought.


The lecturers’ perception of what their students should be able to
do is reflected in their course objectives, the kind of assignments they
set, and in the type of questions set for examinations, fairly typical
examples of which are shown below.


Examples of Course Objectives


18. To present opportunities for the student to think creatively and inde-
pendently and hence make a realistic estimate of his own potential. (Elec-
tronic Engineering)
19. To stimulate the student to develop an enquiring, analytical and creative
approach to the study of building and encouraging the habit of indepen-
dent judgement and critical awareness. (Building and Construction)


Examples of Assignments


20. “A major feature of Hong Kong company law is the disclosure of
information to the public.” Critically examine the value of public informa-
tion concerning companies in Hong Kong. (Law)
21. [Based on a case study] Krisler Management decides not to sell the
investments it had reclassified as short term. Has management behaved
unethically? Give your reasons. (Accountancy)


Examples of Examination Questions


22. Analyse and comment on the performance of XYZ Limited, with partic-
ular reference to the assessment of bankruptcy risk. (Accountancy)
23. Critically evaluate the view that “incrementalism is inefficient: rationality
is unattainable” with regard to public budgeting, giving examples in an
organization with which you are familiar. (Public and Social Administration)


The above are fairly typical of the sort of objectives, assignments,
and examination questions set by CityU departments. The weighting
of marks on most courses is 70% for examination and 30% course
work. None of the lecturers we asked said that it would be possible
for students to achieve anything better than a bare pass without some
application of these more analytical and creative skills. However, a
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bare pass is clearly not good enough for average Hong Kong students,
with their high achievement motivation; nor is a bare pass good enough
for the Hong Kong job market, with its requirement of highly skilled
professionals in the high-tech and financial service industries. Al-
though the focus in the above examples is on encouraging the students
to think independently and creatively, lecturers are concerned this
objective is not being achieved. They feel that students would do much
better if they were able to demonstrate a more effective command
of these analytical and creative skills. A recent summary of external
examiners’ reports circulated at CityU (City University of Hong Kong,
1994) indicates that examiners found many of the answers given in
examinations and course-work assignments to be rigid and lacking in
critical and original thought.


Students and lecturers may be approaching the context of learning
from different ends of Bloom’s (1956) Taxonomy of Educational Ob-
jectives. The lecturers may be aiming at Levels 4, 5 and 6 of the
taxonomy: analysis, synthesis, and evaluation of information. Students,
on the other hand, may be aiming at Level 1, acquiring knowledge,
defined by Bloom as the ability to remember and recall information
and facts without error or alteration. In answer to the interview ques-
tion, “What is the purpose of a lecture?” a typical student answer was
simply “To teach us. ” Other typical comments were:


24. To teach me the subject, the content. (Public and Social Administration)
25. The lecture is to tell us some information and explain things . . . to
give us some information about the exam at the end [of the lecture course].
(Computer Science)


A few students had a slightly broader view of the role of the lecture,
involving some creativity on the part of the student, as did the following
law student:


26. It is for the lecturer to tell students what the syllabus is . . . the lecture
provides what is important and where it needs further study and reading
in a particular area. (Law)


But none of the students we interviewed expressed a conception of
lectures and lecturing in any way matching that of the lecturers quoted
above.


Before leaving the topic of academic culture, it might be argued
that the features identified by the lecturers as problematic in their
students are not much different from the sort of complaints lecturers
make about their students in the West. However, the point is that the
lecturers involved in this study have experience of lecturing both in
the West and in Hong Kong and so, presumably, even if the problem
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is not one of kind, but of degree, lecturers find the problems to be
more serious in Hong Kong.


Disciplinary Culture


Disciplinary culture refers to the theories, concepts, norms, terms,
and so on of a particular academic discipline. This notion has been
developed previously by Becher (1981, 1987). Perhaps the most obvi-
ous way to recognise a discipline is through its specialised vocabulary.
In both of our vignettes, we pointed out the frequent use of technical
terms. All lecturers are faced with the problem of introducing and
using a large repertoire of discipline-specific technical terms. Some
lecturers (e.g., the lecturer in our first vignette) make an attempt to
at least draw the students’ attention to this technical lexis. Others
(e.g., the lecturer in the second vignette), however, while aware of the
problem, do not feel it is their role, or that they are capable of dealing
with this issue, which for them would constitute English teaching,
something many of them stated in their interviews they considered
not to be part of their job.


Another important feature of disciplinary culture, from the linguis-
tic point of view, is the fundamental relation between the structure
of the body of knowledge of a given discipline and the discourse and
related language structures (not just lexis) which this gives rise to. Much
of the research conducted throughout the short history of English for
specific purposes (ESP) has been interested in this question, although
most studies have focused on written text (see, e.g., Bhatia, 1993;
Swales, 1990, for a review). With regard to the lecture, Brown (1987)
notes that, “(The experience of giving and receiving lectures in differ-
ent subjects has not been fully explored, yet it is clear that the structure
and content of subjects have a marked influence upon the mode of
lecturing” (p. 287).7


Among lectures observed and recorded by the present researchers
a considerable variation in discourse structure was noted across disci-
plines. In law, for example, the lecture discourse was found to be
often structured around a series of problem-solving tasks designed to
illustrate a certain legal concept. In computer science, lectures typically
followed a repeated pattern of problem-solution (Hoey, 1983). In


7One rare example worthy of mention is Dudley-Evens (1994), who has shown how the
discourse structures of lectures in two disciplines, Highway Engineering and Plant Biology,
vary—Highway Engineering employing a so-called point-driven strategy, while Plant Biol-
ogy more likely following a framework built around the systems of plant classification
developed by various biologists.
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economics, as exemplified in our first vignette, lectures were sometimes
structured around a series of related concepts, each illustrated by
examples. In public and social administration, as exemplified in our
second vignette, lectures may take the form of a comparison between
different models or systems. A more thorough study, however, would
be required to determine to what extent the variation we noted was
due to disciplinary culture, on the one hand, and personal preference,
on the other. Nevertheless, lecturers do seem to have some idea about
the typical characteristics of lectures in their particular disciplines.
As one law lecturer was recorded as saying in an interdepartment
discussion:


27. LL: In true legal fashion, let’s attempt a few definitions.


And as an engineering lecturer stated, when beginning a presentation
at a similar forum:


28. LM: As I’m an engineer, I’ll use graphs and overhead transparencies.


Sometimes lecture structure can be identified in our lecture transcripts
explicitly stated at various stages in the lecture, particularly at the
beginning. This phenomenon is illustrated from the following extract
from the beginning of the lecture on public housing policy in Hong
Kong, featured in our second vignette, where the lecturer indicates
that the lecture will be structured around a description of the origins
of a policy and an analysis of possible reasons for this policy:


29. LI: what I want to do is set out the origins of the very major public
housing programmes which are such an important feature of Hong Kong
social welfare / . . . / to take those as a starting point / and set them in the
broader context of the development of public and social welfare services/
the context of / why did government intervene? / why did it choose the
particular steps it did? / (lecture transcript, Public and Social Adminis-
tration)


Another question concerning the relation between disciplinary cul-
ture and lecture discourse structure, but which is unfortunately beyond
the scope of our data, is the question of the potential for cross-cultural
variation. Since Kaplan (1966), researchers have been aware of the
potential for cross-cultural variation in academic discourse, although
this research has focused on expository prose. To our knowledge, no
work has been conducted to investigate to what extent lecture discourse
might be subject to cross-cultural variation. Some disciplines have de-
veloped differently in different cultures. However, as far as lectures
are concerned, where there is no international standard, there is prima
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facie a stronger likelihood of cross-cultural divergence. Given that
there may indeed be cross-cultural variation in lecture discourse struc-
ture according to disciplines, it would be wise to alert nonnative speak-
ers to the typical structures they are likely to be exposed to in English.


The relation between knowledge structure and the structure of lec-
ture discourse is but one aspect of disciplinary culture as it relates to
lectures in an L2. Another aspect, of particular significance within
the second language context, concerns the rate at which a particular
discipline is developing. All disciplines evolve, but a discipline-like
computer science, where even the fundamental concepts are devel-
oping at an extraordinary rate, contrasts strongly with a discipline
like history, where the knowledge base and the concepts employed to
develop knowledge within the discipline are relatively static. Because
CityU is oriented toward applied disciplines, they tend to be dynamic
in terms of their development. Significant ramifications for lecturing
follow from a discipline which is experiencing rapid evolution. First,
because the field is developing so fast, lecturers are forced to deal with
a host of new vocabulary. Referring to the main difficulties in lecturing
to Hong Kong students, Lecturer J stated as follows:


30. LJ: A huge amount of vocabulary. And the area I’m working in a lot
of it is evolving and you are constantly coming across new words in the
commercial world or new computer terms. (precourse interview, Accoun-
tancy)


And, as Lecturer F pointed out, these new technical terms are unlikely
to have an equivalent in the mother tongue:


31. LF: (in answer to the interview question, “What are the main linguistic
problems of the students?”) Lots of jargon. But in our discipline, electronic
engineering, there is no equivalent in Cantonese so they are forced to use
the English word. (precourse interview, Electrical Engineering)


One effect of a rapidly developing vocabulary is that Hong Kong
students, who in secondary school have relied on glossing their English
texts and handouts in Chinese, now have to adopt an alternative strat-
egy, there being no Chinese equivalent with which to gloss the English
term. This may partially account for the peer assistance we have noted.
A second result of the rapid development of certain disciplines of
particular significance in the cross-cultural context is that textbooks are
not available as a teaching and learning resource because the publishers
cannot keep up to date with the field. As a consequence, students have
to rely more on lectures (and accompanying handouts), as they become
the sole source of information. The importance of lectures vis a vis
other learning media is thus enhanced, and the need to depend on
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the spoken medium as opposed to the written, increased. The effect
of this situation on students is doubly hard because at school students
are used to using an English text, but with a largely Cantonese commen-
tary. As mentioned in our introduction, teaching at secondary level in
Hong Kong is officially largely English medium, but in practice, al-
though the texts are in English, much of the teaching of the texts is
in Cantonese (Johnson & Lee, 1987). Students are now faced with no
set text to refer to and a commentary only in English. This to a large
extent accounts for why departments provide their students with de-
tailed lecture notes.


Space has only allowed us to discuss two features of disciplinary
culture as they relate to the L2 lecture. Researchers in ESP have de-
voted considerable attention to the analysis of written text from a
disciplinary perspective; Dudley-Evans & Henderson (1990), for exam-
ple, is a recent example of work on Economics written text. It would
have been interesting, however, if the contributions to this book had
included something on Economics lecture discourse. The whole ques-
tion of how the different types of text within a discipline relate one
to the other and how students relate to these different types would
likely be a fruitful area for research.8


CONCLUSION AND APPLICATIONS


Based on an ethnographic study of L2 lectures given at a research
site in Hong Kong, we have outlined four aspects of the notion of
culture which may underlie the process of lecturing to NNESs. Our
ethnographic study has allowed us, as Geertz (1973) would put it, “to
uncover an important conceptual structure [that] informs our subjects’
acts” (p. 27). Although the context of the present study is Hong Kong,
the analysis and resulting framework for the conception of culture we
present are likely to be of interest to several groups: They are likely
to be of use to content lecturers who lecture to NNESs; to language
instructors responsible for the preparation of students for academic
listening; and to the NNES students themselves.


The lecturers who took part in this study were enthusiastic about
receiving feedback from our observations of their lectures, our discus-
sions with their students, and from their students’ written comments.
Many of the lecturers reported that this was the first time they had


reading in law was to "spot the crucial facts on which the decision (rightly or wrongly)


8It was only when Swales attended a lecture course in law that he realized the purpose of


rested and not to understand the story of the cases” (Swales, 1990, cited in Bhatia, 1993,
p. 195).
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received such feedback on their lecturing, and they viewed the experi-
ence as valuable. Eight of the 10 lecturers who took part said that the
study had raised their awareness of their lecturing and their audience.
The extent to which these lecturers use the information passed on to
them will be important to examine in the future. However, making
such information available to the lecturers is, we believe, in itself a
useful service.


Training lecturers to deliver lectures to NESs as well as NNESs is
not a common practice (Lynch, 1994). There are programmes in which
foreign teaching assistants are given advice about how to deliver lec-
tures, and material to guide teaching assistants in both linguistic and
sociocultural aspects of giving lectures to Western students is also
available (Byrd, Constantinides, & Pennington, 1989; Pica, Barnes, &
Finger, 1990). However, there is a dearth of information as to the
cross-cultural aspects of lectures which can assist Western lecturers in
teaching non-Western students. We hope that this demonstrates the
importance of considering the question of the cultural background
and assumptions of their NNES students.


Language instructors responsible for the preparation of students
for academic listening need to take into account some of the cultural
features of lectures we have outlined. They need to sensitize their
students to the culture of lectures being delivered in English by West-
ern lecturers. Most textbooks which help prepare foreign students for
listening to lectures focus on developing linguistic skills: identifying
main points, comprehension exercises, and note-taking skills. The cul-
tural aspects of lectures such as those outlined here are often missing
from such textbooks. Language instructors can help their students
understand not only the content, but also the cultural aspects of lec-
tures, by discussing such things as students’ cultural assumptions about
lectures and comparing and contrasting these with the objectives and
underlying assumptions of the Western lecturers.


It is a premise of ethnographic research that communities are often
unaware of the assumptions, ideas, and beliefs that constrain their
acts. In putting forward a framework for the analysis of the culture
of second language lectures, it is our aim to provide a means for
lecturers and students (and those involved with the training of these
two groups) to develop a conscious awareness of their own and the
other culture. Developing such an awareness provides for a mutual
coming together, or cultural synergy (Jin & Cortazzi, 1993), which can
in turn lead to more effective communication in the cross-cultural
lecture theatre. Further research in this area, an agenda for which we
have sketched out here, is likely to be of value to lecturers, students,
and those responsible for their training, all of whom want to work
toward greater cross-cultural understanding.
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The TESOL Quarterly invites commentary on current trends or practices in the
TESOL profession. It also welcomes responses or rebuttals to articles or reviews
published in the Quarterly. Unfortunately, we are not able to publish responses
to previous Forum exchanges.


Privileged ESL University


STEPHANIE VANDRICK
University of San Francisco


Students


■ Much has been written in ESL, composition, and basic writing jour-
nals recently about our students being oppressed and marginalized
outsiders who need extra instruction in writing and other language
skills, as well as extra nurturing and empowerment from their instruc-
tors. Some ESL students, especially immigrants from some minority
groups, are indeed discriminated against, marginalized, and disem-
powered because of their minority and their language status. Yet the
above, in my experience, does not ring true for many international
students. My students, at a small private university, are able to pay a
high tuition. They write unself-consciously of their parents in high
positions, of summer homes, of expensive overseas vacations, of ser-
vants, of parties at exclusive hotels and clubs, and of upscale cars given
them on their sixteenth birthdays.


This kind of privileged international student, although not often
focused on in our professional literature, makes up a large proportion
of students in ESL classes at many U.S. universities. These students
are comfortable with privilege and know they will return to their
countries and step into positions of power, wealth, and influence. They
take their privilege for granted, as privileged people everywhere tend
to do.


It is true that even these privileged students suffer some marginaliza-
tion as foreigners, as people who cannot use the English language
fluently, and, sometimes, as people of minority races and ethnicities.
These students do sometimes experience discrimination or at least a
sense of being outside the mainstream of college life. But clearly these
problems are balanced, and probably outweighed by the students’
privilege.


Instructors must consider which aspect of these students’ experience
they should address: the oppressed outsider, the privileged insider,
or both at once. Instructors also need to consider ways in which the
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tension between the two aspects affects the classroom, the students
themselves, and the instructor, along with ways in which this tension
should be addressed in the curriculum and in teaching approaches.


First, we instructors need to be honest about our own feelings toward
privileged students. We are human beings and cannot help noticing
and perhaps even, sometimes, resenting the fact that these young
students are often far more affluent than we instructors are. Their
carefree sense of entitlement and their offhand references to their
expensive possessions may sometimes make us feel that we are glorified
servants to this elite population. We may feel that our devotion to our
students and their education merely “reinforces among [our] students
that their teachers are akin to the family retainer—unobtrusive, hard-
working, and ultimately expendable” (Cookson & Persell, 1985, p. 93).
Or, as one preparatory school teacher put it, it may sometimes seem
that our hard work and dedication, normally associated with service
to the poor or disadvantaged, is in this case like being “missionaries
to the rich” (Cookson & Persell, 1985, p. 85). We must be aware of
and yet transcend such feelings.


Here I am clearly writing about privileged students as if they were
a monolithic unit; just as clearly, they are not. I do so in order to
grapple with the issues outlined here. Also, my writing about the issue
of how to think about and approach the teaching of these privileged
students in no way asserts that this issue is as pressing or in any way
equivalent to the issue of aiding those who are truly poor, oppressed,
and/or discriminated against, with no privilege to retreat to or be
armored by. And even to address this issue may seem in some way
frivolous. But these privileged students are a population many of us
serve, and these students will be leaders in their countries. Perhaps
we have an opportunity to influence influential people in a positive
way; perhaps we need to adapt our teaching methods to their needs.
As Friend (1994) puts it, (paraphrasing Knoblauch), “educators must
find ways to broaden our political scope to include all our students
and all our pedagogical practices. In other words, a truly political
classroom must focus on the privileged majority as well as the disadvan-
taged minority of students” (p. 554).


THE UNDERLYING ISSUE: CLASS AND POWER
We cannot discuss privilege without discussing class. In the U.S. we


tend not to want to talk about class, feeling that our society at least
aims to be a classless society, where everyone has equal opportunity
to succeed. The working class in the U.S. prefer to identify with their
race, ethnic group, geographic location, or occupational group, rather
than with their class (Mantsios, 1992). The upper class prefers not to
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use the terms class or upper class (Ostrander, cited in Mantsios, 1992).
In the U. S., too, we tend to associate discussion of class with Marxism
and discussion of Marxism and communism has an unfortunate, even
tragic, history in the U.S., where many still remember the days of
Joseph McCarthy and the communist witch hunts (Ehrenreich, 1989,
p. 25).


Educators too are often reluctant to talk about class. Chordas ( 1992)
points out that class is


glossed over in all classrooms, from elementary school through college . . . .
This blindness derives partly from our persistence in thinking of ourselves
as a classless society, The adjective has become a badge we wear with pride;
it proves the equalitarian, democratic nature of our society . . . . if everyone
in the open classroom is equal, then problems like class distinctions and
asymmetries in distribution of wealth don’t exist; and if they aren’t present
in the classroom, they don’t need to be recognized and dealt with. (pp.
217–218)


But by ignoring the concept and discussion of class, we may in fact
be patronizing working class or underclass students, subtly implying
that there is something wrong with their background that should be
politely overlooked. Myers (1992) states that the idea that all students
are and should be taught as “status equals” is “an attractive and idealistic
vision, but . . . [i]f we turn a blind eye to social factors we’re likely
merely to perpetrate the provision of different kinds of knowledge
for the rich and the poor” (cited in Chordas, p. 217). And ignoring
the class privileges of elite students may allow them to continue having
these privileges, without comment or the possibility of more genuine
equity.


APPLICATION OF TENETS OF CRITICAL PEDAGOGY


Adherents of critical pedagogy generally make two broad (overlap-
ping) points regarding teaching oppressed students. The first point is
that education should empower. Freire (1992) addresses ways in which
minorities have been marginalized and have suffered and ways in
which education can give people tools to construct better lives and to
participate more fully in determining their own destinies. The second
point is that instructors should not allow the classroom to become a
replica of society which merely reinforces the status quo, the power
structure, and thus keeps students in their (outside) place. Writers in
this vein caution instructors against simply training students to fit into
the system better, thus disempowering students and quashing any
energy or impetus to work to change the system. (Auerbach & Burgess,
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1985; Benesch, 1993). In Bizzell’s words, “our dilemma is that we want
to empower students to succeed in the dominant culture so that they
can transform it from within; but we fear that if they do succeed, their
thinking will be changed in such a way that they will no longer want
to transform it” (cited in Herndl, p. 350).


These points made by critical pedagogues may apply in reverse to
the case of privileged students. Regarding the first point, education
as empowerment, privileged students do not need to be educated in
order to be empowered; we might hope to educate them to empower
others less fortunate than themselves, but this is difficult. Freire in a
conversation with Kennedy states that it is hard to use his principles
to educate the rich, because they educate themselves to perpetuate the
status quo; that it is hard to get rich people to give up anything in
order to liberate the poor; and that one cannot get away from the
concept that those who have power are unwilling to give it up, even
to help others (Kennedy, 1987). However, I believe that we educators
must continue to have faith in the goal of Freire and other radical
pedagogues: “to bring students to the point of cultural self-conscious-
ness in which they neither accommodate nor merely oppose the social
order—both positions being still circumscribed by the structure—but
can actively reposition themselves within it” (Herndl, 1993, p. 351).


The second point, not allowing the classroom to be a replica of
society, may also be kept in mind in reverse in that for these students
too, instructors should not allow the classroom to be a place which
reinforces the status quo power structure. There is less question of
teaching these students to use their education and skills to transform
the system because they are generally comfortable and satisfied with
the current system; it works well for them and their families and peers.
These students are generally happy to use the educational system to
help them take over the managerial and professional roles that they
see as theirs by entitlement. Also, they are sometimes not particularly
interested in classroom discussion of social/political issues. For them,
these questions have no immediacy, and in fact these students often
tend to blame the victim when discussing people with social problems
(e.g., minority races, the homeless, gays, women), showing little or no
sensitivity to the societal reasons for their own far easier access to power
and success. Instructors can gently jog them out of their complacency.


IN THE CLASSROOM


Although it is not my intention here to propose specific classroom
practices, I would like to speculate on the relevance of the above
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discussion to certain classroom practices. The underlying premise here
is that teaching is political, whether recognized as such or not.


Friend (1994) points out that in order to setup classroom situations
where students are exposed to diversity in opinion and democratic
interchange, instructors must not avoid conflict. It is important that
students and instructors respect each other’s opinions, but that (para-
phrasing Jarratt) teachers should “engage with students in rigorous,
critical exchanges about their values. Although students do not always
find this process enjoyable” (Friend, 1994, p. 561). Perhaps the most
privileged students may find this kind of conflict the least enjoyable
because it is likely to focus on ways in which the status quo (which
generally benefits them) is unjust. Or their very privilege may allow
them to resist this classroom conflict or to see it as merely a classroom
exercise which has no real meaningful effect on their way of thinking.
In any case, it is essential that these fortunate students be led to question
the status quo and even to question their own sense of entitlement.
They need to think about why they have power and wealth and the
expectation of continuing to have such power and wealth and why
most other people in their society and the world do not.


Let us look at specific common practices in the classroom and con-
sider whether the needs and behavior of privileged students regarding
these practices may be different and whether instructors need to mod-
ify their teaching accordingly. For example, in peer editing sessions in
writing classes, do privileged students feel more comfortable criticizing
others’ written work? Do they feel more or less comfortable receiving
critiques from others? Are they less likely to be willing to revise because
they feel that their first drafts are perfectly adequate? Or, on the
contrary, are they more comfortable revising because they do not take
suggestions for revision as reflections on their already secure sense of
self-worth? How do they feel about referrals to the writing center, or
to tutoring? Are these seen as shameful or as extra help that they are
entitled to? Do these students tend to dominate in classroom or small
group discussion because they are used to regarding their own opinions
as worthy? Are these students’ feelings about testing, grading, plagia-
rism any different from those of other students? Do these students
look down on other less fortunate students? Are they possibly more
prejudiced and less tolerant because they themselves have not suffered
as much discrimination as the others? Or is there a sense of noblesse
oblige that allows these students to generously condescend to be kind
to others less fortunate than themselves? Research is needed to find
answers to these questions, but in the meanwhile, an awareness and
consideration of these issues might help us meet the needs of our
various students better.
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CONCLUSION


What then is the responsibility of and the opportunity for the instruc-
tor teaching privileged students? Is it mainly to open their eyes and
minds to social issues? And if so, can we really make a difference?
Perhaps assuming we can influence these students in any substantive
way is presumptuous. Because of the social structure in most countries,
power is very entrenched; no one gives up power easily. Are we merely
making ourselves feel better? Is such teaching equivalent to our stu-
dents’ learning, as one (very earnest and kind) student recently told
me she had learned, that one should give one’s used clothing to poor
children? Are we simply salving our consciences and allowing our
students to salve their consciences, with superficial gestures, which
then allow all of us to go on without making any of the deep structural
changes necessary for a more equitable, just world? Perhaps so, yet
we are entrusted with our students’ education and that brings with it
a responsibility, not only to teach them to be better writers and speakers
of English, but also to help them become critical thinkers and responsi-
ble world citizens. I believe that we cannot wait for the unspecified
time in the future when structural change will somehow be magically
made; we must begin where we are and do what we can to make small
dents in the injustices perpetuated in societal systems in which there
is a vast divide between the privileged and the far less privileged.
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Research Issues
The TESOL Quarterly publishes brief commentaries on aspects of qualitative
and quantitative research. For this issue we asked two researchers to discuss
methodological challenges in discourse analysis.


Edited by DONNA M. JOHNSON
University of Arizona


Methodological Challenges in
Discourse Analysis


From Sentences to Discourses, Ethnography to
Ethnographic: Convicting Trends in
TESOL Research


RON SCOLLON
City University of Hong Kong


■ Research methodoloy is a cover term for day-to-day practices which
are often less well formed than our final research reports suggest
(Goodwin, 1994). The problem which I want to highlight in this article
is that there have been two conflicting trends in TESOL discourse
research and practice which warrant resolution.


The first trend which has taken place over a number of years has
been to move from an interest in vocabulary and sentence grammar
through studies of paragraphing and genre structure to studies of
Discourses in the sense that Gee (1990) has proposed, that is, studies
of the enveloping social contexts in which English is used. This has
been reflected in the development of such specialized areas of study
as English for special purposes (ESP) or English for academic purposes
(EAP) in which it has been recognized that there are forms and func-
tions of English which need to be studied and taught which are specific
to particular Discourses and that the learning of these Discourses is
closely tied to a student’s social identity. Along with this trend of
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increasing the scope of the units of study in TESOL research has come
a shift in research methodologies from those of formal linguistics (and
psychology) to methodologies more closely akin to anthropology and
literary analysis in the use of ethnography and critical discourse.


At the same time that the term ethnographic has come into greater
currency in TESOL and other classroom research, the concept of
ethnography seems very much on the wane or even on the defense in
its home fields of anthropology and sociology. Some researchers make
convincing arguments that this is as it should be. Rosaldo ( 1993) has
pointed out how easily the stance of the ethnographer as one somehow
apart from the objects of study is both a falsification and an ideological
obfuscation of the actual power relationships. Geertz (1973, 1983) has
called for a thick description which would capture more and more of
the interpretive process by which researchers transform the material
of their research, and in doing so, erase the easy line between ethno-
graphic research and literature. Atkinson (1990) like Goodwin (1994)
furthers this argument by noting the power of the ethnographer’s
rhetoric of objectivity to highlight as well as to obscure observed reality.


Thus, as TESOL researchers have come to use the term ethnography
more freely, critics have argued that it may well obscure relations of
power between the researcher and the subjects of study, lead to an
excessive relativization of concepts, and, with the recognition of cul-
tural complexity in any speech community, lead to a lessened use-
fulness in applied contexts such as the teaching of English. Coupled
with these trends has come pressure within the field toward a shorter
time span within which to complete and publish research, a reduced
length of research degree programs in TESOL (some as short as two
semesters), briefer conference papers, and shorter published articles.


One response to these conflicting trends has been the miniaturization
of the concept of culture so that researchers study and write about
the culture of the school or even the culture of the classroom. I do
not mean to question the value of much of this work; I believe essential
insights have been gained by coming to understand the self-contained
interpretive systems and symbols of ordinary TESOL classrooms, espe-
cially in seeing how these contrast with those of the communities in
which these classrooms function. But as the focus is narrowed from
ethnographies to ethnographic studies, in some cases the broader con-
textualizing goal of such research may be lost. Furthermore, the do-
main against which the relevance of TESOL research is tested, espe-
cially in publication, is often the classroom alone.


There is, however, another strategy by which a broader, contextu-
alizing view of discourse can be developed in TESOL research. Studies
of genres and discursive functions which cross or bridge classroom-
community boundaries may be a productive way of achieving a broader
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cultural perspective without the need to resort to full-fledged ethno-
graphics. For example, it is frequently understood that a major prob-
lem in teaching academic writing in TESOL (as well as other) contexts
lies in the teaching of attribution of sources. When the focus remains
within the TESOL classroom it can all too easily seem that the problem
is simply that students are plagiarizing the work of others. This arises
because of the discrepancies between students’ practices and standard
academic practices. In one line of research I have argued that so-
called standard academic citation practices may mask more fundamen-
tal ideological issues (Scollon 1994, 1995). Bell (1991) notes, on the
other hand, that it is common within journalistic practice for much
purloining with and without citation of the writings of others to take
place. Preliminary studies we have undertaken (Li et al., 1993) of
newspaper, radio, and television reports in Hong Kong indicate widely
varying standards for citation across the three media and across two
languages (English and Chinese). I suggest it will be profitable to study
citation, attribution, and discourse identity across contexts of both
classroom and public discourse. I believe that by keeping the focus
constant upon a discourse function, in this case citation, and varying
the contexts of study, we can achieve insights of importance to TESOL
teaching which are not available as long as we work solely within the
classroom model of TESOL research.


THE AUTHOR


Ron Scollon is University Senior Lecturer in the English Department, City Univer-
sity of Hong Kong. His current research is focused upon the social construction
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New Ideas for Research on Classroom Discourse


COURTNEY B. CAZDEN
Harvard University


■ In the years since I finished writing Classroom Discourse (1988), there
have been two important changes in analyses of talk in classrooms: (a)
research by outsiders is increasingly being supplemented by research
by teachers themselves; and (b) the focus has enlarged beyond features
inherent in all discourse, such as who gets and maintains the floor, to
relations between the content of talk and specific curriculum goals. I
want to support both changes with three suggestions (and recommend
Edwards & Westgate, 1994, as an excellent accessible source of further
guidance).


First, consider the features inherent in all discourse. How is partici-
pation distributed among the classroom members? A tape recording
is easy to make but not so easy to listen to. The results usually shock
teachers when they hear their own voice filling so much air time (typi-
cally two thirds), and the rest filled disproportionately by a few confi-
dent students. A more subtle question is how much those students
who do speak show evidence of really hearing, and taking into account,
what others before them have said. In short, is the content of their
speech responsive as well as expressive?


To work toward more equitably distributed and more responsive
voices, some teachers (e.g., Allen, 1992) have successfully videotaped
their classrooms, shown the video to the class, and discussed desirable
changes together. Students then become co-researchers, with their
participation in that role valuable talk in itself. Together, teacher and
students can look for processes of getting and keeping the floor, being
explicit in expressing one’s own ideas, and helping to clarify those of
others.


In Allen’s case, some of the boys dominated discussions. “Classes
were lively, students were engaged, but too many people felt excluded”
(Allen, 1992, p. 94). When collective reflection about the videotaped
evidence was not enough to achieve more affirmative interaction, Allen
intervened more directly. She spoke to some of the students privately;
she suggested that students not sit in the same seats every day; and at
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least once, she asked three boys not to speak at all for 20 minutes. In
other classrooms, patterns of unequal participation may follow lines
of ethnicity or social class.


But more equitable distribution of even the most responsive voices
is not in itself a sufficient standard. We also need to analyse more
specific social and cognitive functions of classroom talk. Consider the
reasoning involved in persuasion, important in discourse in any democ-
racy and found to be difficult for students in largescale studies of
writing conducted both in the U.S. and internationally (National Cen-
ter for Education Statistics, 1994; Gorman, Purves & Degenhart, 1992).
In a follow-up analysis of a sample of persuasive essays written in
English by 16-year-olds in England, New Zealand, and the United
States, Connor (1990) found that application of Toulmin, Reike and
Janik’s (1979) framework for practical reasoning correlated highly with
holistic scores of the student texts.


To exemplify that framework, here is an essay by a student in a
socioculturally diverse 10th-grade class in the U.S. It was written the
day after the first jury verdict in the Rodney King court case in Los
Angeles—the verdict that acquitted the police officers of charges of
brutality:


Although at first it may have been necessary force. The Rodney King
beating turned out to be police brutality. Rodney King may have been
resisting arrest and the police are allowed to use force to subdue him. But
it turned out to be excessive force used upon him. Clubblng him when he was
on the ground was uncalled for. Some officers at the scene even protested.
(Sperling, personal communication, 1995)


Three categories in Toulmin’s framework are claim (the position
being argued); data (the supporting facts); and warrant (the assumption
or generalization, explicit or implicit, that connects data to claim). My
interpretation of this short but reasoned essay is:


claim: the beating was police brutality
data: he was clubbed while on the ground; some officers “even” protested
warrant: a distinction can be made between legitimate force and brutality.


(Sperling, 1995, has analysed the relation between classroom talk and
writing in this lesson.)


Students are increasingly being asked to explain their reasoning in
curricula for understanding, even in the previously least language-
dependent subject, mathematics. For example, here is a second grad-
er’s explanation of how, after figuring out that 47 + 19=66, she quickly
realized that 48+ 18 was the same:
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If you take 1 from the 19 and put it with the 7, and [it] makes 48 and that
makes this just the same. (Cobb, Wood & Yackel, 1993, p. 103)


Going beyond language functions to language forms, ESL teachers
and researchers may also want to attend to sentence-level features that
are needed to fulfill these functions. In both these examples, students
used subordinating conjunctions (although, if); and in the first example,
the writer included terms of epistemic modality (may have been) that
express degree of certainty of some fact or belief.


In researching language functions and forms, students can again
be collaborators. In Heath’s (1993) ethnographic study, Ways with
Words, fifth-grade students become “science ‘translators’” as, with their
teacher, they investigate differences between the language of foods
and farming in their community and in their textbooks (pp. 315–324).


It should be useful to examine patterns of participation and the
language functions and forms needed and used within them—useful
not only for conducting classroom research (carried out by researchers,
teachers, or both), but for developing teaching goals as well, especially
goals for content-linked ESL teaching.
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San Francisco State University


Resources in Language Teacher Education*


The Practice of English Language Teaching (2nd ed.).
Jeremy Harmer. London: Longman, 1991. Pp. viii + 296.


Teaching by Principles: An Interactive Approach to
Language Pedagogy.
H. Douglas Brown. Englewood Cliffs, NJ: Prentice Hall Regents,
1994. Pp. xii + 467.


Language Teaching Methodology: A Textbook for Teachers.
David Nunan. Englewood Cliffs, NJ: Prentice Hall Regents, 1991.
Pp. xvi + 264.


Reflective Teaching in Second Language Classrooms.
Jack C. Richards and Charles Lockhart. Cambridge: Cambridge
University Press, 1994. Pp. xii + 218.


■ Current approaches in language teacher education vary in terms of
the explicitness of the recommendations given regarding teaching
approaches and techniques and in the involvement of the teachers/
learners in reflecting upon their own beliefs and efforts regarding
language teaching and learning. The four texts reviewed here reflect
this variety in approaches.


Harmer’s The Practice of English Language Teaching (2nd Edition) is
aimed at training teachers of adolescents in EFL situations. Possibly


*Editor’s note. Because the Book Review Editor is the author of one of the books under
review, this review article was not juried by him.
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because this text is an updated version of an older text, it is more
traditional in its approach to teacher education, with the major portion
of the book prescribing classroom exercises and activities. Part A
touches on why people learn languages and what language teaching
and learning involve. Although the discussion gives some idea of basic
theoretical issues, it does not always use common terms associated with
the field (e.g., the idea of input at the i + 1 level is discussed, but the
term i + 1 is never used). The discussion questions and exercises
associated with each chapter vary in quality, but some are very good,
leading readers to consider their own experiences in light of the ideas
presented.


Probably the greatest strength of Harmer’s book is its presentation
in Part B of classroom exercises and activities, including those for
productive and receptive skills and vocabulary and grammar, with
separate chapters on communicative activities and practice. Although
the exercises are good, especially for beginning and intermediate stu-
dents, the rationale behind the division of chapters in this section is
not particularly clear. The presentation of the activities is very prescrip-
tive in nature, spelling out exactly what teachers should do. Although
some would consider this a drawback, novice teachers may find such
explicitness helpful. In addition, the discussion questions and exercises
(when provided) at the end of the chapters encourage readers to reflect
on and try out suggestions given.


Part C of Harmer’s book deals with management and planning.
This section helps potential teachers understand the various roles that
teachers can play within institutional systems and in classrooms—con-
troller, assessor, prompter, resource, facilitator, and so on. It also helps
teachers see how different kinds of feedback affect learners. The
suggestions given for dealing with behavior problems in the classroom
are valuable especially for those who teach adolescents. Although this
section presents ideas about lesson planning, the suggestions and exam-
ples seem cumbersome and difficult for use in real situations.


Overall, Harmer’s book presents very concrete suggestions for activi-
ties, considers the real roles and position of a teacher of adolescents
within an institution and classroom, and updates previous editions by
presenting more information about task-based learning, self-directed
learning, vocabulary teaching, and discovery techniques.


Brown’s Teaching By Principles is written primarily for preservice
teacher education, although he suggests that it may serve as a “re-
fresher course” for teachers in the field. In contrast to Harmer, Brown
provides teachers with guiding principles for decision making as well
as concrete suggestions for teaching practice. Early in the text, he
discusses 12 principles relating to cognitive, affective, and linguistic
factors which underlie language learning and teaching. Theoretical
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concepts are presented in a straightforward way with clear definitions
of specialized terms and conversational tone. Theoretical underpin-
nings are treated in greater depth in a companion volume, Principles
of Language Learning and Teaching (Brown, 1994) and in suggestions
for further reading.


Although chapters on motivation, learner strategy training, learner
variables (addressing differences in age and proficiency), techniques
for initiating and sustaining interaction, and testing reflect current
knowledge and areas of focus in the field, the approach is fairly tradi-
tional. The text also includes chapters on lesson planning, classroom
management, and materials. A historical overview of methods is fol-
lowed by a chapter on current communicative language teaching
trends. Brown advocates an integrated approach to teaching the four
skills but also discusses theoretical issues and specific techniques for
each skill (as well as vocabulary and grammar) in separate chapters.
He briefly addresses sociopolitical concerns and institutional and geo-
graphic contexts of teaching. A final chapter encourages teachers to
pursue lifelong professional growth, offering suggestions for peak
performance, stress management, and techniques for classroom obser-
vation and research.


A strength of the Brown text is the extensive use of the recent work
of a variety teachers and researchers in the field (including summary
tables, surveys, checklists, and observation schedules). Excellent discus-
sion questions and activity ideas promote self-reflection, or suggest
application or observation of principles in actual ESL classrooms.


Nunan’s textbook, Language Teaching Methodology: A Textbook for
Teachers, encourages teachers “to identify what works for them and
their learners, in their own particular context, through the collabora-
tive exploration of their own classrooms” (p. xiv). The book is not
aimed at teachers of any particular level or in any particular setting;
nonetheless, the classroom extracts presented seem to come mainly,
if not exclusively, from adult classrooms.


Like previous authors, Nunan treats the teaching of major language
components (pronunciation, vocabulary, and grammar) and the inte-
grated skills. He also looks at classroom management and materials
development. Like Brown, he evaluates approaches to language teach-
ing in general and discusses learner styles and strategies.


Probably the most important characteristic of Nunan’s text is the
intertwining of presentation of research/theoretical ideas and the exer-
cises that readers can use to explore the implications of those ideas
for their own teaching. The activities in each chapter require that
teachers use real classroom data (some of which is provided in the
text as classroom extracts) and instructional materials, comparing their
features with claims made by theoreticians or researchers. Overall, the
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activities foster understanding of the ideas and their usefulness within
their own teaching contexts. The only drawback for some teachers in
preservice training might be lack of access to learners or materials
from which to extract examples. On the other hand, the textbook
would work well in an in-service training context.


As the title suggests, critical reflection constitutes the basis for learn-
ing from Richards’s and Lockhart’s Reflective Teaching in Second Lan-
guage Classrooms, written for in-service and preservice teachers. Like
Nunan, and in contrast to Harmer and Brown, Richards and Lockhart
believe that teachers will gain more through critical reflection than by
receiving specific guidelines and techniques for teaching because every
teacher and teaching situation differs in fundamental ways. Therefore,
for each topic discussed, they offer extensive probing questions for
teachers to consider in light of their own beliefs and experiences.
Because action research thus constitutes the basis for their approach
to teacher education, use of the text presupposes extensive concurrent
access to language classrooms.


The first chapter describes a variety of data collection procedures,
which teachers can use to investigate classroom teaching in connection
with the topics raised in subsequent chapters. Topics covered include
teacher and learner beliefs, teacher decision making and roles, lesson
structure, classroom interaction, learning activities, and language use.
The authors draw extensively on current research regarding teaching
and learning and offer many direct quotes from practicing teachers
to illustrate teacher concerns, beliefs, challenges, and strategies. In-
cluded at various points are action research case studies which show
how actual teachers investigated a particular issue, what conclusions
they reached, and the improvements they determined to implement.
At the end of each chapter, discussion questions and follow-up activities
are given, involving observation, lesson recording, journal keeping,
and analysis of lesson transcripts and records. Appendices provide
many guidelines, observation schedules, questionnaires, checklists, and
so on.


Although Richards and Lockhart focus on asking rather than an-
swering questions regarding language teaching, they do provide more
concrete suggestions in later chapters in the text, specifically those
regarding lesson structure, learning activities, facilitating interaction,
and the nature of classroom language use. Still, it seems this text would
be most useful to teachers who already have some teaching experience
or to preservice teachers involved in an extensive teaching practicum.


As can be seen from the previous discussion, the four textbooks
reviewed illustrate the breadth of situations for which teachers may
need training, differing philosophies regarding how teacher education
is most effectively carried out, and dynamic changes and growth within


392 TESOL QUARTERLY







the field of language teaching, Teacher trainers should consider the
needs of their own students and resources available as they select
among these generally excellent textbooks.


MARY LEE SCOTT and CHERYL BROWN
Brigham Young University


In Our Own Words: A Guide with Readings for
Student Writers.
Rebecca Mlynarczyk and Steven B. Haber. New York: St. Martin’s
Press, 1991. Pp. xviii + 283.


■ In Our Own Words is aimed at low advanced-level ESL students, either
in or preparing for a United States university program or degree. As
such, it takes writers from personal writing to academic writing, this
format being one of the book’s many strong points.


The book has three parts, mirroring the writing process. Part 1,
Starting Out, deals with some issues common in the prewriting stage
as well as with early stages of a writing course. Chapter 1 has students
evaluate their attitudes toward writing; Chapter 2 introduces some
prewriting techniques such as journal keeping; Chapter 3 discusses a
variety of common concerns, such as purpose, audience, and even
writer’s block.


Part 2, Writing, contains seven chapters of thematic readings, activi-
ties, and essay assignments. The first three chapters comprise personal
writing material: experiences, people, places. The latter four chapters
deal with more formal topics: Interviewing with a Purpose, Cultural
Contrasts, Looking at America, and Matters of Life and Death. Each
chapter contains at least five outstanding readings, primarily by student
writers. This emphasis is particularly effective for ESL students, who
may feel unable to write eloquently in their L2.


Part 3 offers material for the revising/editing stage. In Chapter 11,
strategies for revising are presented along with a peer response sheet
for each of the chapters in Part 2. Chapter 12 covers editing strategies
along with exercises for some ESL grammar demons (e.g., tense, ar-
ticles).


The book is consistent with ESL theory and writing theory in many
ways besides those already mentioned, like journal keeping and peer
response. Most appealing are several places where the authors encour-
age student writers to examine their own thoughts/habits about writing
and to take responsibility for choosing ways to improve their writing.
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For instance, writers are encouraged to “take an active approach”
(p. 218) and discover their own particular grammar problems.


Another strong point is the book’s interesting activities that eventu-
ally lead into essays, including well-described people-watching and
place-observing activities. In fact, students turned in some of the most
outstanding essays I have ever read as a result of following these
activities. Later chapters instruct the learners in conducting interviews
and library research.


In Our Own Words has some shortcomings. The editing chapter prob-
ably does not cover enough grammar points, although the ones it does
cover are generally well designed. A grammar point is explained briefly
and a couple of exercises follow, all on the essay (rather than sentence)
level. One of my few complaints is that these explanations are too
brief. For instance, the section on tense presents the three simple
tenses—present, past, future. This is much too simple for advanced-
level students, who are more likely to experience problems with the
more complex tenses.


In spite of these minor drawbacks, In Our Own Words is now my
favorite text for this level of writing class.


TINA BIAVA
Southwest Missouri State University


Work in Progress.
Martha McNamara. Boston: Heinle & Heinle, 1994. Pp. xix + 280.


■ Work in Progress is an advanced-level writing textbook for ESL stu-
dents preparing to enter universities in the United States. As the title
suggests, the book has a process-oriented approach to the teaching of
writing, emphasizing the recursive nature of writing and the impor-
tance of revision. However, the book also includes some aspects of a
more form-based approach including an introduction to select rhetori-
cal devices, sentence structures, and grammar points.


The book is divided into three parts. The first part, Drafted Works
in Progress, constitutes the bulk of the text. It contains four chapters
that guide students through the writing process to complete four writ-
ing assignments of increasing complexity. Each chapter starts with
prewriting activities, such as freewriting or mapping, to help students
generate ideas. Next, explanations of ways writers develop ideas, such
as adding more details or examples, are presented. Samples of student
writing at various stages of the writing process provide material for
students to analyze methods of development and
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The peer review questions in each chapter convey to students the
priorities of developing point, purpose, and audience. Each chapter
is sequenced so that students do not concern themselves with sentence-
level aspects until after the content of their writing has been shaped.
Then, the chapter provides students with a particular grammatical or
syntactic structure to focus on (e.g., using logical connectors) for that
assignment. The examples of the structures are always in the context
of student writing, and the related exercises analyze how the structure
helps writers communicate their ideas more effectively. Suggestions
for further study of the emphasized grammar point or sentence struc-
tures, or related ones, are given and referenced in Part 3 of the book,
which contains explanations of and grammar exercises for sentence
structures and grammar patterns that are difficult for developing ESL
writers. Part 2 addresses summary writing and writing essay exams,
both common academic writing tasks. Indeed, one of the strengths of
the book is in the realistic nature of the writing tasks for academic
students. For example, one chapter asks students to write an autobio-
graphical essay where they must choose a specific purpose for their
brief essay, such as applying to undergraduate or graduate school, or
applying for a job in their field. Clearly, this is a writing task relevant
to their situation, and it also lends itself to developing the writer’s
sense of audience and purpose. The chapter entitled “Taking a Stand”
gives a useful introduction to writing research papers and argumen-
tation.


Work in Progress is not just a text to help initiate students to the
expectations of the academic writing environment. Although the aca-
demic tasks and the many samples of academic student writing in
progress help to serve this purpose and make this book particularly
suited for the pre-academic ESL student for which it was intended,
this text will also help students develop skills that will make them
independent and competent writers in any environment.


SHALLE LEEMING
University of San Francisco


Daedalus Integrated Writing Environment
(Computer Program).
The Daedalus Group Inc. Austin, Texas: Educational Consulting
and Software Development, 1992.


■ Daedalus is a multifaceted computer writing program which fosters
a collaborative approach to writing without sacrificing attention to
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the role of the individual in the writing process. The system is
divided into several programs that students can use during the
writing process.


The first program, Write, is a simple word processor that is very
similar to and compatible with Microsoft Word. By using Write, stu-
dents eliminate the need to reformat their texts for Word. Students
can easily go back and forth between their texts and the other programs
in the system.


Invent, another program in the Daedalus system, helps students
explore topics. Instructors or students choose an appropriate prompt
series based on the assignment type. For example, if students want to
write a persuasive essay, they may find that Aristotle’s Topoi series
helps them generate arguments. Or, if writers are trying to find connec-
tions between different ideas, they might use Burke’s Pentad to help
them thing about idea relationships. For most writing situations, the
different prompt series are useful ways to explore and focus the topic
of a particular type of essay. Students can explore their topics indepen-
dently and at their own pace.


Interchange and Mail, on the other hand, are two programs that
foster collaboration. In these powerful programs, students converse
with one another through a computer network. Students, in large
or small groups, can discuss reading and writing issues with their
classmates. These programs help facilitate contributions from some
students who are ordinarily less involved in classroom discussions by
changing the medium through which students speak. One benefit of
the Mail program is that students can organize information by using
mailboxes. The Interchange program, in comparison, benefits students
by helping them sort through different ideas about topics. It can also
serve as a place where students can test ideas out on a particular
audience—the other students in their class. Finally, students can con-
sult the Interchange and Mail programs when they write their essays
by saving a copy of the exchanges. One final point about Interchange
and Mail, is that teachers who use the program must be willing to
tolerate a little chaos in their classroom. The discussion inevitably
proceeds in a nonlinear fashion and sometimes digresses to other
subjects altogether. Teachers can counteract these digressions by serv-
ing as discussion moderators within the interchange.


After the students have produced first drafts, they can electronically
open a classmate’s essay on any of the networked computers and run
through a peer revision with the Respond program. This program
asks a number of pointed questions to enable students to respond
to other students’ essays. Although the questions are rather generic,
students can skip irrelevant questions, moving forward through the
series. Furthermore, teachers can tailor the questions in both Respond
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and Invent with the Daedalus program Promptmaker. This program
allows the teacher to write the question series.


One other program in the Daedalus system is a bibliography pro-
gram. Bibliocite helps students with their works cited and bibliography
listing. This program can build a listing in either the American Psycho-
logical Association (APA) or Modern Language Association (MLA)
style. The program is most useful when students are unsure about
specific stylistic conventions.


The incorporation of Daedalus in the writing class broadens the
choices of pedagogical strategies and options for teachers. Teachers,
however, should use the program strategically and carefully: In many
cases a good deal of preparation is necessary to tailor the program
for specific goals and purposes. And most important, the teacher must
learn when the software will be most effective to use given specific
classroom situation. It is only with practice that the teacher will begin
to understand the potential of this interesting and complex program.


CAROLYN E. BAUGHAN
Illinois State University


Instructional Assessment: An Integrative Approach to
Evaluating Student Performance.
Sandra Holmar Fradd and Patria Larrinaga McGee, with Diane K.
Wilen. Reading, MA: Addison-Wesley, 1994. Pp. xv + 494.


■ This volume assists educators in developing guidelines for meaning-
ful assessment of limited English proficient (LEP) students, responding
to the need for instructional assessment that results in improved learn-
ing. As is evident from the volume of information included in this
text related to oral language and literacy development, academic
achievement, and special needs populations, there is much to be culled
from the array of formal and informal assessment procedures that
are available to teachers. The authors propose that multiple assessment
measures be utilized that can contribute to a picture of a child’s compe-
tence and what is necessary for further language and academic devel-
opment. This text is an outgrowth of the authors’ years of experience
developing assessment and instructional practices for non-English lan-
guage background (NELB) students. In the same way these authors
combined their varied backgrounds in special education, bilingual edu-
cation, ESL, and school psychology to produce a collaborative perspec-
tive on LEP student assessment, they urge other educators to work
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across professions and disciplines to understand students’ needs and
communicate those needs to others.


Chapters 1 and 2, “Concepts in Instructional Assessment” and “Un-
derstanding Second Language Performance,” set the stage for dis-
cussing assessment practices. Both of these chapters develop a theoreti-
cal basis for later discussions about decisions to be made in determining
language and academic competence. The third chapter, “Assessing
Oral Language Performance,” and the subsequent chapter, “Differ-
entiating Language Disorders from the Effects of Limited Opportuni-
ties for Language Learning,” are crucial in painting the complex pic-
ture of language development where bilingualism is concerned.
Chapters 5 and 6—academic performance assessment—are central to
the text. In those and the subsequent chapters on advocacy and special-
needs students, the authors have skillfully woven the theory needed
to understand literacy and cognitive development together with case
studies which describe in detail the characteristics and experiences of
particular children. Also included are methods for gathering qualita-
tive and quantitative information on student performance.


Each section of a chapter contains a short Research in Practice sub-
section in which three or four cogent questions are presented to the
reader pertaining to the issues discussed. Following this is a summary
that ties together the complex information presented. Each section
also concludes with a What Can You Do? feature that allows readers
to relate their own experiences to the topics. The value of this text is
its skillful blending of theory and practice. In years of offering a
course on the assessment of LEP students, this is the first volume I
have found that has successfully pulled together the complex issues
that bear on the assessment of NELB learners and includes as well
those problems associated with special-needs learners. Where bilingual
students are concerned, there are no easy steps to assessment and
instruction. Instructional Assessment has made a bold move in pulling
together complex information that can better illuminate the task of
providing appropriate and equitable instruction for NELB students.


CONSTANCE L. WALKER
University of Minnesota


Gender and Ethnicity in Schools: Ethnographic Accounts.
Peter Woods and Martyn Hammersley (Eds.). London: Routledge,
1993. Pp. viii + 228.


■ It is exciting to see a collection of ethnographic accounts that system-
atically addresses the role of both gender and ethnicity in schools.
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Although not perfect, it addresses a gap in the research which has
tended to focus on understanding the role of socioeconomic class or
race or ethnicity in relation to educational achievement and has tended
to ignore gender as a factor or focus primarily on the experiences of
boys in schools. This collection of studies in British schools also at-
tempts to present some of the strengths and limitations of ethnography
as a method of understanding school processes.


The book is divided into two sections: one on gender and the other
on ethnicity. The chapters on gender include an analysis of playground
culture with an emphasis on girls’ games, an exploration of the stereo-
type of quiet schoolgirls, a discussion of a merger between three schools
and its effect on gender relations, an analysis of the role of humor in
teacher-student relations across socioeconomic classes, and a compari-
son and analysis of boys’ and girls’ turns-at-talk in an elementary school
classroom. The final article in this section is a critique of the last chapter
in terms the rationale for the study, the methods used, and the claims
made about student-teacher interaction.


The chapters on ethnicity include a report on two different methods
of studying ethnicity and friendship in an elementary school, an
exploration of orientations toward and experiences of schooling
among Black students, a comparison of interactions between two Ban-
gladesh students and their teachers concerning the style and semantic
content of the students’ written work, and an analysis of teacher-
student interaction with a focus on teacher racism and its effect on their
relationships. Like the final chapter in the first section, the concluding
article in this section is a critique which questions the evidence pre-
sented in the previous chapter to support the existence of teacher
racism.


As a whole, this collection offers interesting data and discussion
about gender and ethnicity. However, at times, some of the articles
feel outdated. (Just three were published for this volume; one was
published as early as 1984). In addition, the structure of the book
artificially separates studies on gender, and ethnicity. Only a few of the
chapters do a good job of discussing the interrelated and overlapping
nature of gender and ethnic identities or the relationship between
socioeconomic class, gender and ethnicity. The chapters that critique
other articles in the book are strong and more of this kind of discussion
would have added to the book.


The article which discusses the writing processes of two Bangla-
desh students would be perhaps of most interest to teachers of
ESL. However, because all of the studies take place in educational
settings and discuss the perspectives and interactions of teachers
and students, this book has something to interest anyone who wants
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to understand how gender and ethnicity influence classrooms and
schools.


ELLEN SKILTON SYLVESTER
University of Pennsylvania


Let’s” Start Talking.
George M. Rooks. Boston, MA: Heinle & Heinle, 1994. Pp. iii
+ 178.


■ Let’s Start Talking is a workbook-style textbook that focuses on oral
communication. The text provides a variety of topics, useful for teen-
agers or adults at a high-beginning/low-intermediate level. Its goal is
active conversation in class, in both small and large groups. The text
incorporates all four skills to achieve the goal of effective conversation.


Each of the 20 chapters presents a specific theme to develop conver-
sational skills. The themes, such as budgeting, traveling, and choosing
a university, contain skills that are directly applicable for students in
an ESL setting in the United States. Conversation focuses on specific
tasks related to the theme. Each topic presents informal conversation
and insights into U.S. culture.


Although the format varies, each chapter consists of six parts: Vocab-
ulary, Read and Consider, Pre-Discussion, Decide and Write, Discus-
sion, and Extend. At the beginning of each chapter, the text presents
target vocabulary encapsulating the theme along with a wealth of
common expressions useful for student discussion. Read and Consider
gives a concise statement of the situation under discussion, easily
grasped by the students. The Pre-Discussion phase introduces model
phrases and dialogues that lay the groundwork for conversation. This
section centers on individual preparation of the task, giving students
an opportunity to formulate their thoughts clearly. Ideally, this process
leads to focused conversation in small groups. Using the target vocabu-
lary and phrases practiced in the Pre-Discussion phase, the small group
forms a response to the situation and shares the result in whole-class
discussion. In the Discussion segment, students compare and contrast
the decisions of each group, as well as individual choices. Finally, in
the Extend section, students relate class material to real-life contexts
outside of the classroom. The major strength of the text lies in this
section, because it carries classwork to unrehearsed communication
beyond the classroom.


Interactive activities, such as practicing model dialogues, making
decisions, writing letters, formulating conversations, and role playing,
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give students the opportunity to experiment with formal and informal
conversational structures. The activities also include types of inter-
active speech such as agreeing/disagreeing, thanking, and interrupting.
The text contains an appendix of conversational expressions, giving
key phrases used in specific speech acts. The layout of the book adds
an additional tool, providing ample space for students to write.


Although the activities are valuable, chapter sequencing sometimes
lacks logic. For example, Chapter 4, How Will You Plan Your Family’s
Budget?, is a difficult chapter, including cumbersome vocabulary such
as liability, maintenance, and insurance. Simpler chapters occur later in
the text. Also, because the book emphasizes fluency, instructors should
consider using this text in conjunction with materials that focus on
accuracy. This textbook provides solid foundations for fluent conversa-
tion. The creative discussion topics and sections of thematic vocabulary
are effective tools inside the ESL classroom.


ERIN CHERVENAK
The Pennsylvania State University


America Now: Short Readings from Recent Periodicals.
Robert Atwan (Ed.) Boston: St. Martin’s Press, 1994. Pp. xvi + 306.


■ America Now is a writing text comprising recent periodical articles
written in response to current social issues and events. The articles
are both intriguing and thought-provoking and cover a wide range of
topics including sexual harassment, division and diversity, guns and
violence, television talk shows, and interracial relationships. The 41
articles come from 34 different periodicals and are less than 5 years
old. The rhetorical modes of the articles range from personal view-
points and autobiographical stories to informative essays and persua-
sive arguments.


Although America Now was not written specifically with nonnative
speakers of English in mind, it is very appropriate for ESL students.
It leads students to examine current issues in the United States and
engages them in the kind of meaningful interchange that has been
found to engender language learning. The articles are accessible with-
out being simplistic, and the questions and activities at the end of each
chapter lead students to use top-down comprehension strategies. This
kind of text would be most appropriate for advanced ESL students
in intensive English programs or for college-level students who are
preparing to enter lower-division composition classes. It could even
be used in a speech class where the issues in the text could motivate
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debates, individual argumentative speeches, and objective informa-
tional reports on societal viewpoints.


Each chapter begins with a prereading question to introduce the
issue under discussion and a preview of the articles dealing with that
issue. Several short subsections follow each article and include a review
of difficult or unusual vocabulary and questions to motivate discussion
of the author’s intentions. At the end of each chapter, there are ideas
for preparing classroom discussion, moving from discussion to writing,
and developing cross-cultural awareness. The instructor using this text
has the freedom to use any combination of chapters in any order
because each theme-based chapter is complete in itself; subsequent
chapters are not built on preceding ones.


For many instructors, the most useful feature of this text will be the
multiple readings on a single topic. As many instructors using theme-
based units have found, one reading is usually insufficient because it
provides only one viewpoint, one style, and a necessarily limited
amount of information. Reading several articles on the same subject
gives students practice in narrow reading (the kind advocated by Kra-
shen, 1984) and in writing sources (which Johns, 1986, and Horowitz,
1986, point out is the most common kind of academic writing).


The philosophy informing this text is that reading and discussion
fuel good writing, both in terms of content and structure. The editor
claims that the two biggest problems students face are getting started
and having something to say. He views writing as a public activity most
often engaged in as a response to something someone else said. The
engaging comprehensible articles in this text keep students from trying
to write in a vacuum by giving them vital connections to the world
around them.


Perhaps because of the editor’s viewpoint, America Now departs from
the usual format of a writing text book. Grammar is never overtly
addressed, and there are no sections explaining models of specific
rhetorical structure. Another possible limitation is that the articles
come from only one genre—the periodical. The style and rhetoric of
this genre may not serve as a model of the kinds of academic discourse
students will be required to produce after the introductory writing
class is over. However, using this text will liberate students from those
nebulous directives so common to writing texts (e.g., select a topic that
you can compare and contrast) and will hopefully allow them to create
more authentic essays, essays which are meaningful responses to issues
that truly concern them.
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J. M. BRENNAN
San Diego State University


The Basic Oxford Picture Dictionary.
Margot F. Gramer. New York: Oxford University Press, 1994. Pp.
vii–120.


■ The Basic Oxford Picture Dictionary is a picture dictionary that will
satisfy many needs. This dictionary is intended for and will be most
helpful in meeting the survival English needs of true beginners
whether adult or young adult ESL learners. In addition, the 1,200
words and phrases are relevant to the modern day; some of the words
and phrases that students are introduced to include those related to
ESL classrooms, family relations, and household problems. All terms
and phrases are introduced by colorful, labeled pictures.


To introduce the vocabulary, the author has divided the new material
into the following logical sections: everyday language, people, family,
the home, the market, meal time, clothes, health, the community,
transportation, work, and recreation. These sections are further di-
vided to allow for related words to be introduced together. For exam-
ple, to introduce food names, new vocabulary is categorized into food
groups and introduced together. One such category is fruit, and the
author has introduced this material by showing and labeling a fruit
stand. This thematic format is followed for introducing all vocabulary.
The dictionary also includes a useful appendix which supplies maps,
numbers, weights and measures, and temperature conversion. The
dictionary on its own is worth adopting into any beginning ESL
classroom.


However, the strength of this dictionary is the additional reference
materials that can be used to better teach beginning ESL students. The
Basic Oxford Picture Dictionary Workbook is one supplement which has
students working with the new vocabulary directly. Students are asked
direct questions that demand clear understanding of the terms. For
example, students may be given a situation in which they must apply
all of their knowledge about the terms to solve a problem. A second
reference tool is the teacher’s resource book. Like the workbook, this
text introduces numerous exercises to reinforce vocabulary from the
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dictionary. These activities include such activities as focused listening,
total physical response, and life skills reading. These lesson ideas are
sure to make students understanding easier and more enjoyable. Over-
all, The Basic Oxford Picture Dictionary is well organized, attention grab-
bing, and relevant. It will prove itself invaluable in any beginning ESL
classroom.


KRISTIN A. WEIDLEIN
University of Idaho
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BOOK NOTICES
The TESOL Quarterly prints brief book notices of 100 words or less announcing
books of interest to readers. Book Notices are not solicited. They are descrip-
tive rather than evaluative. They are compiled by the Book Review Editor from
selected books that publishers have sent to TESOL.


Academic Competence: Theory and Classroom
Preparing ESL Students for Content Courses.
New York: Longman, 1993. Pp. xii + 191.


Practice:
H. D. Adamson.


■ This book describes how to teach language through content and provides
a theoretical rationale for this genre of teaching. It offers practical exam-
ples of programs and classroom activities that ESL teachers can use to
prepare their students to succeed in content courses and explains how
the research programs and activities discussed in the text relate to a general
theory of second language acquisition. Illustrating this approach with a
series of case studies, the author shares the insights and experiences of
ESL students mainstreamed into content courses and suggests teaching
techniques for preparing ESL students for the academic mainstream.


Immigration and Education: The Crisis and the
Opportunities. David W. Stewart. New York: Lexington Books,
1993. Pp. xii + 274.


■ According to the author, overcrowded classrooms, heightened social
tensions, fierce controversy over curriculum, and inferior instruction are
the inevitable result of massive new waves of immigration into the U.S.A.
This book contends that the root of these difficulties lies in the absence
of coordination between the federal government’s immigration policy and
related education policies at the federal, state, and local levels. Our rich
resource of immigration can be harnessed into a productive force for
education, the author argues, through creative local programs, newcomer
schools, specialized assessment centers, language assessment systems, year-
round school calendars, culturally sensitive teaching techniques, and part-
nerships with community agencies.


Teachers Develop Teachers Research: Papers on Classroom
Research and Teacher Development. Julian Edge and Keith
Richards (Eds.). Oxford: Heinemann, 1993. Pp. 197.


■ This is a compilation of papers from the Aston University/IATEFL
conference on classroom action research and teacher development in ELT/
TESOL. The conference brought together teachers from 23 countries to
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consider how research in the language classroom can lead to more effective
student learning, continuing personal and professional development, and
high quality research. Among the papers included are keynote addresses
by David Nunan, Bridget Somekh, Mel Myers, and Dick Allwright. Many
papers offer practical descriptions of recent or ongoing classroom-cen-
tered research projects.


And Then There Were Two: Children and Second Language
Learning. Terry Piper. Markham, Ontario, Canada: Pippin, 1993.
Pp. 109.


■ The author provides answers to such questions as: How do children
learning ESL become bilingual? How do their individual learning styles
affect the task? What strategies do they adopt as they go about learning
English? What role does their native language play in the process? What
happens if they have special needs? How can programs be designed and
adapted to meet the needs of all ESL students? Aimed at both novice and
experienced classroom teachers, the book offers practical resources for
helping children achieve proficiency in English.


Teaching English in the Primary Classroom. Susan Halliwell.
London: Longman, 1992. Pp. vi + 169.


■ This book is about classrooms where children sometimes misbehave and
where teachers are sometimes too overworked to spend hours preparing
lessons or are anxious about their own knowledge of English. The book
gives insights into how children learn language and how to achieve a
positive and uninhibited attitude to language learning in the classroom.
The author identifies priorities for working with young learners, suggests
strategies for teaching, explains how English can be taught with other
subjects in the primary curriculum, and gives practical activities that illus-
trate the teaching methodology described.


Learning to Learn in a Second Language. Pauline Gibbons.
Portsmouth, NH: Heinemann, 1991. Pp. iv + 122.


■ This book is written for teachers of children for whom English is a
second language, although the material applies equally well to teachers
of English-speaking children. The book is based on the assumption that
the classroom program is a major resource for language development and
that a responsive program takes into account the fact that children are not
only learning a new language but that they are learning in that language as
well. It offers a wide range of strategies and practical suggestions for the
teacher.
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Essentials of Language Teaching. Julian Edge. London:
Longman, 1993. Pp. 142.


■ This book offers an introduction to the international field of TESOL
by bringing together the basics that new teachers will need in order to
make an effective start. It is a practical how to book but also gives an
overview of the field which challenges experienced teachers to reflect on
their own ideas and practices. The book encourages its readers to inform
themselves and then make their own decisions. It includes chapters on
learners, learning processes, the English language, materials, equipment,
class management, and testing. Questions and activities help teachers
adapt ideas to a particular situation.


Conversation and Dialogues in Action. Zoltàn Dörnyei and
Sarah Thurell. New York: Prentice Hall, 1992. Pp. xvi + 160.


■ A wide range of activities are offered here that teachers can use to
exploit, effectively and imaginatively, the sort of dialogues that are found
in textbooks or are created in class to present or practice specific language
items. The activities offer ways of generating through dialogues more
genuine spoken interaction in the classroom. The collection of activities
draws on research in communicative and strategic competence as well as
more traditional approaches to language learning. The book includes an
introductory rationale to the subject and indexes of teaching purpose,
language level, and subject matter.


Teaching American English Pronunciation. Peter Avery and
Susan Ehrlich. Oxford: Oxford University Press, 1992. Pp. xvi +
254.


■ This book is a comprehensive introduction to teaching the pronunciation
of North American English. The first part of the book contains an illus-
trated description of the sound system of English. In the second part, the
authors provide ideas for overcoming common pronunciation problems.
There are sections devoted to the specific problems of speakers of 15
different language groups. Part 3 gives numerous useful classroom tech-
niques to help teachers improve their students’ pronunciation effectively.
The book includes exercises, a glossary, and an index.


Teaching English Pronunciation. Joanne Kenworthy. London:
Longman, 1993. Pp. xi + 164.


■ The emphasis here is on linking pronunciation with work on developing
speaking skills. The aim is not to produce an ideal standard of English
pronunciation but to concentrate on what is important in making sounds
which will be readily understood and accepted. Part 1 deals with basic
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principles of teaching pronunciation, intelligibility, assessment, devel-
oping and extending skills, sounds and spellings, and integration of pro-
nunciation teaching into the rest of the curriculum. Part 2 lists specific
problems encountered by speakers of nine different languages. An accom-
panying 60-minute cassette is available.
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INFORMATION FOR CONTRIBUTORS


EDITORIAL POLICY


The TESOL Quarterly, a professional, refereed journal, encourages submis-
sion of previously unpublished articles on topics of significance to individu-
als concerned with the teaching of English as a second or foreign language
and of standard English as a second dialect. As a publication that repre-
sents a variety of cross-disciplinary interests, both theoretical and practical,
the Quarterly invites manuscripts on a wide range of topics, especially in
the following areas:


1. psychology and sociology of language     3.
learning and teaching; issues in research     4.
and research methodology


2. curriculum design and development; 5.
instructional methods, materials, and 6.
techniques


testing and evaluation
professional
preparation
language planning
professional standards


Because the Quarterly is committed to publishing manuscripts that contrib-
ute to bridging theory and practice in our profession, it particularly wel-
comes submissions drawing on relevant research (e.g., in anthropology,
applied and theoretical linguistics, communication, education, English
education [including reading and writing theory], psycholinguistics, psy-
chology, first and second language acquisition, sociolinguistics, and sociol-
ogy) and that address implications and applications of this research to
issues in our profession. The Quarterly prefers that all submissions be
written so that their content is accessible to a broad readership, including
those individuals who may not have familiarity with the subject matter
addressed.


GENERAL INFORMATION FOR AUTHORS
Submission Categories


The TESOL Quarterly invites submissions in five categories:


Full-length articles. Contributors are strongly encouraged to submit
manuscripts of no more than 20 to 25 double-spaced pages. Submit three
copies plus three copies of an informative abstract of not more than 200
words. To facilitate the blind review process, authors’ names should appear
only on a cover sheet, not on the title page; do not use running heads.
Manuscripts should be submitted to the Editor of TESOL Quarterly:


Sandra McKay
English Department
San Francisco State University
1600 Holloway Ave.
San Francisco, CA 94132
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The following factors are considered when evaluating the suitability of a
manuscript for publication in the TESOL Quarterly:


● The manuscript appeals to the general interests of the TESOL Quarterly
readership.


● The manuscript contributes to bridging the gap between theory and
practice: Practical articles must be anchored in theory, and theoretical
articles and reports of research must contain a discussion of implications
and/or applications for practice.


● The content of the manuscript is accessible to the broad readership of
the Quarterly, not only to specialist in the area addressed.


● The manuscript offers a new, original insight or interpretation and not
just a restatement of others’ ideas and views.


● The manuscript makes a significant (practical, useful, plausible) contri-
bution to the field.


● The manuscript is likely to arouse readers’ interest.
● The manuscript reflects sound scholarship with appropriate, correctly


interpreted references to other authors and works.
● The manuscript is well written and organized and conforms to the


specifications of the Publication Manual of the American PsychologicalAssoci-
ation (4th ed.).


Reviews. The TESOL Quarterly invites succinct, evaluative reviews of pro-
fessional books, classroom texts, and other instructional resources (such
as computer software, video- or audiotaped material, and tests). Reviews
should provide a descriptive and evaluative summary and a brief discus-
sion of the significance of the work in the context of current theory
and practice. Submissions should generally be no longer than 500 words.
Submit two copies of the Review to the Review Editor:


H. Douglas Brown
American Language Institute
San Francisco State University
1600 Holloway Avenue
San Francisco, CA 94132 U.S.A.


Review Articles. The TESOL Quarterly also welcomes occasional review
articles, that is, comparative discussions of several publications that fall
into a topical category (e. g., pronunciation, literacy training, teaching
methodology). Review articles should provide a description and evaluative
comparison of the materials and discuss the relative significance of the
works in the context of current theory and practice. Submissions should
generally be no longer than 1,500 words. Submit two copies of the review
article to the Review Editor at the address given above.


Brief Reports and Summaries. The TESOL Quarterly also invites short
reports on any aspect of theory and practice in our profession. We encour-
age manuscripts which either present preliminary findings or focus on
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some aspect of a larger study. In all cases, the discussion of issues should
be supported by empirical evidence, collected through qualitative or quan-
titative investigations. Reports or summaries should present key concepts
and results in a manner that will make the research accessible to our
diverse readership. Submissions to this section should be 7–10 double-
spaced pages (including references and notes). Longer articles do not appear
in this section and should be submitted to the Editor of the TESOL Quarterly for
review. Send two copies of the manuscript to the Editors of the Brief
Reports and Summaries section:


Graham Crookes and Kathryn A. Davis
Department of English as a


Second Language
University of Hawaii at Manoa
1890 East-West Road
Honolulu, HI 96822 U.S.A.


The Forum. The TESOL Quarterly welcomes comments and reactions from
readers regarding specific aspects or practices of our profession. Re-
sponses to published articles and reviews are also welcome; unfortunately,
we are not able to publish responses to previous exchanges. Contributions
to The Forum should generally be no longer than five double-spaced
pages. Submit two copies to the Editor of the TESOL Quarterly at the
address given above.
Brief discussions of qualitative and quantitative Research Issues and of
Teaching Issues are also published in The Forum. Although these contri-
butions are typically solicited, readers may send topic suggestions and/or
make known their availability as contributors by writing directly to the
Editors of these subsections.


Research issues: Teaching issues:
Donna M. Johnson Bonny Norton Peirce
English Department Modern Language Centre
ML 455 Ontario Institute for
University of Arizona Studies in Education
Tucson, AZ 85721 252 Bloor St. W.


Toronto, Ontario M5S 1V6
Canada


Special-Topic Issues. Typically, one issue per volume will be devoted to
a special topic. Topics are approved by the Editorial Advisory Board of
the Quarterly. Those wishing to suggest topics and/or make known their
availability as guest editors should contact the Editor of the TESOL Quar-
terly. Issues will generally contain both invited articles designed to survey
and illuminate central themes as well as articles solicited through a call
for papers.


General Submission Guidelines
1. All submissions to the Quarterly should conform to the requirements


of the Publication Manual of the American Psychological Association (4th
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ed.), which can be obtained from the Order Department, American
Psychological Association, P.O. Box 2710, Hyattsville, MD 20784-0710.
The Publication Manual is also available in many libraries and book-
stores. Authors are responsible for the accuracy of references and
reference citations, which must be in APA format.


2. All submissions to the TESOL Quarterly should be accompanied by a
cover letter which includes a full mailing address and both a daytime
and an evening telephone number. Where available, include an elec-
tronic mail address and fax number.


3. Authors of full-length articles should include two copies of a very brief
biographical statement (in sentence form, maximum 50 words), plus
any special notations or acknowledgments that they would like to have
included. Double spacing should be used throughout.


4. The TESOL Quarterly provides 25 free reprints of published full-length
articles and 10 reprints of material published in the Reviews, Brief
Reports and Summaries, and The Forum sections.


5. Manuscripts submitted to the TESOL Quarterly cannot be returned to
authors. Authors should be sure to keep a copy for themselves.


6. It is understood that manuscripts submitted to the TESOL Quarterly
have not been previously published and are not under consideration
for publication elsewhere.


7. It is the responsibility of the author(s) of a manuscript submitted to
the TESOL Quarterly to indicate to the Editor the existence of any work
already published (or under consideration for publication elsewhere)
by the author(s) that is similar in content to that of the manuscript.


8. The Editor of the TESOL Quarterly reserves the right to make editorial
changes in any manuscript accepted for publication to enhance clarity
or style. The author will be consulted only if the editing has been
substantial.


9. The views expressed by contributors to the TESOL Quarterly do not
necessarily reflect those of the Editor, The Editorial Advisory Board,
or TESOL. Material published in the Quarterly should not be construed
to have the endorsement of TESOL.


Statistical Guidelines


Because of the educational role the Quarterly plays modeling research in
the field, it is of particular concern that published research articles meet
high statistical standards. In order to support this goal, the following
guidelines are provided.


Reporting the study. Studies submitted to the Quarterly should be ex-
plained clearly and in enough detail that it would be possible to replicate
the design of the study on the basis of the information provided in the
article. Likewise, the study should include sufficient information to allow
readers to evaluate the claims made by the author. In order to accommo-
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date both of these requirements, authors of statistical studies should pre-
sent the following.


1. A clear statement of the research questions and the hypotheses which
are being examined


2. Descriptive statistics, including the means, standard deviations, and
sample sizes, necessary for the reader to correctly interpret and evalu-
ate any inferential statistics


3. Appropriate types of reliability and validity of any tests, ratings, ques-
tionnaires, etc.


4. Graphs and charts which help explain the results


5. Clear and careful descriptions of the instruments used and the types
of intervention employed in the study


6. Explicit identifications of dependent, independent, moderator, inter-
vening, and control variables


7. Complete source tables for statistical tests


8. Discussions of how the assumptions underlying the research design
were met, assumptions such as random selection and assignment of
subjects, sufficiently large sample sizes so that the results are stable,
etc.


9. Tests of the assumptions of any statistical tests, when appropriate


10. Realistic interpretations of the statistical significance of the results,
keeping in mind that the meaningfulness of the results is a separate
and important issue, especially for correlation


Conducting the analyses. Quantitative studies submitted to the TESOL
Quarterly should reflect a concern for controlling Type I and Type II
error. Thus, studies should avoid multiple t tests, multiple ANOVAs,
etc. However, in the very few instances in which multiple tests might
be employed, the author should explain the effects of such use on the
probability values in the results. In reporting the statistical analyses, au-
thors should choose one significance level (usually .05) and report all
results in terms of that level. Likewise, studies should report effect size
through such strength of association measures as omega-squared or eta-
squared along with beta (the possibility of Type II error) whenever this
may be important to interpreting the significance of the results.


Interpreting the results. The results should be explained clearly and the
implications discussed such that readers without extensive training in the
use of statistics can understand them. Care should be taken in making
causal inferences from statistical results, and these should be avoided with
correlational studies. Results of the study should not be overinterpreted
or overgeneralized. Finally, alternative explanations of the results should
be discussed.
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Qualitative Research Guidelines


To ensure that Quarterly articles model rigorous qualitative research, the
following guidelines are provided.


Conducting the study. Studies submitted to the Quarterly should exhibit
an in-depth understanding of the philosophical perspectives and research
methodologies inherent in conducting qualitative research. Utilizing these
perspectives and methods in the course of conducting research helps
to ensure that studies are credible, valid, and dependable rather than
impressionistic and superficial. Reports of qualitative research should
meet the following criteria.


1. Data collection (as well as analyses and reporting) is aimed at uncov-
ering an emit perspective. In other words, the study focuses on re-
search participants’ perspectives and interpretations of behavior,
events, and situations rather than etic (outsider-imposed) categories,
models, and viewpoints.


2. Data collection strategies include prolonged engagement, persistent
observation, and triangulation. Researchers should conduct ongoing
observations over a sufficient period of time so as to build trust with
respondents, learn the culture (e.g., classroom, school, or community),
and check for misinformation introduced by both the researcher and
the researched. Triangulation involves the use of multiple methods
and sources such as participant-observation, informal and formal in-
terviewing, and collection of relevant or available documents.


Analyzing the data. Data analysis is also guided by the philosophy and
methods underlying qualitative research studies. The researcher should
engage in comprehensive data treatment in which data from all relevant
sources are analyzed. In addition, many qualitative studies demand an
analytic inductive approach involving a cyclical process of data collection,
analysis (taking an emit perspective and utilizing the descriptive language
the respondents themselves use), creation of hypotheses, and testing of
hypotheses in further data collection.


Reporting the data. The researcher should generally provide “thick de-
scription” with sufficient detail to allow the reader to determine whether
transfer to other situations can be considered. Reports also should include
the following.


1. A description of the theoretical or conceptual framework that guides
research questions and interpretations.


2. A clear statement of the research questions.
3. A description of the research site, participants, procedures for ensur-


ing participant anonymity, and data collection strategies. A descrip-
tion of the roles of the researcher(s).


4. A description of a clear and salient organization of patterns found
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through data analysis. Reports of patterns should include representa-
tive examples not anecdotal information.


5. Interpretations that exhibit a holistic perspective in which the author
traces the meaning of patterns across all the theoretically salient or
descriptively relevant micro- and macrocontexts in which they are
embedded.


6. Interpretations and conclusions that provide evidence of grounded
theory and discussion of how this theory relates to current research/
theory in the field, including relevant citations. In other words, the
article should focus on the issues or behavior that are salient to partici-
pants and that not only reveal an in-depth understanding of the
situation studied but also suggest how it connects to current related
theories.
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PUBLICATIONS RECEIVED
Publishers are invited to send copies of their new materials to the TESOL Quar-
terly Review Editor H. Douglas Brown, San Francisco State University, at the ad-
dress listed in the Information for Contributors section. Packages should be la-
beled REVIEW COPIES.


TESOL Quarterly readers are invited to contribute review articles and evaluative
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Editor’s Note


■ This special issue of the TESOL Quarterly is devoted to the topic of
qualitative research in ESOL. I wish to thank Kathryn A. Davis and Anne
Lazaraton, the guest editors of the volume, for their excellent job in
conceptualizing and selecting articles for the issue. Taken as a whole,
the articles address important theoretical and methodological issues in
qualitative research and provide outstanding models of such research.
Our hope is that the issue will stimulate further qualitative research in
ESOL exemplifying the rigorous research standards demonstrated in the
studies presented here.


The Autumn 1996 special-topic issue will be devoted to Language Plan-
ning and Policy and the English Language Teaching Profession, guest
edited by Nancy Hornberger and Thomas Ricento. Abstract submission
for this issue is closed. However, included in this issue of the Quarterly is
a Call for Abstracts for the 1997 special-topic issue on Language and
Social Identity, guest edited by Bonny Norton Peirce. General guidelines
for guest editing or contributing to a special-topic issue are contained in
the Information for Contributors.


Sandra McKay


In This Issue


■ This issue of the TESOL Quarterly involves three main goals: (a) to
offer overviews of the current status of qualitative research in applied
linguistics; (b) to consider the main philosophical, theoretical, and method-
ological issues involved in conducting interpretive qualitative research;
and (c) to provide models of interpretive qualitative studies that focus on
second language acquisition (SLA). The studies reported in this issue
involve interpretive qualitative research conducted in a variety of SLA
situations, including immigrant and sojourner ESL learning in a U.S.
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elementary school, EFL learning in a Hungarian immersion secondary
school, and the teaching of writing to international students in a U.S.
university. Through the discussions and models presented here, we hope
to dissolve some of the current confusion and contribute to a dialogue
concerning the role of interpretive qualitative research in the SLA field.


 ● Kathryn Davis, coeditor of this issue, explores research traditions,
definitions of research, and interpretive qualitative research theory
and methods in efforts to dispel some of the confusion currently
surrounding the use of qualitative methods in the SLA field.


 ● Anne Lazaraton, coeditor of this issue, focuses on the status of qualita-
tive research in applied linguistics by describing an informal survey
of published journal articles in the field and examining key issues
concerning the use of qualitative methodology.


 ● Jerri Willett offers a thick description of children’s socialization into
the particular English language routines, forms of interaction, and
strategies operating within a U.S. first-grade classroom community.
Willett argues that, to gain a comprehensive understanding of SLA,
we need interpretive qualitative studies of the ideologies and sociocul-
tural factors that affect language learning in the specific situations
in which that learning occurs.


 ● Patricia Duff provides both macro- and microlevel interpretive quali-
tative analyses of the transformations in English language teaching
and learning that have occurred within recently created English im-
mersion (dual-language) secondary schools in Hungary. This study
suggests the ways in which SLA pedagogical methods both affect and
are affected by sociopolitical and cultural conditions.


 ● Dwight Atkinson and Vai Ramanathan utilize ethnography in explor-
ing the cultural dimensions of thinking about and teaching writing
in a mainstream composition program and an ESL program, both
situated in a large U.S. university. The authors suggest that classroom
practices within the composition program are based on culturally
determined theoretical expectations that may negatively affect the
academic performance of international students. They also point out
that nonnative speakers may experience disjuncture in crossing over
from ESL to composition classes as a result of differences in writing
expectations between the two programs. Atkinson and Ramanathan
argue for examination and articulation of the largely unconscious
and culturally situated nature of university writing programs.


Also in this issue:


 ● The Forum: Bonny Norton Peirce escribes the basic tenets of con-
ducting critical ethnography and explores ways in which critical eth-
nography can inform SLA research. Peirce draws on her study of
the language learning experiences of immigrant women in Canada
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to illuminate the contributions critical research can make to our un-
derstanding of the power relationships operating in SLA.


 ● Brief Reports and Summaries: Tara Goldstein draws on her ethno-
graphic study of bilingual life and language choice among Portuguese
immigrant workers in a Canadian factory to discuss culturally appro-
priate interviewing and use of bilingual coresearchers.


 ● Reviews: Among other reviews appearing in this issue, Nancy Horn-
berger critiques Kathryn A. Davis’s Language Planning in Multilingual
Contexts: Policies, Communities and Schools in Luxembourg (1994), an
ethnographic study of language choices and uses. In addition, Rose-
mary Henze contributes a comparative review of three books on
interpretive qualitative research methods.


We would like to thank our colleagues on the Editorial Advisory Board
of the TESOL Quarterly for providing us with the opportunity to edit this
issue. We are especially grateful to Sandra McKay for her support and
the editorial help she provided.


Kathryn A. Davis and Anne Lazaraton, Guest Editors
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Call for Abstracts


Language and Social Identity
The TESOL Quarterly announces a call for abstracts for a special-
topic issue on Language and Social Identity to appear in 1997. In
this edition, we would like to provide a forum in which contributors
interested in language, gender, race, class, and ethnicity can share
their research and practice with the wider TESOL community. We
are particularly interested in the way contributors conceptualize
identity and what methodologies they use to address their research.
We encourage submissions from a wide constituency and are
interested in full-length, previously unpublished articles that explore
social identity in relation to:


1. Reading/Writing
2. Listening/Speaking
3. Classroom practice
4. Curriculum development
5. Assessment and evaluation


In addition to full-length articles, we solicit short reports that address
identity construction in specific sites, present preliminary findings of
research, or raise topics for debate. Contributions from all regions of
the world are welcome.


At this stage, we are soliciting two-page abstracts for full-length
articles and one-page abstracts for short reports. For all submissions,
send three copies, a brief biographical statement (maximum 50
words), a full mailing address, and daytime/evening telephone
numbers. E-mail addresses would be particularly helpful. Abstracts
should be mailed to the address below and should be received no
later than:


December 31, 1995
Bonny Norton Peirce


Modern Language Centre
Ontario Institute for Studies in Education


252 Bloor St. West, Toronto, Ont. M5S 1V6
Canada
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Qualitative Theory and Methods in
Applied Linguistics Research
KATHRYN A. DAVIS
University of Hawai’i at Manoa


T his article reviews basic issues of theory and method in qualitative
research approaches to applied linguistics research. As pointed


out by Lazaraton (this issue), a great deal of debate, misunderstanding,
and confusion currently surrounds the use of qualitative research
methods in the applied linguistics field. Much of this controversy ap-
pears to center around three interrelated issues: research traditions,
definitions of research, and qualitative research theory and methods.
In this article I examine these issues with a view toward dispelling
some of the confusion and illuminating the ways in which qualitative
research can contribute to our understanding of language acquisition
and use.


RESEARCH TRADITIONS


Applied linguistics includes a broad range of research perspectives
that have evolved over nearly a century of scholarly interest in language
acquisition and use. The various research approaches utilized by ap-
plied linguists are the result of the particular philosophical and theoret-
ical considerations they have consciously or unconsciously adopted. In
this way, a number of parallel research movements have developed
that have tended to remain separate, rather than inform the field as
a whole. Three of the diverging areas of study within applied linguistics
that are directly related to second and foreign language teaching are
second language acquisition (SLA), ethnography of communication,
and sociolinguistics.


Second Language Acquisition


SLA researchers have generally accepted the use of the research
techniques and philosophy dominant in the social sciences, particularly
psychology. In adopting psychological models for explaining how lan-
guage is acquired, theorists and researchers tend to view SLA as a
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mental process, that is, to believe that language acquisition resides
mostly, if not solely, in the mind. Thus, a range of research approaches
and techniques have been developed or adopted by SLA researchers
to specifically examine acquisition from a mentalist perspective. Both
case studies and elicitation techniques (e.g., introspection and retro-
spection) have been designed to get at language learners’ mental strate-
gies in acquiring an L2. For example, longitudinal case studies have
been conducted by Butterworth (1972), Hakuta (1976), Huang (1970),
and Schmidt (1983). Diary studies using both observations and intro-
spection such as Bailey’s investigation (1980) of her experience as a
French student have also focused on the psychological nature of lan-
guage acquisition. Discourse analysis has been used to uncover the
ways in which native speaker input may affect nonnative speakers’
learning strategies (e.g., Celce-Murcia, 1980; Chaudron, 1987; Kasper,
1982, 1984).


By the early 1980s, SLA researchers had generally adopted the
psychological research trend toward statistical analyses based on what
are broadly called logical-positivistic approaches. These approaches es-
sentially suggest investigation into the facts or causes of social phenom-
ena. Researchers attempt to gain objective data by controlling human
and other extraneous variables and thus gain what they consider to
be reliable, hard data and replicable findings. Researchers within the
SLA field saw ready applications of statistical analyses to language
testing and L2 methods (e.g., Brown, 1989, 1995; Hudson, 1991).
Findings on the appropriateness of tests and methods could be general-
ized beyond the individuals participating in the study to those through-
out the population from which the sample was drawn. SLA researchers
now commonly utilize the quasi-experimental and experimental re-
search paradigms and designs also developed within the field of psy-
chology. To facilitate data collection, SLA quantitative researchers have
drawn on previously developed elicitation techniques and adopted a
number of others from related fields (e.g., reading aloud, structured
exercises, elicited imitation/translation, story retelling, and oral inter-
views).


SLA researchers have generally utilized the research techniques
dominant in psychological studies that are characterized by the philo-
sophical perspectives of mentalism, behaviorism,1   and individualism.
In contrast, another research paradigm, the ethnography of communi-
cation, which was developing during the 1970s within the field of
applied linguistics, focused on the social meaning of language within
the context of particular groups (cultures).


1By behaviorism I mean studies based on observable behavior and findings interpreted from
the external (to the population under study) perspective of the researcher observer.
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Ethnography of Communication


Linguistic anthropologists interested in language acquisition began
to argue in the 1970s against sole reliance on Chomskyan psychological
models and definitions of language. In 1974, Hymes suggested that


Linguistic theory treats of  [ sic ] competence in terms of the child’s acquisition
of the ability to produce, understand, and discriminate any and all of the
grammatical sentences of a language. . . . Within the social matrix in which
it [ sic ] acquires a system of grammar a child acquires also a system of its
use, regarding persons, places, purposes, other modes of communication,
etc.—all the components of communicative events, together with attitudes
and beliefs regarding them . . . . In such acquisition resides the child’s
sociolinguistic competence (or, more broadly, communicative competence),
its ability to participate in its society as not only a speaking, but also a
communicating member. (p. 75)


The inclusion of social and cultural considerations and, in particular,
the use of associated ethnographic methods in the study of language
acquisition essentially resulted in a split between those who took this
position and mainstream SLA researchers. Linguistic anthropologists
such as Ochs and Schieffelin (1984) and Scollon and Scollon (1981)
began to conduct ethnographic studies of child socialization into lan-
guage within diverse cultural settings. Drawing on notions of language
socialization, Heath produced her classic study (1983) of language
socialization within African-American and European-American work-
ing-class communities. She suggested that children from communities
whose language socialization patterns differed from those of the main-
stream schools experience extreme academic difficulties because of
these differences. Based on the theory of academic difficulties due to
home/school differences suggested by Heath and others (e.g., Erickson
& Mohatt, 1982; Philips, 1983), bilingual education researchers began
to conduct ethnographic studies in the U.S. in which they compared the
language/social norms of mainstream schools with those of immigrant
communities (e.g., Ortiz, 1988). An enormous number of ethnographic
studies focusing on L1 and L2 acquisition and use within homes, com-
munities, and schools have been conducted since the early 1980s.
Whereas some of these studies focus on home/school differences as a
source of school failure, others examine the larger political context
within which schools and communities function (e.g., Ogbu, 1989;
Willis, 19’77). However, these studies of language socialization have
largely remained within the field of education through publication in
journals such as Anthropology & Education Quarterly and Linguistics and
Education or in books edited by scholars affiliated with schools of educa-
tion (e.g., Cazden, John, & Hymes, 1972; Langer, 1987; Trueba, 1987).
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Sociolinguistics


As suggested by its name, sociolinguistics focuses on the social aspects
of language use and encompasses a broad range of theoretical concepts
and research techniques drawn from sources such as linguistics, eth-
nography (specifically ethnography of communication), sociology, dia-
lectology, psychology, componential analysis, ethnoscience, paralin-
guistics and kinesics, folklore, ethnomethodology, discourse analysis,
stylistic, pragmatic, and language planning.2  Although applied lin-
guists have generally recognized the contributions of studies in this
area, sociolinguistics has commonly played a separate, if sometimes
complementary, role in SLA research. In other words, the social and
cultural aspects of language acquisition generally have been viewed
as distant from the mental processes of language acquisition and thus
of less importance theoretically or for explanatory purposes.3  In addi-
tion to a dearth of socially situated SLA studies, many sociolinguists
have also drawn on the dominant philosophy and methods of psychol-
ogy in conducting investigations from a positivist perspective, collecting
data using experimental techniques or surveys, and analyzing data
using statistical methods.4 For example, in examining speech acts or
functions (pragmatic), although these phenomena are viewed as hav-
ing social origins, sociolinguists also have tended to assume that native
speakers possess a set of social rules in their minds; these social rules
can then be discovered and taught to nonnative speakers (Davis &
Henze, in press). Researchers in the area of pragmatic have examined
speech acts and functions using elicitation techniques such as role
playing and completion tasks. In addition, experimental designs and
statistical data analyses have been used to identify the use of social
rules by native and nonnative speakers (Kasper & Dahl, 1991). Finally,
although ethnography of communication has often been included
within the domain of sociolinguistics, researchers trained in ethno-
graphic methods have tended to work and publish outside of the SLA
and ESL fields in areas such as education, anthropology, and the
sociology of language.


This separating out of the social and cultural from the mental along
with the common use of statistical methods and experimental designs
by sociolinguists has inevitably resulted in a great deal of confusion,


2Anthropology has also drawn on and contributed to the theoretical concepts and research
techniques included in sociolinguistics.


3Beebe (1988) and Preston (1989) have argued for the inclusion of sociocultural considera-
tions in SLA research.


4Quantification is certainly called for in particular kinds of sociolinguistic studies, for exam-
ple, domain analysis (Fishman, Gertner, Lowy, & Milan, 1985).
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especially among SLA researchers, over what constitutes a mentalist-
based, socially situated, quantitative, or qualitative study.


RESEARCH DEFINITIONS


With the increasing acceptance of qualitative research in education,
many researchers who conduct L2 research in classrooms and schools
have become interested in the ways in which qualitative studies can
inform the SLA field. Because of this interest and generally more
open attitudes, some researchers who have been trained in applied
linguistics, anthropology, and education are also beginning to consider
contributing more directly to SLA research. However, until the confu-
sion surrounding the various research traditions operating within ap-
plied linguistics is dispelled, it will most likely be difficult to effectively
utilize qualitative research in the SLA field.


Much of the difficulty in incorporating qualitative studies into SLA
may be the result of the particular research traditions experienced by
those in the field. Gee (1990) suggests that individuals are socialized
into particular Discourses or ways of believing, behaving, and valuing
that include not only our early childhood experiences but also those of
our chosen fields of interest.5  For example, the terminology, interactive
styles, and philosophical and theoretical assumptions shared by SLA
researchers are inclusively a Discourse that is likely to be extremely
different from the Discourse of the ethnographer of communication.
Therefore, we should be no more surprised that communication breaks
down between those from different applied linguistics disciplines than
we are by miscommunication between those from different cultures.6


Gee (1990) also suggests that incoming students of any particular
field are socialized into or, more accurately, apprenticed to that field’s
Discourse by taking classes and otherwise interacting with professors
and other students who are further along in their studies. This notion
of Discourse apprenticeship suggests that we should also carefully
examine the extent to which we expose students of SLA and ESL to
various ways of understanding, researching, and applying SLA issues.
The first step in moving toward a comprehensive view of SLA research
involves examining some of the current misunderstandings among
those from various disciplines within applied linguistics.


In the field of SLA, the predominance of psychological and, thus,


5Gee is a sociolinguist who has worked toward incorporating theory and methods from
anthropology and education into theories of language acquisition.


6Communication breakdowns between disciplines are not as severe or complex as those
among different linguistic and sociocultural groups and, thus, should be easier to rectify.
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mentalist philosophical, theoretical, and methodological traditions has
resulted in a relatively narrow view of what constitutes a qualitative
study. Essentially, SLA researchers (e.g., Larsen-Freeman & Long,
1991) commonly understand qualitative studies as those that utilize
nonquantitative techniques (e.g., open-ended interviews) and/or natu-
ralistic data (e.g., conversational analysis, diary studies, classroom dis-
course analysis, participant observation). However, this limited defini-
tion of qualitative research ignores the philosophical, theoretical, and
methodological considerations involved in conducting any form of
qualitative research and has allowed for a number of associated prob-
lems of definition and legitimacy. One such problem is the perhaps
largely unconscious, but common, view that quantitative studies (exper-
iments, correlational studies, or what Brown, 1991, calls statistical stud-
ies) produce reliable, “hard,” and replicable data whereas qualitative
studies do not. Although some quantitative and most qualitative re-
searchers now suggest that neither form of research can actually pro-
duce facts about the human condition, the default assumption is that
qualitative studies are not rigorous. On the contrary, just as with experi-
mental or statistical research designs, each and every legitimate qualita-
tive method is dependent on particular conceptual and methodological
procedures to ensure credibility, dependability, and transferability
(Davis, 1992).


The form of qualitative research, alternately known as naturalistic,
ethnographic, or interpretive, that is of current interest to researchers
in the SLA field has its origins in the philosophy, theory, and methods
of anthropology and subsequently has been adopted by educators in
exploring issues associated with learning. Linguistic anthropologists,
ethnographers of communication, and other qualitative researchers
interested in language issues have offered an alternative to mainstream
SLA studies in viewing acquisition not only as a mental individualistic
process, but one that is also embedded in the sociocultural contexts in
which it occurs. From this point of view, mental processes are not
unimportant, but they are situated in a larger sociocultural context
that is equally important. In other words, ethnographers and other
qualitative researchers take a holistic perspective in conducting re-
search.


To arrive at an understanding of social influences on language acqui-
sition, socioculturally oriented qualitative researchers take a semiotic
approach. The central consideration in conducting research from a
semiotic perspective is the immediate and local meanings of actions,


his classic book The Interpretation of Cultures (1973), centers on the
notion of culture in describing an interpretive research perspective:


as defined from the actors' point of view (Erickson, 1986).  Geertz, in
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Believing, with Max Weber, that man [ sic ] is an animal suspended in webs
of significance he himself has spun, I take culture to be those webs, and
the analysis of it to be therefore not an experimental science in search of
law but an interpretive one in search of meaning. It is explication I am
after, construing social expressions on their surface enigmatical. (p. 5)


Educational researchers such as Erickson (1986) base their understand-
ing of qualitative research on a semiotic perspective and now commonly
refer to studies that take this approach as interpretive. A distinction
often made between interpretive qualitative studies and ethnographic
studies is that the former focus on the construction or coconstruction
of meaning within a particular social setting (e.g., classroom) whereas
the latter focus on the shared meaning of a particular social group
(culture) and/or on interactions among cultural groups.7


Studies based on a semiotic perspective clearly presume a philosophy
that is substantially different from those utilized by mainstream psycho-
logical schools both in theory and in practice. One fundamental differ-
ence involves the reliance on emic versus etic theory and data collection
procedures. An interpretive qualitative study utilizes interviews, obser-
vations, and other forms of data collection within the time frame
necessary for gaining an understanding of the actors’ meanings for
social actions (an emit perspective). For example, in my ethnographic
study of language planning in the multilingual country of Luxem-
bourg (Davis, 1994), I participated in daily life and conducted inter-
views and observations over the course of 1 year in order to determine
the patterns of meaning different languages held for individuals and
the ways these meanings affected language behavior within different
socioeconomic communities. In this way, the study focused on SLA
in terms of the societal and cultural factors that affected individual
acquisition. SLA qualitative studies, on the other hand, have predomi-
nately taken a psychologically oriented etic (or outsider’s) perspective,
such as the traditional case study in which the researcher interprets
the acquisition strategies of a L2 learner.8


7However, differences between interpretive qualitative and ethnographic studies are cur-
rently being challenged in that classrooms and schools can be considered cultural communi-
ties (with shared values, attitudes, and beliefs). In addition, the boundaries around particular
cultures are becoming increasingly blurred with evolving patterns of cross-cultural interac-
tion (Rosaldo, 1989). Thus, the meanings of social actions may be more individual than
shared (Wolcott, 1991), or meanings may be shared only among those who experience the
same juxtaposition of cultures (Rosaldo, 1989).


8In quantitative research, an etic approach underlies data collection, data analysis, and
interpretation. Essentially, quantitative researchers determine the variables under investiga-
tion, collect data by examining or controlling externally (to the population under investiga-
tion) derived variables, analyze the data according to external perspectives (e.g., researcher-
determined categorization schemes), and interpret data according to external criteria.
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The failure of researchers within the field of SLA to make explicit
the philosophical and theoretical perspectives guiding their studies has
created other problems of definition as well as those involving research
legitimacy. Erickson (1986) delineates these problems in describing
interpretive qualitative research:


The issue of using as a basic validity criterion the immediate and local meanings
of action, as defined from the actors’ point of view, is crucial in distinguishing
interpretive participant observational research from another observational
technique with which interpretive research approaches are often confused,
so-called rich description. What makes such work interpretive or qualitative
is a matter of substantive focus and intent, rather than of procedure in
data collection, that is, a research technique does not constitute a research
method. The technique of continuous narrative description can be used by
researchers with a positivist and behaviorist orientation that deliberately
excludes from research interest the immediate meanings of actions from
the actors’ point of view. Continuous narrative description can also be used
by researchers with a nonpositivist, interpretive orientation, in which the
immediate (often intuitive) meanings of actions to the actors involved are
of central interest. (p. 120)


(p. 119) first employed by psychologists in child study. This technique


As an example of “rich description,” Erickson (1986) refers to the
“play by play account of what an observer sees observed persons doing”


also often used by sociologists and anthropologists during the first half
of the century, assumes a positivist, behavioral (see footnote 1), and,
thus, etic perspective. In contrast, the interpretive qualitative concept
of thick description involves an emit perspective, which demands descrip-
tion that includes the actors’ interpretations and other social and/or
cultural information. In addition, qualitative researchers have argued
that thick description “means taking into account all relevant and
theoretically salient micro and macro contextual influences that stand
in a systematic relationship to the behavior or events one is attempting
to explain” (Watson-Gegeo, 1992, p. 54; also see Diesing, 1972, pp.
137–141), that is, a holistic and theoretically based research per-
spective.


Within applied linguistics, making a distinction between interpretive
qualitative research and other SLA nonstatistical studies involves the
question of whether the study takes an emit, holistic, semiotic approach
or an etic, discrete, mental-process approach. Thus, conversational
analysis could constitute an interpretive qualitative study if the mean-
ings of actions from the actors’ point of view are of central interest
and appropriate techniques (e.g., interviews and observations) are used
to gain an understanding of those meanings. In fact, ethnographic and
other interpretive qualitative studies often involve extensive analyses of
discourse (e.g., Erickson & Shultz, 1982; Heath, 1983; Henze, 1992;
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Mehan, 1980). However, conversational and discourse analyses within
applied linguistics have also formed firm parameters and theoretical
expectations for conducting these forms of research and could there-
fore easily claim method status. One way for researchers to avoid some of
the confusion when engaged in reporting various forms of qualitative
research is to simply state what it is they are doing (e.g., discourse
analysis) along with the main philosophical, theoretical, and method-
ological considerations involved in the research approach being uti-
lized.


Equating technique with method has created two other major prob-
lems in our field. First, SLA researchers have often misunderstood
the nature of interpretive qualitative research in viewing techniques
such as interviews, participant (or nonparticipant) observation, diary
studies, longitudinal studies, and the like as qualitative methods. Thus,
some SLA scholars have mistakenly interpreted the use of qualitative
techniques (e.g., interviews, introspection, retrospection) within an ex-
perimental design as a combined quantitative/qualitative study. Cer-
tainly, qualitative techniques can be used in quantitative studies, but
(as illustrated above and in the following section) the use of qualitative
techniques does not constitute the approach. From another perspec-
tive, although it is not uncommon to see the use of some form of
quantification in qualitative studies, few would make the mistake of
calling, for example, Heath’s study (1983) a combined ethnographic/
statistical study.9   Applied linguistic studies that include both quantita-
tive and qualitative methods are usually those using each method inde-
pendently in asking substantially different questions. An example I
cited in a previous TESOL Quarterly Research Issues article (1992)
involved research by Fishman, Gertner, Lowy, and Milan (1985). This
study of bilingualism used quantitative methods to determine the ex-
tent of publications according to type and language used in a commu-
nity. Within the same overall investigation, ethnographies were con-
ducted in community schools to gain an understanding of the
ethnocultural dimensions of biliteracy acquisition.


Another problematic issue associated with the technique as method
equation involves the legitimacy of a qualitative research design. Based
on a technique as method framework, researchers may assume that
the use of one particular technique constitutes a qualitative study. As
pointed out above, each research method involves particular philo-
sophical, theoretical, and methodological parameters that must be ob-
served to ensure studies are valid/credible, reliable/dependable, and


9Given the holistic nature of interpretive qualitative research, statistical methods can be
included in an interpretive qualitative study. See, for example, Agar (1980) and Erickson
(1986).
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generalizable/transferable (Davis, 1992). To gain or maintain legiti-
macy within the applied linguistics field, not only must qualitative
studies meet the specific requirements of the approach used, but they
must also offer recognizable contributions to the field. A study that, for
example, merely provides a descriptive account of language acquisition
strategies neither meets the requirements of an interpretive qualitative
(or any other qualitative) method nor contributes to our understanding
of either the sociocultural or mental processes involved in language
acquisition. Besides the philosophical and theoretical perspectives dis-
cussed above, a number of other fundamental issues related to the
use of theory and methods in interpretive qualitative studies must be
taken into account. The following section provides a brief overview
of these issues.


INTERPRETIVE QUALITATIVE RESEARCH THEORY
AND METHODS


Theory and method are inextricably bound together in conducting
and reporting interpretive qualitative research. Studies are both in-
formed by and inform theory in the process of conceptualizing, con-
ducting, analyzing, and interpreting research. The particular methods
used during the various stages of the research process are both instru-
mental and goal driven. Methods are instrumental in that they are
designed to obtain data from an emit perspective while ensuring credi-
bility and dependability. Methods of data collection, analysis, and espe-
cially interpretation are also utilized with the goal of generating theory.
In the following discussion, I examine the role of theory in interpretive
qualitative research and then provide an overview of the major aspects
of method, namely ethics and gaining entrée, data collection, data
analysis, and research reporting. Although presented in a linear fash-
ion below, the actual research process involves continuous renegotia-
tion of each theoretical and methodological aspect of the process.


The Role of Theory


Contrary to the often-held belief that qualitative researchers have
no preconceptions about the area under investigation, they bring par-
ticular theoretical and experiential frames of reference to the research
task. The first step in conducting a qualitative study is to determine the
theories and views that are likely to affect the study. Thus, researchers
examine both their own frames of interpretation and the social theories
that may inform the investigation.
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Personal Theories and Perspectives


In terms of the researcher’s own personal perspectives in studying
a sociocultural situation, Erickson (1986) observes that


We always bring to experience frames of interpretation, or schemata. From
this point of view the task of fieldwork is to become more and more
reflectively aware of the frames of interpretation of those we observe, and
of our own culturally learned frames of interpretation we brought with us
to the setting. This is to develop a distinctive view of both sides of the
fence. (p. 140)


In other words, to gain an understanding of the meanings of research
participants, we have to be keenly aware of the ways we interpret
meaning from our own sociocultural frameworks. Past anthropological
studies have been rightly criticized for perpetuating colonial and/or
Western perceptions of non-Western cultures (Stocking, 1991). All
studies are in danger of biased interpretations. Although there are no
sure-fire ways to ensure against researcher bias, among other qualita-
tive methodological procedures (see below), Lincoln and Guba (1985)
suggest the use of


member checks (referring data and interpretations back to data sources for
correction/verification/challenge); debriefings by peers (systematically talking
through research experiences, findings, and decisions with noninvolved
professional peers for a variety of purposes—catharsis, challenge, design
of next steps, or legitimation, for example); . . . . the use of reflexive journals
(introspective journals that display the investigator’s mind processes, philo-
sophical position, and bases of decisions about the inquiry). (p. 109)


In addition to member checks, peer debriefings, and reflexive journals
for guarding against bias, studies can be enhanced by developing part-
nerships between researchers from both within and outside the culture
or social situation under investigation. Researchers who are from the
culture or social situation studied (insiders) can guard against bias
based on ethnocentric views. On the other hand, because insiders often
have a hard time getting outside everyday practices to see what is
unique and patterned about those practices, researchers from another
culture or social experience (outsiders) can often more readily identify
cultural patterns. Thus, by working together, insider and outsider
researchers can build on each other’s strengths in helping to ensure
a credible and dependable study.


Social Theory


Determining the social theory that guides and informs the study is an
ongoing process. Whether consciously or unconsciously, the researcher
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begins with an underlying grand theory or model in mind. Fetterman
(1989) suggests that researchers interested in social change tend to use
one of two types of grand theory: ideational or materialistic.


Ideational theories suggest that fundamental change is the result of mental
activity—thoughts and ideas. Materialists believe that material conditions—
ecological resources, money, modes of production—are the prime movers.
(p. 16)


A classic example of a materialist theory is the neo-Marxist assumption
that all change results from shifts in modes of production and control
over these modes. The more recently developed critical theory assumes
that unequal power relationships are operating within society at large
and institutions specifically. Particular ethnographic and philosophical
research methods developed by critical theorists take into account the
power differentials both within society and between the researcher
and researched (see Lather, 1986; Peirce, this issue). Other materialist
approaches include technoenvironmentalism (Harris, 1971) and cul-
tural ecology (Geertz, 1963; Steward, 1955). Ideational theories that
have been identified by anthropologists (e.g., Fetterman, 1989) include
culture and personality theory, sociolinguistics (Cazden, 1979; Gum-
perz, 1972; Heath, 1982), symbolic interactionism (Blumer, 1969), and
ethnomethodology (Bogdan & Taylor, 1975; Garfinkel, 1967; Mehan,
1987).


Although Fetterman (1989) states that researchers select either a
materialist or ideational approach based on their training, interests,
and the research questions being asked, studies can combine both
approaches in a single study. For example, in my study of language
planning in Luxembourg (Davis, 1994), I utilized materialist theory
in suggesting that socioeconomic conditions determined both govern-
ment policies and individual experiences related to language and liter-
acy acquisition. However, I used ideational theory in interpreting
teachers’ implementation of language policy as the result of culturally
determined thoughts and ideas about language acquisition.


The materialist and ideational theories described here represent
only two of a number of grand theories researchers may draw upon.
Other common, and thus easily understood, grand theories are those
involved in the nature/nurture debate. Essentially, this debate revolves
around the question of whether social behavior is genetically deter-
mined (nature) or socially constructed (nurture). Drawing on nature
and nurture grand theories, educational researchers have produced
three main middle-range theories (see below) concerning explanations
for school failure. Based on the nature grand theory, genetic deficiency
has been used to explain school failure since the turn of the century;
that is, children who fail do so because they lack (genetically deter-
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mined) intelligence. In the 1960s, educational researchers (Bereiter &
Engelmann, 1966) challenged this nature argument and, drawing on
nurture theory, suggested that children do poorly in school because
of cultural deficiencies. In other words, the home and community
environments fail to provide the kinds of cultural exposure children
need to succeed in school. Educational anthropologists (e.g., Baratz &
Baratz, 1970) in turn challenged this position and, although drawing
on nurture theory, they also took a cultural relativist perspective in
arguing that children’s cultures are not deficient, but different from
the culture of the school. Both nature and nurture grand theories
have been used in conducting research studies to demonstrate one or
the other position.


Grand theories, however, tend to remain implicit in interpretive
qualitative research. Researchers more often draw on middle-range
theories in conducting studies, especially for those reported in journal
length articles. Turner (1985) suggests that “middle-range theories try
to explain a whole class of phenomena—say, for example, delinquency,
revolutions, ethnic antagonism . . . . They are therefore broader in
scope than empirical generalizations and causal models” (p. 27).
Middle-range (or grounded) theories are also often developed through
research, such as the home/school difference theory (Heath, 1983;
Philips, 1983) and the perceived labor market theory (Ogbu, 1989;
Willis, 1977).


Whether researchers use grand theory, middle-range theory, or
both, articulating the theoretical guiding principles at the onset of the
study provides a framework for the investigation. Although the specific
theoretical perspectives the researcher begins with are likely to change
as the study evolves, the conceptual framework not only operates as
a guide to the actual carrying out of the study but also informs the
researcher (and the reader of the framework such as a dissertation
committee) of what has been done in the area under investigation,
what has been left out, and how the current study may contribute to
knowledge. In this way, the conceptual framework suggests the overall
questions that the researcher is attempting to answer through the
study. Research questions must be broad enough to allow for a range
of explanations that take into account the meanings all participants
within a social situation give to that situation (a holistic and emit per-
spective), but narrow enough to be addressed during the time frame
available (for examples, see the studies in this issue).


Interpretation and Theory


Theory not only guides the research venture but is also used to help
interpret data. The use of middle-range theories assists the researcher
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in conceptualizing interpretations and may lend support to the inter-
pretations. For example, in the Luxembourg study (Davis, 1994), I
drew on the home/school difference theory as well as Bourdieu’s (1984)
theory of cultural (and linguistic) capital in interpreting the findings—
which indicated differential acquisition of languages and academic
performance among working, middle, and upper classes. The use of
theory in interpreting patterns discovered in data collection and analy-
sis then contributes to establishing grounded theory that ties the vari-
ous patterns together as a whole.


Grounded Theory


A major goal of interpretive qualitative research is to develop theory
through the process of collecting and analyzing data. Glaser and
Strauss (1967) define grounded theory as theory generated from a qualita-
tive study that will


fit the situation being researched, and work when put into use. By “fit” we
mean that the categories must be readily (not forcibly) applicable to and indi-
cated by the data under study; by “work’ we mean that they must be meaning-
fully relevant to and be able to explain the behavior under study. (p. 3)


The notion of grounded theory is further illuminated by Diesing
(1972) and Reason (1981) through descriptions of how pattern models
of explanation emerge. Reason (1981) states,


The information that is gathered in the field situation is used by the holist to
build a model which serves both to describe and explain the system. The
model is built by [quoting Diesing] “connecting themes in a network or pat-
tern” (p. 155); the connections may be of various kinds, but they are “discov-
ered empirically rather than inferred logically” (p. 156); the result of this is
an empirical account of the whole system. This account explains the system
because it describes the kinds of relations the various parts have for each
other, so that the “relations between that part and other parts serve to explain
or interpret the meaning of that part” (p. 158). This type of explanation is
called a pattern model of explanation. (pp. 185–186)


Grounded theory thus essentially serves two purposes: It connects a
study by describing the relationships among the various parts, and it
provides a theoretical model for subsequent studies. In Heath’s (1983)
study of three communities in the Piedmont Carolinas, she developed
theories of the language and literacy uses within each of the communi-
ties. However, she also helped to establish a functionalist theory of
culturally determined language and literacy behavior. In addition, by
comparing the language and literacy expectations of each group with
those of the school, Heath contributed to the home/school cultural
difference theory for explaining academic failure. Both the functional-
ist grounded theory and the home/school difference grounded theory
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are transferable to other situations and, indeed, have formed the basis
for subsequent studies.


One of the common criticisms of qualitative studies is that they are
not generalizable. On the one hand, a strength of qualitative studies
is that they allow for an understanding of what is specific to a particular
group, that is, what can not possibly be generalized within and across
populations. On the other hand, the grounded theory established by
interpretive qualitative studies (such as functionalist and home/school
difference theories) potentially allows for transfer to a wide range of
cultures and social situations. Essentially, the onus is on the reader of
an interpretive qualitative study to determine whether and how the
grounded theory described in one study applies to another situation.
This determination is made by accumulating empirical evidence about
the contextual similarity between the described situation and the situa-
tion to which the theory is to be transferred. Thus, in terms of the
Heath (1983) study, although the language and literacy uses within
the working class African-American community described are unlikely
to match those of another minority community (e.g., the Latino com-
munity described by Delgado-Gaitan, 1992), students from both com-
munities may be experiencing academic difficulties due to differences
between the expectations of mainstream teachers and those of minority
students with regard to language behavior.


Related to the generalizability/transferability issue is the notion of
universals. In interpretive qualitative studies, universals are established
through the concrete and specific grounded theories generated
through empirical studies. Anthropologists use the term ethnography
to describe the detailed study of a particular society or social situation
and ethnology to represent the comparative study of different societies
or social situations. In effect, ethnologists generate universals by com-
paring ethnographies (or interpretive qualitative studies) that ask es-
sentially the same questions and/or describe similar social situations.


The various forms and uses of theory form the cornerstone of
interpretive qualitative inquiry. However, methodological considera-
tions are also central to qualitative inquiry and operate interdepen-
dently with theory.


METHODOLOGY


Of all the aspects of interpretive qualitative research, methodology
has been the most discussed in the literature. For this reason, I provide
here only a brief overview of methodological issues, focusing on those
aspects that are particularly salient to SLA research or underrepre-
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sented in the literature, and refer the reader to main sources for
comprehensive discussion of issues.


Negotiating Site Entry and Research Ethics


Although a study maybe well designed, it can easily be compromised
by inadequate negotiation of entry into the research site. The re-
searcher wants the broadest possible access to the research site, but
unlimited opportunity for interviews, observations, and other forms
of data collection may not be in the best interests of those in the
research setting. Thus, the researcher must negotiate access that both
provides for optimal data collection and protects the individuals in-
volved in the study.


It is virtually impossible to predict the ethical dilemmas a researcher
will encounter in the field-without first conducting a study of the
possible range of risks and burdens research participants are likely
to experience. Erickson (1986), however, suggests two basic ethical
principles researchers should follow:


Those studied, especially those studied as focal research subject, need to
be (a) as informed as possible of the purposes and activities of research
that will occur, and of any burdens (additional work load) or risks that may
be entailed for them by being studied. Focal research subjects also need to
be (b) protected as much as possible from risks. (p. 141)


In protecting focal research subjects, researchers, first and foremost,
should be sensitive to how power relations operate in the setting and
how mishandling of information may lead to embarrassment and/or
liability to sanction. For example, in a school situation, risks arise in
the conducting and reporting of research information across system
levels, including school district staff in relation to the local community,
principals in relation to superintendents, teachers in relation to the
principal, and students in relation to teachers (Erickson, 1986). During
negotiations, researchers should clearly state their obligation to protect
participants. Protecting participants involves guaranteeing that infor-
mation obtained during the study from and/or about individuals will
not be available to others, that is, that anonymity will be ensured. For
example, information about individual students will not be available
to teachers, and information about individual teachers will not be
available to principals. The normal qualitative procedure of reporting
aggregate data in which patterns of behavior, beliefs, and/or values
are presented helps to ensure anonymity.10


Although researchers put the psychological safety of participants at
10Most researchers also make a contract with participants in the form of a consent form


that details the research activities planned, the risks involved, and the way the data will
be reported. Signed consent forms not only offer some protection to the participants, but
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the forefront in conducting studies, they must also ensure the best
possible access to the research site. A clear description of the project
and data collection techniques should be presented and then negoti-
ated with research participants. Connected to negotiating access is the
issue of what is commonly referred to in the ethnographic literature
as exchange of services or reciprocity (e.g., Agar, 1980). Participants are
entitled to some kind of return for the time and effort they contribute
to the study. The types of services researchers offer can include at-
school help in the classroom, tutoring, materials, and short reports of
findings and community contributions such as babysitting, driving,
and helping with food preparation, that is, whatever is culturally appro-
priate. In both the home and community, the catharsis provided by
attentive listening on the part of the researcher is often the most
appreciated service rendered. However, qualitative researchers can
also compromise their studies in overzealous efforts to provide an
exchange of services. One student in my qualitative research course
had to abandon her first research site after initially acceding to a
principal’s agenda, which had nothing to do with her original research
questions and offered little potential for contributing to an understand-
ing of the school’s language situation.


Entry to a research site is also not a matter of initial negotiations that,
once concluded, are not revisited. Rather, negotiations are ongoing
throughout the study (and often long after the study is completed in
terms of research reporting). To gain the kind of access that allows
researchers to understanding the meanings of social actors while pro-
tecting them from harm involves building trust and establishing rap-
port (e.g., Agar, 1980). Researchers often have to explain and/or re-
frame their study repeatedly throughout the study and continuously
reassure participants that they will not take advantage of or otherwise
harm them in any way. Entry negotiation is clearly a complex enter-
prise. There is considerable discussion of the ethical and research
dilemmas that arise in a study. See especially Agar (1980, pp. 42–62),
Bogdan and Biklen (1982, pp. 120–125), Erickson (1986, pp. 14l–
142), Lincoln and Guba (1985, pp. 253–259), Schatzman and Strauss
(1973, pp. 18–33), and Wax (1971).


Data Collection and Analysis


The conceptual framework and research questions developed by
the researcher guide the specific data collection techniques and forms


also benefit researchers in indicating agreement on the part of those in the setting (or
their guardians in the case of children) to participate in the study. However, signed consent
or even evaluation by a human subjects committee as required by most universities does
not guarantee the psychological and social safety of participants. The researcher must be
constantly vigilant in efforts to “not do harm” (Agar, 1980).
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of analyses. However, other philosophical and methodological factors
must be considered when designing and carrying out a study. First,
given the holistic and emit nature of the interpretive qualitative re-
search enterprise, the researcher must take into account “all relevant
and theoretically salient micro and macro contextual influences that
stand in a systematic relationship to the behavior or events one is
attempting to explain” (Watson-Gegeo, 1992, p. 54). This essentially
means considering the construction or coconstruction of meaning at
least one level up from the actual social situation being investigated.
For example, if research questions involve examination of writing
processes in an ESL class, the investigation should include not only
writing lessons but also the full range of social interactions and behavior
operating within that classroom. Studies also often demand going be-
yond one level up to include the contextual influences of, say, the
school, the community, the school district, and even larger historical
and sociopolitical factors. This contextualization sometimes can be
accomplished without extensive additional fieldwork by using middle-
range theories established in previous research, as well as relevant
documents and interviews with key individuals. For example, one of
my students conducted a study (Kuo, 1995) concerning the implemen-
tation of communicative approaches in English language classes within
Taiwan. Besides conducting extensive observations and interviews in
several key schools, Kuo collected government documents on language
education policies and interviewed individuals directly involved in pol-
icy development and foreign language teacher training. The resulting
study offers a much clearer picture of the structural, institutional, and
sociocultural constraints on implementing communicative approaches
in Taiwan than would have been gained by conducting only classroom
observations and interviews.


Another methodological issue that must be considered in designing
and conducting a study is the cyclical nature of the interpretive qualita-
tive research enterprise. Many research approaches follow a linear
progression in which data are collected, analyzed, and then reported.
However, interpretive studies assume a cyclical process involving col-
lecting data, conducting data analysis through which hypotheses are
formed, testing hypotheses through further, more focused data collec-
tion, and so on until redundancy is achieved (Lincoln & Guba, 1985;
Spradley, 1979, 1980). Through this cyclical process of data collection
and analysis, the study often changes directions in terms of the ques-
tions being asked and the theoretical perspectives brought to bear on
the study. In research on culturally responsive pedagogy that Golden
and I (Davis & Golden, 1995) conducted in a multilingual/multicultural
first-grade classroom, we originally drew on grounded theory from
studies focusing on how teachers adapted home culture behavior to
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the classroom setting (Au, 1980; Stairs, 1994). However, as the study
evolved we discovered that, although the teacher was responsive to
diversity in her classroom, she also taught. what she called universal
values — a concept that is antithetical to the notion of cultural respon-
siveness. Thus, we began to explore the meaning of universal values
for the first-grade teacher and the parents of her students as well as
the relevant literature on these issues. In a sense, then, the design of
interpretive qualitative studies is constantly emerging. Lincoln and
Guba ( 1985) suggest that interpretive qualitative (naturalistic) research
designs


must be emergent rather than preordained: because meaning is determined
by context to such a great extent; because the existence of multiple realities
constrains the development of a design based on only one (the investigator’s)
construction; because what will be learned at a site is always dependent on
the interaction between investigator and context, and the interaction is also
not fully predictable; and because the nature of mutual shadings cannot
be known until they are witnessed. (p. 208)


Thus, a study begins as a broad conceptualization of the theoretical
issues that are germane to the questions being asked. As the inquiry
proceeds, it becomes increasingly focused; salient elements begin to
emerge, insights grow, external theory appropriate to interpretations
is determined, and the study’s internal theory begins to be grounded
in the data obtained.


A third and critical consideration in conducting interpretive qualita-
tive studies is the establishment of research credibility. In contrast to
the concept of internal validity found in statistical studies, qualitative
researchers must show that their reconstructions in the form of find-
ings and interpretations are credible to those being researched (Davis,
1992). Credibility is enhanced through the use of specific procedures.
Prolonged engagement and persistent observation involve a commitment of
time to the research project in terms of duration and frequency. Most
interpretive qualitative studies take a year or more of continuous obser-
vations and interviews to build trust with respondents, learn the cul-
ture, and test for misinformation introduced by both the researcher
and the researched. Although potential interpretive qualitative re-
searchers may lament the amount of time necessary to establish credi-
bility, there are ways to accomplish this objective without placing unrea-
sonable demands on a single researcher. One way is to arrange research
partnerships with colleagues, teachers and other educators, community
members, and/or students. For example, in a study of preservice
teacher beliefs and attitudes concerning minority education (Davis,
1995), I sponsored an undergraduate student, Jennifer Pyne, for an
honor’s project focusing on these issues. By interviewing other under-
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graduate students, Pyne was able to obtain data that would have been
difficult, if not impossible, for me to obtain in my role as professor.11


Another possibility is to exchange services (e.g., graduate assistantship,
coauthorship, term paper data, apprenticeship) with students who
assist in videotaping, interviewing, and other tasks (e.g. see Heath,
1983) while the researcher maintains constant but less frequent contact
(e.g., the researcher visits the school once a week as a student videotapes
daily over the course of a semester or year). Some researchers choose
to work at the same research site over a period of years (or a lifetime)
and visit the site less frequently and/or more intensively (e.g., during
summer off-duty times). Finally, studies can ask relatively specific ques-
tions and/or examine a social situation of limited duration, such as the
study reported by Savage and Whisenand (1993) of a 3-week English
language workshop in Thailand.


Another essential procedure in ensuring research credibility is to
triangulate by utilizing multiple sources, methods, and investigators.
Interpretive qualitative researchers most commonly combine observa-
tions, interviews, and the collection of documents (e. g., policies, curric-
ulum guides, writing samples) in an investigation. Because most of the
numerous journal articles, chapters, and books concerning what is
alternately called qualitative, interpretive, ethnographic, and naturalis-
tic inquiry tend to focus on techniques, I will not review this aspect
of the research process here. For discussions of qualitative research
techniques, see Agar (1980), Fetterman (1989, Chap. 3), Glesne and
Peshkin (1992, Chaps. 3, 4), Lincoln and Guba (1985, pp. 267–288),
Schatzman and Strauss (1973), Spradley (1979) on interviewing, and
Spradley (1980) on participant observation.


Another major aspect of the research process is data analysis. One
of the basic tasks of data analysis is to generate assertions about the
research findings (Erickson, 1986). Data analysis generally involves a
search for patterns of generalization across multiple sources of data,
that is, field notes of observations, interviews, and documents. The
analytic inductive method used in interpretive qualitative research
allows for identification of frequently occurring events based on the
data themselves. However, assertions should account for patterns
found across both frequent and rare events. For assertions to hold any
credibility, systematic evidence in the form of thick description must
be presented in the research report. Thus, detailed categorization of
patterns along with evidence (quotes, documents, descriptions) that is
representative of those patterns is necessary to establish credibility in
the research report. An extensive literature specifically deals with the


11Although Pyne was able to complete her honor’s project, she refused my offer to copublish—
an offer I feel must ethically be made with all coresearchers.
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process of examining field notes, audiovisual records, and transcripts
to generate analytic categories, create hypotheses, and discover key
linkages between categories. (For discussion of data analysis, see Agar,
1980; Becker, 1958; Bogdan & Biklen, 1982, Goetz & LeCompte, 1984;
Miles & Huberman, 1984; Schatzman & Strauss, 1973.)


Research Reporting


To my mind, the best way to learn how interpretive qualitative
research findings are reported is to read journal articles (such as those
found in Anthropology & Education Quarterly) and book chapters that
model this particular genre. Contrary to the relatively set format used
in reports of statistical studies, the reporting of interpretive qualitative
research takes a variety of forms based on the conceptual and theoreti-
cal issues considered and the author’s own writing style (see Van Maa-
nen, 1988). However, the report must demonstrate credibility through
both descriptions of procedures and the data themselves (see the Quali-
tative Research Guidelines in TESOL Quarterly).


The main goal in reporting interpretive qualitative research is to
present and verify assertions. As previously suggested, assertions about
patterns of meaning are determined during the cyclical process of
data collection and analysis. Journal-length research reports generally
focus on a limited number of assertions, and authors tend to organize
these assertions in subsections of the report. For descriptions of re-
search findings to be credible, they must provide richness of detail
(particular description), establish the generalizability of findings within
the study (general description), and offer analyses of the meaning of
actions from the perspectives of the actors in the event (interpretive
commentary) (Erickson, 1986).


Particular description can take a number of forms. Narrative vi-
gnettes taken from field notes or videotapes of events are often used
to vividly portray the conduct of events in everyday life. In other
words, the narrative vignettes provide the reader with the sense of
being there in the scene. Quotations from field notes and interviews
as well as extended discourse from interviews and video- and audio-
tapes of events also are often used as representative examples of
general assertions. Particular description essentially serves the purpose
of providing adequate evidence that the author has made a valid
analysis of what the events mean from the perspectives of actors in
the events.


The main function of general description is to demonstrate the
generalizability of patterns within the corpus of data. Frequency can
be indicated in the narrative description through the use of terminol-
ogy such as all, most, a few, tended to, and generally or by providing
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simple frequency tables showing patterns of distribution. Interpretive
qualitative researchers also use inferential statistical tests of significance
to data in demonstrating the generalizability of patterns (see Erickson,
1986, pp. 151–152).


Interpretive commentary frames the reporting of both particular
and general description. In presenting descriptive data, the author
usually first provides a brief commentary on what the sample of data
reveals as a representative of the assertion being made. A longer inter-
pretive commentary following the data sample both explains and inter-
prets the specific sample and then frames it in a theoretical discussion
that points to the more general significance of the assertion or pattern.
The interpretations of general assertions then lead to a comprehensive
discussion of the overall (grounded) theory produced by data collection
and analyses.


When the author provides thick description as described above, the
reader can, and indeed is intended to, become a coanalyst of the data
and interpretations presented. Thick descriptions not only allow the
reader to critically evaluate the study and surmise possible applications
of grounded theory to their own research or pedagogical interests,
but they also allow for ethnological comparisons in the search for
general or universal patterns of human behavior and thought.


CONCLUSIONS


Some SLA researchers are still discussing if and/or to what degree
interpretive qualitative research has a place in the field. On the one
hand, the history of scientific inquiry should convince us that, in both
the physical and social sciences, research paradigms do not actually
compete in scientific discourse (Lakatos, 1978); rather, different para-
digms are used for different purposes. The studies reported in this
issue offer ways in which interpretive qualitative studies of the sociocul-
tural aspects of SLA can contribute to an overall understanding of
this process. On the other hand, many well-founded criticisms have
been leveled against some qualitative studies for limited data collection,
superficial analyses, and/or inadequate research reporting. Clearly, for
a research approach to gain legitimacy within any given field, studies
utilizing the approach must not only exhibit substantive understanding
of the philosophy, theories, and methods involved in the approach,
but must also offer recognizable contributions to the field.


This overview of some of the theoretical and methodological consid-
erations involved in conducting interpretive qualitative research sug-
gests the complex and challenging nature of conducting these types
of studies. Reading a few books or taking one course concerned with
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interpretative qualitative research is usually inadequate preparation
for conducting (or even critically reading) these types of studies. Gee’s
(1990) notion of apprenticeship to a particular Discourse is perhaps
the best way to approach gaining an understanding of the interpretive
qualitative research paradigm. Students in applied linguistics, ESL,
SLA, and associated fields need to be immersed in models and methods
of interpretive qualitative research—as they currently often are in
quantitative research paradigms. In my experience, students and oth-
ers interested in developing interpretive research skills profit enor-
mously from an apprenticeship approach to acquiring those skills.
For example, students benefit from a two-course qualitative research
sequence in which, while reading and discussing theory and methods,
they actually design and carry out a study under the guidance of an
experienced interpretive qualitative researcher. University academics,
teachers, administrators, and others who lack the time and/or resources
to acquire qualitative skills by taking courses can develop these skills
through research partnerships with interpretive qualitative re-
searchers.


The coming of age of interpretive qualitative research in SLA sug-
gested by Lazaraton (this issue) offers tremendous potential for con-
tributing to the rich body of literature on the mental aspects of lan-
guage acquisition by providing an understanding of the social and
cultural dimensions of this process. The studies reported in this issue
offer models of the kinds of contributions the socially situated interpre-
tive approach can make to the SLA field. Willett explores SLA in an
English-only first-grade classroom from the perspective of socialization
into particular kinds of English. She suggests that language acquisition
is not only a mental activity but a socially constructed endeavor that
is dependent on the forms and functions of L2 use. Duff explores the
acquisition of English in immersion high schools located in Hungary.
She reveals the ways in which culturally determined expectations for
discourse are transformed in Hungarian classrooms. Through this
study, Duff contributes to our understanding of how SLA pedagogical
methods both affect and are affected by the sociocultural setting in
which they are implemented. Atkinson and Ramanathan describe the
fundamental differences between theoretical approaches to writing in
a university ESL institute and a university composition program. This
study suggests the need to understand the cultural assumptions both
mainstream instructors and nonnative-speaking students bring to the
writing task. Not only do these studies contribute to our understanding
of second and foreign language learning, but they also serve as models
for conducting and reporting interpretive qualitative research. To
further our understanding of language acquisition, those working in
the SLA field can do no less than provide researchers and students
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with opportunities to explore and report on acquisition processes from
an interpretive qualitative perspective.
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This article describes the status of qualitative research in applied
linguistics and ESOL. It identifies trends by reporting on an informal
survey of published journal articles, highlighting relevant published
qualitative studies and research methods texts, and relating the views
of research methodologists working within and outside the qualitative
tradition. Several of the unresolved, persistent issues raised are prog-
ress toward a definition of qualitative research, the role of quantifica-
tion in qualitative research, and the generalizability of qualitative
research.


T his special-topic issue on Qualitative Research in ESOL can be
seen as evidence of a second coming of age of the research in


applied linguistics.1  The first was noted by Henning (1986) in his survey
of published articles in the TESOL Quarterly and Language Learning; he
concluded that the great majority of articles exemplified quantitative
research and that this was “a positive development—a kind of coming
of age of a discipline” (p. 704). This issue of the TESOL Quarterly
contains two overview articles on qualitative research as well as three
full-length papers and two shorter reports selected from more than
50 abstracts submitted in response to the original call for papers. In
addition, Qualitative Research Guidelines are now set forth in the
Information for Contributors section of this journal “to ensure that
Quarterly articles model rigorous qualitative research”; the Statistical
Guidelines with which they appear have been in place for about 2 years.


1I use applied linguistics, rather than (T)ESOL, throughout this article as the term that encapsu-
lates the scope of our field because it seems to be a more inclusive label, covering not
just (second) language learning and/or language teaching but also cognition, comparative
rhetoric, language planning and policy, language testing, and the broad area of language
use. It also seems to be a better label for the discipline of which we are a part as opposed
to the profession in which we are engaged. Obviously, this crucial issue cannot be taken
Up here; see Kaplan and Grabe (1992) and Strevens (1992) for more on the historical
development and emerging definitions of applied linguistics, and Pennycook’s (1990) argu-
ment for a more critical applied linguistics.
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Another sign that qualitative research is attaining more prominence in
applied linguistics is the inclusion of both quantitative and qualitative
topics in the Research Issues column that appears in every other issue
of the TESOL Quarterly.


These facts suggest that qualitative research has made significant
gains in terms of visibility and credibility in recent years, yet the pur-
poses, assumptions, and methods of qualitative research are still de-
bated, misunderstood, and/or ignored by some in our profession. One
broad-based survey of 121 applied linguists (Lazaraton, Riggenbach,
& Ediger, 1987) acknowledged that “qualitative approaches to data
collection and analysis are clearly important for the types of questions
asked in applied linguistics research” (p. 264); however, the survey
only assessed statistical literacy. Surprisingly, only a few respondents
complained that such a view of research was narrowly conceived and
that it reflected neither the expertise nor the interests of the field at
large.


An informal survey of four major journals in the field (Applied Lin-
guistics, Language Learning, Studies in Second Language Acquisition, and
the TESOL Quarterly) over the past 10 years reveals a growing interest
in qualitative research issues and studies, but in terms of sheer numbers
the “domination of the psychometric model” (Eisner & Peshkin, 1990)
is still apparent. The proportion of empirical TESOL Quarterly articles
that employ qualitative, and especially ethnographic, techniques has
slowly increased over the past 10 years (e.g., Benson, 1989; Canagara-
jah, 1993; Clair, 1995; Cleghorn & Genesee, 1984; Crago, 1992; Hark-
lau, 1994), but these contributions represent only a fraction of the
total articles published in that time period. Empirical articles in Applied
Linguistics, Language Learning, and Studies in Second Language Acquisition
cover abroad range of research topics and represent various qualitative
research traditions (e.g., text analysis, discourse analysis, and case stud-
ies), although ethnographic methods are still underrepresented in
terms of total numbers; only three such studies were published in
these journals in the past 10 years (Holliday, 1992; Poole, 1992; Ramp-
ton, 1991).2  Of course, quality qualitative research has appeared in
other professional publications (see, e.g., Gilmore & Glatthorn, 1982;
Trueba, Guthrie, & Au, 1981). Encouragingly, a number of qualitative
studies have appeared in the last two special-topic issues of the TESOL


Second Language Acquisition of 50 published articles in applied linguistics. His findings  showed


2These findings are consistent with Nunan’s (1991) critical analysis published in Studies in


that almost 40% of these articles used experimental techniques and that elicitation was the
most common method of data collection. Although he found the classroom studies to be
more interpretive (he notes, however, that all studies require some sort of interpretation),
most of the research was narrow in focus and scope and was not situated within a defined
social context.
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Quarterly, one on adult literacies (Vol. 27, No. 3, 1993) and the other
on K–12 (Vol. 28, No. 3, 1994).


We are indeed fortunate to have at our disposal a number of useful,
user-friendly reference texts on research methods in applied linguis-
tics, given the relatively short history of our discipline. However, these
texts display a distinct bias toward quantitative research methods (I
take the term quantitative methods to include the application of descrip-
tive and/or inferential statistical procedures) and a consistent lack of
attention to qualitative research, with two notable exceptions. Although
Hamp-Lyons (1989) notes that the methodological choices available to
the applied linguist have increased and that qualitative research is
now common, none of the three research methods books she reviews
(Brown, 1988; Butler, 1985; Woods, Fletcher, & Hughes, 1986) deals
with qualitative research in any meaningful way. Even though Brown
(1988) states that “statistical research is neither the only kind of re-
search. . . nor even necessarily the best type” (p. 5), he deals exclusively
with it in his text. Hatch and Lazaraton (1991) also treat only statistical
research. Seliger and Shohamy (1989) attempt to “describe what can
be considered paradigmatic types and principles of second language
research” (p. 1) but provide only a brief, general discussion of qualita-
tive research design, data collection, and analysis. Larsen-Freeman
(1985), in a chapter on research methodology, contends that the (sub)-
field of second language acquisition (SLA) embraces several different
approaches to conducting research, yet the criteria for evaluating re-
search that she presents display a distinct bias toward approaches that
require the analysis of quantified data.


Two more recent texts, Nunan’s (1992) Research Methods in Language
Learning and Johnson’s (1992) Approaches to Research in Second Language
Learning, do devote considerable space to qualitative research concepts
and methods. Nunan states that “two alternative conceptions of the
nature of research provide a point of tension within the book” (pp.
xi–xii) and dedicates much of the first chapter to a discussion of this
issue. However, two reviewers of this text were unhappy with this
approach. Galguera (1993), in his review of Nunan’s book in Language
Learning, contends that Nunan displays a bias toward his stated prefer-
ence for nonexperimental research despite his attempts to provide a
balanced and objective view. Another reviewer (Fang, 1994) criticizes
Nunan for devoting too much space to comparing qualitative and
quantitative research and suggests that the section on experimental
design should have been expanded. Johnson’s book also strives for
balance and objectivity in the presentation of six research approaches
(correlational, case study, survey, ethnography, experimental, and
multisite/multimethod/large scale); the ordering of these chapters is
helpful in achieving this goal (Lazaraton, 1994). Nunan’s and Johnson’s
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coverage of case studies is particularly important because there is
an established case study tradition in linguistics and child language
acquisition research; discussions of other qualitative methods that have
their roots in anthropological and educational research (e.g., ethnogra-
phy) may overlook this qualitative approach.


Notwithstanding the chapter-length coverage that qualitative re-
search receives in these two books, the fact remains that there are to
date no qualitative research methods texts written for and by applied
linguists. In fact, only recently has qualitative research methodology
been discussed independently of the quantitative methods with which
it contrasts. Watson-Gegeo (1988) and Wolfson (1986) are two excep-
tions; recent Research Issues contributions in the TESOL Quarterly
by Blot (1991), Davis (1992), Johnson and Saville-Troike (1992), and
Ulichny (1991) have also begun to rectify this disparity in coverage
and to provide a forum for voices within the community of qualitative
researchers. Perhaps the conclusion to draw from these observations
is that we are in the same position today, with large gaps in resources
and reference coverage on qualitative research, that we were in 15
years ago with quantitative research, when the field used teaching
texts and reference books from the allied disciplines of education,
linguistics, psychology, and sociology until an applied linguistics model
became available (e.g., Hatch & Farhady, 1982). Bogdan and Biklen
(1992) make a similar point in the introduction to the second edition
of their text: When their first edition appeared in 1982, few texts on
qualitative research in education were available. Today, there are many
choices available to the applied linguistics researcher; some of the more
frequently cited references in texts on research methods in applied
linguistics and in published empirical studies include Fetterman (1989),
Goetz and LeCompte (1984), Lincoln and Guba (1985), Miles and
Huberman (1994), Patton (1990), and Spradley (1979, 1980). Heath
(1983) remains the most widely recognized (and cited) example of an
applied linguistics ethnography. Note also that a growing number of
specialized research methods texts are linked to specific topics such as
discourse analysis (e.g., Cook, 1989; Hatch, 1992; McCarthy, 1991;
see also Schiffrin, 1994, for a very thorough treatment of six prominent
discourse-analytic approaches).


The shortage of material on qualitative research for and by the
applied linguist undoubtedly accounts at least in part for the lack of
consensus on and the confusion about what qualitative research is and
what it can and cannot do. Although it is beyond the scope of this
article to do justice to the numerous issues surrounding qualitative
research methodology in applied linguistics (a book waiting to happen,
we can hope), the remainder of this article highlights a few of the
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issues about which we urgently need further dialog and examination.
I hope that by bringing up these issues again, in this forum, we will
be obligated to examine our assumptions and our biases about the
procedures and applications of all kinds of research, and a more
informed debate about them will be possible.


TOWARD A DEFINITION OF
QUALITATIVE RESEARCH


Statisticians try to measure IT.
Experimentalists try to control IT.
Evaluators value IT.
Interviewers ask questions about IT.
Observers watch IT.
Participant observers do IT. (Patton, 1990, p. 7)


In our research, it is easy to be misled into believing there is one
superior method for understanding “IT.” Jacob (1987) notes that the
qualitative-quantitative dichotomy leads one to conclude that only two
methodological alternatives are available to the educational researcher.
This conclusion is clearly false when it comes to data collection and
analysis in statistical research (see, for example, Hatch & Lazaraton,
1991, pp. 544–.545); it is also untrue for qualitative research, as there
is no one qualitative approach but a “variety of alternative approaches”
(Jacob, 1987, p. 1). In fact, Denzin and Lincoln (1994) distinguish
six interpretive paradigms and perspectives that guide the research
process: positivism/postpositivism, constructivism, feminism, ethnic
models, Marxist models, and cultural studies models.


Anthropologists, educators, evaluators, and sociologists (e.g., Berg,
1989; Bogdan & Biklen, 1992; Jacob, 1987; Miles & Huberman, 1994;
Patton, 1990) distinguish qualitative research traditions, approaches,
or types that have one or more distinctive disciplinary roots, as shown
in Figure 1. Each of the traditions in the figure employs one or more
qualitative research strategies (e.g., nonparticipant observation, partici-
pant observation, interviews, and archival strategies); there are also
qualitative themes associated with these traditions that embody the
central assumptions of qualitative research (e.g., naturalistic, descrip-
tive, emit, interpretive, inductive, holistic, contextualized, etc.; see Rei-
chardt & Cook, 1979, for a complete discussion of the applicability of
these thematic concepts and their quantitative counterparts). of
course, each of the aforementioned qualitative approaches has its own
philosophy, literature, and guidelines for conducting research and
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FIGURE 1
Qualitative Research Traditions and Their Disciplinary Roots


Holistic ethnography Anthropology
Ethnography of communication Anthropology, sociolinguistics
Cognitive anthropology Anthropology, linguistics
Discourse analysis Linguistics
Phenomenology Philosophy
Ecological psychology Psychology
Symbolic interactionism Social psychology
Heuristics Humanistic psychology
Ethnomethodology Sociology
Hermeneutics Theology, philosophy, literary criticism


reporting outcomes; obviously, the researcher who adopts any such
approach needs a firm grounding in the literature and procedures.


The applied linguistics literature, however, tends to blur these quali-
tative approaches and attempts instead first to distinguish between
qualitative and quantitative research traditions themselves3  and then
to discuss their attributes (or themes). This is not to say that qualitative
research is never considered on its own or that a blending of qualitative
and quantitative approaches is not addressed, but the general trend
is one of contrast between traditions. Figure 2 gives an initial frame
of reference for considering the basic distinctions regarding research
traditions present in a number of texts and articles on research method-
ology that were considered in preparation of this article.


Unfortunately, because these applied linguistics sources do not all
define and delineate types of qualitative research, some ambiguity and
confusion remains in terms of understanding what counts as qualitative
research and what does not. As mentioned, ethnographies and case
studies are the two types of qualitative research discussed by Johnson
(1992) and Nunan (1992); the latter also covers interaction analysis.
Although properly conducted anthropological or educational ethno-
graphies are clear examples of qualitative research, the status of other
qualitative methods is less clear. For example, even though case studies
are frequently employed in applied linguistics research, the approach
“in and of itself does not constitute ethnographic [italics added] re-
search” (Heath, 1982, p. 36), as ethnography requires a deeper and
broader philosophical and methodological commitment than does sim-
ple participant observation; a case study may, in fact, be not an analytic


3As should be clear from the discussion so far, there is little consistency in, and perhaps
unnecessary confusion caused by, the use of the terms paradigm, tradition, method, design,
technique, strategies, and so on in the literature thus far cited.
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FIGURE 2
Distinctive Research Traditions


Source
Oschner, 1979a


Henning, 1986
Grotjahn, 1987
Brown, 1988
Chaudron, 1988


Seliger & Shohamy,
1989


Larsen-Freeman &
Long, 1991


Johnson, 1992
Nunan, 1992
Cumming, 1994


Distinctive Research Tradition
Nomothetic versus Hermeneutic
Nonquantitative b  versus Quantitative
Exploratory-interpretive versus Analytical-Nomonological
Case study versus Statisticalc


Ethnographic versus Interfactional versus Discourse Analytic
versus Experimental/Psychometric


Qualitative versus Descriptive versus Experimental


Longitudinal versus cross-sectional


Constructivist/interpretive versus Scientific/Interventionist
Ethnographic versus Psychometric
Descriptive versus Interpretive versus Ideological


aOschner ( 1979, p. 55) presents a set of distinctions similar to the ones in the figure but derived
from a much broader historical and disciplinary perspective. bHenning attempts to provide
a definition of quantitative research, “as opposed to qualitative or anecdotal research” (1986,
p. 701). CIn a later publication, Brown (1991) carefully shuns the term empirical when discussing
statistical research, stating that “there are other, nonstatistical studies that could be called
empirical (e.g., ethnographies, case studies, etc.), since, by definition, empirical studies are
those based on data (but not necessarily quantitative data)” (p. 570).


approach at all but a data collection technique. And classroom interac-
tion analysis (e.g., Spada, 1994), the interpretive orientation with which
ethnography (Hornberger, 1994) is grouped in Cumming’s recent
(1994) article on TESOL research orientations, is considered by some
to represent a significant deviation from true qualitative research in
the sense that ethnography is (Hymes, 1982; Mehan, 1981; Watson-
Gegeo, 1988). It is also debatable whether the other orientations de-
scribed in Cumming (1994) should be considered qualitative. Is the
critical ethnography authored by Canagarajah (1993) to be viewed as
an interpretive orientation, an ideological one, or both? As for the
aforementioned Qualitative Research Guidelines now in the TESOL
Quarterly, they are clearly designed with ethnographic research in mind
and are difficult to apply to many discourse-analytic studies (e.g., Bar-
dovi-Harlig & Hartford, 1990; Ernst, 1994; Lazaraton, in press; Strodt-
Lopez, 1991; Tyler, 1992), which use data sources (especially carefully
transcribed recorded interactions) that present the researcher with a
different set of data analysis and presentation concerns than does
ethnography. Therefore, it remains to be seen whether a more inclu-
sive or a more exclusive view of qualitative research will be necessary
to conceptualize the traditions to which applied linguistics subscribes
and to understand the research undertaken.
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THE ROLE OF QUANTIFICATION IN
QUALITATIVE RESEARCH


What does one make of an approach to the study of the educational world
that depends upon the unique aptitudes or proclivities of the investigator,
that possesses no standardized method, that focuses upon nonrandomly
selected situations, and that yields questionable generalizations by conven-
tional research criteria? Indeed, are we justified in referring to the use of
such a collection of procedures as “research”? (Eisner & Peshkin, 1990,
p. 10)


In addition to the problem of defining what constitutes qualitative
research (and not just applying it as a catchall term for studies that
are not quantitative), a fair amount of controversy exists about the
scientific rigor of qualitative research. This controversy is not unique
to applied linguistics, and the debate about it appears in essentially all
the relevant historical literature from education (see, e.g., Eisner &
Peshkin, 1990, who trace the history of qualitative research in the
American Educational Research Association, and Bogdan & Biklen,
1992, who trace qualitative research back to its roots). The rigor argu-
ment seems to encompass two related issues: that quantification of
qualitative data is not only possible and desirable but necessary in order
to make generalizable claims to and about other contexts.


The strong position on quantification is unequivocally expressed
by Henning (1986), who maintains that “without some recourse to
quantitative methods, some marriage of words and numbers, it is
inconceivable that the investigation of language acquisition will ever
be said to belong to the realm of scientific [italics added] inquiry”
(p. 702). For Henning, quantitative methods allow the researcher to go
beyond the data themselves (the “tyranny of the single case,” Erickson,
1981, p. 27) and to generalize to other instances not studied. Adopting
a similar but somewhat weaker position, Chaudron (1988) points out
that


Process-oriented qualitative researchers explore the intersubjective and
context-dependent nature of classroom events as they occur, noting the
regularities and idiosyncrasies in the events. In order for researchers to
derive the implicit rules governing the participants’ behavior, however,
regularity of particular events or sequences in the discourse must be ob-
served. This regularity then will support reliable claims about rules of
interaction. It also allows for counting and other quantitative analyses; the
ultimate need for generality and for comparisons across classroom contexts
inevitably requires such quantification of events. Regrettably, too few re-
searchers with an ethnographic orientation have provided the validation
necessary for generalization to other contexts. (p. 49)
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Elsewhere in the same book, Chaudron claims that “almost every ethno-
graphic or discourse analytical study refers to the frequency, magni-
tude, or proportion of occurrences of analytical units observed” (p. 15)
and that “most researchers adopting qualitative or ethnographic tech-
niques have recognized the need to continue their analysis with some
quantification of events” (p. 47). However, this statement is not sup-
ported by much of the published research cited in this article. Although
most of the published discourse-analytic studies analyze essentially
qualitative data,4  these studies were arguably designed to collect such
data and then to analyze them via quantification;5  in other words, the
intent may not have been qualitative analysis at all. In any case, the
data presented in these studies are usually in the form of descriptive
statistics (frequency counts, percentages) that are not analyzed statisti-
cally at all.


The fact that some qualitative researchers themselves employ or
recommend quantification further complicates the situation. Watson-
Gegeo (1988) claims that in a hypothesis-oriented mode, qualitative
research may “involve quantification in the form of frequency counts,
tests of significance, or multivariate analyses of patterns and themes”
(pp. 584–585). In fact, four of the seven empirical studies in Trueba
et al. (1981) quantified at least some of their data. And, to my surprise,
Heath’s (1983) ethnography of language learning and use and Mehan’s
(1979) study of classroom discourse do contain several tables of de-
scriptive statistics, although these quantified data appear to be pre-
sented for the purpose of making sense of the phenomena noted
in those contexts rather than for the purpose of generalizing to or
comparing with other contexts not studied.


In fact, very few (too few, perhaps) researchers design studies that
employ both qualitative and quantitative approaches, despite the fact
that, today, “bimethodologicalism” may be “a true mark of scholarly
sophistication” (Eisner & Peshkin, 1990, p. 7). Although obtaining
data from multiple sources using multiple collection techniques is not
uncommon in applied linguistics, triangulation of analytic approaches
appears to be, perhaps because multimethod studies require the re-
searcher(s) to be trained in each of the analytic methods; and such


4Confusion over this term may also arise when one considers that some experimentalists
(e.g., Kirk, 1982) refer to nominal data as qualitative.


5Although it is safe to say these data were quantified, these researchers present no evidence
that such data were, in fact, quantifiable. In other words, actual counting may be a simple,
straightforward matter, but it is often much more difficult to justify the counting and coding
of features that was done. This issue is explored in depth by Schegloff (1993), who maintains
that quantification of data from naturally occurring conversation is premature, given our
incomplete understanding of both the structures we may wish to count and the environments
in which they relevantly occur. See Schofield (1995) for another opinion.
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studies tend to be both time consuming and expensive. A number of
such studies probably exist, but I located only the few examples cited
here. In an ethnographic study of culture, environment, and cognition
among children in Puerto Rico, Jacob (1982) generated a set of vari-
ables that were later subjected to path analysis, a correlation-based
statistical procedure that examines both direct and indirect effects of
a set of variables on some outcome variable (Hatch& Lazaraton, 1991).
Johnson’s (1987) evaluation of a migrant education program analyzed
both coded observational data and qualitative interview data. In an-
other study, Lazaraton and Saville (1994) used qualitative discourse
analysis of the oral interview process and multifaceted Rasch analysis
(Linacre, 1993) of interview outcome ratings to validate an interlocutor
support rating scale in the Cambridge Assessment of Spoken English;
both techniques generated the same conclusions about certain oral
examiners but in different ways. Other studies have combined qualita-
tive discourse-analytic methods with frequency counts and descriptive
statistics (see, e.g., example, Rounds, 1987, on international teaching
assistants’ talk and Goldstein & Conrad, 1990, on writing conferences).


Therefore, it seems clear that researchers do not always follow the
prescriptions about what one should, or should not, do when utilizing
a particular research approach and that the rigid dichotomies pre-
sented and discussed in the literature do not necessarily match the
reality of the research undertaken in the field. The observations here
may not represent an adequate response to the points raised by Hen-
ning and Chaudron, researchers who can be considered to represent
the quantitative paradigm and who may not be the ones to whom
qualitative researchers should respond. As the body of work by qualita-
tive researchers in applied linguistics grows, we can hope to find further
guidance on methodological and analytic issues such as quantification.


THE GENERALIZABILITY OF
QUALITATIVE RESEARCH


“So what?” is a question sometimes asked of the detailed descriptions pro-
vided by anthropologists of minutiae. To what extent is material and the
sense of a particular phenomenon developed for one social group generaliz-
able to other social groups? The same question can certainly be asked of
studies of a single school or classroom or situation within a formal educa-
tional setting. (Heath, 1982, p. 41)


Perhaps the most frequent criticism leveled against qualitative re-
search is that the results obtained are not generalizable to other con-
texts (see, e.g., the arguments in Larsen-Freeman& Long, 1991; Long,
1983; Seliger & Shohamy, 1989). According to Davis (1992), qualitative
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researchers strive for transferability of findings, and “the degree to
which working hypotheses can transfer to other times and contexts is
an empirical matter, depending on the degree of similarity between
the two contexts” (p. 606); thus the need for sufficiently thick descrip-
tions of the study context (see also Schofield, 1990, for some sugges-
tions on increasing the generalizability of qualitative research).


Although it is not possible to do justice to the issue of generalizability
in this article, several points should be made. First, generalizability in
research is more than a matter of counting. Quantification of any set
of data does not ensure generalizability to other contexts, nor does a
large sample size: Population characteristics must be carefully consid-
ered when selecting a sample from which to make statistical inferences.
Although the vast majority of the published studies in applied linguis-
tics may employ quantification of data, a much smaller number can
be considered to have used a large sample size, and even fewer still
randomly select and assign subjects to treatment conditions, the tradi-
tional prescriptive requirement for generalizability to some population
at large. In other words, generalizability is a serious problem in nearly
all the research conducted in our field. Second, even meeting these
stringent criteria does not guarantee meaningful interpretation of
results:


Even statistically significant findings from studies with huge, randomly
selected samples cannot be applied directly to particular individuals in
particular situations; skilled clinicians will always be required to determine
whether a research generalization applies to a particular individual, whether
the generalization needs to be adjusted to accommodate individual idiosyn-
crasy, or whether it needs to be abandoned entirely with certain individuals
in certain situations. (Donmoyer, 1990, p. 181)


Finally, critical theory has made a significant contribution to our
profession in that we have begun to question the meaning of concepts
that we take for granted (e.g., Pennycook, 1989 on method; 1994
on alternative approaches to research). We should probably view the
arguments about quantification and generalizability in the same way.
According to Donmoyer (1990), matters of research methodology are
not just abstract, epistemological issues about the way we view the
world: They are also issues of legitimacy and power. Theorists and
researchers tend to have greater access to data sets that lend themselves
to quantification and generalization; practitioners, especially teachers,
deal with individuals and do not normally have the resources to access
or to analyze large aggregates of data. In other words, we must be
reminded and we must remember that arguments about the character-
istics of rigorous research cannot be divorced from the political reali-
ties, and the ideological biases, of our profession.
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WHY SO LITTLE PUBLISHED
QUALITATIVE RESEARCH?


What qualitative research does best and most essentially is to describe key
incidents in functionally relevant descriptive terms and place them in some
relations to the wider social context, using the key incident as a concrete
instance of the workings of the abstract principles of social organization.
(Erickson, 1981, p. 22)


Clearly, no research approach is suitable for every situation or question.
Nevertheless, we might ask why qualitative research is not more preva-
lent than it is in applied linguistics, given our interest in the social and/
or sociocultural context of language learning and use. Watson-Gegeo
(1988) suggests that one reason ethnography is not more widely used
in SLA studies is that it views language learning from a language
socialization rather than language acquisition perspective, crediting
context and culture for much of what happens in the learning environ-
ment. Because many of the studies that use elicited, experimental data
rarely consider these factors, it is understandable why the approach
has not been more widely adopted. Training is probably another factor.
An examination of the listings in the Directory of Professional Preparation
Programs in TESOL in the United States (Kornblum, 1992) suggests that
graduate students are normally exposed to a traditional research de-
sign and statistics course within their own departments or programs;
such a course is often required. Departments of ESOL and applied
linguistics less commonly teach general qualitative methods courses,
so students must seek out such courses in other departments (although
specialized research methods courses, such as discourse analysis, may
be offered). The faculty who supervise such students may themselves
be trained as quantitative researchers, and logically they would feel
more comfortable advising students working within that tradition. Al-
though there are books available to use for self-study and reference,
it is not an easy task to train oneself in any research methodology.
In fact, without rigorous training in qualitative methods, “blitzkrieg”
qualitative research, in which the researcher conducts a few interviews
and/or observations, then labels the project a qualitative study, is an
unfortunately common occurrence. Finally, anyone who has completed
a qualitative research project is familiar with the sheer size of the
resulting document. This makes publication in most journals, which
normally limit contributions to about 25 pages, difficult in terms of
providing a thick description of the context and a comprehensive
account of the results. Editorial board members or outside reviewers
of such journals, who may or may not be conversant in qualitative
research, may recommend changes to qualitative manuscripts that ac-
tually violate principles of the particular approach. Although these
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facts cannot fully account for the status of qualitative research in the
field, they surely play a part in the situation today.


CONCLUSION


The pendulum metaphor, which is frequently invoked in literature
on language teaching methodology, applies to the dialectic on qualita-
tive and quantitative research methodology as well. According to Rei-
chardt and Cook (1979), in part because quantitative research methods
were taught and employed zealously and exclusively in the past, we
now see that they are fallible; they are not always best suited for a
particular purpose. But it would be a mistake to assume that the past
overapplication of quantitative techniques can only be rectified by an
equally drastic swing toward qualitative methods. As Reichardt and
Cook point out, once qualitative methods are given the acid test, they
will prove no better than the ones they were meant to improve on;
thus the pendulum swings back in the other direction and “the current
debate keeps the pendulum swinging between extremes of methods
and extremes of dissatisfaction” (p, 27). Researchers should choose
an approach in light of the purpose of the study:


What is important for researchers is not the choice of a priori paradigms,
or methodologies, but rather to be clear about what the purpose of the study
is and to match that purpose with the attributes most likely to accomplish it.
Put another way, the methodological design should be determined by the
research question. (Larsen-Freeman & Long, 1991, p. 14)


It remains to be seen whether 10 years hence qualitative research will
be on equal footing with quantitative research in how frequently it is
employed and how it is received by the profession. A special forum
such as this one probably does a better job of serving as a podium for
previously unheard voices than of persuading its readers that such
new voices are worth listening to; surely the latter is the ultimate goal
of this special-topic issue. If graduate students pursuing degrees in
applied linguistics and related fields are primarily or exclusively ex-
posed to quantitative techniques in research methods courses and to
articles employing these methods in professional journals, how will
they ever come to respect the qualitative voice as equally important
as and, in some cases, more appropriate than other methodological
choices?


An important responsibility facing the qualitative research commu-
nity is to ensure that qualitative methods and the studies that employ
them are relevant, and accessible, to the practitioner—as a consumer
or a producer of qualitative research. This task should not be difficult,
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given that one strength of qualitative research is the rich descriptions
of context that result, contexts such as classrooms, schools, and commu-
nities that are often familiar in a general sense from personal experi-
ence. It is hoped that those engaged in pedagogy will not see qualitative
research as removed, irrelevant, or too abstract, a complaint that one
often hears about much of the quantitative research published in our
journals. For this reason I eagerly await publications such as Bailey
and Nunan (in press) that promise to bridge the theory/research-prac-
tice gap.


Perhaps consensus on the definitions, principles, and value of quali-
tative research is not necessary, desirable, or even possible. Neverthe-
less, I believe it is incumbent on those of us who consider ourselves
research methodologists representing any particular orientation to
strive for balance, objectivism, and open-mindedness in presenting
and evaluating the myriad of choices available to the applied linguistics
researcher. As Johnson and Saville-Troike (1992) point out, our com-
mitment should always be to quality research, not just to research that
represents one particular paradigm.
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Becoming First Graders in an L2:
An Ethnographic Study of
L2 Socialization
JERRI WILLETT
University of Massachusetts


This ethnographic report “thickly describes” (Geertz, 1973) the par-
ticipation of ESL children in the daily classroom events of a main-
stream first-grade classroom. Data for this paper come from a year-
long study of one classroom in an international school on a college
campus in the U.S. Using a language socialization and micropolitical
orientation, the report describes how, through socially significant
interfactional routines, the children and other members of the class-
room jointly constructed the ESL children’s identities, social relations,
and ideologies as well as their communicative competence in that
setting. The sociocultural ecology of the community, school, and
classroom shaped the kinds of microinteractions that occurred and
thus the nature of their language learning over the course of the
year.


Focus on the individual has dominated investigations of L2 learning
over the past four decades (for a synthesis of this work, see Ellis,


1985; Larsen-Freeman & Long, 1991; Spolsky, 1989). From these
investigations a complex and somewhat confusing picture of L2 learn-
ing has emerged. Larsen-Freeman and Long (1991), in their review
of the literature on explanations of differential success in L2 learning,
warn, “It is certainly true that many of the studies reviewed here yield
inconclusive or contradictory findings. Practical implications must,
therefore, remain tenuous at best” (p. 206).


Sociocultural theorists from a wide variety of disciplines (e.g., devel-
opmental psychology, cognitive anthropology, sociolinguistics, neuro-
linguistics, and education), however, argue that such an exclusive focus
on individuals is misguided (Bloome & Bailey, 1992; D’Andrade &
Strauss, 1992; Gee, 1992; Laughlin, McManus, & dAquili, 1992; Mc-
Dermott & Hood, 1982; Rodby, 1992; Rogoff, 1982, 1990; Wells &
Chang-Wells, 1992; Wertsch & Stone, 1985). They warn researchers
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against examining individuals and their interpersonal and sociocultu-
ral contexts separately:


Psychological biases have, by and large, led theorists to ignore the concrete
interactions that constitute literacy practices, the activities of groups and
pairs, and acts which are influenced by and controlled by social institutions,
such as governments and schools. Literacy practices involve a dialectical
merging of individual and social aspects of language: one part cannot exist
without another; each part acquires its properties from its relations to the
other parts; properties of each evolve as a result of their interpenetration.
(Rodby, 1992, p. 55)


If this is the case, then, it is not surprising that L2 studies focused
on individuals, with little attention paid to the complex social context
that interpenetrates individual functioning, reap contradictory find-
ings. This is not to say that L2 researchers and theorists have completely
ignored social context (e.g., see Beebe, 1985; Berns, 1990; Breen,
1985; Ellis, 1987; Saville-Troike, 1985; Wong Fillmore, 1989), but they
typically treat social context as a variable that influences individual
functioning rather than in the manner described by Rodby.


The ethnographic study reported here focuses on phenomena exam-
ined in the applied linguistic literature with contradictory results: the
role of interfactional routines and strategies in successful L2 learning
(Bohn, 1986; Faerch & Kasper, 1983; Hakuta, 1974; Krashen &
Scarcella, 1978; O’Malley & Chamot, 1989; Oxford, 1990; Wagner-
Gough & Hatch, 1975; Wenden, 1991; Wenden & Rubin, 1987; Wong
Fillmore, 1976). The study describes how the unique sociocultural
ecology of a particular first-grade classroom shaped the children’s use
of interfactional routines and strategies. More important, the interfa-
ctional routines and strategies described in this article were important
sites for constructing their social relations, identities, and ideologies
in the social world of Room 17. The social relations, identities, and
ideologies constructed affected the children’s access to the languacul-
ture 1   of the classroom.


After a brief theoretical discussion about language socialization and
the micropolitics of interaction and terminology, I describe the meth-
odology and the broad context of the study. The next section intro-
duces the school, the classroom, and the ESL children who were mem-
bers of the class. I then discuss how the ESL children learned to
participate in phonics seatwork. I first focus on the children’s interac-
tion with adults and then on the children’s interactions with one an-


1 Languaculture is a term coined by Agar (1994) to help readers keep in mind the theoretical
notion that language and culture are inextricably entwined and that to treat them separately
distorts both concepts.
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other as they engaged in this socially significant event. The final section
examines the micropolitics of gender relations, identities, and ideolo-
gies and shows how the politics of Room 17 shaped the children’s
access to the languaculture of the classroom. The article concludes
with remarks about the need for studies that examine the individual
and social context in an organic and integrated way.


THEORETICAL ORIENTATION


The theoretical orientation framing this study is language socializa-
tion (Heath, 1983; Ochs, 1988; Rogoff, 1990; Schieffelin, 1990; Schief-
felin & Ochs, 1986; Vasquez, Pease-Alvarez, & Shannon, 1994; Vygot-
sky, 1978) through the micropolitics of social interaction (Bloome &
Willett, 1991). From these perspectives, language learning is the pro-
cess of becoming a member of a sociocultural group. By engaging in
the sociocultural practices of the group, newcomers gradually appro-
priate the languaculture needed to be considered an insider. Rogoff
(1990, p. 195) explains that while participating in social activity, individ-
uals jointly construct shared understandings of the activity. It is in the
process of finding common ground and incorporating the language,
skills, and perspectives constituting the activity that newcomers stretch
their concepts and language.


Language socialization, however, is not a one-way process by which
learners blindly appropriate static knowledge and skills. It occurs
through the micropolitics of social interaction (see Bloome & Willett,
1991, for a more thorough analysis of this developing construct). Draw-
ing on theoretical insights of Bakhtin (1981), Gee (1990), Goffman
(1967), and Gumperz (1982), I summarize the micropolitics of social
interaction as follows: People not only construct shared understandings
in the process of interaction, they also evaluate and contest those
understandings as they struggle to further their individual agendas.
As people act and react to one another, they also construct social
relations (e.g., hierarchical relations), ideologies (e.g., inalienable rights
of the individual), and identities (e.g., good student). These construc-
tions both constrain subsequent negotiations and sustain extant rela-
tionships of power, solidarity, and social order. Moreover, these inter-
actions are profoundly shaped by the broader political and historical
contexts in which they are embedded (e.g., politics of race, gender,
class, ethnicity) (Carbaugh, in press; Fairclough, 1989). Nevertheless,
in the process of constructing shared understandings through negotia-
tion, the social practices in which the interaction is embedded are
altered and the relations, ideologies, and identities are reshaped
(Rodby, 1992).
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Such an orientation has considerable implications for the study of
L2 learning. The same microinteractional processes that have been
identified as important in second language acquisition (SLA) (e.g., see
Larsen-Freeman & Long, 1991, for a review) are not only shaped by
internal linguistic processes but also by external sociopolitical contexts.
Ethnographic study of newcomers in their social groups, focusing on
situated microinteraction over time, makes visible important processes
neglected in SLA research.


COMMUNICATIVE EVENTS, ROUTINES,
AND STRATEGIES


A key construct in the theoretical orientation described above is
the communicative event (Bloome & Bailey, 1992; Cook-Gumperz &
Gumperz, 1982; Hymes, 1974; Saville-Troike, 1982). Events are cultur-
ally defined and bounded segments of activity that constitute meaning-
ful contexts for action, interpretation, and evaluation (Bauman, 1986).
Bloome and Bailey (1992), grounded in Bakhtin’s (1981) theories,
point out that people construct events by acting and reacting to one
another and holding one another accountable for acting within the
evolving interpretive framework of the event. They establish partici-
pants’ identities and roles; create norms, rules, and strategies for ac-
complishing events and criteria for evaluating them; and construct a
semiotic history for the event. In this article I focus on ESL children
participating in phonics seatwork, a culturally defined event that consti-
tutes a meaningful context for action, interpretation, and evaluation,
to help us better understand their development.


Embedded in this event were a number of interactional routines, which
I define as a predictable sequence of exchanges with a limited set of
appropriate utterances, responses, and strategies (Boggs, 1985; Peters
& Boggs, 1986; Schieffelin & Ochs, 1986). The content, processes, and
linguistic forms of routines can be fixed or variable, but routines are
structured predictably even when they are not formulaic. Peters and
Boggs (1986) suggest the following test for identifying routines-can
the investigator or member of the culture predict the kind of response
that should come next? The more exact the prediction, the more
formulaic the routine. They propose that interfactional routines are
good places to investigate language development, providing that their
social significance in the community is understood. The predictability
of a routine enables a learner to participate early, and the sequence
of change from a relatively fixed base constitutes evidence for devel-
opment.


It is important to note that interfactional routines in the sociocultural
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literature (Boggs, 1985; Bruner, 1981; Corsaro, 1988; Hymes, 1974;
Schieffelin & Eisenberg, 1984; Schieffelin & Ochs, 1986; Scollon &
Scollon, 1981; Watson-Gegeo & Boggs, 1977) are viewed differently
from the way routines are viewed in the SLA literature (Bohn, 1986;
Hakuta, 1974; Hatch, Flashner, & Hunt, 1986; Krashen & Scarcella,
1978; Peters, 1983; Vihman, 1982; Wong Fillmore, 1976). The SLA
perspective is concerned with psycholinguistic processes and whether
or not the formulaic utterances and interfactional routines enable learn-
ers to arrive at the rules of language via segmenting formulas and
frames. Interest in routines and formulaic utterances has waned in
recent years, and they have been relegated to a minor role in the
acquisition process (Bohn, 1986; Krashen & Scarcella, 1978; Schmidt,
1983; also see Larsen-Freeman & Long, 1991, for an assessment of
this research).


From a sociocultural perspective, interfactional routines and the strat-
egies used to enact them are part of a sociocultural system, and to
understand the meaning of an enacted routine one must examine its
place in the system. Who can say what to whom, for what purpose,
and in what manner is shaped as much by the local social system as it
is by individual psycholinguistic processes, which are the focus of the
SLA literature. Moreover, as the earlier discussion indicates, learners
acquire more than linguistic rules. They also appropriate identities,
social relations, and ideologies. It maybe that these identities, relations,
and ideologies inhibit or facilitate the development of interfactional
routines from which learners acquire input for psycholinguistic pro-
cessing.


The same difference between the two literatures exists in studies of
learner and communicative strategies, techniques that learners use to
participate in events and routines and to acquire language (Chesterfield
& Barrows Chesterfield, 1985; Faerch & Kasper, 1983; O’Malley &
Chamot, 1989; Oxford, 1990; Rubin, 1981; Seliger, 1984; Wenden,
1991; Wenden & Rubin, 1987). Strategy use from a sociocultural per-
spective is part of the micropolitical process described above and can-
not be abstracted from the social context that governs its use.


METHODOLOGY


The case study reported in this paper is part of a larger 4-year
ethnographic study of an international community of graduate stu-
dents and their families (Willett, in press). Against the backdrop of this
larger study, the case study is concerned with four children acquiring
English in a mainstream first-grade classroom at International Elemen-
tary (a pseudonym).
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I participated-observed in the classroom as a teacher’s aide for 1 year
while taking field notes of events and critical incidents. I systematically
audiotaped three of the limited English proficient (LEP)2  children, a
Maldivian, a Palestinian, and an Israeli. Three other children in this
class were also labeled LEP by the school, but only four of the six LEP
children remained for the entire year. The reason I was unable to tape
the fourth child, a Mexican-American child, foreshadows an important
theme of this paper—that is, the social system in which interactions
are embedded matters. The girls in the class took turns wearing a
micro tape recorder placed in a harness. Despite my attempts to ensure
that the harness was gender neutral (it was made out of blue denim
and I had sewn an Extra Terrestrial [ET] sticker onto the harness),
the girls had labeled the tape recorder their “ET baby.” As a result,
none of the boys would wear the tape recorder, so most of the conversa-
tional data presented in this paper come from the girls. Nevertheless,
I was able to record the public classroom discourse, which the boys
typically dominated, by placing a tape recorder on a table that was
centrally located. Even the LEP boy joined in this general discourse.


The three girls categorized as LEP were audio recorded each morn-
ing as they participated in two regular classroom events—seatwork
and recitation during language arts. These events were selected be-
cause they occurred when I was working in the classroom. The re-
cordings were clear enough to capture the broader classroom dis-
course, the language of interlocutors, and the subvocalizations of the
ESL child wearing the recorder. The audiotapes were transcribed by
me and checked by a trilingual speaker of Arabic, Hebrew, and English
(although rarely was any language other than English spoken by the
children in these tapes—not even in their subvocalizations).


Another data source was field notes that I took while interacting
with the children during seatwork (and expanded each evening as I
listened to the audiotapes). I also kept notes concerning the social and
academic life of the classroom as a whole, as well as life in the school
and community (where I resided). I also collected artifacts from the
classroom and had access to test results and other school records, and
conducted extensive interviews with the teacher and parents. Although
I did not formally interview the children, I interacted with them daily,
and through casual conversation I was able to elicit their understanding
about what was going on in the classroom. Finally, I administered a


appropriate language support. I use LEP when referring to the schools label for the children


2 LEP was the official label used by the school to ensure that children who scored below 5
(1 = lowest score; 5 = highest score) on the Bilingual Syntax Measure would receive


I studied. At all other times I use the term ESL to refer to the children.
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sociometric test to corroborate my ethnographic analyses of the social
structure in the class.3


I used generic theorizing processes and general analytic procedures
(Goetz & LeCompte, 1984) to construct an interpretive description of
the processes and outcomes of L2 socialization in the classroom. These
processes and procedures involve scanning the data, creating catego-
ries, noting patterns, looking for counterevidence, and selecting impor-
tant domains for further analysis. Three broad questions guided the
analyses within and across data types:


1. What was the nature (linguistically and socially) of the recurring
events selected for focus?


2. How did the ESL children participate in these events designed for
native speakers?


3. How did their participation change over time as their competence
grew?


I conducted microanalysis of selected transcripts and of workbooks,
basal readers, and other written text, using the theoretical insights and
procedures of Bloome (1992), Erickson (1982), Green and Weade
(1987), Gumperz (1982), and Hymes (1974). Transcripts were selected
on the basis of their theoretical interest, as determined by the general
analytic procedures described above. At least one tape from each
month was transcribed in order to get a picture of the children’s
development over time. The broad questions guiding the microana-
lysis were


 ●


 ●


 ●


 ●


 ●


What participant roles do these children play (Erickson, 1982)?
How is the event structured (Hymes, 1974)?
How are the conversation and written texts structured (Coulthard,
1992, 1994; Moerman, 1988)?
What are the contextual cues that the children use to communicate
(Gumperz, 1982)?


What identities, social relations, and ideologies are indexed by the
intertextualities that the children constructed (Bloome, 1992)?


These microanalysis enabled me to construct a detailed description of
the processes and outcomes of language socialization across the year.


3Each child was questioned individually in a glass-enclosed room from which the child could
observe the class during the administration of the test. I asked each child, “Who do you
hope will be in your second-grade classroom next year? You can choose as many children
as you wish.” Their choices were rank ordered so that a nonparametric multidimensional
seating analysis could be used to create a visual representation of the social structure of
the class.
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I drew on these analyses of various types of data to construct an
integrated interpretation of the ESL children’s participation in Room
17 and the consequences of their participation on their acquisition
of this group’s languaculture. The narrative simultaneously tells two
stories: how I believe these children made sense of their new world
and how their story fits into the applied linguistic discourse about
language learning (Richardson, 1990). My interpretations are based
on more than the illustrative stretches of discourse I present here.
They are based on field notes of extensive observations of children’s
actions and reactions, my conversations and transactions with the chil-
dren, 300 pages of transcripts, and more formal interviews with the
adults who worked with the children. I derived descriptive details from
the data collection and selected the analytic processes described above
for rhetorical, informational, and analytical import. These were inter-
woven into the narrative to give readers, in the limited space of this
article, a concrete sense of life in Room 17 for these children.


THE CONTEXT


International Elementary lies at the edge of University Village, a
small international community of graduate students and their families.
The cultural, economic, and social backgrounds of the residents in
the Village, from which 80% of the students at International Elemen-
tary are drawn, vary greatly. Nevertheless, community members share
a rhythm of life set by the university calendar, and a common thread
runs though the diverse lives of each family—the pressure of student
life and the promise of a better life after obtaining a higher degree.


The Village not only contributes about 80% of the children at Inter-
national Elementary, it also greatly influences the ethos of the school.
It is known as a “special school” in the Village community and in the
wider school district in which it is embedded. At the time of the study,
of 390 students, 70 were classified as LEP and 100 were classified as
fluent English proficient (FEP) bilingual, with 43 of the FEPs having
been reclassified from their previous LEP classification. The turnover
rate each year was 60%, with most students staying no more than 2-
4 years.


ENTERING THE SOCIAL AND ACADEMIC WORLD
OF ROOM 17


The class composition in Room 17 was typical for International
Elementary. In June there were 22 children in the class. Six of the
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original children had left, and 5 children entered after the school year
began. Out of the 22 remaining children, 9 were bilingual, 8 were
monolingual speakers of English, and 5 were classified as LEP. Six of
the bilingual children spoke Spanish, and the other children spoke
Swedish, Korean, and Japanese. The children who had been classified
as LEP spoke Arabic, Hebrew, Devehi, Chinese, and Spanish. Eighteen
of the 22 pupils lived in the Village.


Mrs. Singer (a pseudonym), the teacher of Room 17, was popular
with the families of the ESL children. She had a warm and pleasant
manner. Her instructional activities were highly routine, with the cur-
riculum starting with the alphabet. It is not that her methods necessarily
worked better for ESL children than methods used by other teachers.
Children learned English no matter which classroom they entered. It
is just that her classroom better fit many parents’ expectations about
what classrooms look like—expectations that had filtered down to their
children. There were chalkboards at the front of the class, seats in
rows, and an alphabet frieze around the ceiling, and children took home
daily papers that had been dutifully marked with red ink. One of the
reasons why teachers’ methods in the classroom were not a critical fea-
ture for children learning English is that the entire community worked
to include and support children learning ESL. See Willett (in press) for
a detailed analysis of the children learning in the community.


ESL children so blended into the social world of Room 17 that
after a few weeks observers had difficulty picking them out. The ESL
children were required to complete the same tasks, follow the same
rules, and use the same materials as fluent speakers. Mrs. Singer agreed
with the Village community that English would “emerge naturally”
through participation in classroom life and saw no reason to modify
instruction for newcomers.


The class was divided into two very distinct subcultures—one con-
sisted of girls and the other, boys. Boys typically formed two large
competitive groups. The composition of the two groups changed fre-
quently depending on the game or issue being fought over. Although
their interactions were often quite heated, conflict never seemed to
cause permanent cleavages or cliques. The playground was the primary
site for developing cohesive relationships among the boys, but they
managed to maintain their ties in the classroom despite being carefully
separated by Mrs. Singer. They communicated with one another by
continuously shouting out and responding to the contributions of their
friends. When a boy finished his work, he would shout out, “I’m
finished,” so that all would know his place in the competition (who
could finish the fastest in this instance). In class discussions the boys
carried on a parallel commentary to the official discussion led by the
teacher. This commentary included jokes, expansions, personal experi-
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ences, divergent associations, and comments about their peers, which
were triggered by the official discussion. The purpose of the commen-
tary seemed to be to display the boys’ intellectual and verbal prowess.


The social groupings that girls formed, on the other hand, were
more exclusive but less cohesive than the boys. In the playground they
tended to divide into exclusive pairs, but pairings changed rapidly.
Minor conflicts, even though not very public, would disrupt friendships
and thus the whole configuration. They continually checked with one
another about the status of their friendship (e.g., “Are you still my
friend?”). In the classroom, girls, who were used by Mrs. Singer to
keep the boys separate, did not have an opportunity to work on their
social relationships with one another the way the boys did through
their public conversations. The girls rarely shouted out or attempted
to communicate with one another across the boys that separated them.


Integrating newcomers into the social system of the class (or neigh-
borhood community) was an inevitable fact of life in the Village. Chil-
dren knew that friendships were short lived (friends moved away
continuously) and that newcomers were important to their social lives.
Nevertheless, newcomers to the classroom affected boys and girls dif-
ferently. Boys who were newcomers were easily integrated into the
existing social structure of the class without causing social disruptions
as relations were renegotiated on a daily basis. Girls who were newcom-
ers were more of a problem for the girls. Girls would compete for a
newcomer’s friendship though it might mean losing a best friend.
Because the basic unit was a pair, integrating newcomers into the girls’
social system disrupted the current configuration of pairs. For reasons
that will become clear later, there was one exception. The three girls
who were non–English speaking at the beginning of the year formed
the only long-term and stable friendship group in the class.


The ESL Children in Room 17


The year began with four ESL children: Nahla, Etham, Yael, and
Xavier. From the beginning Nahla, Etham, and Yael were friends—
a friendship formed originally in their daily 30-minute, pull-out ESL
class. By the end of September, Mrs. Singer allowed the three girls to
sit together in class (probably because of the research rather than for
any other reason), which cemented their friendship and ensured that
most of their experiences in school were shared. Xavier, on the other
hand, entered the social world of Room 17 very differently than the
girls did; he was a boy, no other ESL children were male, and six of
the fluent speakers spoke his native language, Spanish. Although the
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study focuses on the three girls, I have added a profile of Xavier to
provide some contrastive commentary.4


Nahla, a 7-year-old Palestinian, had already finished first grade in
the West Bank (in an Arabic/English-medium school run by German
missionaries), and she adjusted quickly to the academic practices of
Room 17. From the beginning she focused attentively on the teacher
and participated in the lessons silently but actively, by echoing words
that she heard, mouthing the answers to questions, and with great
concentration filling in her workbooks. Her parents reported that she
had been an excellent student. Nahla had been introduced to English
and Arabic literacy simultaneously in the first grade, although oral
English had been minimal.


Her confident approach to academic work contrasted sharply with
her social timidness, however. It took several months before she would
interact with other children. She seemed to panic whenever the proce-
dures changed, even slightly, and she would reject the overtures of
her classmates to comfort her. Although she participated in academic
events early, it would not be until second grade that she would interact
fully with fluent speakers.


Etham, raised in the Maldive Islands, did not seek out interaction
with other girls, but she was warm and responsive when they ap-
proached her. She was well liked by her classmates; in fact, she was
the most frequently chosen girl in the sociometric elicitation, even
though she did not interact much with the fluent English-speaking
children. An air of confidence radiated through her quiet and respect-
ful demeanor. This confidence, together with the care and concentra-
tion she brought to any endeavor, impressed those with whom she
interacted.


Etham’s calm and quiet nature seemed deeply rooted in her culture.5


Rarely did she display the fear and emotion that her father had re-
ported she experienced during those first few months. Unlike many
national groups in the Village, including an Israeli network and an
Arabic network, there was no Maldivian network to ease the children’s
adjustments to a new culture so different from their own.


Despite her rudimentary English, Etham was well prepared for aca-


4Xavier never wore a tape recorder as the girls did, and therefore I could not do the
same microanalysis of his interactions for reasons described in the methodology section.
Nevertheless, I took field notes when I observed him, and I was able to capture his public
contributions when I taped full class discussions.


5Maloney (1982) notes that Maldivian children of 3 or 4 are socialized not to cry aloud and
learn to insulate themselves from both physical and psychological pain. Fits of anger are
not tolerated, and emotions are repressed and sublimated. Their conversational style is
calm, and they speak evenly. Etham’s parents corroborated Maloney’s observations and
interpretations.


AN ETHNOGRAPHY OF L2 SOCIALIZATION 483







demic work at International Elementary. She had begun learning the
English alphabet and a few sight words at an English-medium kinder-
garten in the Maldives.


Yael, from Israel, was communicative and social from the beginning.
Rather than focusing on the teacher, as did Etham and Nahla, Yael
studied the behavior of her classmates carefully for clues and mirrored
their actions and expressions. She began using English much earlier
than Nahla and Etham and interacted easily with her fluent classmates,
but she seemed much less focused on the workbook exercises than her
friends.


Comparatively speaking, Yael’s confrontation with a new culture
was cushioned a little more than Etham’s or Nahla’s. According to
Yael’s mother, life in the’ Village was not really very different from
life in Israel. Furthermore, the strong Israeli network provided friends
who spoke Hebrew. And yet, she too, her mother reported, experi-
enced adjustment problems.


Yael was also well prepared for school, although she had had less
English than Nahla or Etham, which is partly why she appeared to be
“less focused” than Etham and Nahla (a comment frequently made by
her teacher and aides). Yael’s mother explained that by the time Yael
started kindergarten, she was well aware of what books and reading
were all about.


Xavier, a Mexican-American, was born in California and had lived
in the barrio until moving to a town near the university. His situation
contrasted sharply with that of most other children in the school in
that his family did not have elite status anywhere. His father was not
a student but worked in the stables at the university, and Xavier did
not live in the Village as did most of the other students. His response
to the discontinuity that existed between home and school was similar
to that of other non-English-speaking children. He cried easily when
he did not know what was going on, he was silent and withdrawn at
the beginning of the year, and he resisted help from either the bilingual
aide or the ESL teacher. However, his teacher and aide did not auto-
matically assume either that he would develop normally or that he had
support at home, as they had assumed about other children—in fact,
they assumed he would need extra help. The more he resisted help,
the more they gave it.


Although Xavier performed as well as many other children in the
class, he sought constant reassurance that he was doing the work cor-
rectly, behavior that initiated more adult monitoring and concern.
Unlike the three ESL girls, who were allowed to sit as one intact
group, he was placed between two English-speaking girls who were
not inclined to help him because he was a boy, which increased his
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need for help from adults. With the help of other Spanish-speaking
boys, he integrated well into the boys’ rough-and-tumble play, and
they soon considered him competent.


Morning in Room 17


Morning events were highly predictable in Room 17. The children
would enter the classroom, taking a piece of lined paper on the way
to their seat, and begin writing out their alphabet. When Mrs. Singer
finished the roll call, she would begin phonics recitation, in which she
would elicit from the children words that fit the particular sound/letter
correspondence on which she wanted to focus. Finally, she would ask
the children to work independently in their phonics workbook while
she worked with one reading group at a time. The aides would walk
around during seatwork to help children with their work. This predict-
able sequence would become the dependable frame that they would
use to figure out how to act, how to talk, and how to work in Room
17, and how to display their growing social and academic competence.
These events contained much of the cultural information and language
the children would need to gradually become competent members of
the class. From the continual reenactment of the event, the children
would learn to scrutinize text carefully and follow its directions, engage
in the problem-solving logic demonstrated by adults, revise work
checked by the aide, write neatly, display their competence, and work
independently. They would also learn how to socialize with friends in
ways that go unnoticed by adults and motivate one another while
keeping themselves entertained. They would learn how to get an adult’s
attention and how to ask an adult questions. Despite the teacher’s
telling the class to “do their own work,” the girls would learn that it
was really all right for children to help one another. The ESL children
would notice that the useful words and phrases bandied about the
room could be used to gain recognition from teachers and peers. They
would soon realize that the words in the workbooks were the answers
the teacher was looking for when she asked questions during phonics
recitation, 6  and they would be able to display their knowledge long
before they knew much English. Most important, they would learn
that they have a secure place in the classroom community.


6I made a list of the words that were elicited in the workbooks and compared them with a
list of words that the children volunteered in recitation. In the September there were words
on the children’s list that did not appear in the workbook. By October, the children’s list
and the workbook list were the same.
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LEARNING THE LANGUACULTURE OF ROOM 17


Learning From Adults


The ESL children began participating in the phonics seatwork almost
immediately. In the early stages those who knew the ropes took care
of newcomers, but very quickly newcomers were incorporated into the
daily activities. Being L2 learners in this event seemed to give them
neither privilege nor stigma. The way that the four children partici-
pated in the classroom changed over the course of the year as they
became more competent. The following summarizes the general pat-
tern of the children’s interaction with adults on phonics seatwork over
the year.


Initially, the children merely observed what went on around them.
They sat in the first row so that the teacher could physically direct their
movements and focus their faces on where the action was occurring.
Bilingual aides, who spoke the children’s native language, provided
explanations for about 20 minutes each day, so the children knew
generally what they were supposed to do.


By October the children had learned how to look like they were
participating appropriately in this event. At this point in the instruc-
tional program many academic tasks could be completed by using
graphic clues or by asking the aide to provide labels. Classroom lan-
guage was fairly predictable. The same questions were asked over and
over again, and one-word answers were all that were expected. During
class recitation, the other children would echo an answer many times,
so it was easy to pick out words in the sea of noise, and the ESL
children would use the words they heard in their interactions with the
teacher and aides. Xavier learned to echo the answers given by Brent
because Mrs. Singer would praise that answer. He would also learn to
boldly announce when he was finished, just as the other boys did. The
children learned to take out their workbooks at the appropriate time
and raise their hands to get help from an aide.


Adults were the primary discourse partners of the ESL children
during phonics seatwork for the 1st month. At first adults modeled
the appropriate behavior by playing both the teacher’s and student’s
sides of the dialogue while the ESL children participated nonverbally.
The language addressed to the ESL children contained some features
of modified input but not the extreme forms occurring during the
first few weeks. Aides used a slower rate of delivery, paused longer
between phrases, and gave exaggerated prominence to the answers
that needed to be written; however, the sentences were grammatically
well formed. To make the workbook task comprehensible, aides used
mime, pictures, rephrasing, repetition, and circumlocution (see
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Larsen-Freeman & Long, 1991, for a review of research on modified
input and conversational adjustments).


As the ESL children became more competent, they began taking a
greater role in the interaction. Typically, an adult would ask the chil-
dren to read the instructions and then would guide the child to decom-
pose the problem. The academic tasks presented in the workbooks were
the focus of most child/adult transactions during phonics seatwork, and
rarely did topics extend beyond this focus. The transactions were
typically only a few turns long with the child contributing one phrase
or word to the adult’s elicitation.


Analyses of the transcripts showed that the major function of adults
in these transactions was to explicate the text, help children concentrate
on the microtask, and model ways of solving workbook tasks. Transac-
tions were also predictable and saturated with important cultural and
linguistic information that the children could use to increase their
competence and construct their identities as fast learners of English7


and good students, which included staying on task, following direc-
tions, completing academic tasks, demanding minimal attention from
adults, working independently, engaging in problem solving, and read-
ing the text closely to solve problems.


On the other hand, the formal student role that children played in
these transactions hid much of their developing social and academic
competence and the strategies the children used to achieve competence
(as will become evident in the next section). Moreover, child/adult
transactions did not evolve very much over the year. Example 1, which
was taped toward the end of the year, looks very much like child/adult
transactions earlier in the year—in all of these transactions the ESL
child responds by reading and appropriating the language of the
workbook and adult, and the adult’s logic controls the transaction:


1. (June)8


1 Aide: Well read it to me then.
2 Nahla:   O.K. “Make Mr. Big’s tracks go from the car to the park.”
3 Aide: O.K. so where’s the car?


7Mrs. Singer had a saying, “They’ll be speaking like natives when they return from Christmas
vacation.” By this she meant that the children would not need special support to be able
to participate in the normal classroom instruction. Children who did need extra support
after that time would be “slow learners.”


8All material in quotation marks or set off from the text is a direct quotation. Excerpts from
transcripts are given example numbers to facilitate the discussion of the texts. Nonverbal
actions are noted in brackets. The following conventions are used for transcription excerpts:
=   Continuous utterances used when there is no break between adjacent utterances, the


second latched to but not overlapping the first
:     Vowel elongation
—   Pause of more than two seconds
xxx Uninterpretable
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4 Nahla: Here’s the car.
5 Aide:     O.K.
6 Nahla:   [reads from the workbook] This is the track.
7 Aide: O.K. and where is the park?
8 Nahla:  Park? This is the park.
9 Aide: So you want to go from the car to the park.


Nahla points to the question in the workbook that she is having
trouble with, and in response the aide asks her to read the instructions,
just as she always did when a child asked a question. Nahla answers
the aide’s questions by appropriating the textbook language and the
ends of the aide’s phrases (see Klein, 1986, for an analysis of this
strategy) to respond appropriately in Turns 3 and 4 and 7 and 8.
These adjacency pairs (“Where’s the car?” “Here’s the car.” “Where
is the park?” “This is the park.”) were commonly heard in the classroom
and provided the expectancy framing the children needed to partici-
pate appropriately (Sacks, Schegloff, & Jefferson, 1974).


Even though the children’s participation in transactions, such as the
one described in Example 1, was highly constrained by the pupil role
(native-speaking children’s transactions with adults looked the same),
these transactions served as a model for the children interacting with
each other. The next section will show how differently their participa-
tion developed, however, through child/child interactions and how this
difference affected the children’s developing identity, social relations,
and communicative competence.


Learning From Friends


The three girls worked as a highly productive team throughout most
of the year. The team enabled them to expand and develop their
participation in ways that not only supported language development
but also increased their social status in the classroom community. The
way the girls worked together illustrates particularly well how compe-
tence is jointly constructed, how learning strategies are distributed
socially, and how social context shapes interfactional routines and strat-
egy use.


Unlike the girls, Xavier worked alone or with adults during phonics
seatwork because he was seated between two girls. In this particular
social setting, boys and girls typically did not talk to one another very
much. For Xavier, his participation in this event did not develop in
the same way that it did with the girls for reasons that will become
evident in the description of adult/child transactions. This fact had
serious consequences for developing his classroom identity and social
relationships. He would depend on other events, especially those on
the playground and during recitation, to help him develop his aca-
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demic and social competence (for analyses of these other events, see
Bloome & Willett, 1991; Willett, in press). For the girls, however,
phonics seatwork would be the major site for their developing academic
and social competence.


Teamwork was not officially sanctioned. “Do your own work’ was
a commonly heard phrase. Moreover, the practice of alternating the
boys and girls was an attempt to enforce this policy. Yet all children
tended to help one another during phonics seatwork. In fact, if they
had not helped one another, it is unlikely that the children could have
completed the workbook assignments, which required skills that most
students had not yet acquired. There were not enough adults available
to give the help these children needed and, because adults were in
such great demand, interactions between adults and children were
short and superficial, Mrs. Singer only enforced her “do your own
work” policy when the noise level rose.


Adult/child transactions provided the model that the girls used to
interact with one another and develop their collaborative relationship.
As in adult/child transactions, peer interaction focused on workbook
tasks, using similar discourse strategies (e.g., gaining attention and
responding to questions by reading the text aloud, using initiation-
response-evaluation sequences, using predictable adjacency pairs), per-
forming the same functions (e.g., labeling, asking and giving instruc-
tions, decomposing academic tasks, and keeping check on each other’s
progress), and using the same phrases and vocabulary. Engaging in
these activities was important for developing their identities as good
students, an identity that virtually all the children in this class attempted
to attain.


Nevertheless, despite similarities functionally and structurally, there
were many important differences between peers and adults. Peer trans-
actions were more playful, provided more varied discourse roles, and
resulted in greater elaboration of the core interfactional routine. Child/
adult transactions were short, the children did not take on much re-
sponsibility in shaping the transaction, and these routine transactions
did not evolve greatly over the course of the year (compare Example
1, a child/adult transaction, with Example 4, a child/child transaction
on the same topic, to see the striking differences between them).


Example 2 is an early but typical occurrence of a child/child transac-
tion in which the children enact an interfactional routine that was
common during phonics seatwork, checking progress. Both adults and
children used this routine to keep tabs on one another’s progress.


2. (January)
1 Yael: What are you doing? What are you doing?
2 Etham: “The lion let de ball get=”
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3 Nahla: =Lookit here. Lookit. I know dis. I put dis. I dunno. Look
it=


4 Etham: = Look at dis. “De lion let de mouse get—from—from=”
5 Nahla: “get from de lion”


. . .
11 Nahla: Oh—uh—what are you doing? eh—do-do-do=
12 Yael: =Where, where are you? You finish dis?
13 Nahla: No I am not finish dis xix.
14 Etham:     Where are you?
15 Yael: You here? Dis—is where I—finish.
16 Nahla:    Yeah.


In this example, the girls appropriate language chunks they have
picked up during transactions with adults. Yael uses the two most
common phrases found in adult/child transactions when checking
progress, “Where are you?” and “What are you doing?” (Turn 1).
Etham replies, just as she usually replied with adults—by reading the
text aloud (Turn 2). Reading text was not only a required step in this
interfactional routine, it was also an opportunity to display competence.
In fact, Etham would often read very loudly whenever an adult would
walk anywhere near her table.


All of the phrases in Example 2 were phrases commonly used in
the classroom, in both written and oral forms. In fact, Nahla and
Etham’s contributions (Turns 3 and 4) resemble early texts in their
basal readers (e.g., Look. Look. Look at this. Look at the dog.). I am not is
a predictable chunk that appeared in their basal readers, and it was
used by all three girls as an all-purpose negative (e.g., “I am not play
with you,” and “I am not a camel” in response to “Do you have camels
in your country?”). I finish and you finish are simplified forms of the
common classroom phrases I’m finished and You’ve finished this? Even
you here? was an elliptical form frequently used by the fluent English-
speaking children and adults in casual conversation. Because the chil-
dren continued using this phrase even after acquiring the copula, you
here is probably a formulaic phrase rather than an imperfectly formed
construction.


Although their language consists almost entirely of prefabricated
language chunks, such as those found in numerous SLA studies (Ha-
kuta, 1974; Hanania & Gradman, 1977; Hatch, 1978; Wagner-Gough
& Hatch, 1975; Wong Fillmore, 1976), the children use these chunks
to enact a socially significant event in order to construct identities as
competent students (e.g., they can read, check progress, stay focused
on the workbook, follow the teacher’s logic) and construct collaborative
relations with one another.9


9My interpretation does not come from knowing the intentions of the children but from
noticing the material consequences of their behaviors and actions on the social. For example,
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Over the next few months the children embellished the basic struc-
ture of this event and the interfactional routines that constituted it with
language play. A sense of playfulness and linguistic experimentation
permeated the transactions among the children, though they were
almost always on task. Early in their development, for example, one
of the girls would produce a rhythmic monologue (regularized pattern
of accented syllables) of nonsense sounds and words from the work-
book. The other two would echo and develop these sounds with addi-
tional nonsense flourishes.


Simple chants and games evolved into more complicated commen-
taries on situations that they found humorous about classroom interac-
tions, such as those in the following example:


4. (May)
1 Aide:


2 Yael:
3 Aide:


4 Yael:


5 Aide:


6 Yael:
7 Nahla:
8 Yael:
9 Aide:


10 Yael:


11 Nahla:
12 Yael:
13 Nahla:
14 Yael:


Cape. Do you know what a cape is? It’s something you wear
that comes down like this.
Cake?
No, cape. Cape. And it comes down like this. The girl’s
cape.
[To Nahla] I put like dis. Cake. A woman cake. Dat’s funny.
Do you know where you put de cake? You put like dis
[mimes putting a circular object on her head]—De cake you
wear. Dat’s so funny. Nahla, dat’s so funny. God dat’s so
funny.
[To Etham who had also put cake for cape] It’s something
you wear like a coat=
=Coat?
No, cake [laughing]
[Addresses the aide] Cake, you said a cake.
Right.
[Bursts out laughing]. I say to her, “You say a cake” and
she say, “Yes.” She say, “Right.” And she don’t listen and
I say, “She wear a cake,” and she say, “Right.” Dat so funny
to me. De woman’s cake is red.
Dat’s not funny to me.
To me is yes.
Don’t be silly.
You silly. No, I’m silly. Cake, cape.


actions such as finishing workbooks, Etham’s reading aloud very loudly when an adult
walked by, and Nahla’s contributing workbook words in recitation resulted in praise and
recognition from both adults and children. Yael’s shameful expression, immediate compli-
ance, and silence followed occasional reprimands. All children talked about their accomplish-
ments of classroom tasks (e.g., “I can do this,” “I can read this,” “Lookit I did this,” “I
finish this”). The value and dignity of work and doing your own work was explicitly extolled
by Mrs. Singer, and the children picked up these concepts and used them with one another
as warrants for their behaviors. See Bloome and Bailey (1992) for a discussion of this
philosophic position.
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In Example 3 Yael makes fun of her own error, mistaking cake for
cape (Turn 4). Then she sees the humor in the aide’s misunderstanding
and relates the whole episode to Nahla (Turn 10). Nahla helps to
extend the joke with a side comment to Yael on the aide’s clarification
(Turn 7). Finally, Nahla begins another mock sparring routine with
“Dat’s not funny to me” (Turns 11–14).


In addition to playfulness, another quality that helped to develop
and elaborate the phonics seatwork event was the girls’ ability and
willingness to play a variety of roles rather than merely playing the
limiting pupil role that they played in adult/child transactions. Here,
for example, Yael is a narrator, a critic of an adult, a sparring partner,
and an evaluator of her own behavior. The main effect of these differ-
ences appeared to be longer verbal responses, more negotiation for
meaning, a faster-paced dialogue, and more elaboration in general
than found in adult/child transactions. The limited language used by
the children in adult/child transactions was imposed by their role as
pupils rather than their language proficiency.


The collaborative nature of transactions among the girls increased
over the year. They developed the language of a team, “Now we have
to read dis” and “Let’s do number 44,” and adults and other children
began treating them as a team. For example, Mrs. Singer would query,
“How are they doing?” and during sociogram interviews the three girls
were always mentioned together as a trio.


The girls began coordinating their strengths and abilities in ways that
enabled them to exploit their classroom’s physical and social resources
more productively. Yael was outgoing and talkative. She found it less
stressful interacting with fluent English speakers and, consequently,
she became the group’s main contact with the outside world until the
other two became more confident. Yael was the one who usually called
the aide over for help. She normally understood what was being said
to her more quickly than the other two, or at least she was willing
to guess more frequently, and her meaning negotiations with fluent
speakers helped to orient the two quieter girls. Yael was also highly
sensitive and interested in the language she heard around her, and
she preferred to use any bit of language she picked up immediately
rather than waiting first to sort out a system. She would frequently
mimic catchy phrases that were bandied about the room and use them
with Nahla and Etham.


Nahla and Etham, on the other hand, were less outgoing, but both
were more attuned to written language than Yael was. Etham charac-
teristically read text to answer questions addressed to her or gain
attention from an adult. She also seemed to enjoy doing grammar
exercises, which the ESL teacher had given her to do in class when
she had extra time. She was very careful and noticed fine details. Her
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particular contribution to the group, besides her easygoing personality,
was helping the others to focus on detail. The other two tried to
emulate her neat and well-coordinated writing, for instance.


Nahla, who had already acquired some decoding skills before coming
to the U.S., preferred reading books to doing exercises. Early on she
would read simple stories and try to share the stories with the others
through gestures and pictures. She was the one who usually decoded
the directions and sentences when the girls were doing their workbook
exercises together. Then together the girls would figure out the mean-
ing of the directions that Nahla had read aloud. Unlike Yael, who
read aloud by laboriously sounding out each syllable until March,
Nahla read aloud chunks (grammatical units, usually phrases or
clauses) smoothly from the beginning, even when she did not know
the meaning of the words she read, so that the group had additional
grammatically correct oral input. Although shy, Nahla was a confident
decoder and she could match Yael’s social confidence in their transac-
tions.


Example 4, taped at the end of their 1st year, captures well how
the girls were able to interact with one another, both cooperatively
and competitively, to figure out how to do the exercise while providing
the motivation to stay on task, paying attention to details, commenting
on language, and practicing their English:


4. (June)
1 Yael:
2 Nahla:
3 Yael:
4 Nahla:
5 Yael:
6 Nahla:


7 Yael:
8 Nahla:
9 Yael:


10 Nahla:


11 Yael:
12 Nahla:
13 Yael:
14 Nahla:
15 Yael:
16 Nahla:


17 Yael:
18 Nahla:
19 Yael:


Let’s do the four [Question 4] one. Let’s do the four one.
[Reads] “Make Mr. Big’s tracks go from the park.”
Park, that’s the park—track?
You don’t know what’s is track?
That’s the park.
Yeah, but we have to draw the tracks. How we draw the
tracks?
I know.
What?
Do like this [she hesitates] . . . What is to draw de tracks?
The track is the—one follow you. I show you [draws animal
tracks].
No, is Mr. Big. What is a track?
I show you. The track is like dis [again draws animal tracks].
That’s a track?
Why you shut my book?
Because I want to. Now let’s do real work. Now.
I do a track. I show you track [she continues to draw animal
tracks]
What is dat?
Dis is a track.
Dat is a track?
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20 Nahla:


21 Yael:


22 Nahla:
23 Yael:
24 Nahla:
25 Yael:


A track on a street [as opposed to a track in the snow from
her basal reader].
A track is dis? Where is the park? First you have to do a
line to the park. Let’s read it again.
OK. “Make Mr. Big’s track go from the car to the park.”
Yeah. A line you have to do.
It does not say line. It says track.
Let’s ask with her [to aide].


The aide has just attempted to tell Yael how to do the exercise that
the girls struggle with in the episode. Earlier (see Example 1) Nahla
had also asked the aide for help. Neither interaction enabled the girls
to do the exercise. Nahla and Yael decide to work in unison and
negotiate which problem to work on (Turn 2). A problem arises over
the word track (Turns 3–6). Yael attempts to answer the question, but
hesitates and asks Nahla to tell her what track means (Turn 9). Nahla,
who has read a story in the basal reader about animal tracks in the
snow, recalls the line from the basal “follow the tracks and you will
know” and defines tracks as “the one you follow” (Turn 10), which
makes no sense to Yaell0 (Turns 11–13). At first Yael is irritated and
closes Nahla’s book (Turns 14–15), but Nahla persists (Turn 16). Then
they decide to reread the instructions, following the classroom norm
(Turn 22). Yael, understanding the gist and remembering that the
aide had said line, interprets track as a line (Turn 23). Nahla, however,
wants to do exactly what the book says, “It does not say line. It says
track” (Turn 24). Finally, Yael appeals to a higher authority (Turn 25).


Example 4, when viewed within the full context of the classroom
norms and practices, illustrates how much the girls have learned over
the months. The girls are using syntax to construct meaning rather
than merely stringing prefabricated chunks together; they can inter-
pret meaning from written symbols; they have acquired such academic
norms as “read the text closely” (Turns 21-24); they have constructed
identities as active and competent students (e.g., they read directions,
stay on task, provide explanations and definitions, solve problems, ask
challenging questions, make arguments, seek help when needed); they
have established relations as teammates (e.g., solve problems together,
talk about themselves as a team, share strategies); and they use Mrs.
Singer’s ideology about the “dignity and value of work” (a phrase used
by Mrs. Singer) as warrants for their own behavior (e.g., Turn 15).


This section has described the way that the ESL children used the
cultural and material resources in the classroom to participate in phon-


10The detail of knowing about Nahla’s previous encounter with the word track, important
for interpreting their discussion, illustrates the importance of participant observation and
longitudinal studies in language acquisition research.
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ics seatwork and in the process constructed their social, academic, and
linguistic competence. Interfactional routines, with their predictable
language and discourse structure, served as models to help them inter-
act, establish social bonds with one another, and display their identities
as competent students. Through their interfactional work with one
another and others, the children elaborated these instructional rou-
tines (and the language needed to enact them) when they used them
for a variety of purposes (e.g., to entertain one another, display compe-
tence, solve problems). The next section describes the sociocultural
significance of the language, skills, and values acquired by these chil-
dren through their participation in phonics seatwork.


CONSTRUCTING SOCIAL RELATIONS, IDENTITIES,
AND IDEOLOGY


Participating in phonics seatwork did more than develop the chil-
drens linguistic competence, it also enabled them to construct social
relations, identities, and ideologies that were appropriate to the social
world of Room 17. Moreover, these social relations, identities, and
ideologies affected the conditions of language development. In this
section, I ground my interpretations with descriptions of broader pat-
terns of behavior than in the last section, patterns that become evident
only after sustained involvement in the classroom and community
culture over long periods.


A number of social relations were negotiated and/or reproduced
during phonics seatwork, including generational, class, gender, and
peer structures. For example, the ESL children negotiated positive
social identities with their peers of the same gender by behaving appro-
priately in the social world of the classroom. These various social
dimensions were the interdependent “webs of significance” (Geertz,
1973, p. 5) woven into a local classroom culture. One could start with
any particular strand and it would be connected with all other strands.
I focus on gender relations because they were so pervasive and weave
in the ideologies, especially those associated with class, and identities
that supported these relations.


The nature of the gender relations constructed in Room 17, through
such practices as seating boys next to girls to control the classroom
behavior, was part of the wider society’s gender socialization that had
been occurring since the children’s birth (see Gal, 1991, for a review
of the literature supporting this assertion). The fact that many children
came from cultures and societies in which gender relations are much
more circumscribed than they are in the U.S. helped to shape such
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practices and the ideology that made them sensible.11 These relations
and the ideologies behind them greatly shaped the strategies the ESL
children used to participate in the classroom culture.


Xavier did not ask his female seatmates to help him figure out what
was going on in class—boys who attempted to become friends of girls
(other than to taunt them) were made fun of by the other boys. The
language that Xavier acquired first was the highly public and sometimes
illicit language that could be heard as the boys shouted out in response
to the teacher’s elicitation (see Bloome & Willett, 1991, for an analysis
of this behavior). Participating in this public language was one way
that he attempted to construct an identity that was acceptable to the
other boys (e.g., the boys reacted positively to his public contributions
by joining in and laughing). The ESL girls never engaged in these
public displays. In fact, there was no evidence that they paid attention to
it. Recordings of the girls’ subvocalization showed that they frequently
repeated what they heard the teacher say but never repeated the illicit
language of the boys.


The seating arrangements, the result of ideologies about gender
and academics (not to mention research), had serious consequences
for the children’s social identities, which in turn fed the ideologies that
were operating. Xavier did not get help from his female seatmates
because it went against classroom and playground norms. Moreover,
he was not allowed to get out of his seat in order to get help from his
bilingual friends—although, even if he could have sought help from
them, he may not have gotten it as the boys typically competed with
one another rather than helped one another. As a result, Xavier had
to rely on adults more frequently than Etham, Yael, and Nahla to
complete the high-status workbook tasks (successful completion of
these tasks contributed to the good student identities that children in
this community worked to achieve).


However, interactions with adults did not provide all that he needed
to become a competent member of the class. Because adults were
outnumbered and because they believed that every child deserved
attention (a pervasive ideological position), they could not spend much
time with each child. As could be seen by contrasting Examples 1 and
4, ESL children rarely got what they needed from single interactions
with adults. Typically, the girls got help from a number of different


11Interviews with the parents, as well as the variety of small details I encountered about the
children’s interactions, dress, and language use, corroborate this view. For example, Nahla
had attended gender-segregated schools in Ramallah, and Etham always ate meals in
gender-segregated settings in Male. In the U.S. Nahla wore clothes that completely covered
her body (except her head) and was always accompanied by her brothers outside of the
classroom or home. I never saw Etham or Nahla speak to the boys in the class.


496 TESOL QUARTERLY







sources before they could successfully complete a workbook task. More-
over, because each girl shared the morsels of information they got on
their own with each other, it appeared as if the girls were independent
workers (a high-status identity in the teacher’s eyes). Xavier, on the
other hand, without alternate sources for help would ask for help from
adults more often. Consequently, he began to gain an identity as a
needy child who could not work independently. This belief was fed
by another belief, explicitly stated by several school personnel, that
children from the barrio were semilingual and that their parents were
unable to help their children academically.


Xavier contested the way that adults positioned him, but he did it
in ways that merely confirmed the adults’ views about him. The ESL
teacher, classroom teacher, and aides worried about Xavier and at-
tempted to give him extra help and assistance. They pulled him out
for extra ESL lessons and attempted to give him ESL workbooks to
use in the classroom instead of the phonics workbooks. These exercises
were not really that different in terms of cognitive and linguistic pro-
cessing, but socially there was a world of difference. An ESL workbook
was a symbol of being an outsider, and a phonics workbook was a
symbol of belonging. Xavier resisted their help by refusing to work
in the ESL workbooks and protesting when sent to the ESL classroom.
He would frequently cry when he returned (which I believe he did
because his absence made it difficult to figure out where in the event
he should be). Being able to perform classroom tasks was important
for establishing his identity as an academic elite with the other boys
and the teacher. For example, the boys would often shout out things
like, “This is easy,” which Xavier would also shout out whenever he
managed to complete a task.


Although the boys in the class accepted Xavier’s performance as
competent (as suggested by his high social position in the sociogram,
interviews with the boys, and observations of playground interaction),
adults did not. Even when Xavier scored a Level 4 (Level 1 is the least
proficient and Level 5, the most proficient) on the Bilingual Syntax
Measure, he was not exited from ESL classes. The teachers said that
he “lacked confidence” and wanted to give him support for a longer
period. The girls were exited with the same score, but by then they
had gained the reputation of being independent workers, who no
longer needed support.


A very different story emerges from the girls than what we see
with Xavier. Etham, Yael, and Nahla could work on their relationship
during class, unlike other girls, because of the research (high-status
activity in an academic community). The very visible friendship they
formed enabled the girls to claim high status in the girls’ social hierar-
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chy. Because of the multicultural ideology of the community (see
Willett, in press, for a detailed analysis of this ideology), being an L2
learner did not automatically relegate the newcomer to an inferior
social position as it does in many other places. Consequently, the girls’
exclusivity was interpreted by the other girls as high-status behavior
rather than as marginal-status behavior (evident in the sociogram,
interviews with children, and such observed incidents as fighting over
who gets to sit next to Etham in the storytime circle).


Being able to work cooperatively enabled the girls to have a variety
of different sources of support that they would not have had working
alone (evident in the examples given earlier). Consequently, they did
not appear to need the help of adults as frequently as Xavier. They
could each call on an adult separately, get plenty of help, share the
information they got, and still appear as if they were working indepen-
dently.


The girls did not have” a public presence in the classroom (a social
fact that could have serious consequences for the girls in the future
according to the results of current studies published by the American
Association of University Women, 1992). They worked quietly in the
back of the room, rarely calling attention to themselves. This was
appropriate behavior for girls and did not affect their social status in
this particular setting. Being quiet enabled them to stay together, and
staying together was one source of their popularity in the class and
their ability to display confident behavior.


When called upon to display their competence, the girls could do
so. One of the reasons they could display competence was that the
routine nature of the tasks and the collaborative nature of their rela-
tionship created the conditions and opportunities needed to learn the
tasks. Moreover, peers and adults alike interpreted the girls’ actions
as competent, though their actions differed from those of the native
speakers. Yael, who had the reputation of being unfocused at the
beginning of the year, appeared focused by the end of the year. With
the help of her friends, she could focus on the workbook’s microtasks
and still be social: Xavier, on the other hand, needed to have a public
presence to gain status with the other boys. Being public, however,
fueled interpretations that made it difficult to participate in classroom
events in a way that gained status in the eyes of the adults. And the
kinds of remedies the adults came up with (e.g., more ESL lessons)
made it difficult for Xavier to display his competence for the other
boys.


The children in Room 17 were not just learning English language
and literacy. They were attempting to become competent members of
the classroom and community culture. For these children acquiring
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English language and literacy was essential for membership, and their
drive to learn was unrelenting. But classroom and community cultures
are complex, and becoming a competent member requires navigating
the competing agendas of its subcultures. At the particular point in
time that I observed the classroom, navigation was more problematic
for Xavier, but he worked as hard as the rest of the children at mas-
tering this social world.


CONCLUSION


This ethnographic report has focused on the ways that three ESL
girls worked together to make sense of the English-medium first-grade
classroom in which they were placed and used that social environment
to participate in phonics seatwork. The girls strategically enacted and
elaborated culturally shaped interaction routines to construct their
social, linguistic, and academic competence (as locally defined). In
the process of appropriating the ways of talking and thinking that
constituted doing phonics seatwork, the girls also constructed desirable
identities, social relations, and ideologies. Their ways and outcomes
of working together, however, were governed by the micropolitics of
the classroom. Contrasting the girls’ experiences with those of the only
ESL boy in the classroom, the study shows how the micropolitics of
gender and class worked to position the boy as a problematic learner
and the girls as successful learners in this particular sociocultural
setting.


The findings of this study also illustrate that using the individual
as the predominant unit of analysis in the study of language acquisition
reveals only part of a very complex story. Moreover, the kinds of
interfactional routines and strategies used to construct relations, identi-
ties, and ideologies in this particular classroom were local, not univer-
sal. Those used in another cultural setting may have very different
consequences. The question we must ask is not which interfactional
routines and strategies are correlated with successful language acquisi-
tion. Rather, we must first ask what meaning routines and strategies
have in the local culture and how they enable learners to construct
positive identities and relations and manage competing agendas. Lan-
guage acquisition requires predictable interactions and strategic
behavior in all settings, but the nature and significance of particular
interfactional routines vary across sociocultural groups. Without under-
standing the rich and dynamic contexts in which they are embedded,
studies of routines and studies will continue to yield inconclusive and
contradictory findings.
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This study investigates the interface of recent macro- and microlevel
changes in Hungary by examining transformations in educational
discourse in the context of history lessons at secondary schools with
English immersion (dual-language, or DL) programs. The macrolevel
changes are linked to sociopolitical transformations in the late 1980s
and the rejection of Soviet-oriented policies and the discourse of
authoritarianism. Parallel microlevel changes have also surfaced in
the innovative English-medium sections of some experimental DL
schools. These changes have come about with the breakdown of a
traditional, very demanding genre of oral assessment known as the
felelés (recitation) and its replacement by short student lectures and
other, more open-ended discussion activities. This ethnographic
study explores the discursive constitution of English-medium class-
rooms and the socialization of students attending one progressive
Eastern European secondary school into the use of a foreign language
to discuss historical material. The research provides a contextualized
analysis of classroom discourse practices by examining some of the
sociocultural, linguistic, and academic knowledge structures that are
integral to and instilled within one curricular area and school system
in the wake of political and educational reform.


D espite the great popularity of foreign language (FL) immersion1]


education as well as the controversies that often surround it (such
1 Immersion  in  this  paper  refers  to  FL-medium  programs  designed  for  majority-language  stu- 
dents (e.g., Hungarian students learning content through English in Hungary or an-
glophones learning through the medium of French in Canada), not minority-language stu-
dents (e.g., Spanish-speaking students learning through English in the U.S.). In the
Hungarian model, the FL immersion approach is known as dual-language schooling. In the
U.S., content instruction involving a combination of minority students’ L1 and L2—usually
as a transition to English-medium instruction—is more closely associated with the term


enjoys a more positive connotation than it does in the U.S., and it has received strong
federal support. Technically, bilingual education suggests a curriculum with fewer courses
taught in the FL than in immersion (although there are many varieties of the latter; see
Genesee, 1987).


bilingual education, whereas education for minority children without L1 support amount to
submersion (or subtractive as opposed to additive bilingualism). In Canada, bilingual education
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as charges of elitism, imperialism, or ineffectiveness at producing na-
tivelike FL speakers), surprisingly few studies employing ethnographic
or other field-based qualitative approaches have examined oral prac-
tices within immersion classrooms or considered how these relate to
broader sociopolitical and cultural contexts. But traditional approaches
to educational research, including experimental designs and quanti-
tative dependent measures of linguistic and academic development,
although often necessary, cannot adequately examine many of the
complexities of language acquisition, socialization, and use inside sec-
ondary school classrooms (see reviews by Chaudron, 1988; Genesee,
1987). Nor do most studies claim to do so. Product-oriented FL immer-
sion research, normally concerned with psychological and linguistic
outcomes, such as measures of proficiency, cognitive development,
and academic performance relative to normative groups, tends not to
elaborate on the sociocultural, political, and historical processes that
function either inside or beyond the walls of classrooms or manifesta-
tions of these in classroom discourse. Even the process-product tradi-
tion in classroom research that supplements pre- and posttesting with
rigorous real-time classroom observation coding schemes for interac-
tion analysis (e.g., Communicative Orientation of Language Teach-
ing—COLT—used by Harley, Allen, Cummins, & Swain, 1990; Spada,
1990; see also Chaudron, 1991) tends to overlook the dynamic, contin-
gent, sequential nature of discourse and its constitutive properties or
how specific discourse patterns relate to learning outcomes (Spada,
1994). The sociocultural meanings of discourse, the contexts in which
it arises, and the contexts that it serves to create (Duranti & Goodwin,
1992) have consequently been largely neglected, as has an examination
of sociolinguistic features of the talk itself (Cazden, 1986; Ellis, 1990;
McLaughlin, 1985; Tarone & Swain, 1995). Genesee ( 1987) some years
ago identified this omission in immersion research, remarking that
“there is a dearth of research on the precise nature of language use
by teachers and students in immersion classes” (p. 192).2


2This is not to suggest, however, that studies of sociolinguistic aspects of proficiency in
immersion contexts have not been undertaken. Lyster (1994), Swain (1985), and Swain
and Lapkin (1990), for example, have carefully examined French and English immersion
students’ performance on a wide range of oral and written test tasks (e.g., writing a note
to peers vs. a formal letter; simulated job interviews), with the express goal of analyzing
the development of sociolinguistic skills. Their performance, then, is usually compared
with baseline data from peer-age native speakers of the target language or nonnative
speakers who have gone through a different model of schooling (e.g., early vs. late immersion
or nonimmersion with FL courses). The studies analyze students’ use of FL polite forms,
such as honorific pronouns (e. g., French vous,), conditionals, and so on, with results presented
as scores. As it is their aim to pinpoint students’ knowledge of sociolinguisticalIy appropriate
FL usage when the target structures or tasks may not in fact occur in the immersion
classroom (see Swain, 1985), these researchers have in the past been less interested in
examining everyday classroom discourse (but see Tarone & Swain, 1995).
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QUALITATIVE APPROACHES TO RESEARCH ON
FL EDUCATION


This article therefore takes a qualitative approach to analyzing lan-
guage use in English-medium content classrooms. I first introduce the
underpinnings of this approach and outline the goals of the study,
the context, and the research methodology. I then contrast old (or
standard) and new approaches to classroom instruction in certain Hun-
garian-English (late immersion) secondary schools by juxtaposing two
speech events: the Hungarian recitation
with Hungarian-medium history lessons, and student lectures, found
in English-medium ones. However, the primary focus here is the struc-
ture and participation patterns of the events conducted in English. I
conclude by relating these microobservations to the broader sociopoliti-
cal context.


To begin, I briefly explain the terms ethnography, language socializa-
tion, and discourse as they are used here. Ethnography is just one of a
variety of qualitative methods used to study educational issues that
are not easily addressed by experimental or other types of quantitative
research. Representing a range of possible techniques, levels of analy-
sis, and domains of inquiry, ethnography offers a holistic, grounded,
and participant-informed perspective of schooling, either in general
terms or with respect to particular activities, through what Geertz
(1973) calls a thick description of cultural contexts (Atkinson, Delamont,
& Hammersley, 1988; Fetterman, 1989; Hammersley & Atkinson,
1995; Heath, 1983; Hymes, 1964; Jacob, 1987; Johnson, 1992; Le-
Compte & Preissle, 1993; van Lier, 1988; Watson-Gegeo, 1988; Wilcox,
1982). In classroom research examining discourse processes, this ap-
proach is variously referred to as anthropological, discourse-analytic,
constitutive-ethnographic, microethnographic, or sociolinguistic, al-
though these terms mean different things to different researchers (see
Atkinson et al., 1988; Cazden, 1986; Fetterman, 1984; Green & Wallat,
1981; Long, 1980; Mehan, 1979; Romaine, 1984). What they share is
a context-rich interpretive orientation to studying social action.


Some ethnographies go well beyond local contextual factors and
make connections between national sociopolitical/cultural agendas, at-
titudes, and historical changes (i.e., macrolevel phenomena) and dis-
course within schools (more microlevel phenomena) (Marcus, 1986).
For example, Cleghorn and Genesee’s (1984) 1-year study focused
on interactions among anglophone and francophone teachers in a
Montreal school with both early French-immersion and regular En-
glish-stream programs at a time of rather acute provincial political/
linguistic tensions and misgivings. Participant observation revealed
that, ironically—and indeed contrary to the publicized objectives of


associated
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immersion to foster harmony, understanding, and bilingualism across
Canada’s largest linguistic communities—the teachers from the two
ethnolinguistic groups avoided contact with one another, resented each
other’s presence, and resorted to English, the dominant language of
the country but not of that province, in cross-group discussions. Cana-
garajah’s (1993) study, also 1 year in duration, focused on an EFL
course for Tamil 1st-year arts and humanities majors at a university
in a war-torn region of Sri Lanka. Embracing a critical theoretical/
pedagogical perspective, the study examined the sometimes conflicting
attitudes and behaviors vis-à-vis the learning of English displayed by
the cohort of students, whom Canagarajah, their EFL teacher, charac-
terized as a socially, economically, and linguistically marginalized
group living in the erstwhile British colony.


The second concept, language socialization, refers to the lifelong pro-
cess by means of which individuals—typically novices—are inducted
into specific domains of knowledge, beliefs, affect, roles, identities,
and social representations, which they access and construct through
language practices and social interaction (Ochs, 1991; Poole, 1992;
Schieffelin & Ochs, 1986a, 1986b). The participation of more compe-
tent members of the culture is central to the socialization process,
although there are also bidirectional effects; novices convey a sense
of their needs, wants, and existing competencies to experts, and thus
teachers can also learn from their students, and parents from their
children (Jacoby & Gonzales, 1991; Ochs, 1988, 1990, 1991). One of
the goals of language socialization research in Schieffelin and Ochs’s
(1986a) work with young members of different cultures, for example,
has been “the linking of microanalytic analyses of children’s discourse
to more general ethnographic accounts of cultural beliefs and practices
of the families, social groups, or communities into which children are
socialized” (p. 168). A productive line of educational research (usually
ethnographic) has examined socialization practices in first and second
languages and cultures, in the context of literacy or other kinds of
speech activities at home, in the playground, on the street, at school
or at work (e.g., Crago, Annahatak, & Ningiuruvik, 1993; Edelsky,
1986; Guthrie, 1985; Harklau, 1994; Heath, 1983, 1993; Hornberger,
1994; Moll & Diaz, 1985; Ochs & Schieffelin, 1984; Poole, 1990).


Finally, discourse typically refers to elements of an oral or written
language system used for communicative purposes in particular socio-
cultural contexts. Discourse analysis, then, deals with such things as
linguistic structures, forms, and conventions operating across clauses,
sentences, or utterances—plus, in some contemporary critical/cultural
accounts, their underlying epistemic or ideological systems (e.g., Fair-
clough, 1992; Pennycook, 1994). (See Atkinson & Heritage, 1984;
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Brown & Yule, 1983; Cook, 1989; Coulthard, 1985; Duranti & Good-
win, 1992; Gumperz, 1982; Halliday & Hasan, 1989; Hatch, 1992;
Levinson, 1983; McCarthy, 1991; McCarthy & Carter, 1994; Mehan,
1979; Stubbs, 1983.)


THE PRESENT STUDY: CONTEXT, PURPOSE,
AND METHODS


In the mid-1980s, educational reforms in Hungary granted schools
more autonomy from the state, and within just a few years up to 30
dual-language (DL) programs with an assortment of Western lan-
guages had been established with support from the Ministry of Educa-
tion (Duff, in press-b). The programs have the allure of offering
proficiency in a language associated with international business/eco-
nomics, science, technology, and other disciplines, which students aim
to study at university. In a 4-year Hungarian-English DL program,
the normal length of academic high schools (Grades 9– 12), students
who have demonstrated adequate EFL ability in oral interviews (from
EFL at primary school and/or private tutorials) begin English-medium
academic course work immediately. In a 5-year program, prior knowl-
edge of English is not necessary, and an intensive preparatory year
of communicative EFL training (called a zero year) precedes the 4-year
academic curriculum. To enjoy official DL status, the schools must
teach at least three of five matriculation subjects—history, mathemat-
ics, geography, physics, and biology—in English. As the programs are
publicly funded, all Hungarian students may apply for admission,
but enrollment is ultimately determined by scores on a competitive
entrance examination (Duff, in press-b).


The establishment of these schools nearly a decade ago symbolized
a greater alignment with Western Europe. Yet until the late 1980s,
the Hungarian government still promoted Soviet-influenced policies
and the teaching of Russian as the chief FL of Hungarians, to their
perpetual consternation. Then major reforms swept over the countries
in Eastern Europe in 1989, marked by the fall of communism that
year and political independence shortly thereafter (e.g., Banac, 1992;
Brown, 1991; Echikson, 1990; Garton Ash, 1989, 1990; Gwertzman
& Kaufman, 1991; Kuran, 1992). In the same period, EFL programs
mushroomed in schools, universities, and other institutions, and the
number of international EFL (and content) teachers recruited through
such organizations as the U.S. Information Service, the British Council,
the Soros Foundation, and the U.S. Peace Corps surged in response
to the growing demand for EFL instruction and the end of linguistic
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isolation in Hungary.3  Thousands of Hungarian teachers of Russian
were then retrained for the EFL profession as policies changed and
Russian became an optional subject. Financial assistance poured in
from the World Bank and other funding and development sources to
support—and thereby exert a certain amount of control over—FL
education and related teacher-training efforts (Medgyes, 1993).


RESEARCH METHODS


Given the paucity of ethnographic studies in FL programs elsewhere
and of studies of classroom discourse in immersion programs, it is
not surprising that none had been conducted in Eastern European
English-immersion programs prior to the one described here. To gain
insights into the processes and problems of juxtaposing existing and
new (or at least newly legitimized) ideologies, languages, and assess-
ment procedures in the schools, my fieldwork in 1991–1992 sought
to uncover and interpret implicit (if changing) classroom norms and
practices rooted in the local academic culture and to explore language
socialization in this unique context. Earlier I had been involved in
an evaluation of three Hungarian-English DL programs in different
regions of the country (Duff, 1991) and had examined measures of
EFL development and multiple perspectives on the efficacy of the new
programs. 4 By the 2nd year of the project (1990–1991), two research
questions of a sociolinguistic nature that had emerged from my initial
observations begged further investigation:


1. Was instructional discourse in English-medium history classes dif-
ferent from Hungarian-medium non-DL classes and, if so, what
might account for this?


2. What parallels existed between microlevel discursive changes (or
differences) in these lessons and changes taking place countrywide?


In 1991 I attended history classes in the Hungarian non-DL section
of two schools,5  most of which were videotaped. I chose history because


3Prior to that time, EFL had been a second FL (after Russian) for a relatively small number
of students; Medgyes (1993) reports that even in 1988–1989, “only 3 percent of primary-
school pupils (6–14 years) and less than 20 percent of secondary-school pupils (15–18 years)
were taught English, the most popular foreign language” (p. 25). Hungarian, a non-Indo-
European language, is understood and spoken by few non-Hungarians in other countries.


4For that purpose, I collected data by means of tests, observations, interviews with partici-
pants, and questionnaires, with Hungarian support from the Ministry of Education, national
pedagogical institutes, and schools, and on the North American side from the Language
Resource Program at the University of California, Los Angeles, and the U.S. Information
Agency (Duff, 1991).


5Two of the three schools in the study had both DL and non-DL streams whereas the third
school had only the former.
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it is a very popular and important subject in the Hungarian curriculum
that lends itself well to richly textured discursive activity and analysis;
furthermore, history deals with issues related to change. The teachers
and students were informed that I was conducting a descriptive study
of classroom communication in both DL and non-DL history lessons.
In the DL sections, I observed 43 hours of history lessons (1989–1991)
taught by nine instructors, all of whom were Hungarian nationals.6


Six of these teachers’ lessons were videotaped in the spring and fall
of 1991, for a total of 36 hours of recordings. As I was not evaluating
the lessons in these classrooms, the teachers did not usually solicit my
feedback or suggestions in relation to their lessons, their teaching
methods, or their language use, nor did I offer it. However, after
class or when the teachers were free, they graciously entertained my
questions about content, materials, or events that had transpired in
class. A number of teachers also viewed tapes of themselves with
me, using a hand-held minimonitor. Time was always at a premium,
though, as Hungarian teachers had heavy teaching loads at school—
and DL teachers had the added burden of preparing materials and
lessons in English; many also held other jobs after school and had
family responsibilities. After preparing and verifying complete lesson
transcripts in the summer and fall of 1991 (see below), I selected
speech events involving segments of extended student talk for closer
analysis. I also consulted with students and other teachers (Hungarian
and international) at several schools.


The analysis for this paper is based on DL classes in a city called
Nagyváros (a pseudonym). Established in 1987, the Nagyváros school
housed a non-DL section as well as one of the original 5-year DL
programs designed for EFL. It enjoyed some of the best resources—
teachers, materials, and equipment—and provided English-medium
instruction in all five content areas. The DL section benefited from
international support of various types, had a number of expatriate
EFL and content teachers, and (originally) received funding from the
Ministry of Education. The DL headmaster was extremely helpful and
supportive of my presence and work at that school, and we frequently
discussed issues of common interest related to language education,
acquisition, and testing.


A spacious, bright, modern two-story facility, the school was situated
in a suburb of a large city to which students and teachers commuted
long distances daily. History classrooms were on the second floor.
Windows on the left side of the room (where my video camera was


approximately equal number of lessons in other subject areas, including physics, biology,


6In addition to these observations of history lessons, I observed and audio recorded an


mathematics, EFL, and geography, but these data were not used in the present analysis.
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positioned) overlooked a tree-lined street in a residential neighbor-
hood, with another secondary school, colorfully painted houses, and
a park nearby. The windows were usually open, letting in fresh air
and the sounds of birds, passing trucks, cars, and other maintenance
equipment. Students sat in three or four rows of small, movable tables
that stretched, end to end, across the width of the room. Posters and
plants decorated the classrooms, and a big blackboard hung on the
front wall. Beside it was often hung a large map of the region to be
discussed in the lesson.


The most experienced English-medium history teacher at this school
was Kati Kovács (a pseudonym). A Hungarian woman in her late 20s
with a passion for history, Kati had comajored in that subject and
English at a key Hungarian university. Katis students from different
classes considered her (whom they addressed as
be the best history teacher at the school and, in their judgment, one
whose English and teaching methods were improving every year. Kati’s
English pronunciation was somewhat accented, influenced by Hungar-
ian first-syllable word stress, intonation contours, and vowels, and she
had spent only a matter of weeks in any English-speaking country;
that being the case, her EFL was quite remarkable. Kati agreed to
participate in this study, and we often chatted about teaching methods,
history, and other matters. I visited her classes on and off over 3
academic years ( 1989–1992), with most visits concentrated during the
last months of the 2nd year and the 1st months of the 3rd. Scheduling
observations was neither straightforward nor regular, owing to some-
times unpredictable changes in the teacher’s or students’ timetables
and my own responsibilities elsewhere.7  As is customary in Hungary,
many of Kati’s students studied with her for several years through the
4-year history curriculum, and the students knew one another very
well from their studies, travel, and other activities. At the end of 2
academic years (1992, 1993), I attended oral matriculation exams,
including history, with the graduating cohorts and teachers at that
school.8


I examined 16 hours of videotapes from three of Kati’s 2nd- and
3rd-year classes (i.e., Grades 10 and 11 in North America, excluding
the DL zero year). Each class had up to 18 students—about half the
number found in most non-DL classes—all Hungarians between 16


 Teacher) to


7I resided in Hungary in 1990 and 1991 for about half a year each time in addition to
shorter visits from 1989 to 1993. Besides visiting Nagyváros, I spent time at other institutions
in the same city and in other regions of the country.


8These exams are administered by a panel of teachers in the presence of an officiating
external chairperson, usually from a university. Five students sit in the examination room
and are examined individually in each subject. In the DL programs students indicate the
language in which they wish to be tested for their matriculation subjects.
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and 18 years of age. Nearly a dozen of Kati’s students volunteered to
be my part-time research assistants, helping with transcription, transla-
tion, verification, and interpretation, especially during their summer
vacation; in this way, we became quite familiar over time.9  I also inter-
viewed several of her other students from time to time in conjunction
with my longitudinal study of second language acquisition (SLA) (in-
volving roughly 70 students across schools and grades). For this same
purpose, once or twice a year all the students wrote EFL essays on
such topics as their school, the advantages and disadvantages of DL
education, societal change, and their views of different. teaching
methods.


ANALYSIS


A “funneling” methodological process (Jacob, 1987) proceeds from
general observations of schools and lessons to a more focused sociolin-
guistic study of speech events (Watson-Gegeo, 1988). The selection of
a specific speech event or activity (or task) as a unit of analysis rather
than an entire lesson comprising numerous events is common among
scholars in linguistic anthropology (e.g., Duranti, 1985; Hall, 1993;
Hymes, 1974), comparative cognition (e.g., Cole, 1985; Wertsch, 1985),
and SLA/pedagogy (e.g., Crookes & Gass, 1993). An activity, in this
sense, is simply a way of framing culturally organized behavior in
order to consider what is being done, how it is being done, and what
it entails and signifies (Duranti & Goodwin, 1992; Leont’ev, 1981;
Ochs, 1988; Smith, 1990; Tharp & Gallimore, 1988; van Lier, 1988).
Focusing on one activity (whether an oral proficiency interview, an
academic advising session, or a student’s oral presentation) permits
the reconstruction of well-bounded discursive events and facilitates
comparisons across contexts (classes, schools, cultures).


My analysis concerns two types of speech events. The baseline event
was the Hungarian-medium recitation (felelés, conducted primarily in
non-DL classes), which, as noted earlier, was missing from most En-
glish-medium classes. In its place were student presentations or lectures


(for which I trained them) and translating, the teamwork involved, and because they were


9This idea originated with Shirley Brice Heath, who also engaged young people in data
collection and analysis in a large study of youth organizations (Heath, 1993). Students were
keen to participate in my study because of the experience they gained from transcribing


all especially interested in history and preparing the transcripts allowed them to review
course material meticulously. Furthermore, many of them transcribed their own lessons,
which was a tremendous advantage because they knew the voices of students, the content
covered, special terminology, and so on. Students were recommended by their homeroom
teacher and Kati, and a few other capable students asked to join the project when they
heard about it. Each assistant was given a stipend for this work.
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(kisel adás) and other activities. The student lectures represented an
emergent genre of public speaking in the Hungarian context, less
commonly used than the felelés and ostensibly less formal as well (see
Duff, in press-a, for other teachers’ approaches). These talks were
addressed either to the whole class or to small groups of 4–6 students.
Students in groups, for example, might share information from jigsaw
reading activities using photocopied content-related materials or per-
form other tasks together using maps, textbooks, and assigned ques-
tions. I examined 9 class-fronted and 12 group-directed presentations10


from lessons in April, June, and November 1991, which were represen-
tative of discourse practices in Kati’s classes. In addition to these oral
presentations, information from interviews, essays, and other observa-
tions at schools helped me interpret classroom speech events from the
participants’ (insider, or emit) perspectives as well as from my own
perspective as an analyst. I then related structural microobservations
back to larger sociocultural phenomena (i.e., the wide end of the
funnel).


THE BASELINE SPEECH EVENT:
THE HUNGARIAN RECITATION


A typical 45-minute history lesson in a regular Hungarian academic
secondary school (gimnázium) follows the sequence of events shown in
Figure 1. During the brief period before or between lessons, students
prepare for their next lesson, reviewing their notes and consulting
with one another. Teachers, meanwhile, may take the opportunity to
drink espresso coffee, smoke, and chat in a public sitting area outside
the staff room and main office. When the teacher arrives for a lesson,
the class stands up and the monitor (hetes) announces the number of
absent students. Students then take their seats, and written assignments
or tests (if any) may be returned to them and discussed. Following
this, one or more recitations (felelés) generally take place. This originally
Prussian (Herbartian) practice is the most common form of assessment
and rehearsed public speaking in Hungarian classes from the primary
level right through to university. The recitation is a spontaneous,
graded, but personalized oral quiz or report (or, at times, Socratic
dialogue) that occurs daily in nearly every lesson, although students
do not know when their turn will come. The ritualized event serves
many functions, such as enforcing school discipline, ensuring daily


characterize and contrast traditional and immersion lessons in greater detail (Duff, 1993;
in press-a).


10Elsewhere I compare history lessons taught by eight teachers at the three schools and
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FIGURE 1
History Lesson Structure in Hungarian Classrooms


1. Prelesson activity
2. Teacher enters
3. Students standa


4.  Hetes (monitor) reportsa


5. Students sit down
6. Discussion (assignments, etc.)
7.  Felelés (one or more recitations)a


8. New lesson (may include DL student lecture)a


9. Homework assigned
10. Teacher thanks and dismisses class


aPoints where DL lessons may diverge from non-DL lessons.


review of lessons, and preparing students for public speaking, as re-
quired on oral national (high school) matriculation and university en-
trance examinations (Alexander, 1918; Dunkel, 1969; see Duff, 1993,
in press-a). For the felelés, a student must provide a formal summary
of particular aspects or themes from the previous lesson(s) while facing
the teacher at the front of the class. Following a period of extended
speech by the student and questioning by the teacher, the teacher
announces a grade for the performance, ranging from a low of
1 to a high of 5 (the usual grading scale; see examples in Duff, in
press-a).11


When the recitation is over, some 5–20 minutes later, depending
on the number of recitations and their quality, the teacher introduces
the topic of the new lesson, which becomes the focus for the remainder
of the class. Instruction generally ensues in teacher-fronted lecture
format with initiation-reply-evaluation sequences of questions and
feedback (Mehan, 1979). Teachers’ historical accounts can be very
lively and sometimes interactive, conveying a great deal of information
and narrative. During teachers’ lectures, students take careful notes
because reference materials are often lacking, photocopy facilities are
not widely available, history textbooks are now obsolete—albeit still
used—and recitations in the next period as well as future exams are
based on their recollection of this content. Finally, at the end of the
lesson, the teacher assigns homework, consisting primarily of required


11Eastern European students apparently do not find this public disclosure of grades the
least bit unusual and, because a cohort studies, socializes, and travels as a cohesive group
throughout their years at a particular school, the students reported that anticipating and
participating in the activity is more worrisome than having their grades made public.
Furthermore, most students can estimate quite accurately what their grades or those of
their classmates are likely to be on a given recitation, on other assignments, or at the end
of term for cumulative work.
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readings from each year’s textbook (a soft-cover, monochromatic Hun-
garian publication made with low-grade paper and binding; the En-
glish versions are translations of the Hungarian ones and contain
numerous typographical and translation errors). Other class-related
announcements are made, the teacher thanks the class for their atten-
tion, and students leave. At the end of the sixth or last period of the
day (at about 2 p.m.), students put their chairs on top of their desks
or tables to assist the custodians with cleaning. They then have lunch
if they have not already done so, attend extracurricular activities or
extra classes, or return home.


CLASSROOM PRACTICES IN TRANSITION


The discussion here is confined to several aspects of interaction
associated with, or occurring in lieu of, the recitation (felelés). Events
footnoted in Figure I tended not to occur in the English DL content
lessons in my study, or at least not in the same way as in non-DL ones.
The felelés was very closely linked to Hungarian-medium (non-DL)
instruction, which even some of its enthusiastic proponents considered
stressful but nonetheless necessary. Recitations in the DL lessons, if
present at all, also differed in various ways from conventional practice,
with more opportunities for negotiation between teachers and students
about whose turn it was, whether students should stand or remain
seated, and so on (Duff, in press-a). By and large, though, the daily
recitation period had been rejected by most of the history teachers in
the DL programs I observed, including Kati and teachers in other
subject areas, who said they favored a more democratic approach to
instruction. By this they meant a preference for open discussion in class
(not always teacher fronted), with different participant configurations,
roles, and materials, plus more written assessments. Kati claimed that
her own experiences in interactive EFL classes at university had tem-
pered her practices, convincing her that the recitation—which she had
used in her early years of teaching—was too nerve-wracking, rigid,
and time consuming. Another teacher at a different DL program
expressed a similar viewpoint:


We are a bit of a liberal school in this respect and we are changing, I’m
really against all these rigid disciplines . . . . So first in my previous school
first I had to FIGHT when I rearranged the desks in a circle—when I sat
among students. When I decided not to [say] “stand up please” for each
felelet-felelés, but “keep sitting and can’t we discuss it.” . . . About felelés, I
think it’s a very rigid thing to make somebody, to sit somebody in front of
the class, I don’t like it, to [have a student] come out, and answer my
questions very fast, and it’s something like an inquisition. But felelés is,
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unfortunately, in . . . most of the traditional schools is oral, mostly oral.
(Interview with Kisváros history teacher, 1991)


On the whole, the DL students I interviewed clearly disliked recita-
tions—which they still encountered in their Hungarian language and
literature class as well as in chemistry class—although they sometimes
acknowledged their utility in the grand scheme of Hungarian educa-
tion. For example, a small minority of students, particularly gregarious
high achievers, said that they actually enjoyed the felelés, and some less
motivated students conceded that without it they might not study hard
or might be tempted to cheat on written quizzes. Once exposed to
other classroom discursive activities and approaches to assessment (e.g.,
written tests, essays), however, students associated recitations with au-
thoritarian practices of non-DL primary or secondary schools. These
sentiments were voiced by Nagyváros students, especially when they
felt relatively confident that their academic success was not in jeopardy:


When you have to learn new material, then in the next lesson, in the first
10–15 minutes someone from the class or from the group has to—to talk
about the material. And—no one likes it. It’s terrible. We get a mark for
this and uh everyone is afraid of it. (Interview with 2nd-year student, 1991)


Elsewhere I have conceptualized the felelés as a microcosm of social
and educational changes taking place inside and outside of schools
(e.g., Duff, 1993, in press-a). A historically and culturally rooted phe-
nomenon and vehicle for Hungarian language socialization, it is an
activity that has been affected by systemic changes and has, in turn,
affected evolving educational discourse.


STUDENT LECTURES: ASSIGNMENT,
ORGANIZATION, AND INTERVENTIONS


Instead of traditional recitation, teachers fostered Nagyváros stu-
dents’ understandings and assessed them informally through question-
answer exchanges, pair and small-group work (which I had not ob-
served in the larger non-DL classes), and discussions. The speech event
most comparable to the felelés was a prepared, often scripted English
presentation called a student lecture 5–15 minutes in length. Despite
some similarities with the recitation (i.e., extended oral discourse pro-
duced by a student on an academic topic), the English lectures did not
appear to be as taxing or as frequent an activity for students (see
Figure 2). But as a relatively new activity, the procedures, student
roles, and responsibilities were still being negotiated, and this revealed
some of the ambiguities of the changing discourse practices at schools.
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FIGURE 2
Hungarian Felelés Versus English Student Lecture


Felelés Lecture
(5-15 min.; Hungarian language) (5-15 min.; English language)


● Occurs nearly every lesson ● Occurs less frequently; complemented by
other speech activities


● Obligatory; teacher chooses topic/student ● Voluntary; students choose topic
● Reference resources predetermined ● Students can choose reference materials
● Examination; graded ● Informally assessed; not seen as exami-


nation
● No written props allowed; all books ● Written notes allowed; teacher sitting;


closed; teacher/student standing at front student standing at front
● Audience silent unless called upon by ● Audience may actively initiate questions,


teacher comments
● Fluency, academic register, and content ● Coverage of content important; some


mastery essential note-taking by class; starting point for
discussion


Unlike recitations, Nagyváros student lectures were assigned on a
voluntary basis, and students had several days or weeks to prepare.
Example 1 illustrates the distribution of topics during a 3rd-year unit
on the Russian Revolution—a dominant theme in the curriculum
whose facts and interpretations were themselves being reassessed at
the time, just as statues of former Soviet leaders were being hauled
away from prominent public locations and revolutionary street names
were crossed out and replaced with their original Hungarian ones. In
the following excerpts, student presenters are given pseudonyms,
other students are referred to by their initials, and Kati is the teacher.
(See the Appendix for transcription conventions.)


1. Kati:


Gabi:
Kati:


S:


Gabi:
Kati:
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Okay. Now I would like sev- I - I - mean that would be very
nice of - you if several people - could volunteer to give short
talks on different topics - I’ve got a - long list of topics - you
[could take
[Could you list them?
First of all I need somebody to talk about the Be- Brest - Litov -
Peace - Treaty
[Jézusom! ((“Jesus!,” referring to the difficult name of the
treaty))
[Be:
Best- Brest - Litovsk Peace Treaty. A: - I need:: (0.4) four of
you to talk about people like - Trotsky, Kamenjev, Zinovjev
and Bukharin, (0.3) a:nd who else: (0.3) one more - for - and -
oh yeah, that is not - I mean - these: should - or might come
on Wednesday ((2 days later)), and I need somebody for Mon-
day ((1 week later)), who could talk about the:: Stalinist: - what
they call - call it purges - [the Stalinist
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Gabi:
Kati:


Gabi:
Kati:
Gabi:
Kati:
Gabi:
Kati:


István:
Kati:


Vera:


[Mi az. ((“What’s that?”))
Purges means: - persecution of people - so how (x) how Stalin
arrested people - sent [them to labor camps and so on.
[And when - when do you need the (xxx)
Sorry?
The peace treaty. When do you need it.
The peace treaty will come - Wednesday.
And will you give the material, or? =
= I- I can give - each of you material. Perhaps not - NOW,
but today. Okay. Gabi? You would like the peace treaty. Okay.
Bes- Brest Litovskij . . . .
Okay! A?
I’d like a person.
A person. Ah: Trotsky? ((signal of approval from István)) Okay
Trotsky. Vera?
For Monday - something


Unlike in the felelés, students were not assigned topics but chose
them according to a number of factors: the nature of the topic (e.g.,
person, place, event), the due date, the scope of the topic, and others’
preferences. Access to interesting source materials on loan from Kati
or the school library, which were often unavailable to them otherwise,
also motivated students to volunteer for lectures. Whereas in the felelés
students were not normally at liberty to consult just any reference
materials but were usually restricted to their textbook and class notes,
for lectures students could bring in any pertinent materials. Thus,
control over information sources was somewhat relaxed from what
had been customary (especially pre-1989). Perhaps because of this,
and because the lecturers were not expected to memorize their texts,
students tended to write out their lecture notes in advance (sometimes
borrowing heavily from their source materials) and referred to them
when presenting (see Duff, in press-a, for examples). The teacher and
students in the audience also helped contextualized and frame the talk,
establishing its relationship to preceding or following topics and its
overall relevance. Utterances flagged with arrows in the following ex-
ample illustrate this process:


2. Kati: A::nd on: - decree on peace - Gabi (1.2) can give a lecture.
Gabi: Right now?
Kati: Right now.


(9.8) ((Gabi comes up to front))
And perhaps: - for that - you ((to class)) might as well open the
Atlas.
(1.6)
[Okay?


S: [(xxx)
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Gabi: It’s on - 49. Page 49. ((in student atlas))
(3.9)


Kati: 49?
S:
Gabi:   I(’ll) write it on the board.
S: ((giggling)) Jaj, ez az ami kimondhatatlan! ((Oh, this is the one that’s


impossible to pronounce!))
Kati:   41! ((correction about page number)) . . .
Kati: OK. So - you might as well start - by:: locating Brest-Litovsk - on


the map.
Gabi:   [It’s on the border of Germany a:nd Russia (0.3) Today Poland


a::nd Russia.
S: [What are you going to talk about.
SSS:    ((giggling, because of name perhaps)) Treaty of Brest-Litovsk.
Gabi:    ((points to name she has written on board))
Kati:  So actual - how: the:: decree on peace was actually: - put in(to)


practice.


 ((What are you going to talk about Gabi?))


Turn by turn, then, lecturers and their audience determined how
much information to include and from what source and how to link
talk and maps; the past and present; details and overriding themes;
events (e. g., treaties) and their implementation, consequences, and
critical evaluation. The next example, beginning where the previous
one left off and lasting more than 6 minutes, illustrates how a lecture
might be organized (see Figure 3).


3. Opening
(5.4) So: - ah (.8) the: Germans expressed - their demands ah - in the
peace treaty, (0.4) I’m going to talk about first what happened before the
treaty.
Body of text
(2.6) Yes. So German demands - ah - would have - included - ah -26
percent - this is - you don’t have to write that down - would have included
26 percent of Russia’s - population, a::nd 27 - percent of farm land,
and seventy fo - four uh percent of iron and coal - mines and areas,
and these demands - ah were opposed by Trotsky, the Commissar of
Foreign - a - Affairs, and also the Left Communists - led by Buk -
Bukharin I can- ((starts writing BUKHARIN on board, 10.8 sec.)) a::nd -
ah - Bukharin wanted a revolutionary war against Germany, (0.4) but
his revolutionary idea was opposed by - Lenin, (1.2) because Lenin
realized that further fights - in: such a condition as: - in such a - situation
that Russia is in, would lead to further - defeats . . . . ((several minutes))
Closing remarks
A:nd the results of this treaty were that it - created a revolutionary -
attitude in Russia, a::nd - this - they - wanted to - to - ah establish a new
army from the ruins of the old one, ah - to concentrate - all forces
against Germany, but - this idea was opposed by:: Lenin - mainly, and
his supporter - ((coughs)) supporters because -he said that - Russia
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FIGURE 3
Structural Properties of Student Lectures


1. Prefecture
a. Call for volunteers, topics, activity specifications prior to lesson
b. Discussion leading up to student topic during lesson of actual presentation
c. Statement of lecture topic and identification of presenter
d. Negotiation about placement or order of lecture(s) in lesson
e. Specification of audience design or role
f. Specification of lecture procedures, including note-taking, position of student, use


of equipment or other materials
2. Lecture


a. Openings
b. Body
c. Interventions (by student or teacher) related to manner of presentation, language,


and content
d. Closings


3. Postlecture
a. End of lecture is signaled (e.g., by student)
b. Teacher thanks student
c. Teacher and/or students comment on lecture
d. Teacher asks questions or elicits further comments related to lecture
e. Lesson continues


needed a breathing - space - lélegzetvételnyi id ((“breathing space”)) - a: nd
Lenin also - moved the:: capital of Russia from Petrograd to Moscow
because - Petrograd was too close to: the border, and it was -endangered.
((Gabi puts paper down and moves slightly away from desk.))


In this lecture, Gabi referred to her notes from time to time but
appeared to be paraphrasing rather than reciting a memorized text
or reading a written one. She instructed her classmates as to what facts
were relatively minor, wrote on the board when it seemed appropriate,
and provided Hungarian translations of phrases (breathing space) that
might be unfamiliar. Seen in this light, the lecture seemed to serve as
a locus for the apprenticeship of EFL history teachers as well as history
scholars. Kati, meanwhile, sat on a desk among students near the back,
interjecting comments from time to time. In contrast, in traditional
recitations the student and teacher both stand at the front.


For a felelés, the teacher poses a question to be answered at some
length, and the reciting student should speak in a quick, confident,
unfaltering manner until the teacher, in effect, interrupts her. Indeed,
determining what kinds of questions at the beginning of lessons are
general review prompts and which are intended to initiate a formal,
elaborated response (felelés) is not always straightforward for students
who have been called on, but it is very important because their uptake
will be judged accordingly. Lectures, by comparison, are relatively
unproblematic in this regard for the speaker, who holds the floor and
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has more control over the event and less at stake. Thus, following
the topic negotiation in Example 2, Gabi provided opening framing
remarks for her lecture presentation (in Example 3) and then ended
it with a lengthy utterance about the results of the treaty in question
and attendant nonverbal cues suggesting its termination. For students
trying to comprehend the presentation and its scope, clear signals of
the beginning and end were important. Thus, certain conventions
recurred across presentations: opening frames in both class and group
settings typically began with the word so, followed by a declaration of
intent, such as “ I’m going to talk about x. ” Indeed, as shown above,
if students were not explicit about the theme of their talk, they were
likely to be stopped; similarly, in the absence of clear signs of closure,
they might be asked, “Is that all?” Closure was frequently indicated
by the use of lexical items with inherent lexical aspect (e.g., died, poi-
soned, closed, end, executed), with formulaic expressions such as that’s
all, with humor, and with long pauses. During lectures, questions,
comments, and occasionally laughter were commonplace, reducing the
need for further queries at the end. This, again, is a difference from
traditional recitation, for which a teacher would generally announce
a grade and/or descriptive assessment before moving on to the next
topic.


Also, whereas in the typical felelés it was the teacher’s role to interro-
gate the reciter, in Kati’s class the speaker was sometimes bombarded
with interventions from eager classmates as well as from the teacher.
The dispensation with the recitation in these DL classes was, at least in
part, possible because the academically prescreened, university-bound
students were on the whole very bright and keen to learn and the
content was intrinsically motivating for them. At times, however, stu-
dents’ impatience and concern for detail prevented the speaker from
proceeding. Therefore, in Example 3 above, Gabi advised students at
the outset not to bother recording certain statistics. In Example 4 below,
Agi attempted to deliver her lecture, but repair sequences impeded her
until Kati entered the discussion:


Agi: Blegiose. So it wa:s - (Belgiose) - the captain of Kassa who attacked
Bocskay


J: Why?
Agi:    A -


J: When?
Agi:  [When? In 1604.
Kati:  [You don’t - have, you know you don’t have to write it down.


every detail -just listen.


At other times, however, Kati underscored key aspects of the student’s
material to be noted for future reference:
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5. Agi:    A::nd the pre- peace tr- treaty they signed, gave: freedom - in -
religion, a:nd connected four countries to Transylvania, - [so
Transylvania


Kati:  [Agi:: - sorry Agi, I’m sorry to interrupt you. ((To class)) Did
you: - have -it written down in your exercise books? The:: terms
of the peace treaty of Bécs.


SSS: Yeah
Kati:    Yes? Everybody? Those who don’t have it, could you please (write)


them down now, because they are very important, because this
peace treaty will be renewed later on


When audience input seemed unnecessarily detailed, trivial, or con-
fusing, Kati tried to clarify matters and get the student lecture back
on track. The number and kinds of questions posed by classmates—
not just by the teacher—and requests for the student to slow down,
to repeat information, and so on contrasted sharply with the traditional
felelés. Recall that in the latter students were required to speak fluently,
to avoid repetition, and to ignore the rest of the class. Furthermore,
students spoke during recitations only when required to do so. Exam-
ple 6 contains student interventions about the manner of delivery in
a student lecture:


6. Anikó:


Kati:
Anikó:
S:


Anikó:


J:
Anikó:
V:
S:
Anikó:


Khm khm. So (1.2) Bocskay was born in: 1557, a::nd - his family
belonged to the wealthier part of the - lesser nobility, (1.5)
a::nd he was a - page in the court of the Habsburgs, a::nd then
he ((looks up and sees puzzled looks)) - page
[Gróf ((count))
[then he returned to Transylvania
Kicsit lassabban ((a bit slower))
(4.4)
Fro:m 1592, he was a captain in Várad . . . ((several intervening
queries about misheard dates)) . . . a::nd: - Transylvania
couldn’t resist the Turks alone - so:: - hm - Transylvania - turned
into a battlefield, - a:nd everyone wa:s ah - disappointed, - a:nd
in 1602, mm Bocskay protested against the terror - of the - ah
Habsburgs, =
=15 what?
15 - no - 1602. (1.8) A::nd
[He did what?
[What happened?
He:: - protested against the (2.0) ((S whispers; Anikó looks up,
smiling))
okay - I’ll slow down


Speaking about the historical figure Bocskay, Anikó referred to her
notes but maintained enough eye contact with the class (and not just
the teacher as in a felelés) to realize she was not communicating effec-
tively. She repeated the polysemous word page, for example, whose
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meaning in this context was apparently unclear for some students.
(Kati then supplied the Hungarian equivalent, gróf.) It was not simply
their lack of familiarity with expressions or dates that perplexed the
students but also the rapidity of the speech. Hence, a student (S) called
out “Kicsit lassabban” (a bit slower). Later, in the last line of the same
segment, students’ whispers and facial expressions again signaled to
Anikó that she was covering the material too quickly; she acknowledged
this with the utterance “Okay-I’ll slow down.” Thus, in effect, Anikó’s
classmates were providing feedback related to behaviors associated
with good teaching. Likewise, Kati redirected students’ attention when
it strayed from essential content. Thus, students were socialized
through linguistic interactions into appropriate role behaviors for his-
tory teachers and students (but not necessarily for reciters). A compre-
hensive repository of historical knowledge was still required for exami-
nations, and all teachers and students, DL or not, were held accountable
for the standard, ministry-mandated curriculum. Therefore, lecturers
(much like their teacher) provided facts, stories, descriptions, and eval-
uations while their peers normally took notes. What was striking, how-
ever, was the extent to which lectures were actively coconstructed by
participants (i.e., lecturer, audience, Kati)—the DL students’ degree
of involvement in the processes of transmitting, comprehending, and
evaluating the substance of the historical texts.


Furthermore, the students produced many of these spontaneous
comments and questions in English as opposed to Hungarian. A sig-
nificant finding was that a good deal of the observed social and aca-
demic communication in these classes was conducted in English, de-
spite the obvious linguistic and social obstacles and awkwardness of
conducting L2-medium exchanges in upper-level content classes when
the teacher and her teenaged students are nonnative speakers of that
language (see Tarone & Swain, 1995). In relation to this observation,
immersion research elsewhere has shown that students’ oral and writ-
ten FL production, although quite fluent, is often marred by inaccura-
cies of various types—syntactic, morphological, lexical, and sociolin-
guistic (e.g., Lyster, 1987; McLaughlin, 1985; Pellerin & Hammerly,
1986; Plann, 1977; Selinker, Swain, & Dumas, 1975; Swain, 1985).
This finding is attributed to too little productive FL use across a suffi-
ciently wide range of sociolinguistic variables, too much content-based
interaction without corrective (focus-on-form) feedback in the class-
room, and to insufficient motivation on the part of the students to use
or develop their L2 production skills beyond a certain level. How,
then, was English language use being treated in the English-medium
history classrooms at Nagyváros?


In 2nd- and 3rd-year classes at Nagyváros, problems with English
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were sometimes addressed by students (directly) or by Kati (often less
directly, through restatement with correction):


7. Maria:     . . . they wanted to have a National Convent. ((second time term
was misused))
(1.9)


S: ((student in background utters “convention”))
Kati: Convention.
Maria: Convention?


(1.3) And - they wanted to suspect - the king . . .
((several) turns later . . . ))


Maria:   Uhm what’s the difference between - NAMES I mean - there
is a National uh Assembly the uh Legislative Assembly and -
National Convention is just the NAME different o:r - is the
function. different too.


Students appeared to incorporate the suggested linguistic changes
in their responses even over several turns, as in the previous example.
In lessons with a focus on content over form, EFL grammatical or
lexical inaccuracies were often overlooked unless they constituted (a)
obstacles to communication (e.g., in lexical semantics: convent instead
of convention, shown above); (b) basic grammar slips (e.g., fighted instead
of fought); (c) technically incorrect historical terms (e.g., overseeing in-
stead of supervising communities); or (d) other salient, repeated errors.
In some cases, the student lecturer also solicited input regarding the
correct EFL term (or, conversely, asked for the corresponding Hungar-
ian technical term):


8. Anikó: and so the Habsburgs, who were - ah - initially - ah - ah
hogy van az, hogy kibérelve? ((’’How [do you say] that, how is
kibérelve?”))


S: Rent ((SSS laugh))
Kati & SS: Hire
Anikó: Hired by the: - ah=
S: = But it’s not hired
Anikó: Okay - so -
J: Paid by.
Anikó: Paid by the Habsburgs, so the Hajdus was - initially - who


were initially - paid by the Habsburgs, ah - then supported -
Bocskay, because of his promises . . .


In Example 8, Anikó, seeking an English expression corresponding
to kibérelve, elicited three translations from others: rent, hire(d), and
paid. Kati’s suggestion, hired, was contested by one student, and another
suggested paid, which Anikó accepted and used. This excerpt high-
lights an interesting paradox created by these DL programs and one
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often mentioned by teachers and students. The widely held view in a
Hungarian academic high school is that teachers should (and do) have
expert knowledge of their subject area. Here, however, teachers must
demonstrate competence in EFL as well as content. And, although DL
teachers may be extremely proficient in English, students often have—
or believe they have—a superior grasp of the language across a wider
range of situations, registers, and subject areas and often have better
pronunciation as well. In some of Kati’s classes, this situation may have
accounted for her general lack of concern for the form of students’
utterances, concentrating on the substance instead. It also sent a mes-
sage to students to follow suit.


In the Nagyváros lectures, therefore, students—and especially the
inquisitive boys in the front row—were just as likely as the teacher to
correct the speaker’s English or to make comments about the content.
They also did this when Kati herself was lecturing, as the following
example shows; student input, including laughter, is flagged:


9. Kati:


S:
Kati:


S:
Y:
Kati:
S:


S:


Kati:
S:
Kati:
S:
SSS:
Kati:
S:
Kati:
S:


. . . Köprülü Mohamed [Turkish military leader]. So he very soon
stabilized the political life of Turkey, and then he decided - to
punish Rákóczi for his disobedience,
Mert. ((Why?))
because he did not ask permission to go to Poland and when
Köprülü Mohamed sent messa - messages to him asking to return
he just he thought he was one of those Turkish leaders who are -
who have no real power so he did not obey the orders . . . . He
devastated the capital of Transylvania, the - and the army which
was uh on his way back to Transylvania was captured, by the
Turks and was taken to the Crimean Island
How?
How?
Only - only Rákóczi György the second could escape.
But we
((a few turns later)) . . .
How did they manage to do that the whole - the whole army?
But how. but how.
They were outnumbered [probably
[(By boat from) Transylvania. Good.
No they didn’t need boots ((pronunciation for “boats”))
Boats ((laughs))
((loud laughter, especially from boys))
Boats ((laughs?))
(It’s not an) island
It’s (a) peninsula rather. Sorry it’s not (x).
Hát akkor nem csoda. ((Then it’s not surprising))


In this example, then, in addition to posing numerous questions and
predicting Kati’s next utterance, the students drew attention to her
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mispronunciation of the word boat and the fact that she had mistakenly
situated the (Crimean) event on an island instead of a peninsula. One
might wonder why Hungarian teachers would tolerate student input
to the point of open mockery, especially when they have traditionally
enjoyed students’ overt deference and have controlled classroom dis-
course (often by means of the felelés). The EFL challenge in immersion
content areas has in fact posed numerous problems for certain teach-
ers, particularly those who lack classroom experience or fail to demon-
strate a sophisticated knowledge of the content area (this also applies
to some extent to expatriates) in addition to being deficient in English.
For this reason, the turnover among new Hungarian DL content teach-
ers has been quite high. Many of them seek further practice in British
or U.S. schools, for example, before returning to face the sometimes
hypercritical DL students in Hungary and the demands of preparing
lessons and materials in another language with few resources available
(Duff, in press-b). Others may opt to teach in non-DL programs or to
use their language skills elsewhere. Kati’s case is somewhat different,
however. Although she had been teased more in her earlier teaching
years, she persevered and gained confidence, proficiency, and a reputa-
tion for her efficacy. She was thus regarded highly by her students.
Their feedback about her English was neither as common nor delivered
with the same ill intent as it sometimes was in classes with less popular
teachers.


In addition to students’ role in ensuring that appropriate, compre-
hensible English was being used, they negotiated understandings re-
lated to the historical and geographical content of Kati’s and their
classmates’ oral accounts:


11. Anikó: (Bocskay) went back to his estates in Bihar, a:nd he: tried to
make - contacts - a - tried to get in - in co-contact with the::
Transylvanians, who lived under -Turkish oppression. (2.1)
A::nd (0.7) after lo:ng consideration, he gave up - his former
opinion, a ::nd he didn’t support the Habsburgs anymore,
a::nd he wa:s ready to help the Turks, to liberate Aus -
[ah Transylvania.


V: [What did he give up?
Anikó: He: - gave up his former opinion about -so that he - supported


the Turks - a - the Habsburgs. A:nd
J: What? What?
Anikó: So:: - first he supported the Habsburgs, but then he was dis -


disappointed, ((SSS laugh)) a::nd he decided to - to help the
Turks. (0.3) A::nd then - a - because he thought that Turks
can liberate - Transylvania, but the Habsburgs can’t. (0.6) SO=


S1: = What - what should the - Turks liberate in ge - Transylvania?
S2: It was occupied by the


[Turks
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Anikó: [From - from the: Habsburgs
D: But - wasn’t - that occupied by the Turks?
Anikó:    Yes, it wa:s, but
Kati: Ah:: ((SSS laugh))
D: Was it. Was it?
Kati: Ah - you - might remember that - Anikó said that - Transylva-


nia was actually a battlefield - in between Turks and Habsburgs.
S: In (1552)?
Kati: A:: - I’d say until:: 15 - 9 - 8.


From a neo-Vygotskian perspective, this degree and type of scaffolded
involvement (or apprenticeship; Rogoff, 1990) in a cognitive/narrative
task is an important precursor to learning or development (e.g., Cole,
1985; Lantolf & Appel, 1994; Swain, 1995; Wells & Chang-Wells,
1992; Wertsch, 1985). Here confusion surrounded Anikó’s point that
Transylvania had been a battleground for two competing outside
forces in a discussion of Bocskay’s historical role in Transylvania (an
ethnically Hungarian region of present-day Romania, where Bocskay
was a prince from 1605 to 1606). When Anikó failed to clarify whom
the Turks were liberating Transylvania from, and D (a boy in the front
row reputed to be the smartest student in his class) urged Anikó to
explain, Kati took the floor, repeating something Anikó herself had
said earlier. In this way, the teacher utilized the lecturer’s own contribu-
tion, foregrounding key elements students had not yet synthesized.
When students were thus stretched to the limits of their own under-
standings and reasoning, the teacher provided a more seasoned histori-
an’s perspective.


Example 12, from a 3rd-year group presentation in another of
Kati’s classes, illustrates the means for jointly establishing “truth” and
personal accountability for this truth in a student’s narrative about
Rasputin. It furthermore reveals how history students must, given the
huge amount of content that exists in that discipline, select, prioritize,
organize, and critically evaluate information in consultation with the
teacher and one another:


12. Dóra:


V:


Dóra:
Kati:
V:
Kati:


. . . and uh Alexandra was uh praying a lot for curing his son
and then they called uh many doctors to cure him, and then
Rasputin came and uh he was thought to be a man of God
(1.0), and uh (.4) ((other Ss take notes)) he cured him in - in
two nights or so - or during one night ((smiles))
((softly)) Was it true?
(2.0)
I dunno.
Sorry V? ((Kati approaches group in response to V’s question))
Was it true that he could cure this illness?
No he didn - did not actually cure it altogether but (on) several
occasions (it) [stopped
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V: [I think that this illness cannot be=
Kati: = No he - he did not really cure it I think he just helped the -


boy


When V asked Dóra whether Rasputin really did cure Alexandra’s
and Nicholas’s son of hemophilia, Dóra, who had smiled when re-
porting the book’s account of the alleged cure, deferred to the teacher
for an answer—the truth. Similarly, a few moments later, another
student asked Dóra and then Kati whether Rasputin’s original name,
Yefimovich, was important—that is, worth remembering. Unlike some
task-based discussions in EFL language classes, group discussions or
student lectures about history were not designed to simply provide
oral practice in English for its own sake. That is not the intent of
content-based or immersion instruction. Material had to be mastered
and historical accounts had to be valid, at least from the teacher’s
perspective. However, in these DL classes students had many opportu-
nities to negotiate meanings of various kinds in English using different
group participation formations (i.e., more than in typical non-DL les-
sons), which yield the kind of input, interaction, and output that cur-
rent research claims are necessary for optimal L2 and content acquisi-
tion (Ellis, 1994; Gass & Selinker, 1994; Harklau, 1994; Larsen-
Freeman & Long, 1991; Swain, in press; Wells & Chang-Wells, 1992).


SUMMARY AND IMPLICATIONS


Schools, generally thought to be conservative institutions, have not
been immune from many of the restructurings and ambiguities that
have resulted from decentralization (Horváth, 1990; Pataki, 1991). In
the past 5 years, for example, with the government loosening its grip
on educational matters, schools and local councils have been given
more autonomy, authority, and responsibility over curricular and fi-
nancial matters. DL secondary schools in Hungary represent an espe-
cially vital system in which many of these changes have occurred at
an accelerated and magnified rate, perhaps because they had a head
start before 1989 and perhaps also because the interface of Western
(or non-Hungarian) and Hungarian systems and the languages they
promote takes place day by day in classrooms, corridors, and teachers’
offices. In those spaces, teachers, visitors, and students, often with
different ideological, linguistic, and sociocultural backgrounds and
resources, come together in the name of a progressive new model of
education. In the innovative English-medium sections of the experi-
mental DL schools, for example, the utility of a rigorous genre of oral
assessment known as the felelés (recitation)—the Prussian cornerstone
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of instructional discourse in many schools in Eastern Europe—was
being called into question by many teachers, students, and educational
reformers in the early 1990s. Consequently, it was being replaced by
other methods of oral interaction and assessment for which students
were just discovering the rules (Mehan, 1979). DL teachers such as
Kati chose to relinquish some of their control, formality, and discipli-
narianism in order to foster critical discussion in ways that might pre-
viously have been politically unwise and unwelcome, and to thereby
change the discourse of learning in their classrooms. The new partici-
pation patterns in the Nagyváros upper-level history classrooms, illus-
trated by student lectures, foregrounded the distribution of responsi-
bility for learning, speaking, reasoning, and even language/content
teaching. Kati also tried to reconfigure the social organization of lessons
through task-based discussions and group work. The relatively small
number of students in a class and their strong motivation, confidence,
and intellect bred lively exchanges in these lessons.


DL education boasts one possible means for raising levels of FL
proficiency among prospective content specialists in Hungary. How-
ever, several areas of concern require ongoing monitoring and possibly
pedagogical intervention. First, because the Hungarian curriculum,
ministry-approved textbooks, and the examination system have not
changed along with the international teaching staff and their various
ideologies, the schools sometimes ran the risk of not equipping students
with the competencies currently required and rewarded within that
system. Yet this Hungarian way is not well understood or appreciated
by many expatriate teachers at these schools, many of whom scorn
what they construe to be mindless authoritarian practices of rote mem-
orization and recitation, unable to foster higher-level critical-thinking
skills or academic essay writing.


Also, there is, even among some Hungarian nationals, the temptation
to reject all practices associated with the past without careful contem-
plation of the consequences of such a decision (Duff, in press-a). As
reported here, although DL participants in the three schools generally
viewed recitation activity with disdain, a relic of an unpleasant former
er that they felt no longer had a legitimate place in their schooling,
the article is not meant to be a critique of the centuries-old felelés, a
call for its wholesale abandonment in the name of newfound liberties,
or an indictment of its pedagogical or pragmatic value (Duff, in press-
a). To be sure, the felelés continues to have many strong advocates and
many gifted practitioners. However, the discourse practices associated
with it and its substitutes demand careful examination.


Finally, the communicative competence of some DL teachers and
students requires attention: There is a concern that the FL used by
Hungarian teachers (and some native speakers of English as well) in
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the content classroom might obstruct rather than mediate student
learning in some cases. Ideally, opportunities for feedback and remedi-
ation would exist both for struggling teachers and students, but with
school finances already under grave pressure, inservice professional
development of this sort (beyond a student-teaching practicum) has
not been institutionalized, and some students must resort to private
tutors to coach them in content areas.


The Nagyváros school, like all Hungarian public institutions, has
faced its share of soul-searching over the past decade, stemming from
reductions in government funding, inadequate information about ex-
aminations, lack of comparative quantitative measures of students’
academic progress, and staff turnover. It is by now quite clear, how-
ever, that students at that school have been very successful in securing
positions at tertiary educational institutions.


Ethnographic studies of school discourse, on their own or in conjunc-
tion with other methodologies, though underrepresented in our field,
are very valuable in multicultural educational contexts where sociopo-
litical changes are occurring and (perceived) power asymmetries may
exist or result from differentially delivered FL/content education (see
Harklau, 1994). Naturally, the results of individual, descriptive case
studies such as the one presented here cannot be generalized to other
contexts (LeCompte & Preissle, 1993), but they do provide a basis for
comparison, a multifaceted account of what it means to know, use,
and learn languages in a rapidly changing world. This study also
suggests a direction for future research in FL immersion classrooms
in a variety of geopolitical and cross-linguistic contexts.
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APPENDIX


Transcription Conventions
1. Participants: T = teacher; S = student; SS = two students; SSS = many students. Initials


(e.g., M, SZ, J) rather than S are used for students identifiable by name.
2. Left bracket ([): the beginning of overlapping speech, shown for both speakers; the


second speaker’s bracket occurs at the beginning of the line of the next turn rather
than in alignment with previous speaker’s bracket.


3. Equal sign (=): speech that comes immediately after another person’s, shown for both
speakers (i.e., latched utterances)


4. (#): marks the length of a pause; (.2) is 2/10 of a second; (2.0) is 2 seconds.
5. (Words): the words in parentheses ( ) were not clearly heard; (x) = unclear word; (xx)


= two unclear words; (xxx) = three or more unclear words.
6. Underlined words: spoken with emphasis.
7. CAPITAL LETTERS: loud speech.
8. Double parentheses: ((Comments, like laughs, coughs, T writes on board; relevant details


pertaining to interaction; or gloss for Hungarian when there is code switching)).
9. Colon (:): sound or syllable is unusually lengthened, for example, rea::lly lo:ng.


10. Period (.): terminal falling intonation.
11. Comma (,): rising, continuing intonation.
12. Question mark (?): high rising intonation, not necessarily at the end of a sentence.
13. Unattached dash ( - ): a short, untimed pause (e.g., less than 0.2 seconds).
14. One-sided attached dash (- ) : a cut-off often accompanied by a glottal stop (e.g., a self-


correction); a dash attached on both sides reflects spelling conventions or a glottal stop.
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Raising
cultural
aware-
ness
International experts


and teacher trainers Susan Stempleski and
Barry Tomalin present a task-based
approach for increas-
ing cultural awareness
and promoting cross-
cultural interaction
among students. $25
plus $3,50 postage
and handling.


Techniques for
mainstream
teachers of ESL
Students
Author and teacher Linda New Levine helps
you teach mainstream
colleagues how to use
effective strategies
with language learn-
ing students. Linda’s
expertise will expand
your repertoire of
techniques to reach
diverse populations.
$25 plus $3.50 postage and handling


Peace
education
Anita Wenden, special-
ist in peace education,
tells you how to incorpo-
rate skills for conflict lit-
eracy into ESL learning,
$25 plus $3.50 postage
and handling.


Pronunciation
Featuring Joan Morley, a special video
focuses on basic con-
cepts, components of
curricular planning,
assessment measures,
and model instructional
activities to achieve bet-
ter speech production
(microlevel) and
improved speech perfor-
mance (macrolevel), The
audiocassette offers the lively discussion from
a successful TeleTESOL workshop. The pack-
et also includes an extensive handout geared
to the video and readings from the profes-
sional literature. $35 plus $3,50 postage and
handling.


Contact TESOL, Inc.
1600 Cameron St., Suite 300


Alexandria, VA 22314
Tel. 703-836-0774
Fax 703-518-2535


E-mad publ@tesol.edu


These workshop packets give you
readings, activities, an audiocassette of an
interactive broadcast, plus directions for
organizing your own on-site workshop.
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Nonnative-speaking (NNS) undergraduates at U.S. universities fre-
quently proceed from ESL or English for academic purposes writing
classes directly into freshman composition. Although this sequence
of events may be an effective means of getting students into the
academic writing mainstream, there have been some suggestions to
the contrary. Taking an ethnographic approach, this study describes
the contrasting cultural norms of academic writing and academic
writing instruction at a large U.S. university. It then compares these
differing viewpoints in order to identify difficulties that NNSs might
experience in proceeding from the former program to the latter.


A s budgetary pressure increases on U.S. universities to mainstream
L2 English writers as quickly as possible (Santos, 1992), a bur-


geoning literature suggests that L1 composition practices may be prob-
lematic for such writers. Thus, Scollon (1991) argues that the emphasis
in certain L1 composition pedagogues on the development of a mature
and self-expressive voice confounds Asian students because the indi-
vidualism implicit in this concept does violence to these students’ views
of self. Similarly, Inghilleri (1989) finds the notion of discovering form
in the process of writing (as advocated, e.g., by Murray, 1978) to be
part of a hidden pedagogy that disadvantages L2 English writers vis-
à-vis their native-writer peers. Work by Land and Whitley (1989),
Santos (1992), and Silva (1993a, 1993b) likewise indicates that the
academic success of L2 writers of English maybe negatively affected by
the uncritical application of L1 writing pedagogies to that population.


The present study seeks to identify some of the crucial differences
between the practices of both thinking about and teaching writing in
L1 versus L2 writing/language programs in U.S. universities. These
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differences are viewed largely from a cultural perspective, that is, as
part and parcel of the divergent social practices, or Discourses (Gee,
1990), of the L1 composition- versus ESL-teaching communities. Al-
though these two differing world views may be masked by allegiance
to superficially similar paradigms of writing and writing instruction,
they are in fact the products of two distinct cultures—with their own
oft-contrasting norms of what academic writing is, what constitutes
good academic writing, and how the latter can best be communicated
in the classroom.


MOTIVATION AND METHODS


The starting point for this research project was a perceived problem.
At the large U.S. university where this research was carried out, under-
graduate nonnative speaker (NNS) writers were often required to
proceed from writing classes in the university’s ESL institute (hereafter
English Language Program, or ELP) directly into a 2-semester compo-
sition sequence offered by the University Composition Program (UCP).
As a teacher of ELP writing classes, the first author was alarmed to
hear his UCP peers generally lamenting the poor writing abilities of
NNS students who had made this transition. What was more, some of
the very characteristics that the first author and his ELP colleagues
stressed in their teaching of academic writing (e. g., the use of an
overall deductive pattern of text organization) were singled out by
UCP teachers as targets for criticism. Further discussion with both
UCP and ELP instructors suggested that serious disjunctions existed
in the ways the two programs conceptualized and taught writing. With
the full cooperation of teachers and administrators in both programs,
we undertook a comparative study to investigate these differences.


Ethnographic research methods (e.g., Spradley, 1979, 1980; Zahar-
lick & Green, 1991) were adopted in this study as the most appropriate
means of examining educational institutions from a cultural perspec-
tive. Although, to our knowledge, no other ethnographically oriented
research on university writing/language programs has yet been under-
taken, an active tradition of applying such methods to the study of
small-scale Western professional organizations (e.g., Agar, 1977;
Geertz, 1983; Knorr-Cetina, 1983; Latour & Woolgar, 1986) provides
ample precedent for our work.


The research questions guiding our investigation were broad ones.
First and foremost, we wanted to know what attitudes and behaviors
regarding academic writing and its teaching pervaded the organiza-
tions designed to teach it. That is, we were interested in the cultural
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“thought-styles” (Fleck, 1979) or “conventions for construing reality”
(Bizzell, 1982) existing in each program, in resulting program-level
norms, and in the socialization practices (Watson-Gegeo, 1988) that
led to the maintenance of these norms and conventions. Second and
less centrally, we wanted to know how these more general concepts
were manifested in teacher behavior, both in the classroom and be-
yond. The relative emphasis placed on understanding program-level
world views rather than specific teacher practices followed from our
reading of the educational ethnographic literature. This body of work
overwhelmingly emphasizes the classroom and the interactions that
take place within it, to the exclusion of higher-level loci of educational
policy and control.


The research took place over a 10-month period corresponding
approximately to the 1993–1994 school year. Each of the two research-
ers had extensive experience in one of the two programs studied—
the first author as a full-time ELP teacher for 3 years and a faculty
supervisor and teacher for 1, and the second author as a full-time
UCP teacher for 3 years and an instructional coordinator/teacher for
an additional 2. We devised a roughly symmetrical research plan that
called for the researcher not connected with a particular program to
conduct a series of observations and ethnographic interviews within
that program, relying on the other researcher as a guide and native
consultant/informant. As we gathered the data, we worked closely
together to interpret them, and the outcome of this procedure served
to guide further data. collection and interpretation.


Six types of data were collected in the course of this study. First,
we observed and participated in four teacher-orientation sessions (two
per program). These were 1–3 hour sessions that were part of prese-
mester orientation programs for new instructors in both the UCP and
ELP. Second, we conducted seven ethnographic interviews (four for
the ELP, three for the UCP) with administrators in both programs;
these interviews lasted 1–2 1/2 hours each. Third, we conducted ethno-
graphic interviews with six experienced writing teachers—three per
program. These interviews lasted from 1 to approximately 2 1/2 hours
each and focused partly on teacher-written comments on selected stu-
dent essay drafts. Fourth, we observed one writing class for interna-
tional students in each of the two programs, totaling 27 hours of
observation in the UCP class and 20 hours in the ELP class. Each class
was taught by one of the six experienced teachers we interviewed.
Fifth, we collected various types of written documents from each pro-
gram. These included teacher and student orientation handbooks,
writing assignments, curricular materials, sample lesson plans, student
essay drafts with teacher-written comments, program memos, course
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and program descriptions, and self-studies and external evaluations.
Finally, we recorded miscellaneous notes based on random ethno-
graphic observations made by each researcher in her/his own program.


THE CULTURE OF THE UCP


The UCP is a well-established and well-run composition program
that is nationally recognized by its peers. As a political and economic
entity it is freestanding within the Humanities division of the universi-
ty’s School of Letters, Arts and Sciences, having broken away from
the English department in 1978. The program is staffed by a director,
three academic directors, support staff, and approximately 90 instruc-
tors (93 for the 1993–1994 school year) at the assistant lecturer rank
who are graduate students in English, linguistics, professional writing,
religion, philosophy, and several other departments.1 A small number
of these instructors (12 in 1993—1994) also act as instructional coordina-
tors who are directly responsible for supervising groups of three or
four 1st-year instructors. Each UCP instructor is responsible for teach-
ing one course (of no more than 22 students) per semester, as well as
for putting in approximately 5 hours a week tutoring in the writing
center. The overall enrollment of the UCP itself is more than 2,200
students per semester, with NNSs accounting for less than 20% of this
number.


Partly because they are admitted to the university on the basis of
scholastic promise, and partly for program-specific reasons such as the
large number of sections needing to be taught each semester, the
majority of UCP instructors do not have prior teaching experience.
The UCP therefore mounts an intensive orientation/training program
for new instructors at the beginning of each school year, as well as
providing ongoing teacher development over the course of the year.
These orientation and development sessions represent critical sites of
socialization into the philosophy, curricular requirements, pedagogical
techniques, and grading practices of the program.


The UCP offers five different courses for undergraduates—a 1-
semester “basic writing” class, a two-course composition sequence for
native English-speaking students (hereafter, 301–302), and a two-


1Each academic director in the UCP manages a particular element of the program—curricu-
lum, evaluation, or the writing center. In terms of experience, expertise, and job status,
yhe UCP director positions are roughly equivalent to those occupying the supervisor position
m the ELP (see section entitled The Culture of the ELP). However, academic directors
in the UCP share instructor supervision responsibilities with the program’s instructional
coordinators.
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course sequence, paralleling the native speaker (NS) courses, for NNS
international students (311–312).2  Undergraduates are required to
complete the appropriate two-course sequence as a general require-
ment for graduation from the university.


Although native and nonnative English speakers are placed into
separate classes in the UCP, the same course objectives, pedagogical
approaches, curricula, and grading rubrics are used across these two
groups. (One exception to this generalization exists in our data: UCP
instructors reported being more lenient with NNSs’ grammatical errors
than with NSs’ when grading.) Although instructors of NNS sections
are required to have had previous experience teaching NS sections in
the program, once assigned a NNS section they tend to receive the
same assignment in future semesters. Instructors with prior ESL expe-
rience in particular are favored for assignments to NNS sections.


Course objectives for UCP classes are explicitly codified and con-
stantly referred to by instructor and administrator alike. They are
introduced in speech and writing, reviewed, and further explicated
both during the new-instructor orientation and, for the benefit of
students, at the beginning of all courses. In addition, administrators
and coordinators make a concerted effort to ensure that these princi-
ples actually drive pedagogy and assessment in weekly meetings among
themselves and with instructors. These objectives therefore act as cen-
tral principles around which much of the activity of the UCP culture
is organized. Course objectives for the two-course sequences are pro-
vided in Figure 1.


These objectives are realized in the classroom in various ways. In
relation to Composition 301/311’s first objective (“to develop a sound
writing process. . . ”) observations and interviews revealed that instruc-
tors introduce various components of “the writing process’’—such as
invention and revision strategies—in the first half of the semester,
and virtually all student writing goes through at least two drafts, with
either instructors or peer evaluators offering comments on each draft.
The other course objectives, however, lend themselves less readily to
simple realization as, unlike process writing, they do not come with a
set of pedagogical practices built in.


The other course objectives, however, are by no means neglected
for this reason; thus, the second objective listed for 301/311, “critical


20ur classroom observations in the UCP, as well as some of the other data collected, focused
on first-semester (i.e., 311) classes. This focus is justified by the fact that these classes
represented the primary site of student socialization into the practices of the UCP—practices
that the student was assumed to have internalized and that could therefore be built on in
the second-semester (312) class. This assumption is made explicit, for example, in Figure
1, Item II.
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FIGURE 1
Instructional Objectives for 301-302 and 311-312 Course Sequences


I. Composition 301 and 311 have three major objectives, each of which involves a num-
ber of other important skills and abilities:


1. To develop a sound writing process appropriate to academic writing. This means
learning how
a. to develop and evaluate concepts to use in writing;
b. to organize and produce an initial draft efficiently; and
c. improve your first draft through revision and editing.


2. To develop good critical thinking skills. This involves learning how
a. to analyze issues from a variety of perspectives;
b. to develop logical critiques and well-supported arguments; and
c. to use writing to aid your thinking and to increase your understanding of complex


concepts.
3. To gain familiarity with the conventions of academic discourse. This includes learning


how
a. to address the conceptual expectations of academic audiences;
b. to meet basic formal and stylistic conventions of academic writing; and
c. to employ appropriate criteria to evaluate your own writing and that of your peers.


II. Composition 302 and 312 continue to foster those skills that were central to Composi-
tion 301 and 311: the development of a sound writing process, good critical thinking
abilities, and an understanding of the conventions of academic discourse. In Composi-
tion 302 and 312, however, these skills form the foundation of a set of more special-
ized objectives:


1. To acquire competence in conducting intertextual argumentation and analysis. This in-
cludes learning how
a. to use ideas derived from outside readings appropriately within your own writing,


so that these concepts support without supplanting your own ideas;
b. to orient your text to the theoretical perspectives of the discipline or field within


which you are writing;
c. to anticipate and respond to potential counterarguments; and
d. to quote and document sources accurately and carefully.


2. To cultivate strong academic reading skills. This means learning how
a. to read complex texts closely, to derive a full and detailed understanding of the in-


formation therein;
b. to read actively, to serve your own purposes and needs as a reader and writer; and
c. to read critically, weighing evidence, posing questions, and evaluating texts against


a relevant social and conceptual background.
3. To enhance your ability to produce more extended forms of academic writing. This


includes learning how
a. to engage in a deeper and more complex analysis of issues and ideas;
b. to organize and maintain control over longer pieces of writing; and
c. to employ a more mature style, one that in tone and diction provides implicit rein-


forcement of your explicit claims.


Note. From Student Guide to the University Composition Program 1993–94.


thinking,” appears to receive considerable attention at all levels of the
program. Observation of class sessions, for example, revealed that
teachers consistently prodded students to “deepen” their thinking on
a topic (whether expressed in speaking or in writing)—to “go beyond”
surface-level observations and “consider both sides of the issue.”
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Teacher feedback on student essays also foregrounded these points,
as seen in the following comments recorded on a written-response
form. 3


1. COGENCY: You should probably consider the fact that Benetton’s ads
are not very effective in the U.S. Further, you need to be more convincing
as to how Benetton appeals to the “upper class.”
SUPPORT: Provide further insight into how the company’s ads are effec-
tive! Don’t just describe what the ads do.
GENERAL COMMENTS AND GRADE: Good start. You need to be
sure you’re aware of the other side. Anticipate questions and argue for
why you are right. It seems that you end up simply describing the com-
pany’s goals. [Grade:] C. [WC1]4


In interviews, UCP administrators and veteran instructors likewise
underscored the importance of developing critical thinking skills, In
describing the program’s general role in the university, for example,
one administrator elaborated on the importance of critical thinking
as expressed in Point 1.2.a in Figure 1:


2. Well, I think this is one of the reasons that we focus on argumentative
and analytical writing, but I think that is it’s a logic of good reasons—
[you] openly declare your position in a rational form and you support
it. You consider your opinion in the context of other opinions. It isn’t
adversarial, however—it is one that tries to have some consideration of
your own feelings, the fact that your position may be wrong, that the
other position has reasons that need to be given some weight, so on. I
think these kinds of argumentative presuppositions are part of just the
general belief in intellectual honesty, and [you] admit you’ve made an
error, you don’t try to conceal it, you point it out and [ ] you don’t accept
ideas just because they sound good at the start. [IA2]5


An additional means by which the UCP encourages complexity of
thought—and an element of the UCP curriculum that is considered


3This form consisted of a set of standard terms—written in capital letters and underlined
as in Example l—used to respond to and evaluate essays across the UCP. The other standard
terms featured on this form were Control, Addressing the Issue, Style, and Grammar and
Mechanics, although the teacher had no comments on these points.


4All data cited in this study are coded according to the following system, corresponding to
the data types described in the Motivations and Methods section: first letter—C = classroom
observation; I = ethnographic interview; O = orientation session; W = written document;
N = ethnographic notes; second letter—observation/interview/session/document/note iden-
tification letter; numbers—transcript or publication page numbers.


5In quotations of spoken interview data in this paper, the following transcription conventions
are used: = intervening text has been removed; [ ] = unintelligible (as recorded) speech;
italics = emphasis marking via raised voice pitch, quality, and/or volume. To make the
interview data read more easily, double dashes, commas, and periods have been added and
speech dysfluencies removed; for the same reason, grammatical elements that appear to
have undergone ellipsis have occasionally been restored. These elements are placed in filled
brackets.
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central to the teaching of writing—is in the preparation of writing
prompts, or assignments as they are referred to within the program.
These are typically full-page descriptions composed of not only a
specific writing task (closely resembling a standard writing prompt)
but also a general statement of the purpose of the assignment, an
introduction to the topic, a list of readings, and a schedule for the
assignment’s completion. One full day of the new-instructor orienta-
tion is devoted to the specifics of assignment writing, and an important
part of the coordinators’ ongoing duties is to check the assignments that
new instructors prepare during their 1st year. Appendix A contains a
typical “good” assignment—that is, one in which topic and task are
formulated so that their complexity and open-endedness are empha-
sized, and in which demands are made (in the final paragraph) for a
complex and original written response.6


The third and final objective of the 301/311 course, “to gain familiar-
ity with the conventions of academic discourse,” is in some ways per-
haps the most difficult to realize. UCP teachers and administrators
generally recognize that academic discourse is not a unitary phenome-
non and that the choice of any particular pedagogical model may be
open to criticism for that reason. The model that the program has
chosen to adopt is the analytical argumentative essay, as succinctly defined
by one UCP administrator (see also Example 2 above):


3. In terms of the current model that we use, clearly we are in both of our
courses or in all of our courses attempting to get the student to write
strong analytical argumentative writing with a good strong thesis that
propels the reader through the rest of the paper, good strong use of
evidence—all those types of things that you would think of. [IB3]


Other terms that are habitually used to describe the UCP’s model of
academic writing are issues-oriented, thesis-driven, and intertextual. These
terms appear to function as code words or technical vocabulary for
program instructors and administrators. Notably, however, the analyti-
cal argumentative essay is frequently defined by these same groups
oppositionally (i.e., in terms of what it is not). This phenomenon re-
flects a larger ongoing debate in the field of rhetoric/composition as
to the “best” approach to teaching writing (see Johns, 1990; Santos,
1992). Thus program administrators very frequently draw a contrast
between their own version of academic discourse and the writing re-
sulting from vitalist theories and practices of composition. The latter
approach, as described by one UCP administrator,


6This assignment was both part of a standard set of curricular materials that all new instruc-
tors use during the first 5 weeks of the semester and the first regular writing assignment
given to students by the veteran UCP instructor whose class we observed.


546 TESOL QUARTERLY







4. is just the notion that you do lots of free writing, and you do lots of
confessional and self-expressive writing, and that’s the way to get people
to write better . . . . But I don’t think that kind of writing—for one thing
it’s very egotistical in a sense—and I think that’s one of the associations
they make in the English department, kind of a romantic legacy there—
that what counts is my idea and my truth, and it’s not a very humanitarian
dialogical ethos [ ]. That’s inconsistent with what I would see as what
universities [should  do]—if  you consider that rationality is intersubjective
rather than subjective. [IA8]


UCP administrators tend to class early proponents of process writing
such as Peter Elbow, James Britton, and Ken Macrorie in this vitalist
camp, which they usually describe as fostering the writing of “personal
narrative.” At the same time, program administrators acknowledge the
contributions of the vitalist group to their own approach to academic
writing, especially in the emphasis on writing as a process and the
notion of the workshop approach to teaching writing (i.e., wherein in-
structors act as facilitators and consultants rather than authoritative
transmitters of knowledge); both of these influences are considered
to be of major pedagogical importance to the UCP.


An additional kind of contrast used to define the UCP’s approach
to academic writing oppositionally concerns rhetorical form. In this
regard the five-paragraph essay is considered anathema to the full and
natural development of ideas and, as a result, is highly proscribed by
UCP personnel. One program administrator defines the five-para-
graph essay form as follows:


5. You have an intro, conclusion, body paragraphs, the thesis that divides
up some sort of topic in three sections, each of which is handled by the
appropriate first, second, and final paragraph. It’s a very mechanical
form . . . it limits [but] I think it’s possibly useful in a certain set of [ ]
students with instructors that are teaching 30, 35 students in our junior
high school. But it seems to me almost crippling [to] the ability to think—
I mean the world does not neatly parse itself into three sections on every
topic. [IA9]


A term that is almost exclusively applied in the UCP to this five-
paragraph essay format is formulaic. As evidenced in the UCPS general
assessment rubric (see Figure 2 below for excerpts), overly formulaic
organization is an important signifier of D work. Similarly, in a set
exercise (more fully described below) that is used to socialize both new
instructors and students into the program’s standards of assessment,
a model essay is strongly criticized and receives a grade of C largely
on account of its basic formulaicity. Discussing this essay as part of
the larger exercise, conducted during new-instructor orientation, one
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coordinator advised her charges, “The minute you see a five-paragraph
essay, it’s in the C range” (OA2).7


In opposition to the five-paragraph format, the approach to rhetori-
cal form advocated by the UCP is based on the idea that


6. If, as Wayne Booth has argued, “form is satisfied expectation,” then the
structure of a work is to be evaluated in terms of its effectiveness in
raising and satisfying expectations within the reader. This provides a
useful way to nudge students beyond formulaic patterns of arrangement
and to tempt them into experimenting with forms that will elicit more
interesting expectations that in turn maybe satisfied in a more compelling
fashion. [WG1 .6]


This quotation from the 1993 Orientation Notebook —the basic guide
to UCP practices and procedures that new instructors receive during
their initial training—extends the rhetorical notion that form should
serve the writer’s purpose instead of the other way around. In particu-
lar, it highlights the reader-writer transaction, in which “traditional
product-based structural features such as thesis statements, topic sen-
tences, and transitions may be presented as . . . cueing devices”
[WG1.6]. Thus, students should be encouraged to employ such devices
in order to signal the audience that, inter alia, a central claim is being
made or a new perspective considered.


At the same time, UCP personnel seem to prefer a certain implic-
itness or subtlety to the writings their students produce, on the basis
that the most convincing form of persuasion/argumentation is not
always the most direct one. For example, in addition to advocating
the explicit cueing devices mentioned above, the Orientation Notebook
endorses connotative stylistic elements such as imagery, metaphor, and
personification as devices that can effectively provide implicit cues.
The fact that subtlety of approach, implicitness, and even a certain
emphasis on style are encouraged in the program is made clear in
the socialization procedure mentioned previously, wherein both new
instructors and students (at different times) are asked to grade a set of
model essays with reference to the UCP’s assessment rubric. Although
participants are encouraged to discuss their reasons for giving the
grades they decide on, the UCP staff has in fact already assigned a
grade to each essay, and the activity leader concludes discussion on
each paper by announcing and giving the rationale behind this grade.
The essay evaluated most highly by the program in this exercise—the
only A paper—is one that depends on moderately inductive organiza-


7It is not always clear, however, that an absolute requirement for the five-paragraph essay
form is that it consist of five paragraphs. The model essay referred to here, for example,
actually had six paragraphs, although it was clearly organized into three separate paragraph
points.
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tion and that is written in a comparatively sophisticated style, starting
off with an extended metaphor. When we observed this essay being
discussed in a class as part of the larger exercise, the instructor called
special attention to the initial use of metaphor and then commented
that, although the beginning was “interesting,” it could perhaps be
seen as not as “clear or straightforward” as that of a model essay
considered earlier. She then added, however, “The better essays are
often the ones I have to read again—the ones that make me stop and
think. The ones that make me say ‘Wow!’ ” (CA 14). Later, in wrapping
up the exercise, this instructor once again called attention to the effec-
tiveness of the A essay’s “implicit approach,” 8  and comments she made
in other class sessions similarly reinforced the value of implicitness
and subtlety.


To conclude this brief portrait of the UCP culture, excerpts from
the programwide grading rubric are given in Figure 2 by way of
summarization. The two sets of descriptors presented there instantiate
many of the characteristics of the UCP described above (for example,
its emphasis on critical thinking/complexity and style, and its proscrip-
tion of “formulaic organization”), and the reader is invited to examine
these descriptors as cultural artifacts in their own right. It need only
be added that the rubric is taken quite seriously throughout the UCP
as a means by which grading can be done as validly and reliably as
possible. 9


THE CULTURE OF THE ELP


Housed in the university’s School of Letters, Arts and Sciences, the
ELP, like the UCP, is a widely recognized program that is free of
departmental affiliation. Founded in 1959, the ELP is responsible for
testing the English-language skills of incoming NNS students and for
providing instruction to those students whose performance does not
meet certain minimum standards.10 This program is run by a director,
an assistant” director responsible for nonacademic affairs, five faculty


8In the case cited earlier of a separate iteration of this same exercise, the coordinator in
charge made comments on this essay that closely echoed the ones described here. That is,
she praised the essay for being, among other things, “very subtle.”


9Notable in passing in the A rubric are (a) the abundance of metaphors of control and
power and (b) the stylized word-play (“thoughtful and thought-provoking,” “full (and fully
convincing) support”). Full rubrics are available from the authors.


10New international students at the university are administered an in-house English profi-
ciency test that includes a 10-minute oral interview, a 30-minute essay, and three TOEFL-
like grammar/vocabulary components. Students are placed according to their performance
on this exam and, if they have tested into the program, are reevaluated during the 1st
week of classes.
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F I G U R E  2
Full Assessment Rubrics for D and A Writing


D (NO PASS) WRITING will offer a limited argument/analysis in response to the as-
signment, marked by several of the following weaknesses . . .


An implausible, unclear, incomplete, or inconsistent argument or analysis. The paper
lacks the cogency and purpose necessary for competent college-level writing; the paper
fails to exhibit careful thinking.


Inadequate, unconvincing, irrelevant, or derivative support. The paper accumulates (of-
ten paragraph by paragraph) derivative and/or anecdotal examples without integrating
them into a focused argument/analysis. The author relies on inappropriate—or weak—ex-
amples or reasoning to support the overall discussion. If sources are used, the author
may piece together writing from secondary sources without using it in the service of his
or her own argument or point of view. Alternatively, the author may not include enough
material or detail to support the purpose of the paper.


Flaws in organization, paragraph development, or logical transition. The paper lacks
structural fluency: organizational flaws cause a lack of overall coherence, undermining
the paper’s purpose. The reader is too often puzzled by the course the paper takes, or
the paper relies too exclusively on formulaic organization, thereby becoming stilted and
predictable.


Does not address the issues(s) set forth in the assignment seriously or thoughtfully.
The paper treats the issue(s) simplistically; the argument/analysis generally overlooks the
complexity of the issue(s) raised. The author doesn’t care enough about the subject or
the reader’s expectations and may fail to respond to all aspects of the writing task.


An inappropriate style or tone. The style and tone detract from the purpose and are in-
appropriate in terms of the academic discourse community.


Flaws in syntax, grammar, usage, or spelling. Mechanical errors detract from the pa-
per’s purpose or interfere with the reader’s comprehension. Significant problems in word-
ing or syntax make the writing unclear or confusing.


A WRITING will . . .


Present a cogent and insightful argument/analysis. The author responds to the assigned
topic in a consistently forceful manner that is not only thoughtful but thought-provoking.


Provide compelling support for the overall argument/analysis. The argument or analy-
sis receives full (and fully convincing) support; the author includes enough judiciously
chosen materials or details to emphatically support what he or she is trying to do. When
the author employs sources, he or she is critical and confident concerning their use, and
employs them to further his or her own authority and point of view.


Develop its argument or analysis with organisational clarity and logical force. The au-
thor controls the writer-reader transaction both explicitly and implicitly.


Demonstrate sophisticated exploration of the issue(s) set forth in the assignment. The
author is able to negotiate the complexities of the issue(s) raised in a provocative, con-
trolled manner. The author fully responds to the writing task, demonstrating a mature
knowledge about the subject and a judicious sense of its impact on the reader.


Employ a style that reinforces the paper’s effectiveness and advances its purpose
within the context of the academic discourse community.


Display maturity in sentence, variety, grammar, spelling, and usage. Surface errors are
virtually nonexistent; the reader is left free to enjoy the author’s style and tone and the
intellectual force of the writing.
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supervisors, support staff, and (in 1993–1994) 22 instructors. As with
the UCP, ELP instructors are graduate students hired at the assistant
lecturer rank—most are enrolled in master’s or PhD programs in the
university’s School of Education or linguistics department. Virtually
all instructors have had some ESL teaching experience before joining
the ELP, where the normal teaching load is two courses per semester.


Like UCP administrators, but unlike that program’s instructional
coordinators, ELP supervisors are not normally graduate students.
Rather, they are university faculty who have been chosen for their
ESL experience and knowledge in curriculum development; teacher
training; and writing, reading, or spoken language instruction. Each
supervisor is in charge of one or more course levels (see below) and
is responsible for designing the curriculum used, as well as for supervis-
ing all instructors who teach, at those levels. Supervisors are also typi-
cally responsible for teaching one or more class sections at the levels
they supervise. Like the UCP, the ELP conducts an intensive 2-week
training period before the beginning of the school year, during which
supervisors socialize new instructors into various aspects of ELP cul-
ture. Thus the overall instructional philosophy of the program; ap-
proaches to teaching reading, writing, and speaking; and classroom
management all receive extensive coverage during this period.


In terms of its overall function in the university, the ELP sees itself,
according to its director, as offering communicatively based language
instruction in order


7. to raise students whose level of English—international students of course,
second language speakers of English—whose English is not adequate
for full-time university work to the level where they can do such work.
[IGI]


Fulfilling this goal, according to one supervisor, includes not only
fostering the “develop[ment of] fundamental skills, but a range of
study skills that will be useful to them [i.e., the students] in their various
classes” (IF1). The study skills mentioned here include note-taking,
summarizing, using the library efficiently, and active reading strategies
such as predicting and guessing. Regarding the “fundamental skills,”
two types of courses are offered in the ELP: those that treat the four
traditional skill areas together and those that focus on single skills,
such as academic writing. True to its communicatively based self-image,
however, in its courses the ELP provides extensive practice in actually
using these language skills in naturalistic contexts, which in the case
of four-skills courses leads to an “integrated skills” approach. That is,
as is assumed to be the case in the academic classroom, “[the skills are]
all mixed in together and there is a sort of natural progression from
reading to speaking to writing about a particular topic” (IF2). Going
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hand in hand with this approach is the use of content-based syllabi;
that is, the language skills are put to use on a series of topics and
associated materials that “can be dealt within an academic way” (IG2).
Other pedagogical practices reflecting the influence of communicative
language teaching in the ELP include (a) an emphasis on group work
and learner-centered instruction, (b) the use of authentic (i.e., un-
adapted) texts, and (c) the deemphasis of grammatical instruction and
correction.


Unlike the UCP, the ELP offers a number of courses at four different
proficiency levels. Further, both undergraduate and graduate students
are taught in the program, although (in terms of numbers at least—see
Figure 3) the two groups are generally segregated. Figure 3 presents a
schematic of the ELP program, briefly describing the sequence of
course work by undergraduate/graduate status and major area, includ-
ing details of proficiency level, skills focus, and total number of stu-
dents for each course. Examination of the diagram will reinforce an
important difference between the UCP and the ELP that bears restat-
ing here—that writing, as just one of several skills regarded necessary
for the academic success of NNS students, receives a good deal less
emphasis overall in the latter program.


Given the two different types of skills focus and the wide range of
course levels, academic writing is also treated differently—and to some
extent is variably defined-in different parts of the ELP. Although
definitional matters are discussed in more depth below, we note here
that classes at the higher levels tend to emphasize the academic essay
as the main written genre whereas lower-level courses tend to divide
the time devoted to writing among essays and other academic literacy
tasks such as note-taking, summarizing, and paraphrasing. In regard
to the different ways in which writing is treated at the various course
levels, it is generally the case that the higher the course level, the
greater the proportion of curriculum and assessment devoted to
writing.


At the institutional level, the ELP professes primary allegiance to
the “process approach” to teaching academic writing. That is, the ELP
has, in the words of one supervisor:


8. adopted the process approach to writing, which means that in contrast
to the traditional mode of writing instruction where a student is presented
with a text that serves as a model to be imitated, we instead set a task,
and then give them an opportunity to try and respond to that particular
prompt, and then help them through several stages of redrafting to
polish and revise that draft. [IF23]


Reasons given by supervisors and instructors for preferring this
pedagogy over others are (a) that writers generally discover what they
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FIGURE 3
Structure of the English Language Program


Note. Students enter at Levels 1–4 depending on proficiency test scores. Numbers in the
lower right-hand corners of boxes indicate the numbers of students in each course during
the fall 1993 semester (total, including two groups not described here, is 706). Dotted lines
indicate voluntary enrollment options in elective courses.a ELP 130–131 is a required two-
course sequence. Courses may be taken in either order. bNot depicted here are ELP 138
and 139, remedial support courses taken concurrently with 140-level courses by students
judged below level in writing (138) or speaking (139).
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mean and how to express it only in the process of writing and (b) that
it helps students “to break out of this . . . ‘If I can’t write a perfect
sentence, there’s no way I’m going to write a perfect paper’ ” (IH8).
That process writing really is the main vehicle for writing instruction
in the ELP is indicated by the fact that both days of the new-instructor
orientation period devoted to teaching writing deal centrally with the
writing process. Thus, the 1st day’s workshop, entitled Introducing
the Writing Process, gives an overview of the process approach and
models strategies for “prewriting” and “drafting,” and the 2nd day’s
session, Responding to Academic Writing, is concerned largely with
the activity described in its title. More specifically, in both the latter
workshop and elsewhere in the ELP particular emphasis is put on
responding as a primary means of leading students to develop and
shape their written product in academically acceptable ways.


In its use of the writing process, then, as a major principle organizing
the teaching of writing, the ELP does not appear to differ qualitatively
from the UCP. When it comes, however, to actually defining the aca-
demic writing that ELP personnel describe themselves as teaching,
they are a good deal less explicit—and in some senses less unified—
than their UCP counterparts. Taking the latter point first, much of
the variability in a common definition has to do with two simple facts:
(a) as mentioned above, writing instruction at the lower levels is given
over partly to note-taking, summarizing, and related academic literacy
tasks; and (b) English for specific purposes courses, including ones
that focus explicitly on technical/scientific writing, make up part of the
ELP curriculum. These exceptions aside, however, ELP staff appear to
share a model of academic writing for pedagogical purposes, albeit a
less than fully articulated one.11 In the words of one supervisor, this
is “the classic academic essay style,” a notion he elaborated on as follows:


9. [Students should] be able to compose an original composition expressing
their point of view which is well organized and, well, I was going to say
“argued” though it is not always argumentative, so they have to be able
to shape their ideas in a form that is considered proper in academic
settings. [IF7]


The “proper” form referred to here—as other remarks by this indi-
vidual strongly suggest—is almost certainly a straight deductive rhetor-
ical structure. A second supervisor described this form in more detail


11The contrast here with the UCP is striking: whereas the UCP’s approach to writing is
heavily—even exhaustively—documented in almost every area, ELP writing practices are
largely implicit. Interestingly, one ELP supervisor referred to the latter practices in his
interview as part of “an oral tradition.”
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when he talked about the probusiness writing class he was supervising
and teaching:


10. I insist that students state a thesis, what in business writing class we
call proposition—we even have particular names for these things—
that [they] state it early on in the essay, that it becomes a controlling
statement—it controls the rest of the essay—that a small set of argu-
ments follows that broad, general statement, and that those arguments
should directly support that proposition. And that then within the par-
ticular paragraphs—I won’t say a single paragraph because I don’t
believe that—but within the paragraphs that are alloted to those more
specific arguments, I guess I would say subarguments and certainly
support for the arguments is featured. So there is a top-down form
here. [IH4]


Apart from the terms argument and possibly proposition —suggesting
a subgenre of academic writing that does not obtain programwide—
these remarks offer a fairly accurate characterization of the deductive
essay format generally advocated within the ELP. The approach is
encouraged through various classroom activities, one of which is peer
response to essay drafts. Peer responding generally takes place with
the aid of a feedback form (see Figure 4) that guides response in a
deductive direction.


The most important means of guiding students toward the deductive
essay format, however, appears to be the use of teacher comments on
student drafts. Thus the statement in Example 10 above was made in
the context of a discussion of the supervisor’s commenting practices,
and this statement accorded closely with his actual comments on stu-
dent papers. Other ELP personnel likewise professed a commitment
to commenting on essays in similarly directive ways. The potential
contradiction between these practices and the tenet of process writing
that students discover their own meaning and form in the writing
process is minimized in the minds of ELP teachers by the shared sense
that they are basically reacting to student writing in their comments,
rather than directing students a priori how or what to write. The
supervisor quoted in Example 10 made this point explicitly later in
the same interview. Referring to his own training in the ELP at a time
when he had been a graduate student instructor, he said:


11. I was taught not to present students with form a priori. I was taught
to have students write something and then at that point, once there’s
some kind of a product, to work through fairly nondirect means—
nondirect in the sense that we don’t say, “ Here’s the form, now fit what
you’ve written into the form,” [but] more like through written feedback
or conferencing [to] try to get the students to mold it into a shape that
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F I G U R E  4


ELP Peer Response Form for Essay Writing


Directions: Evaluate your own or another student’s essay, using the guidelines below.
Read and answer each question in turn.


1. Does the essay have a title?
a. Does the title express the author’s point of view?


2. Is there an introductory paragraph?
a. If “yes,” does the introduction contain background information about
the controversy?


1. If “yes,” does the background information make you want to read
more about the subject?


b. If there is an introduction, does it contain a clear statement of the
author’s point of view (i.e., a “thesis statement”)?


1. If there is such a statement, does it also indicate the arguments
that will be presented in the body of the essay?


3. How many supporting arguments are presented, and what are they?
(list and number them below)
a. Are the arguments dealt with in separate paragraphs?


1. Does all the information in a particular paragraph deal with the
argument presented in that paragraph?
2. Is there enough supporting detail in each argument (facts, examples)?


b. Do the arguments proceed smoothly and logically from one to the next?
1. Are transitional phrases used for this purpose?


4. Does the essay have a conclusion?
a. Does the conclusion summarize the points made in the body?


Circle one
Yes No
Yes No


Yes No


Yes No


Yes No


Yes No


Yes No


Yes No


Yes No
Yes No
Yes No
Yes No


Yes No
Yes No


NOTE: If you can answer “yes” to all of the yes/no questions above, you have probably
written a very good paper.


was acceptable. And that shape was certainly for me the deductively
organized essay. [IH6]


All ELP personnel interviewed were in agreement on why the deduc-
tive essay format was purveyed in the program. Some teachers even
defended it while evincing clear knowledge of its drawbacks:


12. If something is done deductively and seems to be only following a
pattern—a kind of fill-in-the-slot pattern—it can be tedious and boring
and awful to read. However, it serves a purpose and my feeling from
in terms of the kinds of things that students—I guess in the Business
School—I was thinking more of even with the classes I take, often that
is the kind of thing that the professors are comfortable with and want,
something that clearly spells out this is what so and so says, here is
where I agree, here is where I disagree, this is what I think. [IJ13]


The general understanding among ELP teachers and supervisors is
that NNS students need some form in which to express themselves
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academically, even if not a particularly sophisticated or attractive one.
They assume that ELP students, concurrently enrolled for the most
part in non-ESL classes, would need to have such a form available
for immediate use in writing academic essays and essay exams. The
deductively organized essay is therefore seen as an efficient solution
to this problem.


Aside from the deductive format, several other types of rhetorical
structures are also occasionally encouraged in ELP essay writing. These
forms are typically variations on the compare and contrast, problem-
solution, and collection of descriptions (Carrell, 1984) themes, as speci-
fied in a writing prompt. However, students are often advised to over-
lay a deductive format on these structures if one is not present in a
draft—either through teacher feedback or the application of peer/
self-response guides like that in Figure 4.


As a means of partly summarizing some of the characteristics of
ELP writing described above, a set of typical writing prompts is given
in Appendix B. These prompts were given out by teachers at the high-
intermediate level after students had spent several classes reading
about U.S. family life and discussing it in relation to family life in their
own cultures. By way also of introducing the explicit comparison of
the UCP and ELP cultures of writing that follows, we ask the reader
to compare these writing prompts to the UCP assignment in Appen-
dix A.


COMPARISON AND DISCUSSION


Two university cultures of writing have now been described in some
detail. In this section we compare these cultures directly, examining
contrasting norms and practices that may affect student success both
within and across programs.


A first potentially problematic difference concerns the kinds of cul-
tural knowledge each program assumes on the part of its students. As
a program wholly devoted to NNSs, the ELP appears to make two
pragmatic assumptions: (a) that its students have native competence
in at least one (typically East Asian) culture and (b) that students do
not have native competence in “American culture.” 12  In response to
the second of these assumptions, the ELP appears to offer a curriculum


12By bracketing the notion of American culture, we wish to acknowledge the many critiques
of the monolithic American culture myth that exist in current scholarship. At the same
time, we consider the notion of an American culture—in this case more specifically definable
as “a generalized, somewhat ideal version of U.S. middle-class norms and values”—a
necessary convenience in the present analysis. That is, we adopt the idea as a provisional
concept or working definition only.
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that is not predicated on native/near-native American cultural compe-
tence. In contrast—but not surprisingly given that NNSs make up
less than 20% of its clientele—the UCP seems to assume a significant
amount of cultural knowledge specific to the “American’’—or at least
a “Western’’—way of life.


Critical thinking, for example, is one important area where cultural
presuppositions appear to be operating. In particular, the UCP’s ver-
sion of critical thinking seems to assume a cultural ecology in which
school-based writing is frequently viewed and practiced not so much
as a mode of communication or information inscription, but rather
as a tool for intellectual exploration, an avenue for debate and dialectic,
and even an instantiation of democratic principles (see, for instance,
Example 2 above). What is more, the inculcation and assessment of
critical thinking in the UCP appear to presuppose articulated (if im-
plicit) understandings of culture-specific and culturally enshrined con-
cepts, such as “insightfulness,” “forcefulness,” “thoughtfulness,” and
“cogency,” as they figure, for instance, in the first item of the A rubric
in Figure 2 or the final paragraph of Appendix A.


One might argue that these basic cultural assumptions and values
are what is being taught in the UCP under the rubric of critical think-
ing, rather than what is being presupposed. There is little, if any,
evidence in our data of teaching at the level of basic cultural assump-
tions (as advocated, for example, by Delpit, 1988). The plausibility of
this claim is further mitigated by a significant body of research (see, e.g.,
Gee, 1990; Heath, 1983, 1986; Wells, 1985) indicating that socialization
into middle-class “essayist literacy” (Scollon & Scollon, 1981) begins at
home in early childhood, is powerfully reinforced through the elemen-
tary/high school years, and is unconsciously assumed of literate middle-
class adults in higher education and beyond. Thus, teachers at various
levels who have traditionally been thought of as teaching skills such as
critical thinking de novo may in fact be providing mainstream students
opportunities for rehearsal, refinement, and performance based on
competence the latter have been acquiring all their lives.13


These same general points also apply to culturally defined and cul-
turally valued notions like “originality/creativity” and “logic/rationality”
(see Kaplan, 1988) inasmuch as they figure-explicitly or implicitly—
as necessary background knowledge for success in the UCP. If, instead
of being available to all freshman writers equally, such “commonsense”


13This critique of educational notions such as critical thinking (and in fact any social practice
that involves the literate development of “metadiscoursal” abilities—see Gee, 1990; Wells,
1985) is typically aimed at explaining the differential success of various racial/social class
groups in the U.S. educational system, especially in the contexts of primary and secondary
education. In terms of the present discussion, however, where cultural assumptions are
so clearly differential between NSs and NNSs, the gap is even clearer.
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notions are part of a larger “mainstream” American set of social prac-
tices, a pedagogy based substantially on them can only serve to disad-
vantage NNSs.14


Finally in regard to the different cultural-knowledge backgrounds,
each program seems to assume, we do not intend to claim that the
ELP, in contrast to the UCP, itself follows pedagogical practices that
are in any sense acultural. The cultural assumptions behind process
writing, for example, have been well explicated by Delpit (1988) and
Inghilleri (1989). Rather, we have suggested that the ELP does not
assume implicit cultural knowledge of the sort outlined above as a
necessary (if tacit) precondition for instruction.


A second (but closely related) area of difference between the ELP
and the UCP involves what could almost be called the metagoals of
the two programs. That is, although both programs are immediately
concerned with preparing students to write (and in the case of the
ELP, also to read and speak) academically, they approach that goal in
different ways. The ELP appears to emphasize the relatively straight-
forward teaching of strategies—in writing these include a simplified
writing process (e.g., see Example 8 above) and especially the deduc-
tively organized essay form. The probable motivation for this “strategic
approach” was described above in our discussion of the deductive
form: At least at the higher levels, ELP instructors feel obligated to
provide immediately usable aids to their students because they know
that these students have to function simultaneously in the academic
classroom.


The UCP, on the other hand, although it does not appear to overlook
its students’ immediate academic-course needs, concerns itself substan-
tially with writing development. That is, in encouraging students to
reach beyond their current abilities—to constantly strive for greater
“depth” in their thought and writing, for example—UCP personnel
seem to advocate a moderately developmental approach to learning to
write academically. This aspect of UCP culture is enshrined in the
two-course sequences that represent the bulk of the program’s classes.
As shown in Figure 1, whereas the first course focuses on the writing
process, critical thinking, and academic discourse conventions, the
second course adds on to these objectives intertextual concerns (i.e.,
citing and working with other texts), academic reading, and attention
to longer and even deeper analysis of issues.


A third area of difference between the two programs is directly


14Culturally valenced terms like logic occasionally appear also in ELP materials (e.g., Figure
4, Item 3.b). We have no evidence, however, that such concepts form an important part
of the program. For UCP personnel, on the other hand, logic and rationality appear to
play important roles—as seen, for instance, in Example 2 above-in the way they conceptu-
alize and possibly teach writing.
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related to the first two. This difference concerns the programs’ con-
trasting expectations for the form and content of written work. The
ELP seems to advocate a norm of writing that might be termed workper-
sonlike prose. Characteristics of this mode of writing appear to include
(a) that it is aimed primarily at the clear, straightforward communica-
tion of facts and ideas; (b) that it is relatively easy to learn and thus
usable on a more or less immediate basis; and (c) that it depends
significantly on a rigid deductive structure.


The first of these points, suggested more or less directly in our data
(see, for instance, Examples 9 and 11 and Figure 4), would also seem
to follow from the ELPs commitment to communicative language
teaching. That this language teaching approach has its own “cultural”
background will be discussed below, but certainly one of its main tenets
is that basic communication is the foremost purpose of both language
and language teaching (Brumfit, 1984; Richards & Rodgers, 1986).
The second characteristic of the workpersonlike approach to writing—
ease of learnability/usability—depends largely on a sense that students
have immediate writing needs in their academic classes and should
therefore be given some tools to deal with these needs. To take the
tool metaphor one step farther, students therefore become worhpersons,
or technicians, of writing. The third characteristic of workpersonlike
prose—the deductive essay format—is in fact just the kind of handy
tool a technician of writing might seem to need. Eminently teachable
(whether directly or indirectly), it solves the problem of getting into
the students’ hands an easily deployable approach to academic writing.


Note, however, that there is also an obvious danger associated with
turning student writers into writing technicians. The danger, of course,
is that once having acquired a handy tool of written expression, stu-
dents will adopt it to the exclusion of all others, applying it without
regard to its suitability in specific cases. This problem is not unlike the
one that the UCP’s proscription of the five-paragraph essay appears
designed to solve (see Example 5 and below).


If the ELP promotes workpersonlike prose, the UCP in contrast
might be said to purvey sophisticated thought and expression. That
is, with its emphasis at the content level on complexity of thought and
critical “insight,” and its emphasis at the formal level on structure as
dependent on rhetorical purpose and on both explicit and implicit
forms of expression, the UCP appears to advocate writing that will be
judged not only as an accurately communicating message but also as
a rhetorically effective piece.


The UCP’s rejection of the five-paragraph essay and the ELP’s advo-
cacy of what appears to be a virtually identical form, the deductive
essay format, clearly illustrate the contrast under discussion here. In
the UCP culture, this form acts almost as a symbol of bad student
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writing—formulaic, stilted, mechanical, predictable, and thus crippling
to the very thought that the program seeks to encourage. At least in
theoretical terms, there does not seem to be even the possibility of
depth or insight if content is expressed in this form. For the ELP on
the other hand, the deductive essay format is an extremely serviceable
template for those who, academically speaking, “have no way of ex-
pressing themselves” (IH1). Depending on the two programs’ very
different goals—superficially similar in that both claim to teach aca-
demic writing—this form is either salvation or suicide.


A fourth and final difference between these two divergent cultures
of writing concerns the academic-culture foundations on which they
themselves rest. For the UCP this foundation is the disciplinary matrix
of rhetoric/composition, for the ELP it is applied linguistics.


That rhetoric/composition is the UCP’s mother discipline is clearly
evident in our data, though there is no space here for a complete
discussion of the point. UCP administrators allude constantly to their
placement in the field, sometimes even referring to their institution
as a “rhetoric program.” In addition, the Orientation Notebook —the most
complete statement of UCP program practices and policies—draws
heavily on the field, and pedagogical principles and techniques are
borrowed eclectically from it, whether classical notions like the Aristote-
lian appeals (see Appendix A) or modern ones like the Burkean pentad,
a prewriting/invention device. 15


The ELP connection with applied linguistics is also clear—although
not nearly as foregrounded—in the data we have collected. Like rheto-
ric/composition an interdisciplinary endeavor, applied linguistics can
be seen as the source, by and large, of communicative approaches
to language teaching. As a program that identifies closely with the
communicative approach—which indeed has contributed substantially
to developments at the academic end of it—the ELP therefore has a
major link with applied linguistics. Nor is it surprising that literally
all the administrators (including supervisors) have applied linguistic
backgrounds, and every program director since the ELP’s inception
has been an applied linguist.


The divergent academic foundations of the two programs have
larger consequences for the way writing is thought of and taught
within them—and this divergence may explain variation in some of
the areas already discussed in this article. For example, applied linguists
have tended to think of themselves as scientists and their work as
primarily descriptive and quantitative (Santos, 1992). Although this
perception may conflict substantially with the realities of L2 teaching


150ne UCP administrator also mentioned a disciplinary connection with applied linguistics,
although he gave much more attention to the influence of rhetoric.
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and research, it nonetheless has had paradigm status in the field. It
also appears to have many implications for ELP practice—the insistence
in the ELP that classroom texts (in whatever mode) be “authentic”—
and the social science-like nature of the topics treated in content-
based courses are just two obvious examples. More importantly, the
straightforward deductive approach to writing in the ELP may well
reflect perceptions of how scientists (or at least social scientists) express
themselves in the written mode.


The rhetoric-based UCP, on the other hand, proceeds from a disci-
pline that, although its current make-up is heterogeneous, has a back-
ground in the humanities. Until the start of the present century, rheto-
ric was a staple of the liberal arts (Berlin, 1987; Kinneavy, 1971), and
even though work in the field has now gone far beyond its original
base, it is still rare to find highly quantitative research, for example,
in rhetoric/composition journals such as College Composition and Commu-
nication or Rhetoric Review. Similarly, rhetoricians do not shy away
(even theoretically) from prescriptivism—rather, as the vast majority
of composition textbooks show, it is an organic element in the field.
Finally, where applied linguists tend to see the goal of writing instruc-
tion as the ability to communicate clearly, rhetoricians have a grander
goal. According to Berlin (1987), “in teaching writing we [i.e., rhetori-
cians] are providing students with guidance in seeing and structuring
their experience, with a set of tacit rules about distinguishing truth
from falsity, reality from illusion” (p. 7).


All of these characteristic influences-humanism, prescriptivism,
and (closely related to both) a belief that writing instruction is at base
epistemological and ethical—lend a distinctive flavor to writing pro-
grams that take sustenance from rhetoric. The UCP appears to be one
of these.


If the contrast we have drawn above is at all accurate—if the UCP
and ELP do in fact promote very different conceptions of academic
writing—it would seem vitally important for each program to know
in detail what the other’s goals and expectations are. Although one
would not expect whole cultures to change on the basis of such knowl-
edge, the raising of consciousness on both sides is bound to result
in better articulation. Such articulation would inevitably smooth the
transition from the ELP to the UCP, which, although not systematically
investigated in our study, is anecdotally well attested as a sometimes
difficult one. 16 Concerning the problem that the UCP’s cultural-knowl-


16Such anecdotal evidence comes from two sources: UCP teachers and students themselves.
In informal interactions, our own students (some of whom were taking courses in the two
programs simultaneously or had taken them back-to-back) sometimes voiced the sentiment
that differences in the writing expected by the two programs was “confusing.” Alexander,


562 TESOL QUARTERLY







edge assumptions may represent for NNSs, explicit instruction in rele-
vant cultural “rules” and assumptions—as advocated by Delpit (1988)—
might constitute a partial solution.


CONCLUSION AND APPLICATIONS


Our findings reveal that the theoretical backgrounds and classroom
practices of the UCP and ELP diverge in nontrivial ways. In discussing
these differences, we have indicated how they may negatively affect
students both within and across programs. We end by briefly restating
the potential negative effects of these differences and speculating on
circumstances that may blunt their overall harmfulness to some degree.


First, we have suggested that the UCP presupposes cultural knowl-
edge that cannot be reasonably attributed to, and holds expectations
that cannot reasonably be met by, many nonnative speakers of English.
The reason for these gaps is simple—as a program based primarily in
a field that has concerned itself overwhelmingly with English as a
first language and whose clientele is in fact at least four-fifths native
speakers, the program is modeled on the norm of a cultural/linguistic
native (or near-native) student. The kinds of knowledge such students
are tacitly expected to have include considerable familiarity with native
patterns for structuring discourse, knowledge of native norms of com-
municative behavior, and some understanding of writing (or communi-
cation in general) as a heuristic, self-defining activity. We assume that
students lacking these concepts would find the UCP an often difficult
place to be.


Second, and independent of our first point, we believe that NNS
students crossing over from the ELP to the UCP will experience a
significant disjuncture between the way each program conceptualizes
writing. That is, some of the very approaches to writing that are re-
warded in the former appear to be stigmatized in the latter. However,
we speculate that this situation could also benefit both instructor and
student. For instructors, deductively organized student essays provide
at least a known quantity to work with—a take-off point from which
to begin teaching writing the UCP way. Students writing deductively
structured essays on entering the UCP maybe preferable to students—
for example, non-Western NNSs previously exposed to an extreme


a Ukrainian student of the first author, elaborated on this point by stating that in the UCP
one “had to have style” whereas his ELP written argumentation class was more concerned
with “argument” (NC1). We have also frequently heard UCP teachers complaining about
their NNS students’ dependence on the five-paragraph essay.
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process-writing approach (Scollon, 1991)—who come in using no rec-
ognizable discourse structure to speak of. On the part of students,
there is the obvious advantage of learning two differing modes of
academic writing. As a solution to immediate writing needs and a tool
for clear (if pedestrian) written communication, the ELP’s strategic
approach clearly has its uses. As a longer-term effort to foster thought-
ful, skillful writing—and writing that does not depend on a prefabri-
cated rhetorical structure—the UCP’s developmental approach also
has a valuable contribution to make. Taken together, as indeed the
two programs are by a substantial number of NNSs, they may in fact
cover a spectrum of writing needs that neither program can deal with
individually.


Finally, we speculate that a substantial amount of the difference
between these two programs—and perhaps a fair amount of the L1
cultural knowledge the UCP appears to presuppose of NNS students—
may be mediated by some instructors in their classrooms. That is,
competent instructors in both programs may perhaps adapt curricu-
lum and pedagogy to suit their classes to some degree, at least partly
making up for the gaps just mentioned. In particular, the UCP practice
of identifying instructors for NNS sections with an interest or back-
ground in teaching NNSs may partially mitigate unreasonable expecta-
tions. However, this possibility of adjustment relieves neither the UCP
of responsibility for providing a curriculum that adequately matches
NNS’s abilities and needs, nor either program of the obligation to
work closely together to make crossover between them as smooth and
as easy as possible.


In conclusion, we call for purposeful articulation among any and
all intrauniversity writing programs that NNS writers must transit for
academic success. We also call on such programs to examine their
theoretical assumptions and curricular practices vis-à-vis NNS stu-
dents. To navigate the diverse cultural territories of university writ-
ing—and to come out safely on the other side as writers—our students
can do with no less.
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APPENDIX A


Sample UCP Assignment


Assignment: The Uses of Enticement:
What Becomes an Advertisement Most?


Purpose


Advertising represents one of the most creative and imaginative forms of communication
in our culture, and one purpose of this assignment is simply to enjoy the opportunity to
analyze some interesting ads. But this assignment is also intended to give you practice in
the writing process (in invention, planning, and revision) and to introduce two important
rhetorical concepts: the Aristotelian appeals and the distinction between persuasion and
identification.


Readings


This assignment calls for you to “read” advertisements, and you will be asked to purchase
two magazines and bring them to class on Wednesday, January 19th. You may also use TV
advertisements, following the precis format described on the other side of this sheet.


Topic


The first advertisement published in America was simply a short prose description of a
piece of land someone wanted to sell, but since that time advertising has evolved quite
considerably. Today, in fact, it’s rare to find an ad that merely describes the goods being
sold; instead, modern advertising has developed a range of appeals that seem to have only
a tangential relationship to the actual product. Some ads, for example, appeal to important
cultural stereotypes (the rugged individuality of the Marlboro man), others play off or
against stereotypes (the chic rebelliousness of Virginia Slims ads), and still others work by
appealing not to the consumer’s real needs or personality but to his or her fantasy self, the
popular and attractive person the consumer will become once he or she purchases the
product being advertised.


This assignment, then, is directed not simply at advertisements but at an interesting type
of advertising appeal, one that is clever or enticing, relatively original, and one that you find
deserving of careful analysis. To illustrate your analysis, you may use one or more ads, and
these may come from current (September 1993 or later) magazines or from current television.
The ads may represent a single advertising campaign (one of a particular brand), or they
may be ads for different brands of the same product type, or for entirely different products.


Writing Task


Select an ad or ads that illustrate a kind of advertising appeal that you would like to write
about. Carefully analyze the type of appeal illustrated in the ad(s) and then respond to the
following writing task in a 4–5 page essay:
Why do you find this type of advertising appeal particularly interesting, noteworthy, or effective?


The cogency of your writing will depend upon your ability to identify and articulate an
insightful claim as to how advertising functions. For this reason, do your best to go beyond
obvious or commonplace kinds of appeals and seek instead to add something new and
pertinent to our understanding of advertising. Similarly, do not focus on Virginia Slims or
Marlboro ads unless you are confident you can contribute something innovative to what is
a very long history of analysis.


Rough Draft Due: Friday, January 28
Submission Draft Due: Monday, January 31
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APPENDIX B


Sample ELP Writing Prompt


WRITING ASSIGNMENT
Directions: Answer one of the following questions, using 2–3 pages of double-spaced writing.


1. Describe and give specific examples of how the values of equality and individual freedom
are seen in many American families? [sic] Also, give your opinion of the importance of
these values within the family unit.


2. By taking a position either for or against give your opinion whether married women
should work or not. Be sure to back up your opinions with specific examples either from
the American culture or your own culture.


3. “Eldercare” has become a complex issue in the 1980s–1990s. Describe some of the prob-
lems that must be overcome by an ordinary family in order for the elderly parents (or
family members) to be fully cared for. You may use examples/types of problems taken
from the American culture and/or your own culture.
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THE FORUM
The TESOL Quarterly invites commentary on current trends or practices in the
TESOL profession. It also welcomes responses or rebuttals to articles or reviews
published in the Quarterly. Unfortunately, we are not able to publish responses
to previous Forum exchanges.


The Theory of Methodology in
Qualitative Research
BONNY NORTON PEIRCE
Ontario Institute for Studies in Education


All methods are ways of asking questions that presume an underlying set
of assumptions, a structure of relevance, and a form of rationality. (Simon
& Dippo, 1986, p. 195)


■ At the 28th Annual TESOL Convention in Baltimore in 1994, I gave
a presentation on my PhD research entitled Language Learning, Social
Identity, and Immigrant Women (Peirce, 1993). During question time a
member of the audience made the point that I had been an active
participant in the study and had affected its outcomes. Her question
was whether or not this situation posed a methodological problem for
me. The short answer at the time was that different research questions
call for different methodologies. Although there is a place for quantita-
tive research in the field of language learning and teaching, the ques-
tions I was asking in my research did not lend themselves to statistical
analysis. I indicated that the field needed to develop a more compre-
hensive theory of methodology. To some extent, this article is the long
answer to the question posed in Baltimore.


In this article I examine the complex relationship between theory
and methodology in qualitative research. I take the position that theory
(implicitly or explicitly) informs the questions researchers ask; the
assumptions we make; and the procedures, methods, and approaches
we use to carry out research projects. In turn, the questions asked will
inevitably influence what kind of data are collected, how they are
collected, and what conclusions are drawn on the basis of data analyses.
Specifically, I describe recent trends in educational research that I
have found most helpful in my own research in language learning
and teaching. Although the educational researchers who conduct this
research do not always ask the same questions or share the same
interests, their common assumptions about what I call critical research
are compelling. I first describe six of these tenets and then indicate
how they have influenced the framing, progress, and analysis of my
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research on the language learning of immigrant women in Canada
(Peirce, 1993, 1995).


SIX TENETS OF CRITICAL RESEARCH


The questions I ask in my research, the assumptions I make, the
data I consider relevant, and the conclusions I draw are informed by
the work of educational researchers in three related but as yet diffuse
areas. The first group of educational researchers, some of whom are
described by Weiler (1988) as primarily interested in “cultural produc-
tion,” include Bourdieu (1977), Connell, Ashendon, Kessler, and
Dowsett (1982), Heller (1987, 1992), Simon (1992), Walsh (1987, 1989),
and Willis (1977). The second group frames its educational work within
a feminist project and includes Briskin and Coulter (1992), Luke and
Gore (1992), Rockhill (1987), Schenke (1991), Smith (1987a, 1987b),
and Weiler (1988, 1991). The third group locates its educational re-
search within the emerging tradition of critical ethnography and in-
cludes Anderson (1989), Britzman (1990), Brodkey (1987), and Simon
and Dippo (1986).


Having made distinctions among these three groups of researchers,
I hasten to add that the overlapping interests within and among them
are more significant than their differences. Indeed, Willis, for example,
is referred to as a cultural production theorist by Weiler (1988) and
a critical ethnographer by Anderson (1989); Weiler is described as a
critical ethnographer by Anderson (1989) but defines herself primarily
as a feminist researcher; Simon is considered a cultural production
theorist by Weiler (1988) but defines his own work as critical ethnogra-
phy (Simon & Dippo, 1986); Smith (1987b) collapses the boundaries
by defining her work as a feminist approach to ethnography. The
work of these educational theorists has a number of important tenets
in common—tenets I draw on in my own research.


Tenet 1: Critical research rejects the view that any research can claim
to be objective or unbiased. Weiler (1988) argues that feminist research
begins with the assumption that the researcher plays a constitutive role
in determining the progress of a research project. She contends that
the researcher has to understand her own subjective experience and
knowledge as well as that of the women she studies. Likewise, Simon
and Dippo (1986) point out that the production of knowledge cannot
be understood apart from the personal histories of the researchers
and the larger institutional context in which researchers work. They
suggest that critical ethnographic work should define data and analytic
procedures in a way consistent with its pedagogical and political project.


Tenet 2: Critical researchers aim to investigate the complex relation-
ship between social structure, on the one hand, and human agency, on
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the other, without resorting to deterministic or reductionist analyses.
Anderson (1989), for example, argues that critical ethnography has
grown out of dissatisfaction with, on the one hand, “social accounts
of ‘structures’ like class, patriarchy, and racism in which real human
actors never appear” and “cultural accounts of human actors in which
broad structural constraints like class, patriarchy and racism never
appear” (p. 249). Likewise, although Connell et al. (1982) reject the
“increasing dogmatism” (p. 29) of reproduction theory, they also reject
“desiccated” (p. 24) research in which researchers seldom meet or
speak to the people they are studying. According to Weiler (1988),
the specific mandate of feminist scholarship is to investigate the rela-
tionship between the individual and the social:


Thus focusing on the everyday world reveals the ways in which larger
forces, both ideological and material, place limits and conditions on our
actions. At the same time, making the everyday world of women the center
of social research demonstrates that a concentration solely on the public
arena is equally inadequate. Feminist scholarship, by revealing the everyday
lives of women, opens up the other half of social reality which has been
ignored in studies of public life. (p. 62)


Tenet 3: Critical research assumes that inequities of gender, race,
class, ethnicity, and sexual orientation produce and are produced by
unequal power relations in society. Drawing on the work of Gramsci,
Simon and Dippo (1986) maintain that “power relations are those
that structure how forms are produced and reproduced to limit and
constrain, as well as contest and redefine what one is able to be” (p. 197).
Similarly, Walsh (1989) argues, “In a world that is clearly unequal,
participation and dialogue never just happen. Power relations are
clearly at work, differentially positioning students in relation to one
another, to the subject matter, and to the teacher” (p. 139). Weiler
(1988) contends that, although women share a gendered history,
women should not be treated as a single group with no differences:
“Blindness to race and class leads to as much distortion of social reality
as does blindness to the importance of gender” (p. 64).


Tenet 4: Critical researchers are interested in the way individuals
make sense of their own experience. Connell et al. (1982) indicate that
in their research they wanted to “get close to the situations people
found themselves in, to talk to them at length about their experiences”


phy is a method of analysis that returns the researcher to “the actualities
of what people do on a day-to-day basis under definite conditions and
in definite situations”; it is a method that “fully recognizes individuals
as competent practitioners of their everyday worlds” (p. 7). Similarly,


(p. 29).  Smith (1987b) argues that what she calls an institutional ethnogra-


THE FORUM 571







according to Weedon (1987), “Theory must be able to address women’s
experience by showing where it comes from and how it relates to
material social practices and the power relations which structure them”
(p. 8).


Tenet 5: Critical researchers are interested in locating their research
within a historical context. As Simon and Dippo (1986) argue, “History
is not to be relegated to the collection of ‘background data,’ but rather
becomes an integral part of the explanation of the regularities ex-
plored in any specifics” (p. 198). Walsh (1989) holds that the purpose
of her study on the struggles of Puerto Rican students in the U.S. was
to highlight “how the past and present intersect in people’s voices,
infuse pedagogy, and sculpt the conditions and processes involved in
coming to know” (p. 133). Luke and Gore (1992) argue that the identi-
ties that feminist academics have forged for themselves have been
influenced by feminists “past and present,” by the “voluminous feminist
literature of the last two decades that has made the most powerful
contribution to re-thinking the subject, to questioning theory in all
disciplines, and to the debates on difference” (p. 4).


Tenet 6: Critical researchers believe that the goal of educational
research is social and educational change. Brodkey (1987), for exam-
ple, argues that “the goal of critical ethnography is always the same: to
help create the possibility of transforming such institutions as schools”
(p. 67). Briskin and Coulter (1992) maintain that “in its concern for
social change and liberation, feminist pedagogy is situated firmly within
the discourse on progressive education and critical pedagogy” (p. 251).
Similarly, according to Willis (1977), “to refuse the challenge of the
day-to-day—because of the retrospective dead hand of structural con-
straint—is to deny the continuance of life and society themselves”


and social institutions (Simon, Dippo, & Schenke, 1991). All of these
researchers agree that there are many possibilities for reducing inequi-
ties in society in general and education in particular.


(p. 186). Simon's work, and that of his colleagues, is centrally con-
cerned with what schools can do to address inequities in educational


CRITICAL RESEARCH AND LANGUAGE LEARNING:
A CASE STUDY


In this section I argue that the six tenets of critical research outlined
above can help to inform qualitative research in language learning
and teaching. I illustrate my arguments with a brief analysis of a
research project I have recently completed (Peirce, 1993) in which
I conducted a longitudinal study of the natural language learning
experiences of five immigrant women in Canada. The purpose of
my research was to investigate under what conditions these language
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learners spoke English and how such opportunities to speak were
socially structured across time and space. The research was based on
the premise that practice in the target language is a necessary condition
of L2 learning (Spolsky, 1989).


In my research I was constantly aware that my own history and
experience intersected in diverse and complex ways with the progress
of the research (Tenet 1). As a graduate student in a progressive
educational institution, I had access to a wide range of human and
material resources that have influenced the way I approached data
collection and data analysis. The supervision I received, the literature
I was introduced to, the fellow students I consulted with, and the
workshops I attended all informed my work. Before beginning gradu-
ate studies, I was not familiar, for example, with the work of Bourdieu
(1977), Cummins (1986), Heller (1987), Kress (1985), Simon (1992),
and Weedon (1987), all of which has had a significant influence not
only on my PhD research but also on other research projects in which
I have participated (e.g., Peirce, 1989; Peirce & Stein, 1995). At another
time and place, my research would have been differently conceived
and differently understood.


In addition, the fact that I am a white, middle-class anglophone may
have made my study appear attractive to immigrants who struggled
for access to the dominant group in Canadian society. I was not a
neutral, objective researcher in the eyes of the participants. For some
of them, I was identified as the only English-speaking friend they had;
I wrote references for the participants; I helped them find jobs. I
constantly juggled my diverse positions as friend, teacher, and re-
searcher. Furthermore, my own position as a woman and a mother
gave me some insight into the experiences of the women in my study.
I could identify with the daily challenges of studying, mothering, work-
ing, and housekeeping under ubiquitous time constraints. Finally, my
location as a teacher and researcher in the field of language education
and my experiences of living in multilingual societies have constantly
directed me to address the questions, “What would colleagues find
interesting in my research? What kind of research would be interesting
for my colleagues?”


In the research I was interested in the relationship between the
individual language learners and the larger social structures that influ-
enced their day-to-day lives and their opportunities to speak English
(Tenet 2). I investigated why, for example, one participant who had
spoken to her coworkers on a regular basis withdrew from social inter-
action after a series of layoffs in her factory. I questioned why one
learner dropped out of a basic skills English class whereas another
one, in the same class, remained until graduation. Such questions could
not be addressed by observing the language learner in isolation from
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society. I had to address them by drawing on the participants’ own
experiences as well as larger forces in Canadian society such as the
economic recession and national language-training policies.


I investigated the extent to which the gendered identity of the
women in my study as well as their position as immigrants in Canadian
society served to constrain their opportunities to learn and practice
English in the home and workplace. In other words, I addressed the
extent to which inequitable relations of power based on gender, eth-
nicity, and class might affect language learning (Tenet 3). To what
extent, for example, was one participant (a single woman) affected by
her family’s admonition that she cease her preoccupation with learning
English and focus her energies on finding a “rich, young man”? How
was one participant’s language learning affected by the resentment
expressed by her husband, whose progress had been slower than hers?
How was another participant’s social interaction affected by her per-
ception than Canadians “look down [on] the immigrants”? Only by
asking such questions was I able to focus on the similarities and differ-
ences among immigrant women learning English in Canada. The age
of a woman, her ethnicity, her marital status, the presence of children,
and her educational background all had an important influence on
the extent to which she created, responded to, or resisted opportunities
to practice English.


I wanted to understand how the participants made sense of their
daily experiences with the English language. Why, for example, did
one learner avoid talking to people she did not know whereas another
telephoned strangers regularly to practice speaking? Why did one
participant seldom speak to her customers in a fast food restaurant
but was prepared to challenge a male customer who accused her of
“putting on an accent” to get better tips? I found it significant that the
mother who had come to Canada specifically for her children was
concerned less about her own education than about opportunities for
her children.


Like the critical researchers discussed above, I sought to uncover
and create the “spaces and potentials” (Willis, 1977, p. 186) for change
in the teaching of English to immigrant women in Canada. I noted
carefully one participant’s comment that she would rather take a com-
puter course than a basic English skills course because she wanted the
opportunity to “think.” I took seriously one participant’s comment that
she never “learnt anything” when other students in her ESL class gave
presentations about their home countries. I found it significant that a
number of participants commented that what they had learnt about
Canadian customs and values in their ESL class was not supported by
their personal experiences outside the classroom.


In sum, the work of the critical researchers described above was
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influential in my own research because it helped me to ask questions
that I might otherwise not have posed in my research project. As a
result, the participants had increased opportunities to share language
learning experiences they might otherwise have dismissed as irrelevant.
Together we confronted the complex relationship between the lan-
guage learner and the social world. Over time I gained greater insight
into the strengths and limitations of current second language acquisi-
tion theory and its practical classroom application. I learnt that the
greatest challenge for educational researchers is not how to solve prob-
lems but how to frame questions.
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Teaching Issues
The TESOL Quarterly publishes brief commentaries on aspects of English
language teaching. For this issue, we asked two teacher educators the following
question: How has qualitative research informed your work in teacher
education?


Edited by BONNY NORTON PEIRCE
Ontario Institute for Studies in Education


Qualitative Research and Teacher Education
From the Ethnography of Communication to Critical
Ethnography in ESL Teacher Education
KELLEEN TOOHEY
Simon Fraser University


■ I have chosen to interpret this question as an invitation to consider
some of the ethnographic research I have brought to the attention of
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newcomers to teaching ESL. The ethnographic research on my course
outlines over the past 15 years has included work in what I will artifi-
cially and inaccurately dichotomize as sociolinguistically oriented stud-
ies and studies informed by a concern for power, politics, and elements
of poststructuralism. This research overlaps and blends in its theoreti-
cal perspectives, but there are some apparent differences between
them. The sociolinguistically oriented pieces relate frequently to the
education of children, and data are gathered mostly by observing
participants in communities and classrooms, whereas the critical eth-
nography studies appear to be concerned most commonly with the
education of adults, and data are mostly gathered through interviews
(but there are, of course, exceptions). I first discuss the sociolinguis-
tically oriented pieces.


Educational research was affected by Hymes’s (1972, 1974) exhorta-
tions to anthropologists and linguists in the late 1960s to build a body of
knowledge about the variety of ways people organized their speaking.
Ethnographies of schooling communication proliferated, illustrating
how children from what were then termed minority communities were
linguistically socialized in ways incongruous with North American
school ways and that this incongruity constituted a disadvantage in
school. (Some of the first studies like these are Au & Jordan, 1981;
Gumperz & Cook-Gumperz, 1981; Heath, 1983; Michaels, 1981; Phil-
ips, 1972; there were many others.) These early studies examined
the schooling of students from a variety of class, ethnic, and racial
backgrounds, showing how even the sociolinguistic means within an-
glophone communities were various enough to privilege some children
differentially. In addition, many of these researchers hoped that
schools could deal with those differences, generally by understanding
better the sociolinguistic means of the communities from which stu-
dents came and specifically, for example, by altering typical participant
structures (Philips, 1972).


Sociolinguistically oriented ethnographic studies with learners of
ESL later became widely available, and I have included sociolinguistic
second language acquisition (SLA) studies in my course materials:
Pease-Alvarez and Vasquez (1994), Saville-Troike and Kleifken (1986),
Strong (1983), Willett (1987), and Wong Fillmore (1979) come quickly
to mind. In discussing the importance of L1 retention, my students
have examined the early studies of Modiano (1973), Rosier and Holm
(1980), and Toukomaa and Skutnabb-Kangas (1979) as well as the
more recent Pease-Alvarez, Garcia, and Espinosa (1991). The Open
University series Every Child’s Language Book II (1985) contains a series
of pieces written by teachers working in British programs for commu-
nity languages. My students have appreciated these descriptions of
local and specific experience with the rewards and problems of at-
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tempting L1 maintenance in schools. Specific descriptions of children,
teachers, and classroom practices by authors like Edelsky (1986), Heath
(1993), Hudelson (1984), Rigg (1989), and Urzúa (1986) become occa-
sions for my students to consider teaching strategies used with L2
learners that address sociolinguistic differences between school ways
and community ways of communicating.


The research in which I am currently most interested is an im-
mensely varied body of ethnographic work that has the potential to
change the ways we work in TESL over the next few years. One way
to characterize this work is to note that its practitioners are united in
“an emancipator interest in the overcoming of social oppression”
(Hammersley, 1992, p. 99) and that they are committed to examining
the local and macropolitics that constrain the actions of oppressed
people (often the subjects/objects of social research). Drawing not only
from socialist but from a variety of feminist perspectives, these critical
ethnographers have criticized previous research concerned merely
with identifying differences in, for example, the ways of speaking
between oppressed and privileged groups and with normalizing those
differences as cultural (as much of the sociolinguistic work has done).
The sociolinguistic work is flawed, argue the critical ethnographers,
because it underestimates or even ignores the histories, the ongoing
dynamics and effects of differential privilege and social conflict. Praxis,
understanding and action directed toward changing the “maldistribu-
tion of power and resources underlying our society” (Lather, 1991,
p. 51), must rest on a clear understanding of these complex matters.


Some of the studies I have found helpful in this regard are Auerbach
and McGrail (1991), Giltrow and Colhoun (1992), McDermott (1993),
Mehan (1993), Peirce (1993, 1995), Rockhill (1990), and Ryan (1989).
Rockhill worked with Hispanic women in Los Angeles and includes
in this 1990 piece their articulations about their economical and sexual
domination by their husbands with regard to their aspirations toward
education and literacy. Peirce (1993, 1995) examines the experiences
of five immigrant women in Canada, quotes at length from the inter-
views she conducted with them, and shows how her subjects’ SLA is
situated in particular class, ethnic, and gendered social contexts and
how these learners understand and maneuvre within those contexts.
Giltrow and Colhoun (1992) show that for the Guatemalan Mayans in
Vancouver with whom they worked, learning English both sui generis
and in the context of the classes they attend is a problematic practice.
The Mayans’ questions about the ESL instruction they received are
of primary importance to teachers of ESL. Ryan (1989) conducted
ethnographic research in an Innut community in northern Quebec
and explains how Foucault’s notion of discipline is helpful in explaining
the students’ resistance to the practices of the school. Auerbach and
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McGrail (1991) describe a project of participatory ESL education, illus-
trating pedagogical decisions and activities aimed at preparing students
to “make changes outside the classroom” (p. 96). Mehan (1993) consid-
ers the politics of representation as he and colleagues examine the
discourse of professionals in a school that collaborates in constructing
a deviant identity for a student. McDermott’s (1993) cleverly titled
paper, “The Acquisition of a Child by a Learning Disability,” invites
us to consider making cultural categories like learning disabled (rather
than children) the unit of analysis. I am convinced beginning ESL
teachers (and more experienced teachers) might profitably consider
the ways in which being an ESL student is also an ascribed and con-
structed identity.


The universe of ethnographic research from which we might select
studies instructive and relevant to newcomers to ESL teaching is vast:
Most of the social sciences can be drawn on in attempting to understand
our work. In discussing here a few of the pieces I use, I make no
attempt to be comprehensive; in addition to the studies I have missed,
do not understand, do not like, or cannot teach, there are others that
there is no space to discuss. This response is a selection from a selection
and intended merely to open a discussion with others about what
ethnographic research we use in our work with beginning teachers of
ESL.


THE AUTHOR
Kelleen Toohey teaches in the Faculty of Education, Simon Fraser University, in
Burnaby, British Columbia. She has been involved in the education of ESL teach-
ers, heritage languages (languages other than English and French), and First
Nations (aboriginal) languages. She is currently involved in an ethnographic study
of a kindergarten in which half the children are learning ESL.
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Asking “Good” Questions: Perspectives From
Qualitative Research on Practice, Knowledge,
and Understanding in Teacher Education


DONALD FREEMAN
School for International Training, Associação Alumni


■ It has become increasingly clear to me, over the past 20 years as a
teacher, teacher educator, and researcher in teacher education, that
the complexities of teaching and how it is learned cannot be understood
exclusively from the outside in. Teaching cannot be studied by reduc-
ing it solely to behaviors, observable phenomena, or investigations of
what people do in classrooms (see Freeman, in press). Instead, to
understand classroom practice, I believe it is imperative to examine
how participants—teachers, students, parents, and others involved in
schools and classrooms-construe their worlds, the actions they take,
and the ways in which they explain those actions to themselves and to
others (Shulman, 1986).


To pursue this commitment, I sought out a form of inquiry that
focused on how people make sense of their environment and their
experience. Within this hermeneutic frame of qualitative research,
however, is an essential tension between how participants see what
they do and how it appears to others, like researchers. This tension
between participation and observation, sometimes referred to as the
emic versus the etic (Pike, 1964), is more than a simple difference in
point of view, however. It permeates every level of qualitative research
from how questions are asked; to how data are gathered and analyzed;
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to how, with, and to whom research results are reported. This tension
is central to how qualitative research informs my work as a teacher
educator, for it has given rise to “good” questions about what I do. I
can categorize these questions within three perspectives: on practice,
on knowledge, and on understanding.


A PERSPECTIVE ON PRACTICE
Any researched examination of teacher education needs a disciplin-


ary home (Freeman & Richards, 1993). Research questions, methods,
and even findings depend on that home to provide a frame of refer-
ence, a point of comparison, and a locus of ongoing conversation and
debate. As I became involved in qualitative research, I quickly found
this selection of disciplinary home both crucial and intriguing. My
initial interest in the efficacy of teacher education led me to the research
domain known as teacher thinking (Clark & Peterson, 1986). Israeli
researcher Elbaz (1991) explains this domain in terms of reestablishing
teachers’ voices about their work: “Students of teacher thinking have
all been concerned to redress an imbalance which had in the past given
us knowledge of teaching from the outside only; many have been
committed to return to teachers the right to speak for and about
teaching” (p. 10).


Research on teacher thinking has helped me rethink my work as a
teacher educator. It has pushed me to consider how the intersecting
domains of teacher socialization, teacher learning, and individual and
institutional change affect what I do. In examining how individuals
learn to teach and how social and historical contexts contribute in
that learning process, I have been forced to broaden my questions.
Although I began with concerns over the impact of teacher preparation
on classroom practice (see Freeman, 1992), I have become increasingly
drawn to underlying questions of what teachers know in order to do
what they do.


A PERSPECTIVE ON KNOWLEDGE
Thus inquiry into practice has led to an examination of knowledge


or, perhaps better put, knowing. Views of teachers’ knowledge are a
fascinating, if ill-defined, area of study. This research, with anteced-
ents in the philosophical work of Dewey (1933) and Schwab (1978),
has focused on several issues in the last decade. Investigations into how
teaching knowledge derives, yet can be distinguished, from disciplinary
knowledge have led to studies of teachers’ “pedagogical content knowl-
edge” (Shulman, 1987; Wilson, Shulman, & Richert, 1987). Questions
of how time becomes experience, how expertise develops, and how
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teachers’ knowledge evolves throughout their careers have provided
another focus (Berliner, 1988; Genburg, 1992). There have been ex-
aminations of how teachers’ knowledge is situated in the larger land-
scape of their individual professional and personal lives (Kelchter-
mans, 1995). People have challenged the balance of power and
authority in studying what teachers know: How and to what degree
should researchers and teachers collaborate in the creation and pro-
mulgation of such knowledge (Connelly & Clandinin, 1986, 1990)?


These various avenues of investigation have led me to reconsider
how we define teaching as the principal subject matter of teacher
education. Clearly the knowledge or knowing that language teachers
live by is more than simply what they derive from the study of academic
disciplines or the so-called practical study of teaching methods or even
what comes from classroom experience (see Freeman, 1995). But what
is—or are—the knowing(s) on which teachers base what they do? How
are these various sources of knowledge combined in learning to teach
and in the day-to-day classroom practice?


A PERSPECTIVE ON UNDERSTANDING


Grappling with questions of teacher learning has shaped a third
perspective, that of understanding. Any framing of questions about
learning is a tricky matter—even more so when the investigation fo-
cuses on how one social practice, like teaching, is learned and what a
second social practice, like teacher education, can contribute. Time
spent simultaneously in the realms of the research and practice of
teacher education has helped me to conceptualize this complex inter-
section of teaching and teacher education. I have come to see it funda-
mentally as an issue of epistemology: How do we know what we know?
And how do we learn what we know?


Three ideas—phenomenological ethnography (Marton, 1981),
grounded theory (Strauss, 1987), and positionality (Foucault, 1980)—
have helped me to wade into this epistemological mess. Each speaks
to the concept of point of view. Phenomenological ethnography ad-
dresses how data are collected and analyzed; grounded theory, to
how you go about building theoretical explanations from data; and
positionality, to how any knowledge can be seen as shaped by privileges
and constraints of gender, social class, ethnicity, and personal and
class background. Together these powerful concepts have shaken loose
the basic notion that there is—or can be-one certain point of view.
They have opened possibilities of researching how teachers themselves
conceive of their teaching or their content, for example, as distinct
from how they practice it or how others think teaching or content
should be. In what I do as a teacher educator, these three allied notions
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have coaxed me to rethink what learners bring to their education
as teachers, and how the myriad and intersecting social contexts of
professional program, school site, personal biography, and subject
matter can shape what and how people learn to teach (see Zinn, 1995).


I cannot really say that I am any further along with these questions.
But I am certain that my experiences with qualitative research have
helped—and even forced—me to question what I do more fully. The
result, I believe, are good questions, which, as one of my children once
pointed out, is what we call questions for which we do not have ready
answers.


THE AUTHOR
Donald Freeman is Professor at the School for International Training. He is on
leave in 1995 to develop a teacher development program at Associação Alumni
in São Paulo.
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Interviewing in a Multicultural
Multilingual Setting
TARA GOLDSTEIN
University of Toronto


■ This report will discuss the challenge of conducting interviews in a
multicultural/multilingual setting where the linguistic and cultural prac-
tices of the researcher and the research participants differ. The discussion
will focus on an ethnographic case study of bilingual life and language
choice in a Canadian manufacturing factory mostly staffed with Portu-
guese immigrant workers (Goldstein, 1991, 1992, 1994a, 1994b). This
study of bilingual life and language choice at work was motivated by my
own experience as a workplace ESL instructor and my own questions
around workplace language classes organized in Canada to meet official
language communication needs of immigrants working outside the home.
Although my comments here refer specifically to the practice of ethno-
graphic interviewing, I believe that they are relevant to researchers work-
ing in interview situations that are not seen as ethnographic.


BACKGROUND
The 2-year ethnographic study progressed through three major re-


search stages that increasingly zoomed in (Mehan, Hertweck, & Meihls,
1986) on the research setting. Stage 1 began with an attempt to gain a
wide-angle view of the research setting. The major goal at this stage was
to explore what life at the factory was like for those who worked there.
Research activities in Stage 2 were undertaken to generate hypotheses
about language choice conventions on the production floor. Although the
information I was able to get at this second stage allowed me to make
several broad hypotheses about language choice rules on the manufactur-
ing floor, I found that I could not fully explain all the differences between
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the ways different workers communicated. Part of the problem was that
I did not understand or speak any Portuguese. Although I could tell who
was using what language to speak to whom, I had no idea what people
were talking about. To understand the more subtle differences between
the ways different speakers were using the two languages, I needed to
know what people were saying. Furthermore, the information I had gath-
ered in Stage 2 could not help me explain why particular language prac-
tices were in place.


My next steps, then, were to record, transcribe, and translate samples
of natural speech on the manufacturing floor to find out what people
were saying to each when they were using Portuguese and English. At
the same time as I recorded natural speech in the Production Department,
I interviewed the Portuguese employees working in the department to
see if I could find out why particular language practices were in place.
These activities took place in Stage 3 of the project and are the focus of
the discussion in this report.


WORKING WITH A LINGUISTIC AND
CULTURAL INTERPRETER


During the third stage of the project, I worked with a fluently bilingual
Portuguese/English research assistant, Dora Matos who was born and
university educated in mainland Portugal. In Canada, she taught ESL and
Portuguese literacy classes for immigrant men and women from Portugal
and the Azores. Although Matos herself speaks the standard Portuguese
used by Portuguese university graduates, she understands and was able
to transcribe and translate the Azorean variety as a result of her work
with students from the Azores. Matos had also spent a year working in
the Azores as an engineer while she was still living in Portugal. Importantly,
Matos played the role not only of linguistic interpreter but also of cultural
interpreter: She was able to provide me with many useful insights concern-
ing the appropriateness and clarity of my interview questions as a result
of her work with Azorean students and the time she had spent living in
the Azores.


My work with a bilingual/bicultural research assistant requires some
discussion. It can be argued that I should have become as fluent as possible
in Portuguese before undertaking this research project. Such fluency
would have allowed me to interview the workers on the line myself and
acquire a firsthand, rather than secondhand, understanding of what peo-
ple were saying when they spoke Portuguese on the lines. If I had been
fluent in Portuguese, I would have been dependent neither on Matos’s
interpretation of what participants were saying at their interviews nor on
her interpretation of how Portuguese was being spoken on the lines.


Generally speaking, ethnographers are expected to engage in partici-
pant observation over an extended period of time within the community
they are studying. Through active participation in the community, ethnog-
raphers not only gain information specifically related to research questions
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but also learn the language and social conventions of the community. As
an ethnographer who spent 2 years in the community under study but
did not engage in this kind of language learning and cultural learning
by myself, I need to ask questions about the strengths and limitations of
my ethnographic analysis.


Working with a linguistic and cultural interpreter has meant working
with two layers of interpretation, a characteristic of my work that some
readers may see as a limitation. However, working with a linguistic and
cultural interpreter has also provided me with the sociocultural, sociolin-
guistic background knowledge necessary for understanding talk by Azor-
ean workers. This knowledge, the importance—and complexity—of which
has been discussed by sociolinguists interested in intercultural interview
situations (see, e.g., Belfiore & Heller, 1992; Gumperz, 1992), was not
accessible to me without a linguistic and cultural interpreter. It is this
knowledge that strengthens my analysis.


Ultimately, it is the reader who judges the claims and interpretations
researchers make in their analysis and the strengths and limitations of
their work. Because careful attention to interviewing practices in cross-
cultural settings is critical to the strength of a study’s findings and because
such attention is still the exception rather than the rule. I offer the follow-
ing report of the work Matos and I undertook together to stimulate
thought and discussion around (mis)interpretation and (misunders-
tanding in cross-cultural interview situations.


PREPARING INTERVIEW QUESTIONS


In a work that examines the research interview as a culturally con-
structed communicative event, Briggs (1986) argues that it is important
to understand the norms the interviewees have for talking about them-
selves and talking about their experiences. Different groups of people
have differing kinds of restrictions on who may ask what questions of
whom under what circumstances. Furthermore, questions may not mean
the same thing to a member of another speech community, even if trans-
lated accurately.


To make sure that interviewer and interviewee share the same under-
standing of the meanings of the questions they are asking and answering,
Briggs argues that the interviewer must carefully (a) examine the compati-
bility of native communicative patterns and the norms presupposed by
the interview and (b) examine interviews for hidden misunderstandings.
Because interviews themselves can suppress native communicative rou-
tines, the interviewer needs to conduct a limited amount of sociolinguistic
fieldwork on the native communicative routines prior to interviewing re-
search participants. The success of the research interview with speakers
of other languages depends on the researcher’s capacity for allowing
native communicative routines to work their way into the interview situ-
ation.


To learn how to ask (Briggs, 1986) meaningful questions during the
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interviews I was going to undertake with Portuguese workers, I needed
to first discover how people talked about themselves and how they de-
scribed their experiences at the factory. To do so, I turned to the tape
recordings I had made of one of the lunchtime English classes the Portu-
guese workers attended. The classroom recordings were chosen because
talk between the instructor and his students included examples of workers
talking about themselves in English. I could have also examined Portu-
guese interactions among Portuguese coworkers


In listening to the tapes of the class to find out how people talked about
themselves and their experiences to someone who was not Portuguese, I
found out some important information that I kept in mind while designing
and conducting the interviews. The following excerpt from my field notes
traces my attempt to analyze how the Portuguese workers in the class
talked about themselves and their experiences. The excerpt below refers
to the instructor’s classroom presentation and discussion of the English
proverb, “When it rains, it pours.”


1. In trying to get the students to give examples of the meaning of the
proverb “when it rains it pours.” Carl,1 the instructor, gives a hypothetical
example about himself “Let’s say, for example, myself. Let’s say I spent,
urn, one month looking for a job . . . . All of a sudden in one day, I get
two jobs. So I can say, ‘When it rains, it pours’ . . . . Now when one
bad thing happens, many bad things happen. Or when one good thing
happens, more good things happen.”


This personal example from his own life (I’m not sure how aware the
students are that it is hypothetical because the only clue to its being so
is let’s say) provokes Idalina to connect the proverb to her life and say,
“Yeah, some days are like that. First thing in the morning, starts bad
and all day it’s gonna be, bad things gonna happen.”


Carl pushes her to continue to connect the proverb to real life events
(not necessarily her own): “Yes, and can you give, can you give some
more examples of that?”


At this point, Gracinda, having understood that Carl wants them to
talk about bad events in their own lives, says to someone else in the class
in Portuguese, “That’s not a subject to talk about with a man.”


Matos’s comment was this: “It is an event to talk to a male, especially
an English male. Many Azorean women may find it difficult to talk to a
male because they are shy [as opposed to others who are outgoing].
Gracinda will give her opinion on a subject, but not to anybody.”


There are two important things to learn from these exchanges. First,
when Carl gives an example from his own life, it provokes Idalina to give
an example from her life. Thus, if interviewers want people to give them
an example of their experience of something, they may want to give an


1The names of the participants in this study have been changed to maintain their anonymity.
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example from their own life first. Second, for many Azoreans some things
are not acceptable to talk about with a man. Hence the interviewer needs
to determine whether or not there is anything that might not be acceptable
to talk about with a Canadian-born, English-speaking single woman if you
are a Portuguese man or a Portuguese woman.


To make sure that I would not inadvertently ask interviewees questions
that they felt they could not or should not answer, I piloted my interview
with two fluently bilingual Portuguese supervisors, one male and one
female. After each of the interviews, I asked the supervisors whether any
of the questions were inappropriate and, thus, should not be asked and
whether they would change the wording of any of the questions. As well,
during the pilot interviews, I watched for nonverbal responses that might
indicate a lack of understanding of a question. Finally, the supervisors
and I discussed where the interviews should be held in the factory—where
most of the workers would be most comfortable talking to me.


Each worker interviewed chose what language in which to conduct the
interview. Matos was available to translate whenever necessary. After we
conducted the first two interviews—which the participants chose to con-
duct in Portuguese—Matos and I analyzed the interview responses and
made some additional changes to the interview schedule. Although the
question, “What do you think when another person who speaks Portuguese
speaks English to you?” was not a problem for the bilingual supervisors,
it was a problem for the two women workers who chose to use Portuguese
in the interview. The question drew a blank look and no response—it was
not clear to the women what kind of answer or information I was looking
for. In response to this confusion, Matos and I tried making this abstract
question more concrete by referring to people’s everyday experiences.
We changed the question to, “If you were working on the line beside
Idalina, and if Idalina started speaking English to you, what would you
say? What would you feel?” This question was much more successful. It
elicited such answers as


2. Before I’m mad because I don’t speak English. I don’t understand the
people who talk English. It make me crazy because maybe they talk about
me . . . . Now, I don’t care. Before I don’t understand . . . . Now, I don’t
speak very, very good, but I understand.


The success we experienced by referring to people’s everyday experiences
was actually foreshadowed in the sociolinguistic fieldwork I did in Carl’s
classroom. My field notes stated,


3. When Carl gives an example from his own life, it provokes Idalina to
give an example from her life: If you want people to give you an example
of their experience of something, you may want to give them an example
from your own life first.


BRIEF REPORTS AND SUMMARIES 591







In hindsight, what was important in Carl’s example was not only the fact
that it was based in his own real-life experience but also the fact that it
was based in everyday life experience.


In a similar vein, questions that elicited people’s stories about working
on different lines with different supervisors and different workers (e.g.,
“Tell me about working on Joanne’s line, with Joanne’s crew.” “Tell me
about working on Luisa’s line, with Luisa’s crew.”) provided me with rich
data about language and cultural practices on the production lines. These
were data that I did not access with such hypothetical questions as “If I
got a job on your line tomorrow, what advice would you give me so I
could do a good job?” Importantly, my ability to ask such questions as
“Tell me about working on Joanne’s line” was dependent on a certain
amount of background knowledge of how things worked on the manufac-
turing floor. For example, I needed to know that Joanne and Luisa—and
the crews who worked with each of them—had different ways of getting
work done. This background knowledge of how things worked at work—
knowledge that I shared with the workers I interviewed—was crucial for
gathering the kind of information I was looking for.


In their work on participation and decision making in cross-cultural
interviews between immigrant clients and providers of government ser-
vices, Belfiore and Heller (1992) also refer to the importance of shared
background knowledge, noting that “background knowledge shared by
both the [government employment/job-training] counselor and the client
is essential for the participation of both parties in arriving at a mutually acceptable
outcome [italics added]” (p. 223).


In conclusion, this report describes one researcher’s experience of con-
ducting ethnographic interviews in a setting where her own linguistic
and cultural practices of speaking differed from those of the research
participants. I discovered that my ability to ask meaningful questions in
cross-cultural research interviews depended on (at least) two things: (a)
an awareness of the norms the interviewees had for talking about them-
selves and talking about their experiences and (b) shared background
knowledge about these experiences. To gain this kind of awareness and
knowledge, I needed to work with a linguistic and cultural interpreter
and spend some time learning how to ask meaningful questions before
conducting any interviews.


As mentioned earlier, the work of linguistic and cultural interpretation
in this research project was undertaken by a Portuguese colleague of mine
who taught ESL and Portuguese literacy classes for immigrant men and
women from Portugal and the Azores. Matos’s interest in the research
project was sparked by her own questions concerning bilingual life and
language choice in multicultural/multilingual educational settings. Re-
cently, we have begun to hear a lot about the benefits of action research


ence suggests there is great potential in organizing opportunities for ESL
teachers from diverse linguistic and cultural backgrounds to team up
with each other and with applied linguistics researchers to conduct action


projects in the field of L2 education (see, e.g., Crookes, 1993). My experi-
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research projects around questions of language teaching and learning in
multicultural/multilingual settings.
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Guides for the Novice Qualitative Researcher


Becoming Qualitative Researchers: An Introduction.
Corrine Glesne and Alan Peshkin. New York: Longman, 1992. Pp.
xvi + 199.


Qualitative Research Methods for the Social Sciences.
Bruce L. Berg. Boston: Allyn & Bacon, 1989. Pp. viii + 172.


Ethnography: Principles in Practice.
Martyn Hammersley and Paul Atkinson. London and New York:
Tavistock Publications, 1983. Pp. x + 273.


■ Until about a decade ago, few books were available to guide novice
qualitative researchers. In fact, all three of the books reviewed here
cite this lack of textual support as a reason for their own publication.
There was, and perhaps still is, a perception that ethnographic and
qualitative research has a mystical and intuitive quality that does not
lend itself to step-by-step instruction. “Traditionally, [qualitative] re-
searchers have learned their craft through a combination of trial and
error, and mentoring with more experienced researchers” (Berg,
p. vii). Of course, there were other people’s qualitative studies to look
to for guidance, but often the process of actually doing the research
received little attention, so novices would have to infer a great deal
from reading a study. Hammersley and Atkinson provide a very useful
annotated bibliography of what was available in the way of instruction
until 1982, including brief critical remarks. The works they list are
not as comprehensive as the works reviewed here. Included are ethno-
graphic studies in which the researcher discusses methods to some
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extent, as well as works such as Agar’s The Professional Stranger (1980)
and Spradley’s volumes on participant observation (1980) and inter-
viewing (1979), which concentrate more on a technique than on a
comprehensive view of qualitative methodology. Essentially, though,
qualitative research was a “sink or swim” enterprise for many students.


The past 10 years have seen the publication of many more compre-
hensive books and articles that attempt to fill this void—these three
are only a small sample from some of the most well-known researchers.
They represent somewhat different orientations and, although they
all claim to address novice researchers, they differ considerably in style
and user friendliness. And lest anyone get the wrong idea, no single
book is ever going to be enough to prepare researchers for their field
experience. In addition to reading one or several of these guides,
novices need to take courses on qualitative research in which they can
grapple with theoretical and methodological questions through peer
and teacher-student interaction. They also need to read examples of
exemplary qualitative research and test the waters themselves by doing
pilot studies or mini–research projects (see Davis, this issue).


In terms of audience accessibility, Glesne and Peshkin’s Becoming
Qualitative Researchers is by far the most readable of the three. The
book flows along like a friendly chat, with liberal use of the second
person and plenty of examples from the authors’ own experiences as
well as those of their students. Specialized terms are used only when
necessary and are explained clearly. The other two books are denser.
Hammersley and Atkinson in particular make quite a few assumptions
about the background knowledge of the reader, although they do note
that they have seasoned practitioners as well as novices in mind as an
audience .


In terms of orientation and focus, both Berg and Glesne and Peshkin
cover qualitative approaches in general, whereas Hammersley and
Atkinson focus squarely on ethnography, which is one methodological
approach among other qualitative approaches. Berg confuses the issue
considerably when he says there are “three ways to collect qualitative
data: 1) interviewing; 2) ethnography; and 3) unobtrusive measures”
(p. 4). I would argue, and so I think would the authors of the other
two books, that interviewing and unobtrusive measures are often if not
always part of ethnographic data collection, and that Berg is relegating
ethnography to the status of a data collection technique when in fact
it is a methodological approach that encompasses many data collection
techniques (see Davis, this issue). Perhaps he is equating ethnography
with participant observation.


Both Berg and Hammersley and Atkinson adhere explicitly to partic-
ular theories about how human interaction can best be understood.
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These theories inform and shape their discussions about qualitative
research. Berg is a symbolic interactionist, believing that


human beings communicate what they learn through symbols, the most
common system of symbols being language. Linguistic symbols amount to
arbitrary sounds or physical gestures to which people, by mutual agreement
over time, have attached significance or meaning. The core task of symbolic
interactionists as researchers, then, is to capture the essence of this process
for interpreting (or attaching) meaning to various symbols. (p. 7)


The symbolic interaction perspective is reflected in Berg’s view of
interviewing as “dramaturgy,” involving the “elements and language
of theater, statecraft, and stage management” (p. 15). Berg applies
the language of dramaturgy metaphorically to the interview situation,
seeing the interviewer as someone who takes on various roles, making
the exchange part of a “conscious social performance” (p. 34).


Hammersley and Atkinson’s work, on the other hand, reflects their
central concern with reflexivity, which they define as the recognition
“that we are part of the social world we study” (p. 14). As a result of
this recognition, “rather than engaging in futile attempts to eliminate
the effects of the researcher, we should set about understanding them”
(p. 17). Glesne and Peshkin do not explicitly adhere to a particular
theory of social interaction, but they do include a good discussion on
how students can both draw on and build theory.


Each book gives numerous examples from qualitative studies to
illustrate their methodological points. Glesne and Peshkin focus pri-
marily on examples from educational settings. Berg, on the other hand,
comes from a sociological foundation and draws his examples mostly
from research on drug users and various kinds of “deviants’’—among
whom he includes homosexuals, thereby revealing his own heterocen-
tricity. Hammersley and Atkinson’s examples cover a wide range in-
cluding classic anthropological studies such as Malinowski (1922) and
more recent studies of education and urban youth subcultures, mainly
in England. Both Berg and Hammersley and Atkinson give very few
examples from the work of women researchers, whereas Glesne and
Peshkin present a more balanced view of gender in qualitative research.


None of the three books focuses to any extent on language or cross-
cultural communication issues, which may be a disappointment for
TESOL audiences. Glesne and Peshkin, in a section that answers typical
student questions about research, respond as follows to someone who
asks whether to leave in every uhm, you know, and so on: “Use your
judgement. Leave in enough of such sounds and words to capture the
person’s speech authentically, but not so much as to impose on a
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reader’s patience. Authenticity can be overdone; how many ‘you
know’s’ and ‘uhm’s’ should readers suffer?” (p. 169). Clearly, the stud-
ies they are thinking of are not concerned with discourse and the
meanings of such particles. Hammersley and Atkinson likewise indi-
cate that it is not usual to record the nuances of speech (pp. 155–
156). One might expect Berg, with his theoretical orientation toward
language as a symbolic system, to pay more attention to the language
use of informants, but like the others he is rather quiet on the subject.
However, more and more qualitative studies do pay attention to the
nuances of language, especially when the study focuses on communica-
tion. The relatively low cost of audio and video recording equipment
now makes such studies, often called microethnography, much more
feasible (see, for example, Erickson, 1987; Henze, 1992; Scollon &
Scollon, 1981).


These three books span a period of almost 10 years, during which
qualitative research has not only attracted new practitioners in a variety
of fields but also deepened its sophistication and reflectiveness. In
Anthropology as Cultural Critique, Marcus and Fischer (1986) call our
attention to the present as an exploratory time in the human sciences,
particularly in anthropology. “Such exploration . . . lies in the move
from a simple interest in the description of cultural others to a more
balanced purpose of cultural critique which plays off other cultural
realities against our own in order to gain a more adequate knowledge
of them all” (p. x). Taken together, the three books that I review here
illustrate this shift in the ways we think about studying other people.
Hammersley and Atkinson’s discussions about reflexivity, and Glesne
and Peshkin’s advice to “get as fully as possible in touch with the
embodied self who performs the acts of research’ (p. 106), indicate
that increasingly qualitative researchers are placing themselves within
the research design rather than outside of it as supposedly unobtrusive
observers. Finally, whereas Berg and Hammersley and Atkinson dis-
cuss covert tactics as an option, Glesne and Peshkin note the move
away from covert research and toward a greater sense of responsibility
to and reciprocity with the “others” we study.


In closing, I note that the three volumes overlap considerably, espe-
cially when it comes to the actual techniques of data collection. They
tend to differ more in the areas of theory, ethics, and the role of
the researcher. Hammersley and Atkinson, as noted, have included a
wonderful annotated bibliography, and their in-depth discussion about
positivism, naturalism, and reflexivity is very helpful for those with
some research background. Berg’s chapters on content analysis and
unobtrusive measures are likewise helpful, particularly because they
are not discussed in such detail in the other two volumes. However,
among the three I find Glesne and Peshkin the best overall treatment
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of qualitative research for the novice, the most readable, and the most
up-to-date in terms of current debates within anthropology.
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ROSEMARY C. HENZE
ARC Associates


Language Planning in Multilingual Contexts:
Policies, Communities, and Schools in Luxembourg.
Kathryn A. Davis. Philadelphia: John Benjamins, 1994. Pp. xix +
220.


■ This book is a fine addition to a growing collection of book-length
ethnographic case studies of language planning and educational policy
in multilingual settings. As with other recent studies (Freeman, 1993;
Hornberger, 1988), this study explicitly links macro- to microlevels of
analysis—the macrolevel of national language and education policy to
the microlevel of patterns of language use and learning in schools
and communities—in order to shed light on both. This study lives up
to that promise by showing, on the one hand, why Luxembourg’s
recent measures designed to increase the population’s multilingual
language and literacy skill levels have not met with unqualified success
and, on the other, how present patterns of language and literacy use
and learning vary across social classes and are a reflection of national
political, socioeconomic, and cultural history.


Luxembourg’s 1984 trilingual language policy and the ongoing re-
forms in its nationalized system of education (including the establish-
ment of the technical high school as an alternative to the college prepa-
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ratory high school) came in response to the 1975 national economic
crisis that led ultimately to a shift from an industrial (iron and steel)
to a service-oriented economy, from blue-collar to white-collar labor
demand, and from a traditional and stable triglossia (French, German,
and Letzebuergesch) to a more complex set of language needs includ-
ing the need for more multilingualism and higher skill levels in lan-
guages of wider communication (especially French and English).


In an effort to understand what impact the new policies have on the
nation and its people, Davis spent the 1986–1987 year as participant
observer in the industrial south of Luxembourg (including Luxem-
bourg City) after having lived and worked in Luxembourg previously
for 5 years. She observed in schools at all levels and in lower-, middle-,
and upper-class homes, taking notes, collecting documents, conducting
interviews, and carrying out a survey on language use on a sample of
200 individuals (125 of whom were students). Based on these data,
she describes Luxembourg’s language policy as it is intended at the
national level (Chapters 1 and 2), implemented in the schools (Chapters
3 and 4), and experienced in lower-, middle-, and upper-class lives
(Chapters 5 and 6). She concludes with observations about the disjunc-
tures between these levels of policy and some recommendations for
addressing the disjunctures, including forward mapping in policy im-
plementation and the incorporation of community language and social
norms into classroom practices (Chapter 7).


The composite case studies presented in Chapters 5 and 6 represent
a useful ethnographic analytic and writing tool and are the best part
of the book, in my view. Through her description and interpretation
of a day in the life of one family each in upper-, middle-, and lower-
class communities, Davis shows how language policy as experienced
varies greatly according to social class. Whereas the upper- and middle-
class child learns, in both home and school, to value and practice
multilingualism (albeit to different degrees), the lower-class child does
not. Indeed, Davis makes clear how multilingualism, the mark of the
elite, becomes for the lower class an object of rejection. This contradic-
tion between policy as intended and as experienced, she points out, is
clear evidence that language policy cannot succeed without an under-
standing of the targeted population. Davis’s study allows for just such
a possibility and thereby enriches our understanding of language
planning.
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NANCY H. HORNBERGER
The University of Pennsylvania


Research Methods in Language Learning.
David Nunan. Cambridge: Cambridge University Press, 1992. Pp.
xii + 249.


■ Finally, classroom language teachers with no sophisticated research
background are provided with a user-friendly research book. Nunan’s
Research Methods in Language Learning will certainly help both novice
and experienced language teachers understand the fundamental prin-
ciples and methods of conducting classroom-based research. The book
is also targeting students of applied linguistics, education researchers,
and teachers in training. Nunan introduces his readers to eight theoret-
ically grounded methods: the experimental method, ethnography, case
study, classroom observation, introspective methods, elicitation tech-
niques, interaction analysis, and program evaluation.


The book is divided into 10 chapters in which the author presents
and explains a particular research method or technique and gives an
example from an actual research study that the reader can use for
further investigation. In these research examples the author provides
all the different steps of the selected research. For example, in Chapter
2 readers are introduced to a study by Chaudron and Richards that
follows the linear stages of the psychometric model of research. Nunan
follows this example with a critique that highlights the strengths and
weaknesses of the study. He ends every chapter with a clearly stated
conclusion and a questions-and-tasks section that gives readers the
opportunity of reviewing and testing their comprehension of the mate-
rials. Some of the tasks are research design questions in which readers
conduct their own research. In addition, every chapter ends with a
further reading section for those who want to delve a little bit deeper
into a particular research method.


Of particular interest to the classroom language teacher is the first
chapter, where Nunan gives an overview of research traditions in
applied linguistics. He also introduces the reader to a clearly stated
distinction between quantitative and qualitative research methods. Nu-
nan argues that the difference between these two methods reflects
“two ways of thinking about and understanding the world around us”
(p. 10). Equally important, he emphasizes that it is the research ques-
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tions that should lead to a particular research method and not the
other way round. He states that “the research method or methods one
employs should be determined by the questions which one wishes
to investigate, rather than by any predetermined adherence to one
tradition rather than another” (p. 71).


In addition to introducing language teachers to conducting their
own research, Research Methods in Language Learning aims at facilitating
the reading, understanding, and critiquing of published studies in
applied linguistics, a task that can be intimidating to teachers who
are unfamiliar with the technical language of ESL/EFL research. The
significance of the book lies in its explanation of a plethora of technical
research terms, such as reliability, validity, inference, construct, and context,
to name just a few.


Even though the book is written clearly, novice teachers who want
to have a solid understanding of the content may require some back-
ground information. The book remains, however, a practical and
timely contribution to the field of EFL/ESL research.


SALAH  TROUDI
Florida State University


The Study of Second Language Acquisition.
Rod Ellis. Oxford: Oxford University Press, 1994. Pp. xi + 802.


■ The Study of Second Language Acquisition is one of the few books in
the field of second language acquisition (SLA) to give a comprehensive
overview of learner language and its study. The breadth of informa-
tion contained within this book is commendable, and it is without a
doubt a valuable and worthwhile resource for libraries, serious scholars
of SLA, and teachers of second languages.


The book is divided into seven parts which in turn are divided into
chapters, each covering a specific field of SLA. The division of parts
and chapters is a useful tool for the researcher who requires particular
information on a specific area. These would include teachers of an
L2, whom Ellis cites as “probably the principal kind of reader for
which the book is intended” (p. 4) and for whom Part 6 of the book
on classroom interaction and formal instruction would be particularly
useful.


As a beginning student in the field of SLA, I found the most useful
feature of Ellis’s book to be its extensive bibliography. Works dating
from as early as 1933 to as recently as 1993 are included in what
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can only be described as the most comprehensive list of the research
available on SLA.


Other features of this book helpful to beginning students and experi-
enced scholars alike are its glossary and numerous tables. The glossary,
in addition to giving complete definitions of words and terms associated
with SLA research, also contains the names of the theorists connected
with a particular term. The tables are another form of easy reference
that successfully condense some of the more complex issues of SLA
research into a comprehensible format.


Certain flaws in Ellis’s book make the text tedious and difficult to
follow, especially for beginning students such as myself. The organiza-
tion within the chapters is a heroic attempt at simplifying some very
complex issues. Unfortunately, the numerous headings, subheadings,
and sub-subheadings result in an information-processing nightmare
and serve to confuse rather than guide the reader. In addition, Ellis
does not provide adequate information on data analysis, interpretation,
and different methodological approaches—limitations of considerable
importance to beginning students. Finally, despite claims of objectivity,
Ellis quite obviously prefers certain theorists over others. Krashen, for
instance, is barely mentioned in a chapter on input and interaction,
despite his influence on the field.


Although not the most appropriate book for beginning students,
The Study of Second Language Acquisition nevertheless accomplishes a
momentous task and is particularly useful to L2 teachers as well as
being an excellent research source.


JULIE KEARNEY
Texas A&M University


Problem/Solution: A Reference for ESL Writers.
Patricia Byrd and Beverly Benson. Boston: Heinle & Heinle, 1994.
Pp. iii + 270.


■ In keeping with its title, Byrd and Benson’s book is not merely a
textbook; it is a tool to provide high-intermediate to advanced ESL/
EFL writers with ways to solve their writing problems. Problem/Solution
contains help for those errors most likely to trouble the targeted ESL
writers. Presented in alphabetical order, headings like Agreement,
Parallelism, Transition, and Verbs assist the student in quickly identi-
fying a problem and determining the best correct response. Problem/
Solution achieves its objectives and provides useful information to
writers.
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Aiming at communicative competence, the book addresses the issue
of strategic competence by focusing on enabling students to correct
breakdowns in communication caused by inaccurate grammar. Stu-
dents are urged to learn both to recognize problems and to acquire
strategies to correct them. Recognizing that writing will invariably
involve making errors and that learning to correct errors is an inevita-
ble part of writing, Problem/Solution acknowledges writing as an inter-
active, recursive process, placing it firmly in the process-based writing
camp. One of the main strengths of this book is its emphasis on the
student as an increasingly independent, responsible writer. The text
focuses on both accuracy and fluency in written communication, en-
couraging students to use the reference to help revise actual errors
and self-teach questionable grammar points before they are misused.


Problem/Solution begins with an editing key listing symbols and words
teachers often use to signify errors in student writing. For instance,
entries listed under Fragments include fragment, frag, f, incomplete,
and inc. Readers are provided with these abbreviations to help them
interpret teachers’ often incomprehensible comments.


Each section is broken down into units that address specific issues
(Noun-Pronoun Agreement, Avoiding Sexist Language, Irregular
Verbs, etc.). Each unit contains four parts: General Information about
the problem, Problem Information explaining common errors, Prac-
tice Activities, and Cross-References referring to other helpful areas
of the book. Different fonts and symbols differentiate between correct
statements and incorrect ones in addition to highlighting explanations
and suggestions. ESL student writing samples are used for authentic
examples, and the subjects include a wide range of topics such as
college life, acculturation, history, geography, and sociology. Practice
activities vary, and an answer key in the back of the book contains
answers to odd-numbered practice questions, allowing students to eval-
uate themselves.


For use in the classroom, a formal writing text would be needed to
accompany the book, as it rightly claims only to be a reference manual.
A helpful element would be an index. Even with the convenient alpha-
betical ordering of the subjects, some are still difficult to locate, as only
the main headings, and not individual problem areas, are alphabetized.
Finally, correction of the unfortunate comma error in the publicity no-
tice on the back of the book would add to its credibility. However, these
small flaws cannot overshadow the fact that Problem/Solution’s focus on
strategic competence, the writing process, and the learner as an indepen-
dent being make it an effective and functional tool for ESL writers.


SUZANNE HOUSE
The Pennsylvania State University
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Making Business Decisions: Real Cases from Real Companies.
Frances Boyd. New York: Addison-Wesley, 1994. Pp. x + 163.


■ Making Business Decisions attempts to develop the sociolinguistic and
discourse competence of English for special purposes business stu-
dents. It has 10 units, each focusing on one company via themes
and case histories, for example, franchising (Kentucky Fried Chicken,
Japan) and crisis management and business ethics (Tylenol poisoning).
A cassette of conversations with managers and owners of some compa-
nies is included.


Part 1 of each unit opens with company information, including
product photos. Some units include data-gathering exercises such as
interviews or graph and chart reviews. Another exercise asks two to
three students each to scan a different reading, complete a fact sheet,
and then share their data with each other. Next come group discussion
questions and vocabulary exercises. Part 2, Making Decisions, deals
with the theme(s) of each unit. A problem is introduced and strategies
for negotiation are given, followed by a business meeting exercise,
writing activities, and a summary with questions.


The book has numerous positive points. It is visually attractive with
plenty of white space, a fair number of photos, a variety of print styles
and sizes, and an easy-to-follow layout. Its use of well-known companies
and real information makes it superior to texts without such elements.
And it gives students considerable practice in business-related dis-
course. Negotiating strategies, for example, use such discourse func-
tions as interrupting (“Could I just add a point . . . ?”) and proposing
possibilities (“What if we were . . . . ”). The cassette is of good quality
with variation in voices, interview formats, and realistic background
noise.


The book does have some shortcomings. One is the extensive and
repetitious scanning exercises in each unit. Varying the reading
method (e.g., skimming) and information format would stem the bore-
dom that might set in by the end of the book. Also, student writing
is limited. Follow-up Activities in Units 2 and 3 show a business letter
and interoffice memo, respectively, with questions about form, style,
and content for pair discussion. But most students pick up form and
style by repeated writing and revising, not by simple analysis. A third
weakness is the limited attention paid to business vocabulary. The
word exercises emphasize both business and general-purpose terms but
no basic business vocabulary (e.g., balance sheet, benefits). Opportunity to
practice new vocabulary is also limited.


In my opinion, this book would be exceptional for advanced learners
who understand different legal forms of business (sole proprietorship,
corporation); who know something of Western management-employee
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relations, marketing, and functions of financial statements; and who
have a fairly good business vocabulary. However, despite the author’s
claims that the book requires no special knowledge of business, stu-
dents without the prerequisite knowledge above may find it a bit intim-
idating. According to Hutchinson and Waters (1987), “it is unfair to
give learners communicative tasks and activities for which they do not
have enough of the necessary language knowledge” (p. 109). Making
Business Decisions would be valuable for teaching, say, middle managers
at Samsung Corporation but perhaps of limited value in developing
countries with little history of free enterprise.


REFERENCES


Hutchinson, T., & Waters, A. (1987). English for specific purposes: A learning-centered


approach. Cambridge: Cambridge University Press.


COLEMAN SOUTH
Minnesota State University, Akita, Japan


Expressions: Stories and Poems.
Pat Fiene and Karen A. Fox. Chicago: Contemporary Books, 1992,
Pp. 122.


■ Pat Fiene and Karen A. Fox have put together an interesting compila-
tion of stories and poems for Contemporary’s Whole Language series.
It is part of a literature-based reading programme sustained by the
whole language philosophy, whose theoretical foundation lies in integ-
rating all five language skills—reading, writing, thinking, listening, and
speaking—into dynamic, theme-centred topics that encourage optimal
learning acquisition. The programme consists of this book, Expressions,
and its companion book, Viewpoints, a collection of thought-provoking,
nonfiction prose selections.


Teachers could adapt these books for use with upper-level high
school students, intensive English language programme students, or,
indeed, any individual adult learner hungry for interesting, un-
abridged, and authentic reading material


The compilers are highly successful in this endeavour. The book
contains 10 stories and 10 poems by famous and lesser-known authors
from varying ethnic backgrounds. The text reflects their diverse world
view, which is, of course, in keeping with the current impetus of
innovative educators in advocating the use of authentic, multicultural
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literature as a means of breaking down barriers among different cul-
tural groups.


In addition, the themes chosen hold universal appeal for the devel-
oping adult reader: facing fear, breaking stereotypical perceptions,
dealing with feelings arising from a lost love, the evanescent world of
dreams, the morality of the white lie, the problems of the handicapped,
the gross inequity in the law that prompted Rosa Parks’s civil disobedi-
ence. This is but a sampling of the engrossing reading material that
awaits the student fortunate enough to meander through this book.


Contemporary’s Whole Language programme embraces the concept
of the whole language teaching philosophy; it would, perhaps, be
appropriate here to point out to the uninitiated that this term implies
a philosophy and not merely a methodology. The term does not entail
an actual technique or set of materials within the framework of a
curriculum but rather the dynamic interaction among the activities, the
materials, the teacher, and the students. Because the whole language
philosophy works best when the language (which is, after all, what
teachers are trying to communicate to their students) and the interac-
tion process are meaningful, relevant, authentic, and contextually em-
bedded, it would appear that this book, in its insightful, authentic
selections, lives up to these expectations.


Contemporary provides a Teacher’s Guide for both books in the
series, containing step-by-step lesson plans and activities for each story
and poem. Not being privy to this publication, I was unable to assess
its value. However, I can attest to the fact that its purchase is not
essential for making use of the book because the compilers’ choice of
material sparks the imagination of teachers and students alike, as
witnessed by the fact that I used the book quite successfully without
it.


CHRISTINE I. HAWKES-LEWIS
University of Idaho


Culturally Speaking (2nd ed.).
Rhona B. Genzel and Martha Graves Cummings. Boston: Heinle &
Heinle, 1994. Pp. iii + 195.


■ Culturally Speaking is designed to provide students with communica-
tive and thought-provoking experiences for studying conversation and
culture in North America. The book is intended for an audience of
intermediate-level students of ESL and would be invaluable to any
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adult academic ESL classroom with the goal of promoting communica-
tive competence in a new language.


Although the intent of this textbook is to promote primarily ESL
speaking skills, it also incorporates other skills necessary for effective
communication in a language. The various activities have been created
to encourage the development of verbal and nonverbal communication
and require students to utilize their listening, reading, and writing
abilities as well. Chapter topics include getting along with people,
sharing common interests, participating in social events, and using
the telephone. Chapter subtopics include introductions, health, the
concept of time, and special uses of the telephone. A chapter summary
provides review through in-depth discussions and exercises that en-
courage students to apply their understanding. The book includes an
answer key to activities and a glossary of terms. Photographs and other
illustrations are creatively utilized throughout the text.


The material of the book is presented in ways that allow the students
to think about and discuss the material, use the material in meaningful
contexts, and reflect on the topics. Some of the activities in the book
include the sharing of ideas, participation in role plays, cultural analysis
and comparison, and observations. Students learn idioms, practice
dialogues, and learn how to handle misunderstandings in certain situa-
tions. Students are even given opportunities to listen to the accompa-
nying cassette tape, which offers a model for conversational English,
including how to pronounce words and use inflection to convey
meaning.


Culturally Speaking clearly follows a communicative approach to sec-
ond language acquisition and promotes the notion that the exchange
of thoughts and ideas should occur in meaningful contexts. It requires
students to negotiate meaning and share experiences in order to gain
a more complete understanding of cultural concepts and situations. In-
class and out-of-class tasks require students to study the environment in
which the target language is spoken. Students are very often encour-
aged to work in pairs and small groups to complete the activities in the
book. However, because not all students are completely comfortable
studying a language in a group environment, teachers may want to
supplement the activities in the text with ones that require students
to work more independently.


Culturally Speaking provides students with a wide array of interesting
and meaningful activities to assist them in learning to communicate


interactive learning environment while building the self-confidence
and conversational competence of students. The book is an innovative,
challenging, and rewarding experience for teachers and students alike.


effectively in North American culture. It promotes a challenging and
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Teachers will undoubtedly find it an invaluable contribution to their
L2 classrooms.


RHONDA S. DENNIS
Wilson College


English Connections: Grammar for Communication.
Isabel Kentengian (Book 1), Linda Lee (Book 2), Catherine Porter
and Elizabeth Minicz (Book 3). Chicago: Contemporary Books, 1993
(Book 1), 1994 (Books 2 & 3). Pp. x + 182 (each book).


■ English Connections is a series of textbooks that combines real-life
English, small-group exercises and discussions, and grammar in con-
text. Based on Diane Larsen-Freeman’s approach to teaching gram-
mar, the series is designed for beginning to low-intermediate adults
studying ESL. Each of the three textbooks has a student book, a teach-
er’s manual, a workbook, and a set of two audiotapes for listening
practice. The characters throughout the books are adults from around
the world who are in an ESL class together. Everyday situations such
as shopping, cooking, and playing sports are used to introduce basic
grammar concepts such as articles, present tense verbs, and count and
noncount nouns. The exercises in each chapter consist of paired or
group work to practice the grammar and vocabulary.


This series is successful in presenting everyday English grammar
and vocabulary clearly and with a communicative approach. The black-
and-white illustrations provide simple visual cues to guide group dis-
cussions. The grammar explanations, highlighted in boxes, use clear
examples and nontechnical language. Throughout, the focus is on
group activities, conversation practice, and active participation by every
student.


The short student workbooks provide take-home practice of the
grammar, writing, and vocabulary for each lesson. The teacher’s man-
ual offers many ideas for extending the lesson with authentic materials:
old food containers to practice count and noncount nouns, supermar-
ket fliers to review prices and food vocabulary, piles of money to
practice numbers.


My one criticism of the series is that, in their effort to make the
books relevant to adult ESL students, the authors occasionally include
material that is not familiar to all ESL students. When Pedro plays the
charango, my Asian students were lost. The names of the characters,
while including those from around the world (Anton, Abdul, Chan,
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and Young-soon), do not always indicate gender and can leave students
wondering whether the character is male or female for grammar exer-
cises. Also, many of my students want to learn to pronounce U.S.
names, not unfamiliar foreign names.


Despite these drawbacks, the books provide an excellent presentation
of basic English for adults. With very little effort on the part of the
teacher, they can be expanded with authentic materials for further
practice of the grammar and vocabulary. Because of the communica-
tive format, they can be used in multilevel classes where students have
different abilities and learning styles. This series offers a wide variety
of activities to make language learning enjoyable and interesting


ALLISON PETRO
University of Rhode Island


Write More! An Intermediate Text for ESL Writers.
Eileen Prince. Boston: Heinle & Heinle, 1994. Pp. xvi + 335.


■ Like its precursor, Write Soon!, Eileen Prince’s Write More! for inter-
mediate ESL learners relies on students working in pairs, thus freeing
the teacher to work with individuals or small groups on specific prob-
lems. The text consists of two stand-alone sections, Writing Based on
Firsthand Knowledge and Writing Based on Research, that lead the
student through the steps necessary to produce a finished research
paper. Each section contains three chapters, but Section 2 provides
almost twice as much teaching material as Section 1. The entire text
provides 25–50 hours of material.


Each of the six chapters focuses on different rhetorical, organiza-
tional, grammatical, and mechanical aspects of writing. Each chapter
is divided into nine sections. The first section, Thinking About It,
leads students to generate ideas, and the second section, Reading and
Remembering, centers around the reading passages and contains com-
prehension questions that the student can answer in writing in the
blanks provided. Section 3, Looking at How It’s Written, continues
the analysis of the reading passage, this time focusing on how ideas
are connected. Section 4, Preparing to Write, asks the student to con-
sider the author’s intention in writing the piece and the way concepts
studied earlier are put to use now. All of these sections, as well as the
ones following, encourage partners to discuss their ideas, thus giving
students opportunities to practice speaking and listening as well as
reading and writing.


The fifth section, Writing More, mounts a frontal attack on the
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chronic problem of how to help students expand their writing. Sugges-
tions include enhancing a narrative with dialogue, asking partners for
ideas, and expanding an outline—all with plenty of room in the text
for practice. The sixth section, Writing It Right, provides extensive
instruction and practice in grammar, mechanics, and proofreading,
and is coordinated with the Portfolio of Word Forms and the Portfolio
of Grammatical Forms at the end of the book. These two portfolios
contain chapter-by-chapter explanations and exercises for all the gram-
matical features spotlighted in the text, with lined spaces where stu-
dents can experiment with the concepts immediately. Section 7, Writ-
ing It Over, helps students guide each other through a second draft
of each chapter’s writing project. Section 8, called More Writing in
Part I and More Research in Part II, provides ideas that encourage
students to expand their efforts on their own. The ninth section,
Personal Glossary, provides a convenient place for students to record
new vocabulary. The book closes with a glossary of terms used in the
readings, using easy-to-understand, full-sentence definitions.


Write More! appears at first to be an elegantly structured, simply
designed text for intermediate ESL learners, and it is But the high-
quality readings also make it a full resource book for preparing ESL
students for college-level work, even when there is no library available
to teachers or students. It is a highly commendable work


SALLY ROSS CARPENTER
Purdue University
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Editors: Guy Cook Barbara Seidlhofer
Principle & Practice
in Applied Linguistics
●


●


●


provides a wide-ranging overview
of the many and diverse issues in
applied linguistics today.


Considers the relation of key
areas of enquiry both to
professional practice and to the
discipline as a whole.


Includes state-of-the-art papers
by leading specialists which
emphasize the reciprocal
relationship of principle and
practice, and the interdisciplinary
nature of applied linguistics.


Studies in honour of H.G. WIDDOWSON
Principle & Practice in Applied Linguistics has
been compiled in honour of H.G. Widdowson,
an internationally acclaimed authority on
applied linguistics and language teaching. This
volume is dedicated to him for his invaluable
contribution to so many aspects of the
profession.


Principle & Practice in Applied Linguistics
Hardback 0 19 442147 3
Paperback 0 19 442148 1


For further details, please contact your nearest OUP office, or write to:


Oxford University Press ESL/EFL Department, 198 Madison Avenue, New York,
NY 10016 USA Phone: (800) 542-2442


Oxford University Press, ELT Division, Walton Street, Oxford OX2 6DP, UK
Phone: (1865) 56767







BOOK NOTICES
The TESOL Quarterly prints brief book notices of 100 words or less announcing
books of interest to readers. Book Notices are not solicited. They are descrip-
tive rather than evaluative. They are compiled by the Book Review Editor from
selected books that publishers have sent to TESOL.


English Conversation. Amy B. M. Tsui. Oxford: Oxford
University Press, 1994. Pp. xviii + 298.


■ Part of Oxford’s Describing English Language series, which examines
changes now taking place in our understanding of the English language
and considers their implications for language learning and teaching, this
book provides a comprehensive description of the functions of conversa-
tional utterances in English. Using authentic, naturally occurring data, the
author proposes a descriptive framework for characterizing conversational
utterances, organization, and development. Insights are offered into the
sequencing of patterns of interaction. In the final chapter, the author
outlines aspects of conversational patterning that have yet to be accounted
for. The study draws on insights from speech act theory, ethnomethodol-
ogy, and discourse analysis.


Intercultural Communication: A Discourse Approach. Ron
Scollon and Suzanne Wong Scollon. Oxford: Blackwell, 1995. Pp.
xii + 271.


■ This volume is an introduction and practical guide to the main concepts
and principal problems of intercultural communication. Viewed from
within the framework of interactive sociolinguistics associated with Tan-
nen, Gumperz, and others, the authors focus in particular on the discourse
of Asians and of Westerners, the discourse of men and women, corporate
discourse and the discourse of professional organizations, and intergener-
ational discourse. Drawing on research in pragmatic, discourse analysis,
organizational communication, social psychology, and the ethnography of
communication, the book presents students, researchers, and practitioners
with a unified framework for the analysis of discourse.


Mirror Images: Teaching Writing in Black and White. Joan
Krater, Jane Zeni, and Nancy Devlin Cason. Portsmouth, NH:
Heinemann, 1994. Pp. xii + 515.


■ In the Midwestern suburb of Webster Groves, Missouri, a team of middle
and high school teachers—all female, all but one White—studied the
achievement of African-American student writers. Through 6 years of
action research, the teachers discovered that instead of trying to “fix”
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their students, they needed to “fix” their teaching methods, the ambiance
of their classrooms, and their own cultural awareness. The authors de-
scribe the teachers’ journey of self-reflecting, questioning, analyzing, and
changing; they also follow the story of several students who change from
being disengaged from their classrooms to becoming involved, active,
guiding forces in their English classes.


Language and Literacy in Social Practice. Janet Maybin (Ed.).
Clevedon, England: Multilingual Matters, 1994. Pp. xv + 271.


■ This anthology focuses on the importance of social factors in language
and literacy development and the shift from talking about skills and com-
petencies to investigating the relationships between language and literacy
practices, personal identities, and social and cultural processes. Section 1
introduces theoretical issues involved in understanding the meaning and
functions of language within real-life settings. In Section 2, ethnographic
accounts provide evidence of the various ways in which talk, reading, and
writing are related to particular kinds of social practice and values. Section
3 reviews orality and literacy from cross-cultural and historical perspec-
tives. Section 4 explores political aspects of language and literacy learning.


Language, Literacy and Learning in Educational Practice.
Barry Stierer and Janet Maybin (Eds.). Clevedon, England:
Multilingual Matters, 1994. Pp. xvi + 319.


■ The papers in this anthology address a number of issues regarding
language and literacy: questions of what should be taught, how it should
be taught, who should control such decisions, and issues surrounding the
gap between research evidence and competing social and political values.
The editors have chosen material that enlightens the reader on the recent
rapid development of new conceptual frameworks for understanding
language, literacy, and learning. Drawing from such diverse fields as an-
thropology, cultural studies, social psychology, and critical linguistics, the
articles help readers to consider ways in which new developments in theory
and research may be applied to everyday practice.


Power in Education: The Case of Miao University Students
and Its Significance for American Culture. Henry T. Trueba
and Yali Zou. Washington, DC: Falmer Press, 1994. Pp. xii + 230.


■ This case study focuses on the empowerment of some of the poorest
Miao peasants who eventually became university students and obtained
high prestige as part of mainstream Chinese society. The data gathered
and reported in this book show the devotion Miao students had to their
villages, families, and community, and how they made enormous sacrifices
to reach academic excellence in school. The book covers the relationship
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of ethnic identity to academic achievement, the historical context of the
Miao people, the testimonies of students and their professors relative to
their university experiences, and a discussion of the role of ethnicity in
motivating students to achieve in a highly competitive society.


Interlanguage Pragmatics. Gabrielle Kasper and Shoshana
Blum-Kulka. New York: Oxford University Press, 1993. Pp. vi +
253.


■ A collection of 16 previously unpublished essays, this book offers a
synthesis of current research in the field of interlanguage pragmatic,
discussing from diverse perspectives the development, comprehension,
and production of pragmatic knowledge in an L2. The editors’ general
introduction offers a critical overview of issues. Each of the three major
sections is prefaced by an introduction by the editors that provides relevant
theoretical and methodological background. The first section covers cogni-
tive approaches to interlanguage pragmatic development. The second
addresses interlanguage speech acts. The final section is devoted to dis-
coursal perspectives on interlanguage.


Evaluation in ELT. Cyril Weir and Jon Roberts. Oxford:
Blackwell, 1994. Pp. xiii + 338.


■ This book equips readers to deal with the types of evaluation they may
be involved in during their professional lives, as agents of insider or
outsider evaluation or as subjects of evaluation. It provides a framework
of the field, a series of case studies illustrating types of evaluation, guid-
ance on essential evaluation procedures, and a comprehensive bibliogra-
phy. Based on the practical experience of the authors as insider and
outsider evaluators of institutions, teacher education programs, language
courses, short training courses, and other programs in English language
teaching, the material acts as a guide for practitioners and as a course
book for students of the field.
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INFORMATION FOR CONTRIBUTORS


EDITORIAL POLICY


The TESOL Quarterly, a professional, refereed journal, encourages submis-
sion of previously unpublished articles on topics of significance to individu-
als concerned with the teaching of English as a second or foreign language
and of standard English as a second dialect. As a publication that repre-
sents a variety of cross-disciplinary interests, both theoretical and practical,
the Quarterly invites manuscripts on a wide range of topics, especially in
the following areas:


1. psychology and sociology of language    3.
learning and teaching; issues in research 4.
and research methodology


2. curriculum design and development; 5.
instructional methods, materials, and 6.
techniques


testing and evaluation
professional
preparation
language planning
professional standards


Because the Quarterly is committed to publishing manuscripts that contrib-
ute to bridging theory and practice in our profession, it particularly wel-
comes submissions drawing on relevant research (e.g., in anthropology,
applied and theoretical linguistics, communication, education, English
education [including reading and writing theory], psycholinguistics, psy-
chology, first and second language acquisition, sociolinguistics, and sociol-
ogy) and that address implications and applications of this research to
issues in our profession. The Quarterly prefers that all submissions be
written so that their content is accessible to a broad readership, including
those individuals who may not have familiarity with the subject matter
addressed.


GENERAL INFORMATION FOR AUTHORS
Submission Categories


The TESOL Quarterly invites submissions in five categories:


Full-length articles. Contributors are strongly encouraged to submit
manuscripts of no more than 20 to 25 double-spaced pages. Submit three
copies plus three copies of an informative abstract of not more than 200
words. To facilitate the blind review process, authors’ names should appear
only on a cover sheet, not on the title page; do not use running heads.
Manuscripts should be submitted to the Editor of TESOL Quarterly:


Sandra McKay
English Department
San Francisco State University
1600 Holloway Ave.
San Francisco, CA 94132
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The following factors are considered when evaluating the suitability of a
manuscript for publication in the TESOL Quarterly:


●


●


●


●


●


●


●


●


The manuscript appeals to the general interests of the TESOL Quarterly
readership.
The manuscript contributes to bridging the gap between theory and
practice: Practical articles must be anchored in theory, and theoretical
articles and reports of research must contain a discussion of implications
and/or applications for practice.
The content of the manuscript is accessible to the broad readership of
the Quarterly, not only to specialist in the area addressed.
The manuscript offers a new, original insight or interpretation and not
just a restatement of others’ ideas and views.
The manuscript makes a significant (practical, useful, plausible) contri-
bution to the field.
The manuscript is likely to arouse readers’ interest.
The manuscript reflects sound scholarship with appropriate, correctly
interpreted references to other authors and works.
The manuscript is well written and organized and conforms to the
specifications of the Publication Manual of the American Psychological Associ-
ation (4th ed.).


Reviews. The TESOL Quarterly invites succinct, evaluative reviews of pro-
fessional books, classroom texts, and other instructional resources (such
as computer software, video- or audiotaped material, and tests). Reviews
should provide a descriptive and evaluative summary and a brief discus-
sion of the significance of the work in the context of current theory
and practice. Submissions should generally be no longer than 500 words.
Submit two copies of the Review to the Review Editor:


H. Douglas Brown
American Language Institute
San Francisco State University
1600 Holloway Avenue
San Francisco, CA 94132 U.S.A.


Review Articles. The TESOL Quarterly also welcomes occasional review
articles, that is, comparative discussions of several publications that fall
into a topical category (e. g., pronunciation, literacy training, teaching
methodology). Review articles should provide a description and evaluative
comparison of the materials and discuss the relative significance of the
works in the context of current theory and practice. Submissions should
generally be no longer than 1,500 words. Submit two copies of the review
article to the Review Editor at the address given above.


Brief Reports and Summaries. The TESOL Quarterly also invites short
reports on any aspect of theory and practice in our profession. We encour-
age manuscripts which either present preliminary findings or focus on
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some aspect of a larger study. In all cases, the discussion of issues should
be supported by empirical evidence, collected through qualitative or quan-
titative investigations. Reports or summaries should present key concepts
and results in a manner that will make the research accessible to our
diverse readership. Submissions to this section should be 7–10 double-
spaced pages (including references and notes). Longer articles do not appear
in this section and should be submitted to the Editor of the TESOL Quarterly for
review. Send two copies of the manuscript to the Editors of the Brief
Reports and Summaries section:


Graham Crookes and Kathryn A. Davis
Department of English as a


Second Language
University of Hawaii at Manoa
1890 East-West Road
Honolulu, HI 96822 U.S.A.


The Forum. The TESOL Quarterly welcomes comments and reactions from
readers regarding specific aspects or practices of our profession. Re-
sponses to published articles and reviews are also welcome; unfortunately,
we are not able to publish responses to previous exchanges. Contributions
to The Forum should generally be no longer than five double-spaced
pages. Submit two copies to the Editor of the TESOL Quarterly at the
address given above.
Brief discussions of qualitative and quantitative Research Issues and of
Teaching Issues are also published in The Forum. Although these contri-
butions are typically solicited, readers may send topic suggestions and/or
make known their availability as contributors by writing directly to the
Editors of these subsections.


Research Issues: Teaching Issues:
Donna M. Johnson Bonny Norton Peirce
English Department Modern Language Centre
ML 455 Ontario Institute for
University of Arizona Studies in Education
Tucson, AZ 85721 252 Bloor St. W.


Toronto, Ontario M5S 1V6
Canada


Special-Topic Issues. Typically, one issue per volume will be devoted to
a special topic. Topics are approved by the Editorial Advisory Board of
the Quarterly. Those wishing to suggest topics and/or make known their
availability as guest editors should contact the Editor of the TESOL Quar-
terly. Issues will generally contain both invited articles designed to survey
and illuminate central themes as well as articles solicited through a call
for papers.


General Submission Guidelines
1. All submissions to the Quarterly should conform to the requirements


of the Publication Manual of the American Psychological Association (4th
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2.


3.


4.


5.


6.


7.


8.


9.


ed.), which can be obtained from the Order Department, American
Psychological Association, P.O. Box 2710, Hyattsville, MD 20784-0710.
The Publication Manual is also available in many libraries and book-
stores. Authors are responsible for the accuracy of references and
reference citations, which must be in APA format.
All submissions to the TESOL Quarterly should be accompanied by a
cover letter which includes a full mailing address and both a daytime
and an evening telephone number. Where available, include an elec-
tronic mail address and fax number.
Authors of full-length articles should include two copies of a very brief
biographical statement (in sentence form, maximum 50 words), plus
any special notations or acknowledgments that they would like to have
included. Double spacing should be used throughout.
The TESOL Quarterly provides 25 free reprints of published full-length
articles and 10 reprints of material published in the Reviews, Brief
Reports and Summaries, and The Forum sections.
Manuscripts submitted to the TESOL Quarterly cannot be returned to
authors. Authors should be sure to keep a copy for themselves.
It is understood that manuscripts submitted to the TESOL Quarterly
have not been previously published and are not under consideration
for publication elsewhere.
It is the responsibility of the author(s) of a manuscript submitted to
the TESOL Quarterly to indicate to the Editor the existence of any work
already published (or under consideration for publication elsewhere)
by the author(s) that is similar in content to that of the manuscript.
The Editor of the TESOL Quarterly reserves the right to make editorial
changes in any manuscript accepted for publication to enhance clarity
or style. The author will be consulted only if the editing has been
substantial.
The views expressed by contributors to the TESOL Quarterly do not
necessarily reflect those of the Editor, The Editorial Advisory Board,
or TESOL. Material published in the Quarterly should not be construed
to have the endorsement of TESOL.


Statistical Guidelines


Because of the educational role the Quarterly plays modeling research in
the field, it is of particular concern that published research articles meet
high statistical standards. In order to support this goal, the following
guidelines are provided.


Reporting the study. Studies submitted to the Quarterly should be ex-
plained clearly and in enough detail that it would be possible to replicate
the design of the study on the basis of the information provided in the
article. Likewise, the study should include sufficient information to allow
readers to evaluate the claims made by the author. In order to accommo-
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date both of these requirements, authors of statistical studies should pre-
sent the following.


1. A clear statement of the research questions and the hypotheses which
are being examined


2. Descriptive statistics, including the means, standard deviations, and
sample sizes, necessary for the reader to correctly interpret and evalu-
ate any inferential statistics


3. Appropriate types of reliability and validity of any tests, ratings, ques-
tionnaires, and so on.


4. Graphs and charts which help explain the results


5. Clear and careful descriptions of the instruments used and the types
of intervention employed in the study


6. Explicit identifications of dependent, independent, moderator, inter-
vening, and control variables


7. Complete source tables for statistical tests


8. Discussions of how the assumptions underlying the research design
were met, assumptions such as random selection and assignment of
subjects, sufficiently large sample sizes so that the results are stable,
etc.


9. Tests of the assumptions of any statistical tests, when appropriate


10. Realistic interpretations of the statistical significance of the results,
keeping in mind that the meaningfulness of the results is a separate
and important issue, especially for correlation


Conducting the analyses. Quantitative studies submitted to the TESOL
Quarterly should reflect a concern for controlling Type I and Type II
error. Thus, studies should avoid multiple t tests, multiple ANOVAs,
etc. However, in the very few instances in which multiple tests might
be employed, the author should explain the effects of such use on the
probability values in the results. In reporting the statistical analyses, au-
thors should choose one significance level (usually .05) and report all
results in terms of that level. Likewise, studies should report effect size
through such strength of association measures as omega-squared or eta-
squared along with beta (the possibility of Type II error) whenever this
may be important to interpreting the significance of the results.


Interpreting the results. The results should be explained clearly and the
implications discussed such that readers without extensive training in the
use of statistics can understand them. Care should be taken in making
causal inferences from statistical results, and these should be avoided with
correlational studies. Results of the study should not be overinterpreted
or overgeneralized. Finally, alternative explanations of the results should
be discussed.
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Qualitative Research Guidelines


To ensure that Quarterly articles model rigorous qualitative research, the
following guidelines are provided.


Conducting the study. Studies submitted to the Quarterly should exhibit
an in-depth understanding of the philosophical perspectives and research
methodologies inherent in conducting qualitative research. Utilizing these
perspectives and methods in the course of conducting research helps
to ensure that studies are credible, valid, and dependable rather than
impressionistic and superficial. Reports of qualitative research should
meet the following criteria.


1. Data collection (as well as analyses and reporting) is aimed at uncov-
ering an emit perspective. In other words, the study focuses on re-
search participants’ perspectives and interpretations of behavior,
events, and situations rather than etic (outsider-imposed) categories,
models, and viewpoints.


2. Data collection strategies include prolonged engagement, persistent
observation, and triangulation. Researchers should conduct ongoing
observations over a sufficient period of time so as to build trust with
respondents, learn the culture (e.g., classroom, school, or community),
and check for misinformation introduced by both the researcher and
the researched. Triangulation involves the use of multiple methods
and sources such as participant-observation, informal and formal in-
terviewing, and collection of relevant or available documents.


Analyzing the data. Data analysis is also guided by the philosophy and
methods underlying qualitative research studies. The researcher should
engage in comprehensive data treatment in which data from all relevant
sources are analyzed. In addition, many qualitative studies demand an
analytic inductive approach involving a cyclical process of data collection,
analysis (taking an emit perspective and utilizing the descriptive language
the respondents themselves use), creation of hypotheses, and testing of
hypotheses in further data collection.


Reporting the data. The researcher should generally provide “thick de-
scription” with sufficient detail to allow the reader to determine whether
transfer to other situations can be considered. Reports also should include
the following.


1. A description of the theoretical or conceptual framework that guides
research questions and interpretations.


2. A clear statement of the research questions.
3. A description of the research site, participants, procedures for ensur-


ing participant anonymity, and data collection strategies. A descrip-
tion of the roles of the researcher(s).


4. A description of a clear and salient organization of patterns found
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through data analysis. Reports of patterns should include representa-
tive examples not anecdotal information.


5. Interpretations that exhibit a holistic perspective in which the author
traces the meaning of patterns across all the theoretically salient or
descriptively relevant micro- and macrocontexts in which they are
embedded.


6. Interpretations and conclusions that provide evidence of grounded
theory and discussion of how this theory relates to current research/
theory in the field, including relevant citations. In other words, the
article should focus on the issues or behavior that are salient to partici-
pants and that not only reveal an in-depth understanding of the
situation studied but also suggest how it connects to current related
theories.
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PUBLICATIONS RECEIVED
Publishers are invited to send copies of their new materials to the TESOL Quar-
terly Review Editor H. Douglas Brown, San Francisco State University, at the ad-
dress listed in the Information for Contributors section. Packages should be la-
beled REVIEW COPIES.


TESOL Quarterly readers are invited to contribute review articles and evaluative
or comparative reviews for consideration for publication in the Review or Book
Notices section of the Quarterly. These should be sent to the TESOL Quarterly
Review Editor H. Douglas Brown, San Francisco State University, at the ad-
dress listed in the Information for Contributors section.
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QUARTERLY


Editor’s Note


■ I would like to take this opportunity to formally welcome Ellen Garshick
to the editorial staff of the TESOL Quarterly. She will be sharing with
Marilyn Kupetz the duties of the Assistant Editorship. I am extremely
grateful to both of them for their careful work on the production of the
Quarterly.


I would also like to call the readers attention to the Call for Abstracts
for the 1997 special-topic issue on Language and Social Identity, guest
edited by Bonny Norton Peirce, included in this issue.


In this Issue


■ The lead article in this issue uses qualitative research methods to explore
gender and ethnicity as factors in classroom interaction. The next two
articles explore aspects of second language literacy. Whereas the first
article compares the effectiveness of two teaching strategies used to pro-
mote the reading comprehension of proficient second language learners,
the second examines initial literacy learning through the use of narrative
inquiry. The fourth article outlines a teacher change cycle developed from
a study of Hong Kong teachers’ responses to the adoption of process
writing in their classrooms. The final article examines the relative contribu-
tion of linguistic and strategic competence to the teaching performance
of international teaching assistants.


● Kay M. Losey shares the findings of her study on the classroom
discourse of a basic writing class composed of bilingual Mexican
Americans and monolingual Anglo Americans. Using methods of
participant observation, informal intervews, and audiotaped class-
room and tutorial interactions, Losey found that the Mexican Ameri-
cans spoke significantly less in whole class discussions than did Anglo
Americans but that the level of contribution depended on gender
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with Mexican American men contributing a great deal to class discus-
sions and Mexican American women being generally silent. In other
interfactional contexts, however, Mexican American women were
quite verbal. Based on her findings, Losey urges teachers to slow
down the interaction in class discussions by allowing students time to
formulate questions and increasing the wait-time after initiations and
to use alternative forms of classroom organization that may increase
student participation.


● Hsiu-Chieh Chen and Michael F. Graves report on their investigation
of the use of two prereading activities—previewing and providing
background knowledge—with Taiwanese college students reading
American short stories. College freshmen in Taiwan were randomly
assigned to one of four treatment groups. One group listened to a
preview of a short story, the second to a presentation of background
knowledge, a third group to both, and the fourth group read the story
without any prereading assistance. Scores on reading comprehension
tests showed a strong positive effect for presenting students with a
preview of what they read and a weaker positive effect for providing
students with background knowledge. In conclusion, Chen and
Graves recommend that teachers consider using previews as a way
of helping language learners read English texts.


● Using methods of narrative inquiry, Jill Bell reports on her attempt
to acquire Chinese literacy. Finding that her prior English literacy
experiences affected her progress in acquiring Chinese literacy, Bell
argues for a recognition of the complexity of the transfer hypothesis.
In her autobiographical study, she found that she and her Chinese
tutor held very different notions regarding various aspects of literacy
learning such as the relationship between form and content, the char-
acteristics of a good learner, and measures of progress. She closes
the article by urging teachers to consider their own assumptions
regarding literacy and to recognize that many literacy practices are
culturally imposed.


● Martha C. Pennington describes the results of her study of eight
Hong Kong secondary teachers who introduced process writing strat-
egies in their classrooms. Drawing on teachers’ diary records, class-
room observations, transcripts of monthly meetings, and question-
naires, Pennington argues that teachers frequently go through a
change cycle in implementing an innovative practice in which their
initial concern with procedural issues shifts to a focus on interpersonal
aspects of change and finally to conceptual aspects of change. Her
investigation demonstrates how teacher change often involves a devel-
opmental process in which as teachers introduce new techniques and
roles in their classroom, they adjust those techniques and roles to fit
their own circumstances.


● Gene B. Halleck and Carol Lynn Moder report on two studies they
undertook to examine the relative contribution of linguistic and stra-
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tegic competence to the teaching performance of international teach-
ing assistants (ITAs). The purpose of the first study was to examine
the relationship between language skills and teaching skills to the
overall scores the ITAs received on an ITA test which assessed teach-
ing performance. The results of the first study demonstrate that
satisfactory performance on the teaching test is a function of both
language and teaching skills and suggest that general proficiency tests
are not adequate predictors of teaching performance. The purpose
of the second study was to investigate the effect of a one-semester
ITA training course on the retest results of ITAs who initially did
not pass the ITA test. The results of this study suggest that some
students may need intensive language training before they can benefit
from a course which focuses on developing teaching strategies.


Also in this issue:


● Research Issues: Liz Hamp-Lyons and Jeff Connor Linton discuss
the complexities of using rating systems to asssess L2 compositions.


● Brief Reports and Summaries: Rebecca L. Huss reports on her ethno-
graphic study of the language learning experience of three young
second language learners in northern England. Her study examines
the knowledge and strategies used by these children to become literate
in English as well as the school, home, and community influences on
the children’s literacy learning.


● Reviews: Among others, Tove Skutnabb-Kangas reviews Ajit K. Mo-
hanty’s book Bilingualism in a Multilingual Society: Psycho-social and
Pedagogical Implications, Patricia Speece reviews Beyond the Monitor
Model edited by Ronald M. Barasch and C. Vaughn James, and Nancy
Ryder reviews David Nunan’s book, Atlas: Learning Centered Communi-
cation.


Sandra McKay
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Call for Abstracts


Language and Social Identity
The TESOL Quarterly announces a call for abstracts for a special-
topic issue on Language and Social Identity to appear in 1997. In
this edition, we would like to provide a forum in which contributors
interested in language, gender, race, class, and ethnicity can share
their research and practice with the wider TESOL community. We
are particularly interested in the way contributors conceptualize
identity and what methodologies they use to address their research.
We encourage submissions from a wide constituency and are
interested in full-length, previously unpublished articles that explore
social identity in relation to:


1. Reading/Writing
2. Listening/Speaking
3.   Classroom practice
4.   Curriculum development
5.   Assessment and evaluation


In addition to full-length articles, we solicit short reports that address
identity construction in specific sites, present preliminary findings of
research, or raise topics for debate. Contributions from all regions of
the world are welcome.


At this stage, we are soliciting two-page abstracts for full-length
articles and one-page abstracts for short reports. For all submissions,
send three copies, a brief biographical statement (maximum 50
words), a full mailing address, and daytime/evening telephone
numbers. E-mail addresses would be particularly helpful. Abstracts
should be mailed to the address below and should be received no
later than:


March 1, 1996
Bonny Norton Peirce


Department of Anthropology
McMaster University
1280 Main St. West


Hamilton, Ontario, L8S 4K1
Canada
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Gender and Ethnicity as Factors in
the Development of Verbal Skills in
Bilingual Mexican American Women
KAY M. LOSEY
University of North Carolina at Chapel Hill


This study describes and analyzes differences in student output across
ethnicity and gender in a mixed monolingual English and bilingual
Spanish/English class in order to understand how L2 oral language
skills are developed in a mixed classroom. Primary participants in
the study included approximately 30 basic writing students ranging
in age from 18 to 60. Fifty-five percent of the students were bilingual
Mexican American, and the remainder were monolingual Anglo
Americans. Participant observation, informal interviews, and audio-
tape classroom and tutorial interaction provide the data for this
classroom ethnography. Data were analyzed to discover patterns of
student output in various interfactional contexts and to discover how
the structure and content of interaction influenced these patterns.
The analysis revealed that bilingual Mexican American students
spoke significantly less in whole class interaction than monolingual
Anglo American students. Moreover, an analysis by gender revealed
that Mexican American men contributed four times the amount ex-
pected, whereas Mexican American women spoke half as much as
expected. In other interfactional contexts, however, the bilingual
women were quite verbal. The social status of Mexican American
women as “double minorities” and negative attitudes toward Spanish/
English bilingual help explain why the Mexican American women
alone responded to whole class interaction with silence.


T here is little question that opportunities for interaction between
bilingual learners and target language (TL) speakers are impor-


tant for further development of the speaker’s second language (Kras-
hen, 1985; McLaughlin, 1985; Swain, 1985; Wong Fillmore, 1982).
Researchers have also concluded that the necessary interaction between
bilingual and TL speakers includes not only appropriate input but
opportunities for output, as well (Swain, 1985; Wong Fillmore, 1982).


Numerous factors beyond learner proficiency with the TL have been
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shown to influence bilingual students’ output in the classroom. In the
case of Mexican American bilingual, studies have shown that such
students often produce little output in the classroom. One group of
studies has concluded that this silence is a result of differential treat-
ment by teachers based on ethnicity (Ortiz, 1988; Parsons, 1965; U.S.
Commission on Civil Rights, 1973), students’ language dominance or
students’ language preference (Laosa, 1977; Ortiz, 1977, 1988; Town-
send & Zamora, 1975). Other researchers have found evidence of a
cultural mismatch between the interfactional style of the home and of
the school (Delgado-Gaitan, 1987; Gumbiner, Knight, & Kagan, 1981;
LeCompte, 1981), concluding that Mexican Americans students are
more successful in classrooms with collaborative learning structures
(Díaz, Moll, & Mehan, 1986; Trueba, 1987) studying topics that draw
upon the students’ experiences and interests (Díaz, Moll, & Mehan,
1986; Moll, 1988; Trueba, 1987).


However, none of the studies of bilingual Mexican American class-
room interaction consider how adult Mexican Americans interact in
the classroom or the role of gender in their interaction. But as Swacker
(1975) argues, “any sociolinguistic research which does not, at least,
specifically give consideration to the sex of the informant might well
be of questionable validity” (p. 82). Previously, none of the research
on classroom interaction and Mexican American bilinguals has exam-
ined this factor. This study looks at both teacher input and student
output or response in a mixed monolingual Anglo American and
bilingual Mexican American community college classroom in a variety
of contexts. It examines the differences in response between monolin-
gual speakers and bilingual speakers and considers the observed differ-
ences in terms of language background and ethnicity as well as gender.


BACKGROUND TO THE STUDY


The study of classroom interaction and its role in the success or
failure of students rests upon the notion that all learning is a funda-
mentally social process, the result of interaction between two or more
individuals. Vygotsky (1978) has noted that “human learning presup-
poses a specific social nature” (p. 88). The social process by which
learning occurs creates abridge that spans the learner’s “zone of proxi-
mal development,” such that what one is unable to accomplish alone
can be achieved successfully with a more capable peer or adult. The
theory of learning as socially constructed has been extended to the
study of adults in the work of Lave (1988), who notes that “the pro-
cesses of learning and understanding are socially and culturally consti-
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tuted” (p. 2) (see also Elsasser & John-Steiner, 1977; Freire, 1970;
Wertsch, Minick, & Arns, 1985, for additional research on the social
nature of adult learning).


Likewise, second language learning also occurs through interaction.
McLaughlin (1985) concludes that students have the best chance to
develop a second language when they “(a) receive a great deal of
oral language input (adjusted to their abilities) from staff and native-
English-speaking peers, and (b) have an opportunity to use the lan-
guage in meaningful contexts where they receive feedback from native
speakers” (p. 162). Similarly Wong Fillmore (1982) finds that “a major
problem for language learners involves getting enough exposure to
the new language, and getting enough practice speaking it with people
who know the language well enough to help them in their efforts
to learn” (p. 284). Research and theory on adult second language
acquisition and learning suggests that adults, too, need interaction
with native speakers to successfully acquire a second language (e.g.,
Krashen, 1976). In fact, one reason adults are often considered notori-
ously poor second language learners may be a lack of interest or
opportunity to interact with native speakers relative to school-age
learners (Schumann, 1978).


In the classroom, the traditional interaction pattern may prevent
students from having opportunities to practice the language or provide
output. Every “speech community” (Hymes, 1972) has its own norms
for interaction that may differ with varying aspects of the “speech
event” (Hymes, 1972). Usually these exchanges are made up of various
types of initiations and responses where the initiators ask real questions
in which they have a real interest and to which they have no answer
but to which the respondents have an answer (Sacks, Schegloff, &
Jefferson, 1974). The exact “participant structure” of exchanges in a
speech event or the “who will talk and when they will talk” (Philips,
1972/1985, p. 373) varies depending on a multitude of factors, such
as language attitudes, power, and status (Sacks, Schegloff, &Jefferson,
1974).


The classroom may be considered a variety of speech community.
One typical interfactional pattern known and expected in the speech
community of the classroom is the Initiation-Response-Evaluation
(IRE) exchange (see Cazden, 1988; Mehan, 1979). In this pattern, the
teacher initiates (I), the student responds to the initiation (R) and the
teacher evaluates (E) the correctness of the student’s response. The
IRE pattern varies from normal conversational interaction, which is
Initiation-Response (I-R) (Sacks, Schegloff, & Jefferson, 1974), not
only because of the evaluation of the response but also because of
the initiating question. Unlike a real question that initiates normal
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conversation, in classrooms the initiation is usually an academic ques-
tion to which the teacher already has an answer and which is asked
only to elicit a display of knowledge.


One result of the pervasiveness of the IRE interaction pattern in
educational settings is that the teacher is almost always in control of
the topic. Students have limited opportunities to ask questions or to
add to the interaction in such a pattern. Therefore, bilingual students’
opportunities for output are limited in such situations. Additionally,
such interactions allow for little negotiation of meaning. As Wells
(1981) notes, “These are the conditions that foster language develop-
ment: when one has something important to say and other people are
interested in hearing it” (p. 107). Unfortunately, this does not describe
most classrooms in which the IRE pattern predominates. Cummins
(1986) states that the IRE or “transmission” pedagogical model “contra-
venes central principles of language and literacy acquisition” (p. 28).
In terms of second language learning, opportunities to use the target
language in “meaningful contexts” (McLaughlin, 1985, p. 162) are also
limited in IRE classrooms. Children (Britton, 1990; Dewey, 1916/1944;
Moffett, 1981/1988) and adults (Fingeret, 1989; Knowles, 1973/1978;
Soifer, Irwin, Crumrine, Honzaki, Simmons, & Young, 1990) alike,
whether in L1 or L2 learning situations need to have their educational
goals and interests central to the learning experience if it is to be
meaningful for them.


When examining multicultural classroom interaction, gender as well
as ethnicity is an important sociolinguistic variable to consider (Shuy,
1969). As West and Zimmerman (1991) note, gender is constituted
through interaction and “doing gender is unavoidable” (p. 24). Like
research on Mexican American bilingual, a common finding of re-
search on gender and classroom interaction is silence on the part of
female students (Coates, 1986; Stanley, 1986). In some cases, it even
appears that young women do not want to participate in class (Davies,
1983; Swann, 1988; Whyte, 1984). At the same time it has been found
that male students receive significantly more attention from teachers
than female students—whether the teacher is male or female (Eccles
& Blumenfeld, 1985; Morse & Handley, 1985; Swann, 1988; Whyte,
1984). Few studies, however, have examined both ethnicity and gender
in a comparative study of classroom interaction and none have looked
at bilingual Mexican American interaction and gender. But as bell
hooks (1989) correctly points out, “sex, race and class, and not sex
alone, determine the nature of any female’s identity, status and circum-
stance, the degree to which she will or will not be dominated, the
extent to which she will have the power to dominate” (p. 22).


Both Cummins (1986) and Freire (1970) have noted that the IRE
interfactional model (the “banking” model, according to Freire) serves
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to “mirror oppressive society as a whole” (Freire, 1970, p. 59). Analyses
of classroom interaction must also consider that “institutional machin-
ery is embedded in social interaction” (Cicourel & Mehan, 1985, p. 20).
Schooling cannot be considered in isolation from the society at large
and the interests of those in power. Interaction in the classroom is
indicative not only of the immediate social situation but also the larger
societal situation. According to Giroux (1983), in the study of literacy
and schooling “we must recognize how ideologies are constituted and
inscribed in the discourse and social practices of daily classroom life”
(p. 208).


This article will describe the interfactional differences in classroom
discourse across ethnicity and gender between bilingual Mexican
American adults and monolingual Anglo American adults by exploring
how variations occurred across these factors in the classroom talk of
community college students and their teacher. Further, it will investi-
gate how the interaction of Mexican American students varied when
the context changed from whole class, teacher-fronted discussion to
one-to-one tutorials to unofficial peer talk, and it will explore the
implications of these findings in the larger societal context. This analy-
sis will reveal the importance of gender as well as ethnicity in under-
standing interfactional differences observed in the classroom, tutorials,
and peer talk. Because the development of oral language skills requires
student output as well as appropriate input, these findings are impor-
tant for understanding how to create classroom environments that will
help develop the oral language skills of bilingual adults.


THE STUDY


Site


The site for this study was a community college outreach program
in the primarily agricultural community of Appleton, California.1  1990
census figures show that 61% of the the town’s population was His-
panic, 33% of it was Anglo, 4% was Asian or Pacific Islander, and less
than 1% Black (Zabin, 1991). Held at the Appleton Center, the pro-
gram was located in a relatively new downtown shopping center where
several stores had been rented and set up as three classrooms, a recep-
tion area, and an administrative office.


English 10 was a mainstream, basic writing course required for com-
pletion of the Associate of Arts or AA degree and for promotion to


1The names of the people, places, and publications have been changed as necessary to
protect the anonymity of the participants.
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English 15, university transfer level English. Students were in English
10 either because they had been placed in the class as a result of a
holistically scored direct assessment of their writing or because they
were former English 5 students who had been promoted into English
10. Students called English 10 “bonehead English,” although the in-
structor of English 10 in Appleton insisted that the community college
faculty did not consider it a remedial course.


Participants


Key informants in this study included students from four semesters
of English classes held at the Appleton Center, their teacher, and the
tutors at the Center. The students ranged in age from approximately
18 to 60 years old. Over 55% percent of students in each English 10
class studied were bilingual Mexican American, with a variety of levels
of proficiency in English. A number of these students had recently
completed the series of ESL courses offered by the community college
and were still working on their English writing, reading, and speaking
skills. For example, one student, a seasonal strawberry picker, an-
nounced that her primary goal for the class was to learn to speak
English more fluently to get a job that was not in the fields. I observed
these students during classes, worked with them in one-to-one tutorials
during class (as directed by the teacher), and chatted with them before
and after class and during breaks.


Five students were selected as focal students for this project. These
were students who asked for help from me outside of class, as well as
in class, and who volunteered to be a part of my study. I worked
extensively with these students on their writing, tutoring them both
in and out of class. The focal students included two males and three
females who ranged in age at the time of data collection from 18 to
37 years. All were bilingual Mexican Americans who had been schooled
from at least the 6th grade in the U.S. All had varying degrees of
proficiency in English, however, because of their individual life circum-
stances (e.g., educational experiences, work experiences, general expo-
sure to English and Spanish). (See Table 1.)


The teacher in the class, an Anglo American woman who had taught
17 years at the community college, was also a key informant. A tenured
faculty member, Carol had served in a variety of administrative posts
including chair of the English department and chair of Women’s
Studies. She made efforts to stay abreast of current research, theory,
and practice in composition by taking sabbaticals to teach in a nationally
acclaimed writing program and to take graduate courses in language
and literacy education.
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TABLE 1
Focal Student Attributes


Student Age Employment Educational Background


Amado 27 industrial laundry worker lst grade in Mexico
volunteer youth minister 3rd grade-diploma in U.S.


attended bilingual classes
Federico        30 sewage treatment plant employee 1st grade in Mexico


waiter 2nd grade-diploma in U.S.
Isaura 37 seasonal strawberry picker lst–6th grade in Mexico


7th–8th grade in U.S.
passed high school equivalency
in Spanish


Juanita 22 bilingual classroom aide K-diploma in U.S.
Mónica 18 drug store clerk K-diploma in U.S.


Data Collection and Analysis


Data collection methods included, first and foremost, participant
observation during 2 years as a tutor at the site. I also conducted
informal interviews with key informants (the focal students, the
teacher, the tutors, and other school personnel), collected audiotapes
of classroom and tutorial interaction, and gathered relevant archival
data related to the current and historical social and political situation
of the outreach program, the school, and the community of Appleton.
The data discussed in this paper are from the last semester I observed
English 10 and were analyzed to discover the sociolinguistic and inter-
factional environment of the classroom. This analysis was completed
for three different types of interaction that regularly occurred in the
classroom: official whole class discussions, official one-to-one interac-
tion with a tutor, and unofficial interaction among peers during tu-
toring sessions. Transcriptions were made as accurate as possible at
the lexical level.


For the analysis of whole class discussions, transcriptions from three
“typical” class meetings from the beginning to the end of the semester
were analyzed. After 2 years of experience observing the class, it be-
came easy to identify a typical lesson or tutorial. The subject of such
a lesson was either students’ assigned reading, workbook exercises, or
a composition assignment. The lesson did not involve a guest speaker
nor was it interrupted by unforeseen circumstances. In terms of struc-
ture and content, these typical lessons and tutorials began to appear
quite similar over time—they had patterned opening, middle, and
closing sections.


One-to-one tutorials occurred both in and out of class. This analysis
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is based on 18 tutorials ranging from 1–2 hours each held outside
class. One-to-one tutorials outside of class usually began with a specific
question from a student or with a general request for comments on a
draft. The unofficial peer talk analyzed was also typical in that it could
be about either class-related topics or personal topics. It usually began
with a comment by one student that was picked up and developed by
one or more peers.


The transcripts were analyzed to discover the “participant struc-
tures” or “structural arrangements of interaction” during classroom
lessons (Philips, 1972/1985, p. 377). The basic unit of analysis for this
work was the “speech event . . . activities, or aspects of activities, that
are directly governed by rules or norms for the use of speech” (Hymes,
1974, p. 52). The participant structures were then analyzed quantita-
tively to determine differences in frequency of turns and turn types
(e.g., initiation, response) for different ethnic and gender-based group-
ings in the various interfactional contexts of this study. Participant
structures were also analyzed qualitatively to identify and describe the
types of interaction strategies used in varying contexts. (For more
details regarding turns and turn types, see Losey, in press.)


In addition, the whole class discussions were analyzed thematically,
to gain insights into the topics of concern to the teacher and the
students, using the episode, a series of turns on the same theme or
topic, as the unit of analysis. Themes were found to recur in the talk
of the teacher and students that served to elucidate how the teacher
and the students understood and responded to particular interactive
situations in the classroom. I call these explanatory themes key themes
as they became key in understanding the interaction in the classroom.
For all participants, these themes were inextricably tied to their per-
sonal histories and past educational experiences as well as to the larger
sociocultural milieu in which the outreach program existed.


The next section describes the results of these analyses which re-
vealed important differences between the interaction of bilingual stu-
dents and monolingual students as well as gendered differences in the
interaction of bilingual Mexican Americans.


STRUCTURE OF INTERACTION


Whole Class Discussions


Carol’s class was characterized by the pervasive use of the IRE ex-
change. In an analysis of 310 exchanges from three typical whole class
discussions, 79% of the exchanges were teacher initiated, and 57%
were based on the IRE format. Only 21% of the exchanges were
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initiated by students. Control of classroom talk by the teacher during
these whole class discussions served to limit the amount of output that
any student in the class could produce. It also limited the topics to
those favored by the teacher, usually known information or academic
questions rather than the real questions one might find in ordinary
interaction.


Another characteristic of this classroom found in other classrooms
as well was the minilecture (Hull, Rose, Fraser, & Castellano, 1991).
Usually added onto evaluations of student responses after a series of
IRE episodes on a single topic, the minilecture was used to tie the
questions and answers that immediately preceded it to the larger point
of the lesson. It also served structurally to interrupt the flow of interac-
tion and revert attention to the teacher and her topic.


The rules of participation during the whole class discussions in
Carol’s class generally required that the teacher provide an evaluation
of student responses, but this evaluation did not necessarily come after
each student spoke; it was often postponed for a few turns. In addition,
the teacher rarely called on students (unless they raised their hands),
but raising one’s hand and waiting to be called upon was unusual in
this class. Instead students just spoke out, often at the same time, in
response to a teacher initiation. These factors combined to create
very fast-paced classroom talk. At least two students independently
characterized the fast-paced interaction in the class as “rolling.” The
rolling character of the discourse led to frequent interruptions in the
classroom, and because the teacher did not usually call on students,
there was little support from the teacher for students to take or keep
the floor. The interfactional structures and the restrictions on content
I have described are important for understanding the interfactional
patterns described in the next section.


The Silence of Mexican American Women


An examination of the interaction patterns during whole class discus-
sions in English 10 found that they varied according to ethnicity and
gender. Anglo American students participated in class discussions in
much greater percentages than their numbers in the class would sug-
gest. Although 55% of Carol’s class was Mexican American and 45%
was Anglo American during the semester described here, 81% of
student initiations were made by Anglo American students. Only 19%
of initiations were made by Mexican American students. This general
trend held in all classes I observed. Of the student responses to the
teacher, 82% were made by Anglo American students and 18% were
made by Mexican American students (see Table 2). Put another way,
the Mexican American students initiated and responded to the teacher
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at approximately one third the rate expected given their representation
in the classroom, if gender and ethnicity had no effect on interaction.
An analysis of gender differences within and across groups shows that
the relative silence of Mexican Americans in whole class discussions
was largely the result of silence on the part of the Mexican American
women.


The Mexican American women represented a majority in the class
(47% of all students), yet they contributed only 12.5% of the initiations
and 8% of the responses. Expressed in interaction ratios, the Mexican
American women contributed only one fourth of the expected initia-
tions and one fifth of the expected responses (see initiation and re-
sponse ratios Table 2). The Mexican American men (comprising only
8% of the class) initiated interactions at a rate much closer to that
expected and contributed more responses than expected. So whereas
the Mexican Americans as a group appeared to speak relatively little
in whole class discussions, an analysis by ethnicity alone would mask
the effect of gender on the interaction in the classroom.


Anglo American women also spoke relatively less than Anglo Ameri-
can men, but between the Anglo American men and the Anglo Ameri-
can women, the differences were not as great as between the Mexican
Americans. The Anglo American men interacted only about 1.3 times
more than the Anglo American women in comparison to Mexican
American men who initiated three times more interactions and re-
sponded six times more often than Mexican American women. Males,


TABLE 2
Whole Class Interaction By Ethnicity and Gender


Mexican
Mexican Anglo


Anglo
American


American
American


American
Total Total Women Men Women Men


Representation of
Students in class (%) 55 45 47 8 32 13
Student
Initiations (%) 19 81 12.5 6.5 53 28
Student
Responses (%) 18 82 8 10 52 30
Student
Initiation Ratio 0.35 1.80 0.26 0.83 1.65 2.15
Student
Response Ratio 0.33 1.80 0.20 1.30 1.63 2.30


Note. Student Initiation Ratio = the ratio of student initiations in comparison to representa-
tion.
Student Response Ratio = the ratio of student responses in comparison to represen-
tation.
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overall, regardless of ethnic background, interacted at rates higher
than expected for their representation in the classroom. These figures
indicate both ethnic differences and gender differences. The ethnic
differences suggest an ethnic disadvantage for Mexican Americans in
the Anglo American dominant culture and classroom, whereas the
gender differences reveal the prevalence of traditional gender roles
in both ethnic groups but with greater effects for Mexican Americans
suggesting a stronger patriarchal hierarchy among Mexican Americans
than among Anglo Americans. Also, these data show that gender and
ethnicity have a cumulative effect, creating a hierarchy of interaction
frequency with Mexican American women at the bottom and Anglo
American men at the top.


Although these numbers provide some insight into the interaction
of the bilingual Mexican Americans in the classroom observed, clearly
revealing the silence of the Mexican American women, the upcoming
qualitative analysis of the talk reveals the characteristics of talk, and
silence in the classroom that help explain the interfactional differences
observed. The next section will present patterns of interaction that
helped create and break the differential output found for bilingual
Mexican American women.


The Voices of Mexican American Focal Women


Like other Mexican American women in their class, the classroom
discourse of the Mexican American focal women in whole class discus-
sions was also characterized by pervasive silence. Each of the focal
women volunteered to speak only twice the entire semester, whereas
the men took as many as 24 turns in a single class session. Unfortu-
nately, it is impossible to effectively present examples of silence. In-
stead this section will present examples of typical interfactional strate-
gies the women used in an attempt to break the silence, thereby
revealing how the structure and content of interaction may have con-
tributed to their silence. The strategies that these women used to
interact in this context suggest how classroom contexts might be
changed to allow for more student interaction which will help develop
the verbal skills of bilingual students in the class.


Finding an opening: Minilectures and elicitation. The combination of
classroom interaction tightly controlled by the teacher and fast-paced
interaction between the students and the teacher—the rolling effect
described earlier in this article—played an important part in the silence
of the Mexican American focal women. In order to find an opening
during these rolling exchanges, the women waited until interaction
slowed. On each occasion when the focal women spoke, the teacher
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had just completed a minilecture. This served to slow the pace of
interaction between the students and the teacher, thereby allowing the
women to find an opening for interaction. The following example is
the first of two whole class discussions in which one student, Isaura,
volunteered to speak during the semester. The interaction followed a
rather lengthy minilecture in which the teacher discussed the impor-
tance of students using concrete language in their essays. I will provide
only the end of the mini-lecture here as it is too long to include in its
entirety.2


1. Teacher: We need details. It’s just like at the bottom of [Lesson] 32
when they give you the sentences and ask you to elaborate. All right.
Let’s take a break. How ‘bout, ah, any other questions? Did I miss anyone?
Isaura: How ‘bout labor?
Teacher: Pardon?
Isaura: Labor.
Teacher: L-a-b-e-l? What do you think?
John: No.
Amy: No, Labor, O-R.
Teacher: Labor. L-a-b-o-r. What do you think?


In this exchange Isaura chose to talk only after the teacher had given
a rather lengthy minilecture and specifically asked for student input.
The same strategy can be found in her only other attempt to speak
in whole class discussions during the semester.


This slowing of the interaction during the minilecture appears to
have provided Isaura, a relatively unpracticed speaker of English, the
time she needed to produce her responses. She once explained to me
in a tutorial that she tended to “think in Spanish,” which caused a time
lag because she had to “translate in[to] English . . . all that grammar.”


The minilecture also usually led to a direct request by the teacher
for students questions, such as “How ‘bout, ah, any other questions”
in this example, which provided a particularly inviting moment for
students to speak up.


Interruptions: Keeping the floor. Another characteristic of the ex-
changes in the class was frequent interruption. All of the bilingual


2Transcription conventions used in this study are as follows:
( ) Unintelligible on tape
(laughs) Nonverbal cues and actions
[ ] Contains information added by researcher to help the reader


interpret the manuscript
Student: But- Overlapping speech
Teacher: Yes
Amy Amy and Stevie talk simultaneously
Stevie
. . . Pause in the discourse
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Mexican American focal women experienced interruptions as a result
of the interfactional structure of this classroom. In the example above,
Isaura was interrupted when other students attempted to clarify what
she had said (“Labor”). Unlike Isaura, both Mónica and Juanita, who
were also interrupted when they spoke in class, maintained their turns
by interrupting their interrupters in return. In the following example,
Mónica repeatedly used this interfactional strategy, speaking up
throughout the teacher’s attempts to answer her.


2. Teacher: Mónica?
Mónica: Do we give our own personal opinion after-
Teacher: (emphatically) Yes-
Mónica: each-
Teacher: That’s why-
Mónica: After-
Teacher: That’s why what I was saying before-
Mónica: But after each one?


Although it took her four turns to complete her question, Mónica
persevered, interrupting the teacher as the teacher had interrupted
her. Despite her persistence, Mónica did not get the information that
she sought in this interaction. A few moments later she leaned over
to me and asked, “So are we suppose’ to give our personal view in the
middle or after all three summaries?” Ultimately, even though she
tried to ask her question, the pattern of interaction left her silenced
in this situation.


Social support. Mónica, Juanita, and Isaura all chose to speak when
there were clear sources of support for their interaction in the class-
room, that is, when someone encouraged them to interact. Both times
Mónica interacted in whole class discussions, she received direct en-
couragement from her tutor—me. This apparent need of encourage-
ment was not surprising considering her understanding of how others
responded to her.


3. Mónica: You know, sometimes I feel like speaking out. Because, you
know, I know things that I can say, but then I’m all like, nahh, they
don’t want to hear it (laughs).
Tutor: I think they do . . . .
Mónica: ‘Cause you know, that was one of my fears, speaking out in
classes. I’ve always been bad, until I know the whole class, then I feel
free, a little. You know, I don’t say anything, That was my fear always
in high school. Then when I took the introduction into business and
the supervision [in college], that was my fear too.


Mónica knew that she should have talked in class more, but felt that
the class was not interested in her ideas. Furthermore, she felt that
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she did not know the class well enough. The fact that she was inter-
rupted when she tried to talk would certainly serve to reinforce her
belief that people were not listening to her or interested in her. In this
classroom it was not only the structure of the lessons that contributed to
the silence but also the lack of confidence of the women, either in
their ideas, as in the case of Mónica, or in their language abilities, as
in the case of Isaura, who at the end of the course described herself
as “the worst of everybody” in the class.


These three women employed interfactional strategies such as speak-
ing after minilectures and elicitation to attempt to overcome the partic-
ular structure of this classroom and to attempt to give output. The
focal men, however, used interfactional strategies in whole class discus-
sions that were quite different from those used by the women.


The Voices of Mexican American Focal Men


Unlike the Mexican American focal women, the interaction of the
Mexican American men in whole class discussions was characterized
by more talk than would be expected considering their scarcity in
numbers in the class. Although they faced the same limited interaction
structure as a result of the IRE format, they employed differing strate-
gies for interacting within that structure. The men initiated unsolicited
questions and comments, sometimes even disagreeing with statements
made by the teacher. They effectively broke the normal pattern of
teacher-student interaction in this classroom through the use of these
strategies. The Mexican American focal men employed these strategies
in a much greater ratio to their numbers in class than their Anglo
American counterparts of either gender.


Requests: Creating an opening. Amado and Federico asked questions
in whole class discussions to request information about a particular
essay assignment or more general course information. A typical ques-
tion from Amado asked Carol about the content of an upcoming essay,
“But what if you just focus on their [the author’s] goal? One similarity?”
Or a more general question of this nature asked, “What’s our final
exam gonna be like?”


Questions were also used to clarify points in class discussion. For
example when Carol was discussing abstract and concrete words, Fed-
erico asked for a clarification:


4.  Federico: You say it’s subjective?
Teacher: Yeah, it’s very subjective.
Federico: It’s not objective?
Teacher: Yeah, it’s not objective . . . .
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Requests such as these were rare among the Mexican American focal
women.


Comments: Making oneself heard. Federico and Amado also initiated
by making unsolicited comments during whole class discussions. These
comments were generally a recognition of problems in their writing
or about writing in general. For example, when Carol was discussing
the proper development of the “interview” essay, she made the point
that one should not put too much detail into the essay:


5. Teacher: The motto for this paper should be “Don’t write a book.”
Amado: I have a tendency to do the opposite: I generalize.
Teacher: The second motto for this paper is “The reader does not know
my grandmother [the subject of many interview papers].”


In responding to the comment, Carol did not interrupt the student.
On the contrary, she developed his comment by making the point
that students like Amado have to give enough details (as opposed to
generalizing) so that the reader will get to “know” the subjects of their
papers.


Challenges: Making points. Federico and Amado asked questions and
made comments that sometimes seemed to disagree with the teacher’s
stated opinion. In the following transcript, Federico openly disagreed
with the teacher’s description of one aspect of the writing process:


6. Teacher: You know how if you’ve ever kept a journal or a diary and
you want to remember something that happened to you, you just jot
down phrases really quickly, and as soon as you read those phrases, the
whole memory of the experience can come back to you . . . everything
comes back to you, all the details come back to you . . . .
Federico: But they don’t suddenly come rushing in.
Teacher: I see.
Federico: I’m not flooded with them.
Teacher: Yeah, everyone is different in that way, how their memories
work . . . .


Although there were no obvious signs of social support for the
Mexican American focal men as there were with the women, the
teacher did not appear to respond negatively to Federico or Amado’s
interaction strategies; rather, their interaction contributed to a positive
evaluation of the men, as evidenced by the teacher’s comments in
interviews about their classroom interaction and her decision to recom-
mend all of the Mexican American focal men for the next level of
English.
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Mexican American Focal Women:
One-to-One Tutorial Interaction


In tutorials, the Mexican American focal women used the same
strategies that the Mexican American focal men were seen to use in
whole class interaction—requests, comments and challenges—taking
control of the interaction as they did not in whole class discussion.
The Mexican American focal women initiated frequently in tutorials,
asking for advice on writing assignments, for clarification of concepts,
and for information about the course. Requests for advice on writing
assignments took two forms: general requests for help and specific
questions. The Mexican American focal women also made frequent
comments about themselves generally and as writers during one-to-
one tutorials. The women disagreed with me frequently as we discussed
how their essays might be improved, with such comments as “Well,
didn’t I write before how I felt?”


These patterns were identical to those found for the Mexican Ameri-
can focal men in whole class discussion. Unfortunately there is not
space to provide examples of the interaction of the Mexican American
focal men in tutorial or in peer interaction. However, in these contexts,
their interaction fell into the same patterns that have been described
for their interaction in whole class discussions.


The women asked so many questions in one-to-one interaction that
it seemed they were making up for their lack of questioning in whole
class discussions. Numerous questions pertained specifically to the con-
tent covered in the previous whole class discussion. At last, the women
got their questions answered and in the process produced much out-
put, in part because there were changes in the interfactional context—
changes in the number of interlocutors, their relationships between
the interlocutors, and other aspects of the situation that affected the
interaction pattern. The Mexican American focal women also learned
about the content of the course through unofficial peer interaction.


Mexican American Focal Women:
Unofficial Peer Interaction


Although the teacher forbade it, some students chatted during tuto-
rial time while they waited for a tutor to reach them. This unofficial
talk allowed the Mexican American focal women to gather information
about the class content that they did not get from whole class interaction
and provided an opportunity for them to discuss strategies for success
in the course. In many ways the women taught each other; and as they
explained what they understood to each other, they had opportunities
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to demonstrate and practice their oral English skills as well as their
skills in the subject matter.


The following discussion, held informally during one-to-one tutorial
time, shows the kind of talk and the kind of learning that occurred
with neither a teacher nor tutor actively involved. Although I was
present during the interaction, I was primarily an auditor rather than
an active participant in this interaction.


7.   Mónica: You know, you know what I didn’t do on mine? I didn’t describe.
Marisa: That’s what I forgot, too.
Tutor: Oooh.
Marisa: But I was going to turn it in like that and when she returns it
to us, I’m going to re-submit it.
Mónica: So then, there’s no way-
Juanita: Re-submit, re-submit. (Juanita laughs)
Tutor: That sounds very professional, doesn’t it? Yes, I’m listening.
Marisa: Well, I’m going to turn it in again. (laughs)
Mónica: Mine, like there’s no way, you know, like I can put it in here,
like maybe like, um,
Juanita: Well, mine has a part-
Marisa: At the beginning?
Juanita: At the beginning.
Marisa: Or at the end?
Juanita: ( ) at the beginning because it would be more
Marisa: Appropriate.


During these unofficial exchanges, the women were able to identify
problems and solve them together, without any help from experts. In
addition, they took part in a full range of interfactional moves, asking
questions, answering them, interrupting each other, even teasing.
Moreover they displayed an expertise in the area of writing that was
rarely revealed in either of the other interfactional contexts. It was in
this context, with other bilingual women, that the women produced
the greatest amount and variety of output and learned much of the
content of the course. Bilingual Mexican American men and monolin-
gual Anglo Americans of both sexes rarely took part in such unofficial
talk. They interacted with the teacher or the tutors or they worked
silently at their seats, as they were supposed to during these times.


CONTENT OF INTERACTIONS


“Real” Versus “Academic”: Finding a Purpose


Both the Mexican American focal men and women interacted with
the content of classroom talk similarly. The patterns that I will report
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were the necessary conditions for interaction among the focal women—
they would not talk without them—whereas the men, although they,
too, preferred these conditions, would talk under other circumstances.
Because these patterns were necessary conditions for the women, I
will use examples from the women only to illustrate this section.


The teacher rarely asked students to discuss topics of personal inter-
est in whole class discussions; instead her questions were academic in
that they asked students for a display of knowledge about the text or
a writing assignment. But both the Mexican American men and the
Mexican American women preferred to talk about topics that were
real rather than academic. A real topic, like a real question, was one
that both the interlocutors had a genuine interest in. It was often of
a personal nature rather than one for display of knowledge. Focal
students, male and female, asked real questions for which they did
not have answers, questions about how to complete an assignment,
what was on the final exam, what a concept meant. These questions
were qualitatively different than the type of known information ques-
tions initiated by the teacher.


Likewise, the questions that the Mexican American women re-
sponded to were in all cases real questions as opposed to academic, or
known information questions. When Isaura asked about the word labor,
the teacher had asked if students had any more questions. Similarly,
Juanita’s initial response came after a real question about whether
anyone had felt discrimination in their educational careers, a question
to which the teacher could not know the answer. Students were most
likely to become involved in an interaction when real topics coincided
with their key themes, often trying to relate other topics to their key
themes through their talk.


Key Themes: Making Meaning


As noted above, key themes were students’ personal interests or
concerns that were revealed in an analysis of their talk in and out of
the classroom. Those rare occasions when the topics under discussion
were related to students’ key themes were the times the focal women
chose to speak. As mentioned above, Carol asked a highly unusual
question eliciting Juanita’s first voluntary comment in class after 3
months of silence. She asked if any of the students had ever felt
discriminated against. Juanita responded to a question that allowed
her to talk about a theme of importance to her: the education of
Spanish-speaking students. Later in the class, the same discussion
turned to the use of English and Spanish in the education of local
youth, a topic clearly related to Juanita’s interests and again she spoke
up. The topic under discussion during this lesson was central to her
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personal interests and to her decision to pursue a bilingual teaching
credential. In these ways content as well as structure influenced the
classroom talk of Mexican American focal students. Other focal stu-
dents’ key themes were: the maintenance of traditional Mexican Amer-
ican values, the economic and educational oppression of Mexican
Americans, the use of religion to save Mexican American youth, and
the social and political situation of Mexican Americans in the com-
munity.


Important to note, however, was the ability of these students—male
and female—to write on academic as well as real topics. Most writing
assignments in the course were academic and focused on texts unre-
lated to students’ key themes. Nevertheless, students wrote on these
topics with reasonable success. (All focal students received a grade of
C or above in the class.) But these topics did not elicit much interest
in class discussions nor did they evoke the kind of interaction necessary
to develop verbal skills. Mexican American women only spoke in class
when the topics were real and related to their key themes.


DISCUSSION AND IMPLICATIONS


The most important finding of this study is not the silence of bilin-
gual Mexican American adults in basic writing classes. That was pre-
dictable considering the findings of previous research on Mexican
Americans in the classroom (Ortiz, 1988; Parsons, 1965; U.S. Commis-
sion on Civil Rights, 1973). By taking the analysis further to include
gender, however, this study revealed that in the classroom under study
only Mexican American women were silent—they responded to the
teacher one fifth as often as expected—whereas the Mexican American
men responded one third more often than expected, given their num-
bers in the classroom. With respect to the development of oral skills
in the classroom, this finding suggests that the structure and content
of classroom interaction during traditional whole class interactions
differentially limited the output of bilingual Mexican American
women.


Swain (1985) has noted that “comprehensible output is, unfortu-
nately, generally missing in typical classroom settings’’ (p. 252). This
conclusion holds for the class I studied, but only for a portion of the
bilingual students—the women—and only in one interfactional con-
text—the traditional whole class discussion. This study found that in
one-to-one tutorials and unofficial peer talk, the women took part in
interaction using the same strategies as the bilingual Mexican American
men and, to a lesser extent, the monolingual Anglo Americans, in
whole class discussions.
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The degree to which the interaction observed may be related to the
mix of monolingual and bilingual students is worthy of consideration.
It seems reasonable that the focal women in this study may have felt
more self-conscious in this mixed situation that in a wholly bilingual
class. This explanation does not help us understand, however, the
focal men’s willingness to speak up in this situation.


The women’s preference for social support in whole class discussions,
for interaction in unofficial peer groups and in one-to-one interaction
coincides well with the findings of classroom research that suggested
Mexican Americans may prefer cooperative, collaborative classroom
structures over the more competitive structure of whole class discus-
sions (Díaz, Moll, & Mehan, 1986; Trueba, 1987). But the Mexican
American men did not seem to need this type of interaction to support
their talk. In addition, the preference of both male and female students
for topics that were related to their own interests rather than academic
topics was also an important finding. This finding also is corroborated
by previous research on younger bilingual Mexican American students
(Díaz, Moll, & Mehan, 1986; Moll, 1988; Trueba, 1987). But again
topics of personal interest related to students’ key themes were a neces-
sary requirement for interaction from the women only, not the men.


The findings of this study call into question many of the generaliza-
tions made about Mexican American interaction in the past. Previous
research suggests that Mexican Americans—male and female—prefer
an interaction-style of the type observed only in Mexican American
women in this study. Analyzing for gender makes an important contri-
bution to understanding how Mexican American interaction occurs.


The silence of women found in this study is well-supported by previ-
ous research on gender in the classroom which has found silence a
common characteristic of classroom interaction among young women
(Davies, 1983; Stanley, 1986). But unlike the studies of Whyte (1984)
and Swann (1988) which indicated that young women did not seem
to want to talk in class, this study revealed that the Mexican American
focal women wanted to interact in whole class, teacher-fronted discus-
sions, but aspects of the interaction such as interruptions and the fast
pace of the talk limited their interaction as did self-perceptions, as
suggested by Monica’s comment that she had nothing of interest to
say and Isaura’s concern that she was the worst speaker of English in
the class. Furthermore, the teacher’s choice of topic—whether it was
real or academic and its relationship to the women’s key themes—also
had an impact on their silence.


According to Fine (1991), “in the odd study of what’s not said in
school, it is crucial to investigate 1) whom silencing protects; 2) the
practices by which silencing is institutionalized; and 3) how the muting
of students and their communities undermines a project of educational
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empowerment’’ (p. 32). Freire (1970) and Giroux (1983) find the type
of interaction described in this classroom—its IRE structure and its
content—indicative of a pedagogy that protects those in power by
keeping all classroom power in the hands of the teacher and by pre-
venting critical or dialogical interaction. The teacher, representing the
interests of power in society, selects material and teaches in a way
that maintains the status quo. Therefore, the pedagogical approach
reproduces race, class and gender-based oppression. Giroux would
find the silence of women in this classroom a form of resistance against
an attempt to oppress them educationally. Viewed as an unwillingness
to participate, their silence would indicate a refusal to comply with the
structure and content of the teacher’s lesson which requires student
response in the IRE exchange. And he would find the women’s at-
tempts to speak indicative of their desire to have a dialogical interaction
based upon their educational goals and interests.


Low self-esteem or negative self-perceptions also played a role in
the silence of these women. Shor (1980/1987) explains that silence can
be “defensive” in the classroom, in that even monolingual students
“know that they will betray their inferior class-background by simply
speaking” and wonder “Why should they open themselves to judgment
in front of a college-educated, articulate teacher?” (p. 74). They per-
ceive an “alienation of their language from power” (p. 74). Language
minority students, such as those in this study, experience even more
directly the lack of status, given their native language is not the medium
of instruction, is not the dominant language of the society, and is not
provided with status in the curriculum choices made by the teacher
(Cummins, 1986; Skutnabb-Kangas, 1981).


Although theories of minority oppression and lack of status certainly
help explain why Mexican Americans would be more silent than Anglo
American students in this classroom, they do not adequately explain
why Mexican American women were more silent than expected or
why the men spoke up so much more than expected. To what extent
might being a double minority—Mexican American and female—ex-
plain the silence observed?


For many Chicano social scientists, a cultural explanation for the
silence of these women is obvious: They were oppressed not only in
Anglo American society at large, as women and as Mexican Americans,
but also within the immediate contexts of their homes and culture
(Nieto-Gómez, 1973; Mirandé & Enríquez, 1979; Valdés-Fallis, 1974).
Although many social scientists are rightly arguing against old notions
of the Chicano culture as dysfunctional, they nearly all agree that
women have low status in the culture and men are generally seen as
superior (Blea, 1992; Mirandé & Enríquez, 1979).


In the classroom, cultural expectations can lead to a self-imposed
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silence on the part of Mexican American women. Nieto-Gómez (1973)
calls the “quiet Chicana” one response to the conflict between the
Chicana’s “traditional role in relation to men” and the role of the
“independently minded student” expected in the classroom (p. 49).
According to Nieto-Gómez, the “traditional role” requires a show of
loyalty in public that “represses any open disagreement that she may
feel in order not to disrupt the public image of the male authority be
it her father, her brother, her boyfriend, or her husband,” whereas the
“independently minded student” requires “independent motivation,”
which Nieto-Gómez considers opposed to the traditional role. The
“quiet Chicana” may feel unqualified to speak or simply realize that
class participation will be defined as “aggressive” and “undesirable”
(p. 50). Mirandé and Enríquez (1979) hypothesize that Chicanas “are
probably even more adversely affected than Chicanos by the differen-
tial treatment of Chicano and Anglo students” (p. 137). Moreover,
they conclude that “given the cultural norm that women should be
seen and not heard, one would expect Chicanas to be very inhibited
in their classroom participation, especially if the contributions which
they make are neither acknowledged nor praised” (p. 137).


Couple being a double minority with a feeling of insecurity and low
status as a result of language and an oppressive educational environ-
ment, and it is a wonder that students like Isaura attempted to speak
at all in class, given the interfactional context. However, she did try to
speak. She wanted her voice to be heard. In the classroom described
in this article, one can see a multitude of outside factors also at work
in creating the silence of Mexican American women: societal oppres-
sion of Mexican Americans and women, oppression of women within
the Mexican American culture, and language status. Considering social
factors outside as well as within the classroom helps explain why Mexi-
can American classroom interaction occurs as it does and the differen-
tial responses of the Mexican American men and women. It also reveals
how a variety of factors can meet in the classroom to prevent interaction
appropriate for the development of second language proficiency in
adult students.


Although the generalizability of most qualitative studies is limited
to those situations with similar circumstances, this study provides data
consistent with other findings, suggesting that it reflects the reality of
many classrooms. Therefore practical implications for the teaching of
monolingual and bilingual students can be derived from it. If the goal
is to increase the amount of output bilingual Mexican American women
produce, we need to either reduce the number of whole-class teacher-
fronted activities that occur, vary their structure, or change their topics.


When teachers select the content for a class without consulting their
students or even considering their interests and backgrounds, they
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create a situation in which students feel alienated from the class and
are less likely to participate. This study suggests that teachers should
attempt to cover the required material in a way that is flexible enough
to allow for student interests and key themes to be discussed and
developed. In a writing class, students can be given a choice of topics
or asked to move from a personal approach to a topic to a more
academic approach in order to meet teachers’ goals without completely
eliminating student interest.


If whole class discussions are to occur, the findings suggest the need
to slow down the interaction more frequently, the way the minilecture
effectively slowed interaction in the class studied. We need to allow
bilingual students time to formulate questions and responses in their
second language. Increasing the wait time between when initiations
are made and either repeated, answered by the teacher, or made to
another student are all helpful practices. An increase in minilectures
would not be the preferred way to slow interaction, however, because
this would undermine the goal of increasing students’ talk in the class-
room with more teacher talk. There also must be an increase in social
support for interaction. In addition to positive, individual praise and
encouragement, teachers need to help ward off students who would
interrupt bilingual students and refrain from interrupting bilingual
students themselves.


This study also suggests that allowing for alternative forms of class-
room organization will lead to differing structures in classroom interac-
tion and increased participation and output. Although the Mexican
American focal men did not take part in much peer talk, no findings
suggest that they would not do well in such an environment and previ-
ous research on classrooms with such arrangements suggests that both
male and female bilingual Mexican Americans interact well in such
classrooms. Cummins (1986) recommends using “reciprocal interac-
tion,” which “requires a genuine dialogue between students and
teacher in both oral and written modalities, guidance and facilitation
rather than control of students’ learning by the teacher, and the en-
couragement of student/student talk in a collaborative learning con-
text” to enhance minority student learning (p. 28).


One-to-one tutorials were particularly successful in eliciting response
in the classroom studied. Although these tutorials were with more
advanced bilingual students at the community college, it seems peer
tutors would also be effective, particularly in a mixed monolingual/
bilingual classroom where monolingual students were paired with bilin-
gual ones. Having monolingual tutors come into a bilingual class as
part of their coursework could also be successful. As Wong Fillmore
and Valadez (1986) have noted, “The ideal situation is one in which
there is . . . a balance between language learners and classmates who
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know the target language well enough to help in its learning, and there
are many reasons for them to talk with one another “(p. 688).


This study also suggests allowing for small group interaction between
bilingual peers. With more advanced speakers, like the ones in this
study, the content need not be tightly controlled to ensure all students
will become involved in the conversation. With less advanced speakers
of the TL, teachers may need to require an information exchange as
part of a structured activity to guarantee that students are required
to provide output during their time in small groups (Pica & Dougherty,
1988).


These suggestions are important for all types of classrooms whether
one is using an experiential approach or a more analytical approach.
Stern (1990) makes the point that while social interaction is correctly
considered a necessity for experiential classrooms “the analytic could
also benefit from a flexible social organization” (p. 105). In this way,
teachers can create a social environment in the classroom that supports
second language acquisition by allowing all student voices to be heard,
even if those voices are rarely listened to outside the classroom.
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This study investigated the effects of previewing and providing back-
ground knowledge for American short stories on Taiwanese college
students’ comprehension of the stories and attitudes toward the treat-
ments. Approximately 240 college freshmen were randomly assigned
to one of four treatment groups and read two short stories. Before
reading each story, one group listened to a 200-word preview, a
second group listened to a 200-word presentation of background
knowledge, and a third group listened to both the preview and, the
background knowledge presentation. The fourth group read each
story without any prereading assistance. Results on short-answer and
multiple-choice posttests showed strong positive effects of the pre-
viewing and combined treatments and weaker positive effects of the
background knowledge treatment. Students’ responses to a semantic
differential and an open-ended attitude question showed that they
generally responded positively to all experimental treatments. Impli-
cations of the findings for reading instruction in L2 classrooms are
discussed.


T he orientation of educators who deal with the acquisition of read-
ing in both first and second languages is now heavily influenced


by schema-theoretic models of the reading process (Beck & Carpenter,
1986; Bernhardt, 1991; Graves & Piché, 1989; Rowe & Rayford, 1987).
According to the schema-theoretic view, a reader plays a very active
role in reading (Adams & Collins, 1979; Anderson & Pearson, 1984;
Barnitz, 1986; Carrell & Wallace, 1983), and comprehending a text
is an interactive process involving the reader’s existing background
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knowledge and the text (Rumelhart, 1977; Stanovich, 1980). The
meaning of the text does not reside in the material itself but in the
interaction that takes place between the reader and the text (Anderson
& Pearson, 1984; Carrell, 1984; Rumelhart, 1980). Obviously, funda-
mental to text comprehension is the reader’s ability to organize infor-
mation and connect new knowledge to knowledge he or she already
possesses.


Research on schema theory has provided evidence of the tremen-
dous importance of background knowledge in reading (Anderson &
Pearson, 1984; Aron, 1986; Carrell, 1983; Rumelhart, 1980). Efficient
comprehension requires readers to relate the material to their back-
ground knowledge and rely appropriately on their prior knowledge
and the text. The use of background knowledge is, therefore, one of
the major activities in reading comprehension.


Because language is a reflection of culture, understanding the cul-
tural content of what one reads is also a crucial factor in reading
comprehension (Lono, 1987; Nelson, 1987). A significant problem for
L2 students is that texts sometimes contain unfamiliar concepts or
culture-specific elements (Taglieber, Johnson, & Yarbrough, 1988). In
some instances, the cultural schemata needed are not provided by
the text because the author assumes, probably tacitly, that the reader
already has them. When the cultural background assumed by an author
is missing, reading can become a time-consuming and laborious task
(Steffensen, Joag-dev, & Anderson, 1979). In other instances, there is
a mismatch between the background knowledge presupposed by the
text and the background knowledge possessed by the reader (Carrell
& Eisterhold, 1983), and this mismatch may elicit misunderstanding
and distortion of the meaning of the text (Anderson, Reynolds, Schal-
lert, & Goetz, 1977).


Authorities on L1 reading instruction suggest that teachers can use
prereading activities to provide necessary background knowledge for
specific reading tasks (Dole, Valencia, Greer, & Wardrop, 1991; Graves
& Graves, 1994; Mayer, 1984; Moore, Readence, & Rickelman, 1989).
Prereading activities are devices for bridging the gap between the
text’s content and the reader’s schemata. Prereading activities “prepare
native speakers for the concepts that follow, make the reading task
easier, connect the new content more meaningfully to prior knowledge,
and make reading more enjoyable” (Taglieber, Johnson, & Yarbough,
1988, p. 456). For L2 students, Taglieber et al. suggest that teachers
can use prereading activities such as pictorial context, vocabulary pre-
teaching, and prequestioning to activate appropriate knowledge struc-
ture and facilitate students’ comprehension. Similarly, Carrell (1984)
suggests prereading activities such as text previewing, preteaching
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unfamiliar vocabulary, and providing prereading questions for ESL
students.


This article focuses on two prereading activities—previewing and
providing background knowledge. Several L1 studies demonstrate that
providing background knowledge facilitates understanding and learn-
ing unfamiliar materials. For example, Rowe and Rayford (1987) used
purpose questions as cues to activate students’ background knowledge
relevant to upcoming selections, and Hayes and Tierney (1982) devel-
oped students’ knowledge about the game of cricket through analogies
drawn from the game of baseball.


Based on the same schema-theoretic view, a few L2 studies which
provided cultural background knowledge for readers also brought
about significant results. For example, Gatbonton and Tucker (1971)
used the technique of cultural contrastive analysis about ordinary lives
and experiences between Americans and Filipinos before Filipino high
school students read American short stories. Johnson (1982) involved
advanced ESL students from 23 countries in a Halloween celebration
before they read a passage on the topic of Halloween. Floyd and
Carrell (1987) taught intermediate-level ESL students appropriate
background information about a typical Fourth of July celebration
before they read a passage on the Fourth of July holiday.


The findings of the above studies affirm that background knowledge
plays an important role in learning and remembering text information.
These findings provide convincing evidence for generalizing—as Pear-
son, Hansen, and Gordon (1979) did—that students with well-devel-
oped background knowledge comprehend text better than those with
weakly developed background knowledge. This schema-theoretic gen-
eralization holds for all populations—young and old, native and non-
native—and is especially significant for reading materials containing
culture-specific elements which cannot be accessed without prior cul-
tural knowledge.


Previewing is another prereading activity likely to be appropriate
for situations in which texts are difficult and may contain culturally
unfamiliar material. Previews are introductory materials presented
to students before reading to provide specific information about the
contents of the reading material. Over the past 15 years, the effects
of previewing short stories were investigated by Graves and his associ-
ates with 5th, 6th, 7th, 8th, and 11th graders and with high and low
ability students (Graves & Cooke, 1980; Graves & Palmer, 1981;
Graves, Cooke, & LaBerge, 1983) and by Neuman (1988) with multi-
ethnic 4th graders. The effects of previewing expository passages were
further investigated by Graves and Prenn (1984) with heterogeneous
ability 8th graders, by McCormick (1989) with high and low ability
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5th graders, and by Dole, Valencia, Greer, and Wardrop (1991) with
average ability 5th graders. The results of these studies were consistent
in demonstrating that previews can be effective in facilitating compre-
hension of short stories and expository passages for elementary, junior
high school, and high school students of low, average, and high ability.


The studies mentioned above all investigated the effect of previews
on L1 readers’ comprehension of English. A study by Raman (1990),
which investigated effects of previewing difficult short stories on first
year, lower proficiency students’ comprehension at a university in Ma-
laysia, provides supportive information on using previews with ESL
students. Students who received previews comprehended significantly
more than those who did not receive previews.


The use of previews is supported by several, closely related cognitive
theories. One of the earliest applicable theories is Ausubel’s (1960)
concept of advance organizers, “introductory material at a higher level
of abstraction, generality, and inclusiveness than the learning material
itself’” (p. 252). Advance organizers provide students with a framework
for understanding new material. Although previews are not written
at a higher level of abstraction than the new material, they do provide
students with a framework for what they are reading. Another applica-
ble theory is Stanovich’s (1980) interactive-compensatory model. Ac-
cording to this model, reading is an interactive process in which the
reader uses both bottom-up and top-down processing and in which
having additional information of one sort can compensate for lacking
information of another sort. Previews provide readers with top-down
semantic and structural information before reading, which can com-
pensate for information they may not acquire from their bottom-up
processing of the text. Still another applicable theoretical construct is
Trabasso and Magliano’s (in press) notion that readers are striving
after coherence, which is achieved when they recognize relationships
among ideas and create a holistic impression of what is read. In this
view, previews help readers create a holistic interpretation of what is
read by providing them with a skeletal summary before they read.


Additional arguments for the value of previewing have been made
by Graves et al. (1983), Dole et al. (1991), and McCormick (1989).
Graves et al. note that previews build students’ knowledge of the up-
coming text before they read it, thus leaving them with less information
to glean from the reading. Dole et al. (1991) point out that previewing
is particularly effective because it focuses students’ attention on only
the most important information and includes explicit instruction.
McCormick (1989) argues that previews are helpful because the ques-
tions or directions in previews imply what is significant and can elicit
predictions and help students relate text information to prior
knowledge.
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To summarize, both providing background knowledge and pre-
viewing have been shown to be effective for both L1 and L2 readers.
Because of this positive evidence, providing background knowledge
and previewing formed the focus in this study. Specifically, this study
investigated the effects of providing background knowledge and pre-
viewing American literary texts containing uniquely American cultural
content on Taiwanese college students’ comprehension of the texts
and attitudes toward the treatments.


The specific research questions asked in the study are listed below.


1. Did students who received the background knowledge or the pre-
viewing treatment comprehend better than those who did not re-
ceive these treatments?


2. Did students who received a combined treatment that included both
background knowledge and previewing comprehend better than
those who received only one treatment?


3. Were any of the treatments superior to the other?


4. Were there interactions among students’ achievement levels, the
stories, and the prereading treatments?


5. What were students’ attitudes toward the treatments?


METHOD


Participants


Participants in the study were 243 students selected from more than
400 freshman non-English majors attending Tamkang University, a
26,000-student private university in a Taipei suburb. According to
school officials, the English proficiency of Tamkang freshmen is typi-
cally equivalent to that indicated by scores of 400 to 500 on the TOEFL.
The 400 students were volunteers from two of Chen’s and several of
her colleagues’ Freshman English classes. These students were chosen
because Taiwanese college students are required to take Freshman
English and part of the course attempts to introduce them to English
and American literature through their reading of short stories, plays,
and poems. Because of the difficult syntax, sophisticated vocabulary,
cultural barriers, and lack of an English social context, such materials
are challenging to students. Without getting much help from teachers,
most students are poorly prepared and poorly motivated to read diffi-
cult materials.
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Materials


Materials included one American short story and one American
autobiographical narrative. For each selection, there were a preview,
an expository passage of background information, a passage con-
taining both a preview and background knowledge, a pretest, and a
posttest composed of 15 short-answer questions and 15 multiple-choice
items. Materials also included directions for administering the treat-
ments, a teacher information form, a study consent form, a personal
data form, a participant debriefing form, a semantic differential, and
an open-ended attitude question. All materials were written and pre-
sented in English.


Reading Selections


The two selections were “The Gift of the Magi,” by O. Henry and
“The Boys’ Ambition,” by Mark Twain. “The Gift of the Magi” (1907)
is 2,100 words long and at the 6th-grade readability level. This is a
very touching story that takes place on Christmas Eve and focuses on
a young couple living in New York City in the early 1900s. To fully
understand and appreciate the story, students need to become familiar
with such matters as the story of the Magi, American customs, the
importance of the Christmas holiday, and the times in which the story
took place.


“The Boys’ Ambition,” the fourth chapter of Life on the Mississippi
(1883), is 1,630 words long and at the 7th-grade readability level. The
book, an autobiography of Mark Twain’s boyhood, presents a vivid
portrait of Twain’s ambition to become a riverboat pilot. To better
understand the chapter, students need historical background about
such matters as the Mississippi River, Twain’s boyhood village, the
importance of the steamboat to the village life, and the river language
used in the text.


These two selections were chosen to be challenging and relatively
unfamiliar to most of the students. Although they are not lengthy and
the story lines are not complicated, both selections do presuppose
culture-specific information that most Taiwanese students lack.


Preview Passages


The previews were constructed following the definition and guide-
lines provided by Graves, Prenn, and Cooke (1985). They began with
a statement and a question to catch students’ interest, described briefly
the text specific information important to the story, introduced the
characters, described the plot up to the climax, and gave directions


668 TESOL QUARTERLY







for reading the story. For this study, explanations of the difficult
vocabulary in the texts—something often included in previews—were
omitted in order to provide a stronger comparison of the two treat-
ments. This means that the previews were somewhat less complete and
likely to be somewhat less powerful than those used in the past. The
preview for “The Gift of the Magi” is included in the appendix.


Background Knowledge Passages


Each background knowledge passage began with the story’s title,
the author, and the year of publication. Next, a paragraph provided
the historical background of the time when the story took place and
the necessary background knowledge relevant to the story, particularly
culture-specific information that is needed to fully understand it. Then,
a paragraph provided the difficult words and phrases used in the
story. Finally, the last paragraph encouraged students to read the
story carefully and noted that a test would follow the reading. The
background knowledge passage for “The Gift of the Magi” is included
in the appendix.


Combined Passages


Each combined passage included both the information in the preview
and the background knowledge passage.


Pretest of Prior Knowledge


To measure students’ prior knowledge of the background knowl-
edge and culture-specific information required for understanding each
story, a pretest for each story was designed. Each pretest consisted of
10 true/false questions.


Posttests


To develop the comprehension measure, a story map for each story
was developed (Beck & McKeown, 1981) and used. Using the maps
and lists of background knowledge deemed necessary for understand-
ing the stories as guides, posttests were then developed. Each posttest
consisted of two measures to assess students’ understanding of key
information and main ideas of the stories, familiarity with the Ameri-
can cultural items in each selection, and attitudes toward the characters
and events. The two measures were short-answer questions and four-
option, multiple-choice items. Each measure consisted of 15 (12 are
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factual and 3 are inferential) text-dependent questions. Each short-
answer question required one to two sentences to answer.


Directions for Administering the Treatments


Written directions for administering each of the treatments outlined
the treatment procedures and explained what to say before, during,
and after the treatment. The directions also provided details on giving
the tests.


Attitude Questionnaires


There were four versions of the attitude questionnaire, one for
previewing, one for providing background knowledge, one for the
combined treatment, and one for the control treatment. Each version
consisted of two parts. The first part, Semantic Differential Attitude
Items, was designed to assess the students’ overall feeling about the
prereading treatment they received and their interests in, or reactions
to, specific aspects of the treatment. This part consisted of 8–10 state-
ments to which students respond on a five-point scale: strongly agree,
agree, undecided, disagree, and strongly disagree. The second part,
an Open-Ended Attitude Question, allowed students to express them-
selves freely, make suggestions about the selections, and describe any
difficulties they encountered during the instruction.


Procedure


Students were classified as either high achieving or low achieving
based on a median split on their total English scores on the required
Joint College Entrance Examination (Ministry of Education, Taiwan,
1992), which they took before entering the university. Equal numbers
of high achieving and low achieving students were then randomly
assigned to one of the experimental groups or the control group.


The pretests, treatments, and immediate posttests spanned 3 weeks.
The pretests were given in the first week, the first story and its posttests
in the second week, and the second story, its posttests, and the attitude
survey in the third week.


In the following sections, the pretest, treatment, and survey proce-
dures are discussed in detail.


Pretests


Chen administered the pretests to all students participating in the
experiment during the first hour of the first week of the study. Prior
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to giving the tests, she introduced herself, explained the purpose of
the study, and told students that they would take a pretest assessing
their prior knowledge of two stories they were going to read. She
further told them that they would be randomly assigned to different
groups and receive different instruction, read two short stories in the
coming 2 weeks, complete a test after reading each story, and complete
an attitude survey after reading both stories.


Following these comments, she asked students to read carefully the
study consent form, and sign it if they agreed to participate in the
study. Then the pretests were given. The introductory comments and
the pretest each took about 25 minutes.


Treatment Procedures


The procedures for the presentation of the three experimental treat-
ments were similar. The previewing treatment and the background
knowledge treatment each took about 10 minutes, and the combined
treatment took around 15 minutes. Chen administered the task in
keeping with the following general directions.


1. Tell students the upcoming story is going to be introduced.


2. Read the first few sentences of the treatment script.


3. Motivate students to engage in a brief discussion prompted by the
question.


4. Read the remainder of the treatment script.


5. Explain difficult words (only for the background knowledge and
the combined treatments).


In the experimental conditions, the first author continued with Steps
6 and 7. In the control condition, she began with Step 6, simply asking
the students to read the story silently and take the test without giving
them any specific preparation. She attempted to encourage all four
groups of students to read carefully and to read with understanding
as shown below.


6. Hand out the story, asking students to read it silently and carefully,
noting that there will be a test afterwards.


7. Tell the students that they may write their answers in English, in
Chinese, or both, however they feel they can best express them-
selves.


Students read the story immediately after they received these instruc-
tions and took the posttest as soon as they finished reading. In each
classroom, Chen and a graduate assistant monitored students’ reading
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and test taking. Reading and taking the tests required approximately
2 hours for each story. Students read one story during a 2-hour block
on one day of the second week of the study and the other story during
a 2-hour block on one day of the third week of the study.


Surveys


Students completed the attitude questionnaires during the last hour
of the study, after they completed the second story and its posttest. To
elicit as full responses to the open-ended attitude question as possible,
students were encouraged to write in English, in Chinese, or both,
however they felt they could best express themselves. They took about
15 minutes to complete the survey.


Design and Analysis


The study employed a 4 treatment (previewing, providing back-
ground knowledge, combined, control) x 2 achievement (high, low) x
2 story (“The Gift of the Magi,” “The Boys’ Ambition”) design with
repeated measures on the last factor. The dependent measures used
to access students’ comprehension were scores on the short-answer and
multiple-choice posttests, and those used to assess students’ attitudes
toward the prereading assistance they received were the semantic dif-
ferential attitude items and the open-ended attitude question.


The scores on short-answer and multiple-choice posttests were ana-
lyzed using a three-way repeated measures ANOVA and the Newman-
Keuls procedure for posthoc tests. Because two ANOVAs were run,
the alpha level for the ANOVA was set at a conservative p < .01 level.
Alpha for all Newman-Keuls comparisons was set at p < .05.  Students’
responses to the semantic differential attitude items were tallied and
reported as percentages, and their responses to the open-ended atti-
tude question were analyzed using a content analysis procedure.


Scoring


Answers to the pretests and the multiple-choice posttests were scored
as correct or incorrect. Responses to the short-answer questions were
scored by two trained graduate assistants using a four-point scale
adapted from Dole et al. (1991). Our version of the scale is shown
below.


3. Response included all text-based information necessary for a complete
response and provided appropriate connective and causal inference.
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2. Response included all text-based information necessary for a complete
response.


1.  Response included only part of the correct text-based information neces-
sary for a complete response.


0. Response included incorrect text-based information.


The Pearson Product Moment correlation between the scores given
by the two graduate assistants was .98. Where there were differences,
the first author reviewed and discussed the response with the two
raters and then decided on the score to be given.


As noted above, students’ responses to the semantic differential
attitude items were simply tallied. For the open-ended attitude question
responses, categories were developed from a content analysis of stu-
dent responses, and student responses were categorized to show their
reactions to specific aspects of the treatment, suggestions and insights
about the selections, and the needs and difficulties they encountered
during their reading or might encounter in future reading.


RESULTS


Pretest


The analysis of variance for the pretest indicated that the treatment
groups did not differ significantly in their background knowledge of
“Gift of the Magi,” F (3, 239) = .096, p = .96, or “The Boys’ Ambition,”
F (3, 239) = .118, p = .95. Therefore, the remaining tests were run
using analysis of variance without using the pretest scores as a covariate.


Short-Answer Test


The analysis of variance on the short-answer test scores is shown in
Table 1. As can be seen, the main effects of treatment, achievement,
and story and the treatment x story interaction were significant. Means
and standard deviations for the main effects of treatment, achieve-
ment, and story are shown in Table 2. As shown in the table, the
Newman-Keuls test indicated that for treatment the previewing group,
the combined group, and the background knowledge group scored
significantly (p < .05) higher than the control group and the previewing
and combined groups scored significantly higher than the background
knowledge group.


Some of the 15 short-answer questions—4 for the previewing group
and the background knowledge group and 8 for the combined group—
could be answered from information presented in the treatments them-


EFFECTS OF PREVIEWING AND PROVIDING BACKGROUND KNOWLEDGE      673







TABLE 1
Analysis of Variance on the Short-Answer Test


Source SS d f M S F p


Between subjects
Within Cells


Treatment
Achievement
Treat x Achieve


Within subject
Within Cells


Story
Treat x Story
Achieve x Story
Treat x Achieve x Story


TABLE 2
Means and Standard Deviations (in parentheses) for Main Effeets of Treatment, Story,


and Achievement on Short-Answer Test*


T r e a t m e n t :
Previewing
Background Knowledge
Combined


Control


Achievement: High = 25.45 (7.68) L o w —— 18.88 (6.62)


S to ry : Magi = 23.80 (7.00) Ambition = 20.61 (8.40)


  *Possible score: 3 x 15 = 45
 **Indicates scores significantly higher than those of the control group
***Indicates scores significantly higher than those of the background knowledge group


selves. In order to assess the possibility that the treatment gains came
only from the questions answered in the treatments, we compared the
gains on questions answered in the treatments to those on questions not
answered in the treatments. The mean percentage gain for questions
answered in the treatments was 15%, whereas that for questions not
answered in the treatments was 10%. Thus students showed gains on
both questions answered in the treatments they received and questions
not answered in the treatments they received.


As can further be seen from Table 2, high achievement students
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TABLE 3
Treatment x Story Interaction Means and Standard Deviations (in parentheses)


on Short-Answer Test*


Story


Treatment “The Gift of the Magi” “The Boys’ Ambitions”


Previewing 26.66 (6.52)** *** 23.84 (8.00)** ***
Background Knowledge 22.92 (7.68) 18.50 (7.32)**
Combined 24.75 (6.23)** 25.24  (7.18)**  ***
Control 20.67 (6.16) 14.55 (6.57)


*Possible score: 3 x 15 = 45
**Indicates scores significantly higher than those of the control group


***Indicates scores significantly higher than those of the background knowledge group


scored above low achievement ones, and students scored higher on
“The Gift of the Magi” than on “The Boys’ Ambition.”


Means and standard deviations for the treatment x story interaction
are shown in Table 3. As shown in the table, the Newman-Keuls test
indicated that for “The Gift of the Magi” both the previewing and the
combined groups scored significantly ( p < .05) higher than the control
group, and the previewing group scored significantly higher than the
background knowledge group. On the other hand, for “The Boys’
Ambition” the combined group, the background knowledge group,
and the previewing group scored significantly higher than the control
group; and the combined and previewing groups scored significantly
higher than the background knowledge group.


Multiple-Choice Test


The analysis of variance on the multiple-choice test scores is shown
in Table 4.


As can be seen, the main effects of treatment, achievement, and
story were significant. Means and standard deviations for the main
effects of treatment, ability, and story are shown in Table 5.


As shown in the table, the Newman-Keuls test on treatment indicated
that the combined group scored significantly ( p < .05) higher than the
control and background knowledge groups.


As was the case with the short-answer test, some of the 15 multiple-
choice questions—4 for the previewing group and the background
knowledge group and 8 for the combined group—could be answered
from information presented in the treatments themselves. As before,
we compared the gains on questions answered in the treatments to
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TABLE 4
Analysis of Variance on the Multiple-Choice Test Scores


Source SS d f M S F P


Between subjects
Within Cells


Treatment
Achievement
Treat x Achieve


Within subject
Within Cells


Story
Treat x Story
Achieve x Story
Treat x Achieve x Story


those on questions not answered in the treatments. In this case, the
mean percentage gain for questions answered in the treatments was
8%, whereas that for questions not answered in the treatments was
2%. Thus, although students showed much larger gains on questions
answered in the treatments they received, they did show some gains
on questions not answered in the treatments they received.


As can further be seen from Table 5, high achievement students
scored above low achievement ones, and students scored higher on
“The Gift of the Magi” than on “The Boys’ Ambition.”


TABLE 5
Means and Standard Deviations (in parentheses) for Main Effects
of Treatment, Story, and Achievement on Multiple-Choice Test*


Treatment:
Preview 8.73 (2.47)
Background Knowledge 8.35 (2.32)
Combined 9.13 (2.42)**
Control 8.14 (2.36)


=
=
=
=


Achievement: High = 9.39 (2.24) Low 7.77 (2.30)=


Story: M a g i 9.59 (2.12) Ambition 7.60 (2.28)= =


*Possible score: 3 x 15 = 45
**Indicates scores significantly higher than those of the control group or the background


knowledge group


676 TESOL QUARTERLY







Semantic Differential Attitude Items


Inspection of the previewing, background knowledge, and com-
bined groups’ responses indicated that these groups gave similar re-
sponses on the semantic differentials. The majority of the students in
each of these groups expressed positive feelings about the treatment
they received. Below, the four most positive responses of each of these
groups are summarized.


In the previewing group, 81% of the students indicated that previews
should be given before most difficult stories, 79% indicated that know-
ing the characters helped them understand the stories, 76% indicated
that the previews as a whole helped them understand the stories,
and 67% indicated that the previews invited them to find out what
happened in the stories.


In the background knowledge group, 81% of the students indicated
that having some of the difficult words explained helped them read
and understand the story, 72% indicated that background knowledge
should be given before most difficult stories, 68% indicated that provid-
ing the background knowledge helped them understand the stories,
and 59% indicated that going over the background knowledge made
reading more enjoyable.


In the combined treatment group, 95% of the students indicated
that knowing the characters helped them understand the stories, 90%
indicated that receiving both background knowledge and the previews
was helpful, 87% indicated that the previews invited them to find out
what happened in the stories, and 73% said that a treatment like the
one they received should be given before most difficult stories.


Unlike students in the three experimental groups, students in the con-
trol group indicated that they would need a good deal more instruction
in order to understand the stories. For example, 89% thought they
needed some of the difficult words explained, 83% thought they needed
to know the characters in the stories, 83% thought they needed some
relevant cultural information, and 82% thought they needed some in-
formation about the stories themselves. Additionally, about half of the
students in this group indicated they experienced difficulty or lost inter-
est when reading these cross-cultural materials. For example, 51% indi-
cated they did not like to read stories dealing with unfamiliar cultures,
and 48% said that the stories were too difficult because they were rela-
tively unfamiliar with the culture in which the stories took place.


Open-Ended Attitude Question


The open-ended question was “What kinds of information do you
think students should be given about a story before they read it?” The
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content analysis of students’ comments reveals that those receiving
each of the four treatments responded fairly similarly to the question.
The frequency of major topics was tallied, and the tally revealed that
four concerns—vocabulary, background knowledge, characters, and
culture—were quite common. The most frequent topic was the impor-
tance of explanations of the meanings of difficult words in the stories.
Two thirds of the students stated that they had limited vocabularies
or needed to know more words in the selections in order to understand
them. The next most frequent topic was the importance of background
knowledge. Slightly more than half of the students, 52%, indicated
that having more background knowledge would facilitate their under-
standing the stories and grasping their themes. The third most fre-
quent topic was the utility of having descriptions of the characters in
the stories. Forty-six percent of the students indicated that having
some description of the characters before they read would help them
follow the story lines and stay interested in the stories. The fourth most
frequent topic was the importance of providing cultural background
relevant to the stories. Thirty-seven percent of the students stated that
being given cultural knowledge relevant to the stories would help them
better understand and enjoy them.


One characteristic that did distinguish the responses of the four
treatment groups was the length of the responses. Students in the
previewing and combined groups wrote the longest responses, students
in the background knowledge group wrote somewhat shorter re-
sponses, and students in the control group wrote markedly shorter
responses. To some extent, these differences are likely to reflect the
fact that students in the experimental groups had just experienced
various aids to reading the selections and had thus received prompts
for writing about the sorts of assistance they needed. Additionally,
however, we believe that the length of students’ responses correlated
with their attitudes toward the particular experience they had. Those
in the previewing and combined groups seem to have had the most
positive experiences, and those in the control group the least positive.


DISCUSSION


The basic question in this study was how previewing, providing
background knowledge, or both treatments, and providing no preread-
ing instruction affected students’ comprehension of short selections.
The results are straightforward and make a strong argument in favor
of using previews with Taiwanese college freshmen and, by extension,
with other L2 students with similar English skills. The results also
support the use of the combined treatment; however, as we explain
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below, we believe that the time needed to prepare and present the
combined treatment makes it much less cost effective than previewing.
Finally, the results provide very limited support for the background
knowledge treatment.


The differences in test scores among the four groups indicated that
those who received the three pre-instructional treatments and then
read the stories did indeed comprehend better than students in the
control group. More specifically, the previewing group and the com-
bined group scored higher on both short-answer and multiple-choice
questions than the background knowledge or control groups while
performing similarly to each other. Thus, it is not the case that students
who received more instruction simply outperformed students who
received less instruction. Students who received the previews outper-
formed those who received the background knowledge treatment,
which took about the same amount of time as the previews, and per-
formed as well as students who received the combined treatment, which
took considerably more time than the previews.


The differences on the short-answer questions among the four treat-
ment groups were quite large (the average performance of the three
treatment groups was 34% higher than that of the control group),
whereas the differences on the multiple-choice questions were quite
small (the average performance of the three treatment groups was
7% higher than that of the control group). The most likely explanations
of this result are that short-answer questions required more language
skills and hence are more challenging than the multiple-choice ques-
tions and that short-answer questions are more sensitive measures than
the multiple-choice questions.


The results of this study are compatible with the results from the
few L2 studies which provided cultural background knowledge for
readers (Gatbonton & Tucker, 1971; Floyd & Carrell, 1987; Johnson,
1982) and the previewing studies for both L1 and L2 readers (Dole
et al., 1991; Graves & Cooke, 1980; Graves et al., 1983; Graves &
Palmer, 1981; Graves & Prenn, 1984; McCormick, 1989; Neuman,
1988; Raman, 1990).


The students’ responses on the attitude surveys provided support
for all three experimental treatments. Students generally responded
positively to all experimental treatments, and no marked differences
among the previewing, background knowledge, and combined treat-
ments were found. The majority of students in these groups thought
that the explicit instruction they received helped them read the stories.
On the other hand, students in the control group indicated that they
would need a good deal of instruction in order to understand the
stories. A large percentage of students in the control group indicated
that they needed explanations of the difficult words, descriptions of the
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characters of the stories, and some cultural background information in
order to better understand and enjoy the stories.


The content analyses of students’ open-ended question responses
showed that the majority of the students in all treatment groups
strongly emphasized their need for vocabulary instruction in addition
to information on cultural background and the characters in the stories.


In addition to these general findings, the study revealed some specific
findings on each of the experimental treatments.


Previewing


The previews were generally quite effective; however, they were
somewhat more effective for “The Gift of the Magi” than for “The
Boys’ Ambition.” Although we have generally referred to both of these
texts as stories, the two selections actually represent different genre:
The former is a short story, whereas the latter is an autobiographical
sketch. Our experience has been that short stories are the easiest sorts
of texts for which to construct previews. A preview is likely to be
especially easy to construct and effective when the story line is simple
and clear as is the case in “The Gift of the Magi.” Previews for short
stories usually provide description of the characters, which help the
readers in their initial steps of reading the stories. Previews also help
students predict the meanings of the difficult words, organize their
thoughts, and increase their general understanding. Previews are espe-
cially effective in reducing the attention students might otherwise have
to pay to the aspects of the story previewed, and allow them to give
more attention to other essential facts (Graves & Palmer, 1981). Pre-
views which provide specific information about a selection are likely
to make it easier for the students to follow the plot and speed up
recognizing words and assigning meanings to them.


It should be noted that the previews used in this study were somewhat
less complete and less powerful than those used in past previewing
studies. This was because, for this study, explanations of the difficult
vocabulary in the texts were deleted in order to provide a stronger
comparison between the previewing and providing background knowl-
edge treatments. If the previews were as complete and powerful as
those used in the past, they might have produced larger differences.


Providing Background Knowledge


Providing some cultural background for the stories proved only
somewhat effective. In comparison with the previewing and combined
treatments, providing background knowledge had only a weak effect.
Although the background knowledge passages provided relevant back-
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ground knowledge and explanations of key words, without the story-
specific information provided by the previews, students did not benefit
much from the treatment.


Perhaps it was the students’ poor listening ability and limited vocabu-
laries which prevented them from profiting more from the background
knowledge they received. Perhaps not enough background informa-
tion was given, or perhaps the most appropriate background informa-
tion was not provided. As Bernhardt (1991) has noted, “Knowledge is
elusive.” Although knowledge is very important, “the question remains
one of what is necessary knowledge, who has it, and who can use it
in appropriate circumstances” (p. 116).


Combined Treatment


We anticipated that there would be substantial differences between
the previewing and combined treatments. It turned out, however,
that these two treatments produced very similar results. Because the
combined treatment consisted of both a preview and background
knowledge, it required much more of the teacher’s time and effort
than just previewing, both in preparing the treatment passages and
in presenting them. The negligible differences in the results does
not seem to justify the additional cost. Thus, although the combined
treatment is effective, overall our conclusion is that previewing is a
particularly feasible, realistic, and desirable prereading activity for
busy classroom teachers.


Implications for Reading Instruction
in Second Language Classrooms


The results of this study have definite implications for classroom
teachers. Previews offer a promising option for ESL teachers to use
in helping students read English texts. Because previews are relatively
easy to prepare and take little class time to present, teachers should
be encouraged to use previews to assist students in reading.


This does not mean that previews should be used all of the time.
Teaching methods should be selected to fit particular situations.
Whether to use previews, provide background knowledge, or give some
other sort of prereading assistance in a particular situation depends on
the selection to be read, the students who will read it, and the purposes
of their reading it. Teachers need to know their students and the
materials students are reading well, and then construct previews and
other prereading activities that will work for their students (Graves &
Graves, 1994).


Previews are likely to be more powerful and richer than those used
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in this study if they include vocabulary instruction, as did many of
those used in previous studies. As indicated in students’ responses to
the open-ended question on the questionnaire, students need assis-
tance with difficult words. Because English vocabulary is likely to pose
a problem for many ESL students, it is reasonable to spend class time
teaching vocabulary (Carrell, 1984; Grabe, 1991). Previews that include
vocabulary instruction should be particularly facilitative for difficult
selections and with less competent and confident readers (Graves,
Prenn, & Cooke, 1985).


For students who read without classroom instruction, written pre-
views may be called for. For some stories, a brief preview including
information such as a list of characters, the most interesting part of
the plot, and some directions for reading may be appropriate and
helpful.


To sum up, previewing provides support for L2 students when
dealing with unfamiliar selections, particularly selections reflecting un-
familiar cultural information. As students become better readers and
increasingly familiar with the culture reflected in the nonnative texts
they encounter, previews generally become less necessary. At the same
time, whenever upcoming selections are likely to be challenging for
students, previewing is one viable option to increase their comprehen-
sion and enjoyment of what they read, and of course comprehending
and enjoying texts they read will greatly facilitate students’ becoming
accomplished readers.
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APPENDIX


Preview and Background Knowledge Passages
for “The Gift of the Magi”


Preview for “The Gift of the Magi”
I imagine that we all have experienced the problem of finding a nice gift for some one


we love or like very much. How would you feel and what would you do if you could not
afford a nice gift for a close friend or person you loved?


The story which you are about to read is called “The Gift of the Magi.” In the story, you
will meet a young couple, Jim and Della. Della was a sweet and caring girl, and in Della’s
eyes, Jim was a man of quietness and value. Della and Jim loved each other very much. But
Jim and Della had a problem. Jim’s income was $20 per week, Della did not work, and the
furnished flat they lived in cost $8 per week. In short, Jim and Della were poor and had
very little extra money to spend.


However, they did have two things which they were very proud of. One was Jim’s gold
watch, which he had inherited from his father: the other was Della’s beautiful brown hair.
which was very long.


It was the day before Christmas. Della wanted to buy a present for Jim, something fine
and rare, something that was worthy of the honor of being his wife. Della was counting all
the pennies that she had been able to save. There was only $1.87, far too little to buy
something nice for Jim. This made her cry.


After a while, Della stopped crying. Suddenly, she whirled from the window and stood
before the mirror between the windows of the room. She pulled down her hair and let it
fall to its full length. Then she went out and stopped in front of a shop where the sign
read: “Mme. Sofronie. Hair Goods of All Kinds.” After reading the sign, Della went into
the shop.


Now, read the story and find out why Della went into this shop, what she did there, and
what happened later to the young couple on this Christmas Eve.


I am going to hand out the story now. Once you get it, please read it silently and carefully.
Remember there will be a test afterwards, so do take your time and try to read with under-
standing. The test consists of two parts. Once you have finished Part I, you may not go back
to it: that is you must do Part II without looking back at Part 1. When you have finished
reading, put your copy of the story upside down on the table to indicate that you have
finished reading. I’ll come over and give you the test. Then you may begin to answer the
questions. Are there any questions?


Background Knowledge Passage for “The Gift of the Magi”
People in Western countries send gifts to their families, relatives, and close friends at


Christmas. Usually, we do not send Christmas gifts; we usually send only Christmas and
New Year’s cards. Why do you think people in Western countries send Christmas gifts to
each other?


In a moment, I am going to give you a copy of an American short story to read and ask
you to take a comprehension test after you read it. The story is called “The Gift of the
Magi.” It was first published in 1907, and it is one of the most famous stories that O. Henry,
an American novelist, ever wrote. It is a very touching story which takes place on Christmas
Eve.


Before you read O. Henry’s story, I am going to tell you about the story of the Magi.
The Magi were the wise men who visited the baby Jesus shortly after his birth. The story
of the Magi is told in detail in the Bible. As the story goes, three wise men traveled from
far away and brought three valuable and precious gifts to the infant Jesus and worshiped
him. The Magi represent people coming from far, far away to find the true wisdom of God.


O. Henry stated that it was the Magi, the wonderful wise men, who invented the art of


Here is some other information which may help you understand the story;
giving Christmas presents. Because the Magi were wise, their gifts were wise ones.


1. “One dollar and eight-seven cents. And sixty cents of it was in pennies.”: One U.S.
dollar equals 100 cents, and a penny is a cent. A dollar was not a large amount of
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money at the time of the story. With a dollar one could not buy something really nice
and rare; it might just buy something like two bottles of shampoo or a bath towel.


2. A furnished flat at $8 per week: A flat is an small apartment on a single floor. A
furnished flat is an apartment with some basic furniture provided by the landlord.
Americans who live in flats are probably fairly poor. In America, most people who are
not poor are likely to live in something larger and nicer than a flat.


3. Queen of Sheba: In the Bible, the Queen of Sheba is the queen who visited Soloman
to test his wisdom. The Queen of Sheba now represents a woman with great power
and wealth.


4. King Soloman: In the 10th century B. C., King Soloman was the King of the Hebrews
in IsraeI. He was famous for his wisdom and his power. The name King Soloman now
represents a wise and powerful man.


5. “Mme. Sofronie. Hair of All Kinds.” The word Mme is a French word for Mrs. The
owner of the store is Mrs. Sofronie, and she deals in hair goods.


6. Look like a Coney Island chorus girl: Coney Island is not an island but a beach along
the oceanfront in New York City. It is a seashore resort and amusement center. A
Coney Island chorus girl would be a sort of cheap showgirl.


7. Put the chops on: A chop is a thick slice of meat, especially of pork or mutton.
8. Isn’t it a dandy? A dandy is an exceptionally good thing.


I am going to hand out the story now. Once you get it, please read it silently and carefully.
Remember there will be a test afterwards, so do take your time and try to read with under-
standing. The test consists of two parts. Once you have finished Part I, you may not go back
to it: that is, you must do Part II without looking back at Part I. When you have finished
reading, put your copy of the story upside down on the table to indicate that you have
finished reading. I’ll come over and give you the test. Then you may begin to answer the
questions. Are there any questions?


Erratum


Ilona Leki’s article in Volume 29, Number 2 should have included the
following acknowledgment.


I would like to thank Joan Carson, whose insightful and challenging reading
of this paper helped me sharpen my own thinking about it, and the five
students who let me into the trials and triumphs of their first semester
studying in the U.S.


We apologize for the omission.
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The Relationship Between L1 and L2
Literacy: Some Complicating Factors


JILL SINCLAIR BELL
York University


This paper explores ways in which the wholesale transfer of assump-
tions from L1 literacy can sometimes complicate the process of acquir-
ing L2 literacy. Using the methods of narrative inquiry, I describe
my attempts to reach a deeper understanding of L2 literacy via an
autobiographical study of Chinese literacy acquisition. The article
describes the ways in which my prior English language literacy experi-
ences affected my progress in the L2 and outlines the very complex
set of unconscious assumptions about literacy which were held by
my Chinese tutor and myself. Some of the key areas in which my
tutor and I held different assumptions about literacy included: the
qualities of self which literacy skills display; the value of analytic
approaches to learning literacy versus holistic ones; the relationship
between form and content; and the signs of a good learner. The
article also touches on the emotional impact of this experience and
suggests that teachers need to reach a fuller understanding of their
unconscious assumptions about literacy if they are to help L2 literacy
learners.


M ost ESL literacy teachers would agree that learners who are liter-
ate in their native language generally make better progress than


those without native language literacy. However, few teachers are con-
fident that they understand exactly why or in which ways L1 literacy
helps the development of L2 literacy. For example, it may be that the
relationship between L1 literacy and improved L2 performance is
not causative but correlational. The great majority of literate learners
developed their L1 literacy in formal educational settings, so it is possi-
ble that their relatively rapid progress in ESL classes reflects, at least
in part, their comfort and familiarity with classroom routines and ways
of learning (Scribner & Cole, 1981) rather than a direct transference
of their literacy skills. However, it is also possible, as writers such as
Olson (1986) have argued, that the development of initial literacy in
any language inevitably stimulates such cognitive change as the ability
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to differentiate between text and meaning. Presumably such learning
will then be carried over to any subsequent literacies.


As Hornberger (1989) points out in her discussion of the research
literature on biliteracy, the relationship between first and second litera-
cies is highly complex so that not all aspects of the L1 will necessarily
aid the development of the L2. The research has consequently focused
on “to what extent knowledge of one language transfers to the other
(and aids learning) and to what extent knowledge of one interferes
with the other (and impedes learning)” (p. 282).


The work on linguistic interdependence (Cummins & Swain, 1986),
strongly suggests that language skills developed in one language can
be transferred to another. Cummins (1981), for instance, the main
proponent of the common underlying proficiency model, claims that
“concepts developed in L1 can be easily transferred to L2 given ade-
quate exposure to L2” (pp. 21–22).


There is a considerable amount of research which supports the idea
of transferability of language skills, though not all of it looks directly
at literacy development. Much of the research has focused on young
children being educated in a language other than the native language.
Such a situation provides an opportunity for observation of the devel-
opment of L2 literacy in the absence of L1 literacy, as well as for
measurement of increasing L1 competence in the absence of direct
instruction. Many of these studies have looked at English-speaking
children voluntarily enrolled in French immersion settings (see, e.g.,
Harley & Lapkin, 1984; Lambert & Tucker, 1972; Lapkin, 1982; Swain
& Lapkin, 1982). In general, results from immersion research have
indicated that children can develop L2 proficiency without having L1
literacy and that literacy competence developed in L2 promotes rapid
acquisition of L1 literacy, suggesting that both rest on a common
underlying proficiency.


Other studies have examined bilingual children in a variety of minor-
ity language situations. For example, Lanauze and Snow (1989) and
Edelsky (1982) worked with Spanish-speaking elementary school chil-
dren in bilingual programs. Skutnabb-Kangas and Toukomaa (1976)
looked at Finnish immigrant children in Sweden; Canale, Frenette,
and Belanger (1988) examined Francophone adolescents in Ontario;
and Cummins, Swain, Nakajima, Handscombe, Green, & Tran (1984)
looked at Japanese children visiting Canada. A few studies such as
Hurd (1993) have looked at minority children in immersion settings
where the language of instruction is the child’s third language. The
results from these widely diverse studies are understandably less clear-
cut than the immersion results. Most suggest that a high level of fluency
in the native language aids progress in both L1 and L2, and that


688 TESOL QUARTERLY







linguistic transfer thus does occur. However, there are also indications
that unlike the children in the immersion studies, minority children
can have difficulty developing target language literacy in the absence
of adequate initial literacy education in the native language. Children
who have had the opportunity to develop their native language literacy
prior to entering the English language school system may outperform
in English those who have had all their education in that medium,
(Gonzalez, as cited in Troike, 1986; Skutnabb-Kangas, 1979). One
explanation for the difference in the results from the immersion and
minority settings is that there is a necessary threshold of linguistic
ability which must be met before transfer can occur (Cummins, 1978).
English-speaking children in immersion settings are presumably ex-
posed to a wider range of native language situations outside the school
setting which encourage ongoing development of the L1.


A limited amount of research is also available on adult learners, who
can be assumed to have reached the necessary threshold level for
linguistic transfer. Green and Reder (1986) and Reder (1982) demon-
strate that for Hmong immigrants to the United States, literacy in
Hmong correlates positively with ability to learn English. Robson’s
(1981) study in a Thai refugee camp suggests that literacy instruction in
the native language has a positive effect on English language learning.
Carrell’s (1991) study of English and Spanish learners, and Donin and
Silva’s (1993) study of nursing assistants reading occupational material
also indicate that adults make use of their L1 reading skills when
attempting text in an L2.


Taken as a whole, the research certainly suggests that transfer of
linguistic and literacy knowledge between languages is possible, partic-
ularly in certain combinations of circumstances. However, there are
several limitations in the research so far.


One limitation is the difficulty in establishing comparison groups of
those with and without L1 literacy ability, which means that one can
normally describe correlations rather than direct effects. The wide
range of factors which affect literacy must play a part, particularly for
adults who have varied exposure, time constraints, prior educational
experience, and so on, in addition to such personality variables as
motivation. Carson, Carrell, Silberstein, Kroll, and Kuehn (1990) de-
scribe how they saw a different pattern of literacy transfer in their
Japanese and Chinese subjects and comment that the “data suggest
that second language literacy development is a complex phenomenon
for already literate adult second language learners involving variables
such as L2 proficiency, L1 and L2 educational experience and cultural
literacy practices that may be related to different patterns of L2 literacy
acquisition” (p. 261).
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A further complication is that much of the research supporting the
notion of linguistic interdependence has been carried out with speakers
of a European language attempting literacy in another European lan-
guage. Given the impact of culture, language, and ethnicity on literacy,
how generalizable is this research to English learners whose first lan-
guage is Arabic, Chinese, or Thai? Kohn (1992), for instance, reports
that “the very patterns of reading behavior that American teachers
are training their students to avoid are the ones that Chinese teachers
expect their students to use” (p. 121). Matalene (1985), in her account
of her experiences teaching writing in China, reports similar dilemmas.


The third major limitation of many of the studies to date, is the
equation of very specific reading and writing tasks with the develop-
ment of literacy. The measure of literate performance is most com-
monly decided by school-based tasks such as cloze exercises or composi-
tion writing rather than by attempts to assess the use of literacy in the
context of societal use. Becoming literate in a specific language is a
considerably more complicated process than can be easily measured
by the kind of large-scale testing of school children documented above.


Recent ethnographic work demonstrates conclusively that literacy is
not a neutral technology, but a process affected by “culture, ethnicity,
gender, class and ideology” (Street, 1990, p. 23). As such, there exist
multiple literacies that can only be understood within a social context.
The variety of literacies is well documented by Heath (1983) who
explores the widely varied patterns of literacy use and understanding
in small U.S. communities just a few miles apart. More evidence comes
from Street (1984) who demonstrates the different literacies in use in
Iranian villages. Schieffelin and Cochrane-Smith’s (1984) work with
pre-schoolers in the U.S. and Papua New Guinea; Fishman’s (1988)
work with the Amish; Kulick and Stroud’s (1993) research in New
Guinea; and Weinstein-Shr’s (1993) study of Hmong refugees in Phila-
delphia all document the way cultures use and understand literacy
differently.


Given this richer understanding of literacy, it seems that the issue
of transfer between literacies is not as straightforward as we have
tended to suppose. In answer to the question of what is transferred
between languages, Edelsky ( 1982) responds that everything is applied
from “local hypotheses regarding spelling to . . . abstract processes for
producing texts” (p. 211). I would suggest that this wholesale transfer
of assumptions regarding L1 literacy to L2 literacy can introduce con-
siderable complications into the process of being literate in an L2.
Along with such useful skills as fine muscle control, learners are also
likely to transfer such assumptions as attitude to the text, expectations
of genre, and beliefs about the importance of calligraphy. As I demon-
strate below, these may or may not prove helpful in the new literacy.
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BACKGROUND TO THE STUDY


The initial pilot study for this project (see Bell, 1991) involved two
adult Afghan males attempting initial English language literacy. Al-
though generating some interesting insights, this pilot study clearly
demonstrated the difficulty of asking academically unsophisticated
subjects for rigorous self-analysis of learning patterns and assump-
tions, particularly when interrogated through an interpreter. Essen-
tially, the information collected from this pilot study related only to
behavioral patterns such as difficulties in copying material from a text
or blackboard. What I wanted to discover was the ways in which people
understood the task of literacy and the surprises they encountered
when working with the literacy of a different language and different
culture. The eventual study was consequently reframed into an auto-
biographical L2 literacy attempt.


The basic theoretical framework for interpretation of this work was
drawn from the literature of narrative research, (see, e.g., Carr, 1986;
Clandinin & Connelly, 1986; Connelly & Clandinin, 1988; Crites, 1971;
Hardy, 1975; Polkinghorne, 1988; White, 1973.) Such an approach
acknowledges the life history of the research participants and fits par-
ticularly well with cross-cultural endeavors.


The work this article describes was originally carried out for a doc-
toral dissertation (Bell, 1991). I was consequently able to devote 12
months to the study of Chinese and the observation of that learning
process. I arranged to study Chinese literacy with a private tutor, and
simultaneously enrolled in a university course in spoken Cantonese,
to build a lexical and syntactic base from which the study of Chinese
characters could draw.


I was fortunate to find Cindy Lam, a highly experienced ESL col-
league for my literacy tutor. Cindy is bilingual and bicultural, having
been born in Hong Kong and having had all her early education there,
in Cantonese. She came to Canada as an adolescent and completed
high school, university, and teacher education here. Despite her consid-
erable ESL teaching experience, Cindy had never before taught Chi-
nese literacy, although she had taught English literacy to a number of
Chinese students.


THE STUDY


My study of Chinese involved two rather different literacy experi-
ences. In the spoken Cantonese course, I was a member of a class
which originally included 28 people and which dwindled over the
course of the academic year to an enrollment of five (four ethnic
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Chinese and myself.) My studies in this oral language course took
shape in ways which were largely familiar and expected. We were
introduced to new material in recorded dialogues followed by exercises
to practice the new vocabulary and grammar patterns. The teacher
presented the language as an organized system, stressing the relation-
ships between common items and pointing out the underlying struc-
tures. In these classes I discovered that my working patterns were
much like those documented in a number of autobiographical accounts
of L2 learning (see, e.g., Bailey & Ochsner, 1983; Savignon, 1983;
Schumann & Schumann, 1977). I found myself unduly concerned
with my public performance in class and prone to measure my progress
comparatively against that of my peers. In what appears to be a fairly
common pattern, I passed through the stages of initial confidence and
interest, followed by sudden concern as the language became more
difficult, settling finally into a level of comfort as the class developed
a sense of group identity.


In this spoken Cantonese course, we worked from a textbook which
used Yale Romanization to transcribe Cantonese pronunciation of
Chinese characters. For example, the characters meaning I am Chinese
would be transcribed in Yale as Ngóh haih Jùnggwok yàhn. This method
of transcription allowed me and the other class members to work with
written versions of recorded dialogues, manipulate sentence patterns,
and complete written exercises. Although I had difficulty in producing
the appropriate word tone as indicated by the diacritics, in almost all
other ways, I found my English language literacy to be of tremendous
help in working with this literacy-based task. Being able to read the
written form of a dialogue helped me clarify what I was hearing on
a tape. Seeing similarities of written form helped me recognize the
relationships between similar sounding words. Above all, having a way
to record for my own reference the new words I was learning allowed
me to bring all my study skills to bear on the new task I was attempting.
There was no doubt that my L1 literacy skills were proving useful in
this environment.


However, the situation was rather more complicated in the other
literacy experience, that is in the tutorials in which I was learning
Chinese characters. Here my L1 literacy skills often seemed to be a
stumbling block rather than an advantage. I approached the task of
Chinese literacy with the unconscious assumption that I could learn
it in the same way I had learned to read and write in English. I assumed
that a learning style which had given me success in an English language
school system would be appropriate here. I assumed that I would
recognize progress when I made it. I assumed I knew what literacy
was for and how it was demonstrated. Over the course of the next
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12 months I eventually discovered that I was mistaken in all these
assumptions.


The differences between Cindy’s and my understandings of literacy
were not immediately apparent. In our initial planning, we both drew
on our experiences as ESL literacy teachers, as we discussed the relative
merits of methodologies such as Total Physical Response and Lan-
guage Experience Approach. For our first lesson, Cindy planned a
variety of activities to maintain my interest, including some Cantonese
popular songs for me to listen to. She made every effort to create a
learner-centered lesson asking me what I wanted as a learner, particu-
larly providing me with the option of such individualized activities as
working with my name.


However, once Cindy began to teach me Chinese characters, she
began to think in Chinese about literacy, and largely to her own sur-
prise, she found herself teaching in accordance with her understanding
of Chinese literacy, rather than in the way she usually teaches English
literacy. Not surprisingly, Cindy’s understanding of Chinese literacy
reflected the way she had learned to read and write as a child.


Describing her early school days, Cindy commented that she remem-
bered very little explicit instruction from the teacher. She learned to
read and write essentially by copying from a primer—first individual
characters and later model sentences. The characters were presented
in order of their complexity, with the simple strokes of the numerals
providing the first introduction. She taught me by essentially the same
method. A typical introduction would be for her to present a model
character, demonstrate the stroke order for me, then ask me to repro-
duce it myself. For homework, I would practice the characters many
times over, using squared paper designed for children.


It seemed to me at the time that we made very slow progress during
the first 3 or 4 months. She would introduce me to perhaps four new
characters in a week, sometimes less. I would practice these characters
over and over, to the point where I felt that I knew them thoroughly,
yet never apparently to Cindy’s satisfaction. Her feedback generally
consisted of asking me to practice them some more. She commented
on the lack of balance in the characters, and on the need for total
concentration when writing them. She urged me to work only in ideal
conditions which included a quiet room and a clean desk so that concen-
tration was possible. Struggling as I was under the time pressures
of transcribing tutorials and oral classes, annotating transcripts, and
completing journals, I was uneasily aware that very little of my home-
work was done under such conditions.


Around this time, I became concerned about the lack of progress
I was apparently making. I did not understand what Cindy meant


RELATIONSHIP BETWEEN L1 AND L2 LITERACY 693







when she said that my characters needed balance and pressed her to
give me more specific feedback about the shape the characters should
take. I found it difficult to work from handwritten models which all
varied in subtle ways and made it hard to identify which features were
key to the character and which were individual stylistic flourishes. I
plagued Cindy with questions about the exact relationship between
strokes, asking for instance whether Stroke 2 should intersect Stroke
1 exactly at the midpoint or lower down. Her response to such questions
was normally that the difference was not significant and that I should
simply practice the characters more and the balance would come.


In my oral classes, by this time I had reached the point where I could
understand or produce a short conversational passage transcribed in
the Yale Romanization. I was eager for Cindy to teach me the appro-
priate characters to accompany this oral competence so that I could
move on to writing more challenging pieces. I tallied up my meager
word count—some 20 characters after 2 months of study—and won-
dered why we were proceeding so slowly. I began to feel like a failure
and to resent feedback which was largely framed in phrases such as
“losing your concentration” or “lacking balance.”


It is hard to describe how stressful this early part of the study was
for me. I had gone into the study with certain expectations of myself
as a learner based on fairly successful school experiences. I believed
I knew how to study and what kind of work teachers would require
of me. I was confident that with effort I could achieve success in this
academic endeavor. And yet, here I was, devoting all my waking hours,
(and considerable amounts of my dream time) to the task and yet
failing to achieve any measure of success that I could recognize. The
result was a major shock to my image of self, which manifested itself
in various bodily ways consistent with severe stress. The more distressed
I became, the more I intensified my efforts to succeed and the more
I fell back on the ways of learning which had served me well in previous
learning experiences.


DIFFERENCES IN UNDERSTANDING OF THE
LITERACY PROCESS


Ultimately, I came to realize that this pattern of previous learning
success was the very thing which was holding me back from progress.
I had assumed that I could approach Chinese literacy in the way in
which I had learned and taught English language literacy. Instead I
had to realize that Chinese literacy was a very different matter from
English language literacy, requiring a different learning style. I recog-
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nize that what I describe below is drawn from the very personal experi-
ences of two people, and as such I cannot assume that all cross-cultural
learners will share this experience. However, I believe that a significant
portion of what I describe is drawn from Cindy’s and my cultural
backgrounds rather than our personal ones. As such, these areas of
difficulty suggest a culture-specific view of literacy which should illumi-
nate our understanding of the task which L2 learners from widely
different cultures face.


Literacy as Reading Versus Literacy as Writing


One assumption which gave me immediate difficulty was the ultimate
goal of my literacy efforts. Over time it became evident that I had
unconsciously assumed I would learn Chinese characters primarily in
order to read Chinese text. I wanted to be able to write also, but in
the time available for the study I was unlikely to achieve sufficient
fluency to be writing for a Chinese audience. Given this primary focus
on reading, I considered a word learned when I could recognize,
understand, and pronounce the character, and when I could produce
it on paper generating the correct strokes in the correct order. I found
it rather baffling then, when after demonstrating the ability to produce
characters in this way, Cindy would ask me to continue practicing the
same characters. Instead I wanted to move on to new characters so
that I could increase my vocabulary. Similarly, I wanted to choose the
characters I learned according to their meaning, selecting those most
likely to appear in menus, street signs or other environmental print.


For Cindy, however, literacy definitely meant writing. Describing
her initial experiences with literacy she said :


1. Cindy: I had so much of it as a kid . . . a lot of it was writing. You really
didn’t get into much reading, first you had to learn every single character
you read.
Jill: Learn in the sense of writing?
Cindy: Writing yes, and remembering it. I associate literacy in Chinese
so much with writing and less with reading.


Working from this understanding of literacy, Cindy selected characters
for me to learn based on the difficulty of their strokes rather than on
their meaning. She did not consider characters learned simply because
I could read them and produce an approximation of them on paper.
Consequently, she expected me to continue to work on the same charac-
ters until I was able to write them to her satisfaction.


This would not have been problematic had either of us made our
expectations clear to the other. Unfortunately our assumptions about
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the purpose of what we were doing were still largely unconscious and
as such not open to formal scrutiny.


Form and Content


Another major difference in our views of literacy concerned the
significance we attached to the form of a written message and the
relationship of that form to the content. When Cindy began to teach
me with a methodology which worked largely toward improving my
writing of the characters, I was baffled and frustrated. For Cindy,
learning the correct strokes of a character was merely the beginning
of the process. The next step was to practice the known character over
and over again to help to develop the appearance of one’s writing.


I found this insistence on form somewhat frustrating. Early on in
the study, Cindy gave me a short dictation test. At first, I was rather
pleased with my performance as I knew all the words she dictated
and quickly wrote down the appropriate characters somewhat smugly.
When Cindy looked at the result, she did not praise my demonstrated
ability to generate the correct characters. Instead she gently pointed
out that in my haste I had let the quality of my characters slip. My
journal records that “I felt as if I had been marked wrong in a multiple
choice test because my check mark went out of the box.”


Initially, I understood Cindy’s focus on form as merely comparable
to English handwriting practice. I assumed that I would write more
attractively as I became more practiced with the characters and did
not understand why this practice could not take place with a rich range
of characters rather than with a small restricted vocabulary. Cindy
tried to explain the importance of form to me, saying


2. Calligraphy or penmanship—isn’t important in English. It’s not the
writing, it’s the knowing and the recognizing that’s important. But in Chi-
nese, it’s the writing art that is as much a part of literacy as the reading.


It eventually became apparent that for Cindy, form was a key vehicle
for presentation of the self. The appearance of one’s writing made
evident to the reader the kind of personality one had and the degree
to which balance and discipline were developed. She talked about one’s
characters being “part of oneself,” and how they “show one to the
world.” This thinking was in direct contrast to my assumption that the
content of what I wrote was the vehicle by which I displayed myself
to others, while form was relatively unimportant. My attitude is cer-
tainly not unusual in North American society, as is indicated by our
tolerance for poor handwriting on the part of physicians, who lose
little prestige even when their writing is unintelligible. After the study
was over, Cindy commented,
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3. I thought even if you were doing it for your thesis, I felt you should
go through the same thing I went through, you ought to be proud of your
characters. Maybe there was something that I had—something within me
but never articulated—something never even actually told to me. But I
think I did know deep down what the definition of literacy was in Chinese,
and it had a lot to do with how you produced the characters.


As well as having different understandings of the value of form,
we also saw a different relationship between form and content. My
approach to learning Chinese literacy indicated I perceived a split
between form and content. On those occasions where improvement
of form was necessary, I believed it could be attended to after the
content was decided. This pattern was made evident byways of working
such as drafting out the content of a journal piece while riding the
subway and then producing a fair copy of the characters later. Again,
this is a pattern widely encouraged in the North American school
system where we encourage children to produce rough drafts and
then edit their work.


For Cindy, form and content were inseparable. For her, “the form
of a text is inextricably linked to the content.” Cindy explained that
her teachers felt it was not acceptable to develop the ideas and then
try to work on the form. She commented, “When I was in school, my
teachers always insisted that the flow of ideas and the development
of form should be concurrent. It’s too late by the time you have got
the ideas out to go back and look at the form.” She acknowledged that
“ideas are important” but continued “ideas have to be shaped in such
a way—it’s the presentation, not just the idea.” As a result, she was
distressed that I would scribble out first drafts of my pieces and then
later try to copy them out. By working in this way, I gave myself no
opportunity to develop the kind of mental discipline and balance that
she believed was a key part of literacy.


Characteristics of a Good Learner


The third major area in which I found that my L1 literacy patterns
were interfering with my progress was that of learning style. Obviously
this is an area where individual personality plays a part, but the major
patterns I demonstrated are those which are favorably regarded in
most Canadian schools and as such maybe considered typical of many
learners from our culture. I worked as quickly as the demands of
accuracy allowed. I tried to be an active learner, demonstrating commit-
ment and engagement. Above all, I approached the task as one which
was inherently systematic, searching for indications of rules and pat-
terns which could be applied in other contexts. Most of these features
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of my learning style were to prove an impediment to good progress
in Chinese literacy.


Speed was the first issue which came under challenge. In my memo-
ries of learning as a child, it seemed that speed was always praised or
rewarded-children who finished assignments quickly were compli-
mented and given free choice of activities, for example. However,
Cindy did not see speed as being relevant or helpful to the development
of literacy in Chinese. In our very first lesson, she made this clear. As
she watched me writing characters she commented, “You’re doing the
strokes so quickly. . . . You’re rushing through them. It doesn’t matter
how many you do. You just have to do them well . . . . So do them
slowly.” Throughout the study she would make comments such as “I’d
rather you did three sentences well, than seven sentences badly.” She
was similarly unimpressed when I wrote long journal pieces or read
text aloud rapidly. Despite this explicit feedback, I found it difficult
to let go of the idea that speed could be a valuable asset in the classroom.
Obviously I heard what Cindy was saying to me, but somehow I could
not quite accept it. I slowed down when attempting very specific tasks,
especially while she was watching me, but essentially for the first part
of the study, I continued without any significant change.


My assumption regarding the value of being an active, questioning
learner was also challenged. The transcripts show that I was constantly
commenting on the process, questioning Cindy about the applicability
of an example to other contexts, commenting on similarities I saw and
so on. The transcripts of our lessons are probably one of the few
examples of student-teacher interaction where the learner talks more
than the teacher. Some of this is no doubt merely personal garrulity,
but again, student engagement as demonstrated in active questioning
is a pattern largely encouraged and rewarded in our school system.
However, Cindy’s traditional story of education was that “the way to
learn is to receive,” which she elaborated to “You do a lot of observing
and then you think about it.” Cindy never tried to silence me or put
me down for this chattiness; but neither did she find it a particularly
helpful way for us to proceed. She had not been taught Chinese literacy
in an environment where the teacher was constantly questioned. Conse-
quently she found it difficult to respond to many of my comments.
“You are asking questions the answers to which I have never thought
about,” she said on one occasion.


Analytic Versus Holistic Approaches


Closely related to Cindy’s difficulties in answering this barrage of
questions was the difference between the analytic learning style I was
making use of and her holistic understanding of Chinese literacy.
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Much of my rushing into verbalization was an attempt to think out
the relationships between new information and prior knowledge, or
an attempt to break down an incomprehensible unit into pieces which
I could classify and manipulate.


I am somewhat baffled by my deep-rooted assumption that analysis
was the route to follow, as I work more holistically in nonacademic
endeavors, such as painting or learning new music. The most likely
explanation seems to be that my Western education has trained me to
work in a certain way when approaching academic tasks. Certainly I
was taught my L1 literacy through a pattern of analysis where words
were broken down into letters and letters into lines and curves. Simi-
larly, the ability to break word sounds down into phonemes was key
to the way I learned to write in English.


This pattern was very evident in my attempts to learn the pronuncia-
tion of the characters. Just as Cindy modeled characters as whole units,
so she tried to teach me the sound of the characters by modeling the
word for me to imitate. The transcripts show that my immediate reac-
tion was not to repeat the word but to push Cindy to be more specific
about it.


4. Cindy: Chut, chut
Jill: There’s something I can hear there apart from the t and the vowel.
What is it? Tsc? ts ? ch? Is it like aspirated t ?
Cindy: No, it’s like hut, -chut, chut
Jill: Is there a consonant at the end?


However, Cindy had not been taught these characters and their sounds
by analysis but by constant repetition of the whole unit. Many of the
sounds had no direct English equivalent. What I was asking her to do
was comparable to demanding the correct spelling of the sound made
by a hiccup. This particular conversation continues for many pages in
the transcript. Throughout, I ask similarly analytic questions, while
avoiding doing what Cindy actually asked of me, which was to repeat
the word.


This search for a system underlying the language was by no means
restricted to the pronunciation. I have mentioned how I asked for
tight specifications on character production. I was similarly sure there
had to be a system underlying the syntax rules and was constantly
overgeneralizing scraps of knowledge. If the knowledge could be re-
duced to a rule-based system, I felt confident of my ability to get
control of it. I took pride in my ability to analyze and synthesize, look
for patterns, and find connections between apparently discrete pieces
of knowledge.


The following discussion of the importance of correct stroke order
captures nicely our different approaches.
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5. Cindy: I couldn’t produce a good character if I made the right hand
stroke before the left.
Jill: Your hand would be traveling the wrong way.
Cindy: Well, I wouldn’t be able to create the same feeling of unity in
the word.


Measures of Progress and Ideas of Feedback


It took some months before remarks like the one above had much
meaning for me. I could not really understand what Cindy was asking
of me when she urged me to try for balance and unity, so I was not
capable of measuring my progress in these areas. Instead, I assigned
myself goals based on the kind of progress I had seen my ESL students
demonstrate. I thought about characters as if they were English sight
words to be learned in their entirety as a pattern. I assumed that each
new character would take the same amount of time to learn as the
early ones did. Thus if I learned only 4 characters in the first week,
I expected to learn 40 characters in 10 weeks and so on. Somehow, I
did not see that I was developing a considerable amount of implicit
knowledge that could not be represented in this simple character or
word counting measure of progress. I was learning the underlying
parameters of the system, the basic strokes from which many characters
are made, some elementary syntax, and so on. Obviously in the early
stages of the learning, one is being heavily challenged by all these
demands, and yet I was taken by surprise and failed to recognize what
was happening. Presumably, those learning English for the first time
have to make similar progress in terms of learning letter shapes, print
conventions, and basic syntax so that their progress would also be slow
initially. However, I did not allow for this in my own study. I can only
assume that my basic belief was that all my English language and
literacy knowledge could be transferred, so that I saw the entire learn-
ing task as conquering these particular visual shapes.


My assumptions as to what constituted acceptable progress were so
powerful that they shaped the way I heard and interpreted Cindy’s
feedback. As I have transcripts of all our tutorials, I can look back
and see a number of occasions where she commented favorably on
my progress in those first weeks. However, I completely discounted
her remarks and was seriously distressed about my limited progress.


It also became apparent that we had different stories for understand-
ing teacher remarks. As an ESL teacher I tend to give out praise for
effort as a means of encouragement. Cindy gives out praise as an
acknowledgment of achievement. Consequently, what she saw as ex-
plicit, obvious praise, I saw as a meaningless routine courtesy. I took


700 TESOL QUARTERLY







it for granted, therefore, that she was as dissatisfied with my progress
as I was.


I was unhappy and discouraged at this point. I was failing by my
own standards, and I did not understand what Cindy was trying to
teach me. The more confused I got, the more I fell back on those
patterns of learning which had proved successful for me in the past.
It did not occur to me that part of the problem was the way I was
approaching the task and that maybe Chinese literacy required a differ-
ent approach. Instead I relied on the strategies which had brought
me success with English language literacy, intensifying my efforts but
achieving less and less.


But as I eventually and somewhat painfully came to realize, this is
not the only way to approach literacy. By focusing my attention on
the figure rather than the ground, or the part rather than the whole,
I was learning a different kind of literacy. Before I could make the
kind of progress which Cindy wanted for me, I had to change my
assumptions about what learning and literacy consisted of. I was to
find that this was a stressful experience.


CONCLUSIONS


As a learner I was in a highly privileged position compared with the
vast majority of literacy students in North America. I did not need to
become literate in Chinese in order to find work or support my family.
I had confidence in my ability to learn, a settled home life, and helpful
teachers who spoke my language. Despite all these advantages, I found
this experience immensely stressful and can only imagine the effect
on those with less support.


Most of my difficulties arose out of my mistaken assumption that
literacy in English and Chinese was differentiated only by the shape
of the squiggles on the paper. Consequently I used the same strategies
and approaches for L2 literacy as had given me success in L1 literacy.
The resultant failures left me baffled and frustrated. Had I realized
I was attempting to develop a new way of thinking, learning a new
way to present myself to the world, and developing a new set of values,
I might have been more prepared for the impact this would have on
my self of identity.


What was this new way of thinking, these new values? The process
of coming to understand even the beginnings of what Cindy meant
when she spoke of qualities such as balance and concentration is not
one which I can neatly sum up in a few sentences. Part of my difficulty
in working in the ways which Cindy valued, and certainly in trying to
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write about the experience, was that I had no language to express the
concepts she was trying to teach me, so that any vocabulary I used
seemed either loaded or inadequate. At one point I attempted to
explain the challenge by suggesting that I was trying to move from
being a left brain learner to a greater reliance on the use of the right
brain. This may be neurologically true but it only skims the surface
of what I am trying to express.


The simplest honest statement I can make is that I eventually came
to understand concentration as something more akin to the mental
state one reaches through meditation than to the active, questioning,
analytic mental mode which I had previously understood the word to
mean. This shift required a considerable change in the way I ap-
proached literacy, and in the qualities of self I felt my literacy would
portray. (See Bell, 1991, for more discussion of this issue.)


It is no doubt possible to learn to read and write in Chinese by
methods which essentially allow one to transcribe English thinking via
Chinese characters. Such an ability should not be confused, however,
with developing Chinese literacy. In the same way, ESL literacy teach-
ers have to recognize that they are teaching far more than the letters
of the alphabet. I have suggested above that we need to think about
the relationship between form and content and that between part and
whole. We need to become conscious of our notions of how progress
is measured and how it is rewarded. We need to consider the human
qualities which are valued in our society and explore how these are
made manifest in our preferred literacy practices. We need to explore
our own assumptions and recognize that much of what we used to
consider an inherent part of literacy is actually culturally imposed.
Until we become aware of the unspoken assumptions we hold about
literacy in English, we will be unable to introduce our students to full
English language literacy.
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The Teacher Change Cycle
MARTHA C. PENNINGTON
City University of Hong Kong


This article posits a teacher change cycle based on an investigation of
eight Hong Kong secondary teachers’ adoption of innovative practice
over a 6-month period in which they received training and ongoing
support to carry out three units of process writing lessons in one of
their English classes. The evidence for the proposed model of teacher
change comes from teachers’ diary records describing and reacting
to the instructional units, reports of observations, transcripts of
monthly meetings, and information from questionnaire responses
written before and after the tryout period. The model proposes that
teachers typically move through a change cycle in responding to an
innovation in which their focus shifts over time from its procedural
aspect, to its interpersonal aspect, and finally to its conceptual aspect.
Through this process, they achieve a higher level of expertise, psy-
chological comfort, and understanding of the innovation, thereby
personalizing it to bring it into their own practice. The investigation
helps to shed some light on not only the adoption of innovations but
also teacher change and development.


B ecause it means challenging, ultimately reconstructing, and then
reconstructing ingrained practice and long-held beliefs (Pen-


nington, 1995b), lasting change in teaching practice is not easy to
accomplish. Teacher change is behavioral and perceptual, that is, atti-
tudinal and cognitive. Freeman (1992) refers to the “internal, mental
landscape” (p. 2) of the classroom, noting that “teaching is the integra-
tion of thought and action” (p. 1). Freeman (1989) also observes that
the key ingredient to teacher change and long-term development is
awareness. Teacher change and development require an awareness of
the need for change—or at least of the desirability of experimenta-
tion—and of available alternatives. A teacher’s awareness and knowl-
edge of alternatives is colored by that teacher’s experience and philoso-
phy of teaching, which act as a psychological barrier, frame, or selective
filtering mechanism. Some alternatives may not be noticed or assimi-
lated, while others are perceived, attended to, and incorporated into
practice (Pennington, 1995, in press b). In a negative case, the psycho-
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logical frame or filter acts to discourage new information offered by
others or by the teaching context from becoming intake to their per-
sonal teaching system.


As in all types of professional practice (Schön, 1983), lasting change
in the behavior of teachers occurs as a result of trying something new,
reflecting on its consequences, and then trying it again with alterations
as needed or desired. In a process which Schön (1983) terms reflection-
in-action, the professional “shapes the situation, in accordance with his
[sic] initial appreciation of it, the situation ‘talks back’, and he responds
to the situation’s back-talk” (p. 79) in an interactive loop in which both
the situation and the practitioner’s view of it continually change. The
development of professionals thus occurs in spiraling cycles of perfor-
mance made up of linked sequences of innovate-reflect-adjust moves
through which something tried and considered gradually becomes
incorporated into the teacher’s everyday practice and schema, or sub-
jective theory (Grotjahn, 1991), of teaching. By means of this context-
responsive, self-adjusting, and continually renewing developmental
process, new ideas and elements of practice enter the teacher’s overall
approach, or method, in the sense of Richards and Rodgers (1982,
1986). Thus, teacher development can be seen as a metastable system
of context-interactive change involving a continual cycle of innovative
behavior and adjustment to circumstances.


It would appear, then, that lasting change occurs only when teachers
are able and motivated to try new things, to reflect on the consequences,
and then to adjust their practice and their thinking according to the
results achieved (Breen, Candlin, Dam, & Gabrielsen, 1989). The
means by which teachers’ awareness and practice change involves the
interplay of two processes: innovation and critical reflection. Innova-
tion is the source of new information that triggers change (Fullan &
Hargreaves, 1992), and critical reflection is the processing of informa-
tion gained through innovation in relation to the teacher’s existing
schema for teaching.


Following Rogers (1983), innovation can be defined as any attempt
to try something different, that is, something which is new from the
individual teacher’s point of view. Pennington (1992a) proposes two
senses of reflection, “that of deliberating on experience” and that of
“mirroring” experience (p. 47).


Bartlett (1990) conceives that:


Becoming [critically reflective] means that as teachers we have to transcend
the technicalities of teaching and think beyond the need to improve our
instructional techniques. This effectively means we have to move away from
the “how to” questions, which have a limited utilitarian value, to the “what”
and “why” questions, which regard instructional and managerial techniques
not as ends in themselves but as part of broader educational purposes.
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Hence we need to locate teaching in its broader social and cultural context.
(p. 204)


Rather than simply mirroring the external content of their experience,
critically reflective teachers deliberate on that experience and act to
change it through innovative behavior. In this way, the trajectory for
teacher change is from outside-in to inside-out (Hunt, 1987).


TEACHER CHANGE IN A NON-WESTERN CONTEXT


This article is one in a series of discussions of the results of eight
teachers’ experimenting with process writing in Hong Kong secondary
schools as a case study of educational innovation and teacher change
under conditions of voluntary and supported adoptionl  (for other
reports, see M. Cheung & Pennington, 1994; Pennington, 1994, 1995a,
1995b, in press a; Pennington & M. Cheung, 1993, in press; and theses
by Chan, 1993; K.-m. Cheung, 1993; Lam, 1993; Leung, 1993; K.-c.
Li, 1993; M.-k. Li, 1993; Lo, 1993; Tang, 1993). The project did not
seek to promote the particular teaching philosophy manifested in the
classic (Western) process approach but rather it was designed as a
microcontextual investigation of teachers’ attempts to innovate in their
classrooms by applying the process writing method—an innovation in
a transmissional (Barnes & Shemilt, 1974), teacher-centered, examina-
tion-oriented teaching culture. These properties of the culture of
Hong Kong education make it highly resistant to anything new, partic-
ularly an innovation like process writing, which challenges many of
the foundational elements of that culture (Pennington, in press b;
Pennington & Cheung, 1995) by being interpretational, learner cen-
tered, and not specifically related to examinations. The process writing
innovation was also unrelated to the official syllabus for English and
in some sense counter to it because it sought to move away from the
morpheme- and sentence-level grammar which is generally the focus
of a Hong Kong secondary English course.


As Grimmett and Crehan (1992) remark in a discussion of school
culture:


Culture is important . . . because it represents the values that bind people
together. Put differently, it depicts the framework of beliefs which provides
a normative basis for action and ultimately holds teachers professionally
accountable for the many tasks involved in educating students. (p. 60)


1The research was supported by a Competitive Earmarked Research Grant (CPHK 195/
92H) from the Hong Kong University and Polytechnic Grants Council to me (Pennington,
1992b), completed in May 1995.
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Because of the incompatibility of underlying philosophy and
method between the process approach and the local educational con-
text and norms for teacher behavior, participating teachers and I were
aware that mutual adjustments between theory and practice would
occur when the teachers attempted to apply process writing in their
classes. The project was therefore designed to facilitate these adjust-
ments through its support in the way of materials, training, and guid-
ance in process writing and in the reflective process needed to incorpo-
rate new elements into practice and to successfully resolve the expected
conflicts between the existing educational culture and the teachers’
innovation.


This article develops a model of the changes teachers underwent in
applying an innovation in their classrooms. Based on several different
sources of data, I show how the teachers moved through a change
cycle as they learned about the innovation, taught three units of process
writing, and reflected on the outcomes for themselves and their stu-
dents during the supervised tryout period of the first 6 months of the
project. On the basis of the evidence presented here and the previous
interpretations of project data, a model of a teacher change cycle is
proposed to account for the stages of the teachers’ growing awareness
and changed outlook in relation to their changed practice in the teach-
ing of writing.


BACKGROUND TO THE RESEARCH


The Context of Educational Change in Hong Kong


Generally speaking, teachers in Hong Kong have difficult, high-
stress work situation (Wong & Pennington, 1993) and are not motivated
by favorable working conditions and opportunities for personal
growth, responsibility, and experienced meaningfulness that develop
work satisfaction and commitment (Penington, 1992c). Rather, teach-
ers in Hong Kong generally work under conditions of low autonomy,
with little influence over strategic decisions, few opportunities for col-
laboration with colleagues and indeed little emphasis on collegiality;
minimal positive feedback or work incentives such as promotions or
societal recognition; and generally poor resources in the way of an
orderly environment, administrative support, adequate physical condi-
tions, instructional resources, and reasonable workloads which Fire-
stone and Pennell (1993) identify as related to teacher commitment.
Hong Kong secondary teachers are required to teach 26-35 periods
of 35 or 40 minutes per week, with class size ordinarily of more than
35 students. In addition to teaching, Hong Kong teachers must assist
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with other school activities, both official, such as organizing extracurric-
ular activities for students, and unofficial, such as helping the principal
with various tasks. They may, as a consequence, experience “role strain
as a result of the need to perform too many varied tasks or accomplish
too much work for the available time” (Firestone & Pennell, 1993,
p. 495). A recent article in the Sunday Morning Post (Cairns & Ho,
1994) reports 10% of Hong Kong teachers leaving the profession
every year and an alarming rash of suicides by students and teachers
apparently related to the stress of the educational system.


One of the main ways in which Hong Kong teachers are supported
in their work is through learning opportunities provided by official
bodies such as the Hong Kong Institute of Language in Education
(now consolidated into the Hong Kong Institute of Education). As
noted by Firestone and Pennell (1993):


Learning opportunities can contribute to commitment by expanding teach-
ers’ knowledge . . . [and] can increase classroom effectiveness and intrinsi-
cally rewarding student feedback while providing a sense of competence.
They can increase skill variety by allowing the teacher to use new techniques
or approaches and address new goals or content. Moreover, additional
knowledge is central to reducing the endemic uncertainty of teaching.
(p. 506)


However, in Hong Kong, officially sanctioned workshops must usually
be taken after class or during nonteaching or holiday periods when
English teachers also must often mark papers, and higher degree work
is rarely supported financially or by time off or reduced teaching loads.


Education in Hong Kong, as in much of Asia, is grounded in a
Confucian tradition of respect for authority that has resulted in a
highly centralized and standardized educational system and a teacher-
centered instructional approach at secondary level. Previous research
(Young & Lee, 1987) indicates that local Hong Kong teachers, in
contrast to Western teachers, are strongly oriented to a directive, trans-
missional model of the teaching-learning process, rather than a facilita-
tive, interpretational model. In the context of Hong Kong secondary
education, the process approach to writing, which is rooted in a facilita-
tive/interpretational view of education rather than a directive/transmis-
sional educational philosophy, represents an innovation.


In the product orientation as practiced in the typical Hong Kong
English class, the teacher generally assigns a piece of writing to be
completed by the student largely outside of class time and then handed
in to be corrected and marked by the teacher. As the process that the
student undergoes in writing is outside the domain of the classroom
and of teaching in general, this approach represents an opaque or
“black box” (Long, 1980) model of writing outcomes, in which the
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influences on writing—such as grammar instruction and correction of
errors—are engineered at a considerable chronological, spatial, and
conceptual distance from the production process. Unlike the classic
product conception of writing in terms of individually produced writ-
ten work with a heavy emphasis on grammatical correctness, in the
process approach, writing is viewed as a set of behaviors and skills to
be developed long-term, cooperatively, and with teacher and peer
facilitation during class time. In the present project, the process ap-
proach offered teachers who were experiencing difficulty in teaching
writing a relatively transparent, natural systems2   teaching-learning
mode aiming to link writing outcomes to a series of in-class and out-
of-class activities.


Even if they are willing volunteers and receive all of the different
forms of input in the way of materials, guidance, and support offered
in the present project, because of the characteristics and norms of
the Hong Kong teaching culture, native Hong Kong Chinese English
teachers are likely to face many psychological, cognitive, and behavioral
barriers in attempting to apply process writing in their classrooms. To
overcome these, it can be expected that they will have to adjust their
perspective on teaching in order to accommodate elements of process
writing, while adjusting their view and practice of process writing in
order to accommodate it within their teaching culture.


Subjects


Participating teachers were eight ethnic Chinese who had grown up
in Hong Kong and who were bilingual in Cantonese and English. The
teachers all had 6 or more years of experience teaching English in
secondary schools in metropolitan Hong Kong. As shown in Table 1,
the classes in which the participating teachers introduced process writ-
ing ranged from lower secondary to upper secondary grades, from
Form 1 (equivalent to Grade 7) to Form 6 (equivalent to Grade 12),
in Band 1 (high-ability) to Band 5 (low-ability) groups.


All of the teachers joined the project voluntarily, as a way to: (a)
satisfy the research requirement of the MA in Teaching English as a
Second Language at City Polytechnic (now University) of Hong Kong,
(b) fulfill their interest in trying out the process approach to improve
their teaching of writing and to expand their teaching horizons, and
(c) try to make some headway toward improving their students’ written
English, which they all felt was one of the weakest areas of their


2Natural systems are ways of organizing experiences—including learning experiences—
which take the most direct and obvious path (the path of least resistance) to achieving their
goals.
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TABLE 1
Characteristics of Subjects and Classes


Teacher Class


Yrs School
Name Sex Exp Form Band Sex Size Location


Vivian
Frankie
Rosa
King
Judy
Amy
Cheong
Rosina


f  7
m 12
f  7
f 17
f 15
f 6


m 12
f 8


1 1 f 30
1 4–5 m f 42
2 3–5 m f 37
2 2–3 m f 38
3 3 f 37
4 4–5 m f 38
4 5 m f 35
6 4–5 m f 31


Kowloon
New Territories
Hong Kong
New Territories
Kowloon
New Territories
Hong Kong
Hong Kong


Note. Teacher:
Name = The name used by the teacher in all project activities; many people in Hong
Kong use a self-selected (or other-selected) English name rather than their given
Chinese name in certain contexts such as school.
Yrs Exp = Number of years teaching experience as of August 1, 1992.
Class:
Form = Year of secondary school
Band = Students’ academic level (l=highest, 5=lowest)
Sex = Sex of class members (mf = mixed gender)
Size = Number of students (Note that typical class size is 35+, though the youngest
and oldest students are sometimes placed in “small” classes of 30–35.)
School Location—Hong Kong = Hong Kong island; Kowloon = lower Kowloon Penin-
sula; New Territories = area between southern China and lower Kowloon


students’ language proficiency. All had some previous knowledge of
the process approach, and four had previously tried to apply aspects
of process writing after attending an in-service workshop and receiving
guidance in the approach from the government Institute of Language
In Education.


Project Activities and Data


In the project, the teacher volunteers attended initial orientation and
monthly training and reflection sessions with the principal investigator
(myself), the associate investigator (Mark Brock), and the project
trainer (Marie Cheung) during a 6-month focused implementation
period (August 1992–January 1993). Within the focused implementa-
tion period—which was followed by a 1-year free implementation pe-
riod—the teachers taught three process writing units, each comprising
four to six lessons and resulting in a composition by the students. The
teachers were free to develop the units themselves or to use or adapt
from provided materials designed by the project trainer, a former
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secondary teacher, specifically for use with Hong Kong secondary
students. During this period, the teachers kept diaries on the three
process approach units they taught as a record and source of reflection
on the effects of their experience of process writing on their thinking,
their teaching, and the students’ learning.3


As a further source of reflective input, Brock responded to the
diaries individually in writing and reported on the overall pattern
of the diary entries at the monthly meetings attended by all project
members. The monthly meetings were also videotaped and transcribed
as a record of the training and as data on participating teachers’ prob-
lems and concerns throughout the focused implementation period.
In addition, the teachers filled out several questionnaires about their
writing practice and philosophy and their reactions to the project both
before and after the focused implementation period as an assessment
of the changes they underwent as a result of applying process writing
in their English classes. They also wrote lengthy general reflections at
the end of the 6-month tryout period (February 1993) as input to
their MA thesis (completed in May 1993) and to project teachers’ own
published accounts of their experiences (K.-c. Li, in press; Lo, 1994).
Finally, we observed the teachers three times during the tryout period,
once in each unit, with follow-up discussions and written feedback
given each time as input to their reflective process.


This article seeks to interpret the results of the focused implementa-
tion of process writing based on all of the data so far analyzed and
incorporating the insights of previous reports and interpretations of
findings. Findings are first summarized from previous reports in the
categories of teacher diaries, questionnaires and sharing at monthly
meetings, and observations, with illustrative comments drawn from
the teachers’ MA theses4  and from a published account of one teacher’s
experience (Lo, 1994). Each of the three categories of data incorporate
different modalities (visual, oral, written) and combinations of infor-
mation at different levels of abstraction (direct observation, retro-
spective accounts, questionnaire responses, open-ended and prompted
reflections, extrapolation and generalization) and from different indi-


3Brock (1995) is a report of the students’ written evaluations of the process writing lessons
in these teachers’ classes.


4In their theses, some of the teachers selected a first-person voice for describing their
experience on the project while others chose to give third-person accounts, taking the
perspective of a researcher or teacher-researcher describing what happened in their class-
rooms. It is a unique feature of this study that all of the teachers involved produced MA
theses which could be referenced and cited rather than leaving the participants’ voices
anonymous, as is usually done in classroom research. In working on this paper, I came to
believe that not naming them or explicitly citing their work would give a wrong impression
of the importance of the individual teachers’ contribution to the project. I therefore con-
tacted each one and got their willing agreement to be named and cited in this work with
reference to specific passages of their theses.
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viduals (the eight project teachers and three investigators). Each data
source therefore offers a different perspective from which to view the
teachers’ experiences in the project. Looking across the different types
of data gathered during the 6-month focused implementation period
and generalizing on them across the eight teachers, one can gain a
cumulative, longitudinal view of this group of Asian teachers’ changed
orientation in relation to process writing. They responded to process
writing on a behavioral, affective, and cognitive level as they considered
procedural, interpersonal, and conceptual aspects of the innovation
and gradually integrated elements of the method of process writing
into their personal practice and subjective theory of teaching. I then
present a general model of teacher change based on the findings
reported here and building on the previous interpretations of project
results.


FINDINGS


Teacher Diaries


According to the teachers’ diary entries (Brock, 1994), in the first
unit of process writing, the participants were mostly concerned with
the how-to of delivering reasonably polished lessons in an orderly
sequence. Diary entries written for the first unit were mainly descriptive
and problem focused, as teachers reported the procedures they used
in lessons and described the difficulties they and their students were
having in carrying out process writing tasks. Because they were focused
on reporting problems and on trying to understand the how-to aspects
of process writing, the diary entries were more numerous for this
first unit than for subsequent units. Three common issues emerged in
relation to the tryout for Unit 1: (a) timing of lesson activities, (b) keeping
students on task, and (c) managing pair and small-group work.


According to Brock’s (1994) report of the teachers’ diary entries,
the struggles of the teachers and the students during the first unit
seemed to abate considerably in the second unit, as all became more
familiar and comfortable with the activities of process writing. By the
second unit, as the teachers devoted less conscious attention to skills,
they put more of a focus on their own and their students’ interaction,
including issues of motivation, discipline, and their own and their
students’ feelings about process writing. By the third unit, the teachers
were more focused on the meaning of the new forms of interaction
for their own teaching, as they tried to fit changes in their way of
teaching and the emerging forms of classroom interaction into their
teaching system. In the diary entries for the third unit, the teachers
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showed a concern to try to understand and explain what they and
their students were experiencing in their process approach tryout. In
so doing, they demonstrated increased reflectivity and “a discernible
shift towards a more interpretative (as opposed to transmission) atti-
tude and approach to the teaching of writing” (Brock, 1994, p. 65).


To summarize these findings, the teachers’ diary entries show a
pattern in which their attention and awareness moved from more
concrete to more abstract concerns from the first to the third unit. In
the first unit, their orientation was to the most immediate concerns of
running a lesson and keeping their students on task. The diary entries
for the second unit suggest increasing skill and confidence in applying
process writing techniques and an increasing focus on the less lesson-
specific aspects of classroom management involving facilitation of in-
teraction, motivation, and the affective responses of teacher and stu-
dents. In the diary entries for the third unit, the teachers were mainly
concerned to explain and generalize on their experiences with process
writing by drawing inferences and extracting principles to guide their
future practice. In some cases, these principles represented a rejection
of some aspects of process writing, such as, in the case of one teacher,
that of putting a major emphasis on student-managed activities or
peer work (Brock, 1994).


Questionnaires and Monthly Meetings


As participants shared their feelings and experiences at the monthly
meetings and in a questionnaire-based evaluation of the 6-month inten-
sive process writing trial (Pennington, in press; Pennington & Cheung,
1993, 1995), it became clear that providing the participating teachers
with suitable materials—for example, by adapting available materials
and building up a resource bank of shared writing lessons—greatly
facilitated their adoption in the early stage, thus encouraging the
teacher to continue learning about and applying the innovation. The
teachers’ successful initial experience with the innovation was the result
of the students’ positive reaction to and good performance on the
first process approach lessons they tried, all of which were based on
materials customized for Hong Kong secondary schools as provided
by the project trainer. The students enjoyed the peer activities and
“were exultant that their viewpoints were accepted despite the gram-
matical errors” (Lo, 1994, p. 31).


The students’ positive reaction and achievement came as a pleasant
surprise to the teachers (Pennington & Cheung, 1993), and this reac-
tion fueled their early-stage classroom actions and out-of-class reflec-
tions, moving them from an initial focus on what could keep the lesson
progressing smoothly and the students on task to a focus on their
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students’ response. This focus naturally also involved them in an exami-
nation of their relationship to that response, in terms of both their
responsibility for it and their reaction to it. Thus, as Cheong related:


[T]he students were eager and excited to read the teacher’s feedback. It
was probably because the teacher focused his comments on content and
attempted to appreciate the students’ work in the feedback. Though this
appeared to be a natural outcome of the way of giving feedback to the
students, and it is after all understandable that students prefer to have
their ideas and effort appreciated rather than criticized, the fact was that
the teacher had never [emphasis in original] seen students being so positive
towards feedback about their writing. Using the product-approach in the
past, students seldom worked seriously on the teacher’s feedback, not to
mention getting excited by it. (K.-c. Li, 1993, p. 80)


Pennington and Cheung (1993, 1995) report that at the beginning
of the project, teachers focused on the factors making it hard for them
to apply process writing in their classes. For example, one teacher,
Rosa, found it difficult to balance numerous constraints. In describing
her experience, she wrote:


In designing the process writing materials, the target teacher [Rosa] experi-
enced the delicacy and critical difficulties in making compromises between
the school syllabus and the process writing units. That is, within a certain
period of time, she had to finish the school syllabus, of which its content
might not be relevant and useful to be adopted into the process writing
units. (Lam, 1993, p. 28)


Over time, however, the teachers’ perspective changed in that they
became more focused on the factors making it possible for them to
implement the innovation. This shift in attitude from problems to
potentials was realized in the teachers as a movement from an emphasis
on the uncontrollable district and school factors such as class size, the
heavy teaching schedule, the set syllabus, and the transmission-based
attitudes of supervisors to controllable classroom factors relating to
their own and their students’ attitudes and behavior (Pennington &
Cheung, 1993, 1995). The discomfort the teachers had felt in the
beginning about the nuts and bolts of implementing a process ap-
proach was thus replaced by attention to classroom process, motivation,
and feelings in relation to the new teaching practice.


After the participating teachers overcame the initial psychological
and technical barriers, they were able to consider the changing teacher
and student roles and relationships involved in applying process writ-
ing. In moving from a product to a process orientation, the students
had to gain independence from the teacher, take more responsibility
for their writing, and work cooperatively with others in drafting, giv-
ing, and receiving feedback. Teachers in turn had to give up some of
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their control of the students and classroom events and to become less
of an authority figure and more of a helper to the students. Such
considerations of roles and responsibilities, which challenged the teach-
ers’ long-standing practices and beliefs, led them to reflect more deeply
on process writing as a method and on its contrast with their prior
teaching approach. In a comment similar to those made by the other
teachers, Vivian wrote that “instead of playing the role of a marking
machine, the language authority, or the center of attention, the teach-
er-researcher [i.e., Vivian] became an observer or facilitator to support
the motivated, self-initiated students in their learning.” (M.-k. Li, 1993,
p. 39)


Observations


The concern for classroom process that grew out of the teachers’
early experience applying process writing procedures helped to im-
prove their application of those procedures so that by the second or
third unit, as documented in observation reports (Pennington, 1995a),
they had all settled into a definite and comfortable teaching routine.
Although most teachers were still oriented toward product teaching,
all had incorporated elements of process writing into their practice
and philosophy of teaching writing. These elements included multiple
draftings (all teachers), peer work (7 teachers), content-related feed-
back (all teachers), teacher feedback other than for correction and
grading (all teachers), and more interaction between teacher and stu-
dents (7 teachers).


Whereas some of the teachers settled on three drafts as adequate
for a process approach, by the time of the third unit, several were
promoting only two drafts as appropriate for their classes. Although
requesting three drafts was a major innovation for these teachers, a
two-draft requirement was in fact parallel to the usual practice of
making students rewrite papers which had been marked up for errors
with teacher corrections by recopying them with all corrections added
as shown. Nevertheless, as the second draft in the tryout units was not
based (only) on teacher corrective input, but instead incorporated
content input and peer input, these teachers are considered to have
modified their approach to the teaching of writing by incorporating
a process orientation to development of content in an intermediate
(i.e., non-initial) draft.


Peer work was generally adapted to the Hong Kong secondary edu-
cation status quo by being of a highly structured, teacher-directed
kind which typically involved checksheets or other sorts of focused
tasks accomplished in pairs or small groups. Nevertheless, as peer work
allows students to work together to develop themselves and their work
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cooperatively and with relative independence from the teacher, it is
considered to be evidence of student-centering and, hence, of interpre-
tational, process values.


Input to students’ writing generally took the form of reading matter
such as story books or (for the Form 6 class) newspaper articles, as
well as sample compositions, usually selected from the work of other
students. Other input came from students’ opinions and ideas, gener-
ally given in English, in a limited response format, and in a whole-
class mode, about the topic or the sample compositions, as well as, in
a peer mode of native-language or mixed-code discourse, about each
others’ work on that topic (Pennington, 1994, 1995a). Students also
did some brainstorming of ideas related to topics in whole-class and
group mode, and the teachers added content comments to their usual
formal feedback to students (K.-c. Li, in press). Several of the teachers
also circulated to answer questions while students worked at their desks
alone or with classmates in peer activities, and some added individual
or small-group conferences to their routine as well (Lo, 1994).


As the teachers were no longer focused only on errors but reacted
to students’ ideas, they became more interested in their ideas and
developed a closer relationship with their students (Pennington &
Cheung, 1993). Thus, Cheong observed that


as the teacher appreciated the students’ effort in their writing despite the
errors found, he got motivated by it. This was reflected in the consistent
increase in the quantity of feedback given. (K.-c. Li, 1993, p. 80)


The students in turn reacted most favorably to this attention, many
of them stating that it was the first time that their teacher had showed
an interest in them personally. Some of the students even asked their
teachers for additional help on their writing during and after class.
Judy reported that during one class, the students became


involved in a group discussion, and the classroom was soon full of life.
Students exchanged ideas and some were overwhelmed with joy when they
realized that their ideas had been ‘starred’ by their peers as being good or
creative. They read each other’s work with enthusiasm. When I wandered
around the classroom, I was flooded by students’ questioning. Students
reflected their delight in having their teacher around for help. (Lo, 1993,
p. 32)


The students’ excitement and willingness to write was apparent in
their behavior and in the completed compositions and drafts exhibited
during the classroom observations.


The primary classroom result was a more interested, involved, and
interactive teaching-learning process. Thus, in reflecting on her experi-
ence on the project, Judy remarked:
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As a great incongruity with the past, students savoured the inviting, lively
and relaxing learning climate and environment in the writing lessons. In
addition, there was a great change in my teaching attitude as well. I disen-
gaged myself from my desk and heaps of books, and monitored the class-
room, ensuring my availability in the students’ vicinity in case they needed
help. I recognized my assistance was essential in the students’ writing pro-
cess. I lifted my authoritarian mask and played the role of a companion
in their discussion, accepting their ideas, giving reassurance and appraisal
at appropriate times, bridging the social gap through conferencing with
them, and giving suitable advice when necessary. I began, to take pleasure
in the writing lessons as less time was spent on preparing the lesson and
marking and yet I could involve both the teacher and students in the writing
process and the amelioration of the writing product was both remarkable
and encouraging. (Lo, 1994, p. 31)


The primary out-of-class result of this new, more student-centered
and self-invested form of teaching was an inevitable questioning and
reorientation of the basis of long-standing practice.


DISCUSSION


From an analysis of records comprising the eight teachers’ diaries,
their responses to pre and post questionnaires and in guided sharing
in meetings with the project team, and observations of their classes,
a general picture emerges of the changing focus of these teachers’
orientation in relation to the process writing innovation over a 6-month
period. According to this picture, in the earliest stage of their adoption,
the teachers were focused on materials, techniques, and the constraints
interfering with their attempts at innovation. An initial positive re-
sponse from their students stimulated participating teachers to con-
tinue their adoption and move from a focus on procedures and prob-
lems to a focus on their students’ feelings and behaviors, and their
own reaction and input to these. These results in turn led to (a) a
continuing refinement of procedures to try to continue to obtain a
positive reaction from students, and (b) a continuing assessment of the
effects and effectiveness of the implementation that led to a smoother
implementation and a deeper and more personalized understanding
of the innovation.


The concerns expressed by the eight teachers can be described as
falling into one of three categories:


● Procedural: Matters involving techniques, materials, and logistics.


● Interpersonal: Matters involving the teacher’s and the students reac-
tions, feelings, roles and responsibilities, motivation, and classroom
atmosphere.
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FIGURE 1
Stages of the Teachers’ Development


Stage 1:


Stage 2:


Stage 3:


PROCEDURAL
Interpersonal
(Conceptual)


INTERPERSONAL
Procedural
Conceptual


CONCEPTUAL
Interpersonal
Procedural


● Conceptual: Matters involving personal meaning, explanation, inte-
gration of theory and practice.


The evolution of the teachers’ awareness and focus of attention gener-
ally followed an order across the process writing adoption which moved
from procedural, to interpersonal, to conceptual concerns,5   as shown
above, where capitalization indicates the main focus:


In Stage 1 of the teachers’ experience with process writing, proce-
dural matters were of primary concern, with interpersonal matters
secondarily implicated in the subjects’ application of materials and
techniques. The strong focus on procedural matters implies that con-
ceptual concerns were in Stage 1 backgrounded or eclipsed by these
more pressing matters. In Stage 2, after techniques had become rou-
tine, interpersonal matters assumed the center of the teacher’s atten-
tion. Procedural concerns were still of some importance in Stage 2,
however, as these were closely related to ongoing maintenance and
development of the interpersonal aspect of instruction. Concern with
conceptual matters also began to emerge as the teachers tried to under-
stand the effects and effectiveness of the new techniques they were
trying out and the resultant changing patterns of interaction. As proce-
dural matters were refined and moved out of the focus of attention,
and the interpersonal aspects of the new techniques became routinized,
the focus of the teachers’ attention in Stage 3 became conceptual, that


5I developed this model as an analogical extension of Katz’s (1974) description of effective
management in terms of three types of skill: technical, human, and conceptual. I previously
applied Katz’s three-skill model (Pennington, 1985) to describe the skills needed by ESL
administrators. Although the hierarchical aspect of the model was not stressed in Katz’s
(1974) original article, this feature is central to the notion developed here, that is, that
teachers progress from lower to higher level skills via more in-depth processing of informa-
tion that leads to deeper understandings of theory and practice, more consistent patterns
of action, and more intricate interconnections among facets of their practice.
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is, to understand the impact of the process writing innovation in terms
of procedural and interpersonal aspects of instruction and the import
of the innovation for teaching long-term.


In addition to representing the focus of teachers’ attention at differ-
ent stages of their adoption of process writing, the stages of Figure
1 can also be taken to represent their developing knowledge and skills.
According to the figure, interpersonal knowledge and skills were devel-
oped on a basis of procedural knowledge and skills, and conceptual
knowledge and skills on a basis of interpersonal and procedural knowl-
edge and skills. Because the progression from one stage to the next
is cumulative, it would seem that in the present project, the teachers
evolved a changed conception of teaching both from a deeper under-
standing of the techniques and procedures of the process approach
and from a new view of roles and responsibilities of teachers and
students attendant on that approach. Likewise, they evolved a higher
level of conceptual skill—for example, for planning and for integrating
theory and practice—on a basis of procedural and interpersonal exper-
tise. As they moved through these three stages of their adoption of
process writing, the teachers responded to the innovation in terms of
their behavior, affect, and cognition, and were able to gradually inte-
grate their knowledge, skills, and practice in each of these dimensions.
These dimensions, taken together, embody a full human response and
commitment to the innovation.


It would seem that the sequence of these teachers’ development was
not coincidental but rather represents a natural and possibly a relatively
common path (albeit not a necessary sequence), as implied by similar
insights arising from other studies of teacher change (e.g., Goodman,
1986; Wideen, 1992). This typical developmental path is one in which
teachers first respond to a problem or a new method in the easiest and
most direct way, as a simple behavioral response, that is, by focusing
on classroom procedures and materials. This response reflects the
practicality ethic (Doyle & Ponder, 1977) of teachers, whereby their
focus is on the practical part of any new information they are provided.
Only later are they led, through reflection-in-action, to more general
concerns that result in new understandings of their practice and deep-
level change. It is only when they have achieved a basic mastery of
the procedures and materials of a new method that teachers might
focus on social matters involving their students and their own affective
response to the innovation. And it is only when they have achieved a
certain comfort level in the social aspects of classroom management
and a certain level of affective integration of the innovation that they
will be able to extend their perspective beyond the classroom to reflect
and generalize on their experience and to attempt to explain it. Such
attempts to understand what has happened as a result of new practice
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can lead ultimately to a changed conception of the innovation—in
this case, process writing—which may then feed into other changed
conceptions—for example, of writing, the teaching of writing, and
teaching more generally.


Thus, the progression of change for many teachers may be one of
trying out a method first at the level of procedure (by experimenting
with particular materials, tasks, or techniques which are associated with
that method) as a relatively easy and safe way into the method, and
then only gradually constructing an approach out of trials with individ-
ual tasks and other aspects of procedure. An approach constructed in
this bottom-up, reconstructed and reconstructed manner is a more
contextualized and personalized embodiment of the original method
than one imposed top-down, that is, in the Richards and Rodgers (1982,
1986) sense, with approach dictating procedure via considerations of
design.6 An approach constructed in a bottom-up manner will be one
more adapted to new circumstances other than those in which and for
which the original method was developed, allowing for adjustment—
as well as rejection—of aspects of the method found to be incompatible
to those circumstances. As the approach evolves through adjustment
and selective application of procedures over a period of time, there
will also be time for teachers to acclimate or acculturate themselves to
the method and so accept and understand it. Therefore, importantly
for a non-Western context like Hong Kong, the development of an
approach by reconstructing, reprocessing, and reconstituting a
method is a more culturally adaptable way into a method and hence
a more feasible way to import new ideas than a wholesale adoption.


A MODEL OF THE TEACHER CHANGE CYCLE


From these results and in the context of previous discussions of
project results, I developed a model representing a cycle of teacher
change (see Figure 2). The model, which can be seen as an elaboration
of Schön’s (1993) reflection-in-action model based on the findings of
this study, helps to illustrate how teachers take in, process, and assimi-
late new information in the course of change. In response to a per-
ceived problem or dilemma—in the present case, students’ poor written


6As Richards and Rodgers (1982) observe, a development of method in the top-down order
from approach, to design, to procedure is not necessarily “the ideal methodological develop-
ment . . . . It is not clear whether such a developmental formula is possible, and it certainly
does not describe the typical case . . . . One can, for example, stumble on or invent a teaching
procedure that appears to be successful on some measure and then later develop . . . a
design and a theoretical approach which explain or justify the given procedures. Several
currently popular methods appear, in fact, to have been developed from procedure to
approach (pp. 134-135).
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FIGURE 2
The Teacher Change Cycle


English and the teachers’ perception of their own lack of success in
helping them improve their writing—teachers seek information or
other forms of assistance in solving the perceived problem. Only that
input which is accessible (in terms of physical and cognitive availability;
Pennington, in press) and gets past the teacher’s cognitive-affective
filter (Pennington, in press b), as determined by the teacher’s cultural
and personal values, can enter the teacher change cycle and become
intake to teaching practice. Through reflection, this intake is processed
at an increasingly deep level, moving through change cycles, to become
uptake to the individual teacher’s system of values and classroom behav-
iors (Pennington, 1995b).7


According to the model, which represents the cycle of change within
a teacher’s system of beliefs and practices, the teacher change cycle
begins when a dilemma or problem captures the teacher’s attention,
activates his or her mental processes, and passes through the cognitive-
affective filter, rather than being screened out or deflected by it. The
problem will then elicit a response from the teacher, that is, in some part
of the teaching system. In the model, a teacher’s most basic response to
a problem is at a procedural level of techniques and materials. Mastery
of techniques and materials is gained by trying and reflecting on their


7These terms were originally introduced by Krashen (e.g., 1982) to describe language acqui-
sition.
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use and application, possibly numerous times. The possibility of multi-
ple reflective action cycles at a procedural level of response is repre-
sented in the model as a loop feeding from Procedural concerns into
the component of Reflection, exiting Reflection as a reprocessed form
of information which may then recycle through the system as a new
form of input (i.e., as a new conceptualization of the problem or
dilemma) passing through the filter (or not), and then recentering the
Procedural concerns component at a higher level.


As teachers gain skill in managing the techniques and materials of
the new approach, they will begin to move to a broader focus on
classroom management moving from issues of interaction and atmo-
sphere to those of interpersonal concerns. As they begin to focus on
their own and their students’ reactions and achievements and how
they might ensure that these are positive, they may be led back to the
procedural concerns of techniques and materials, but at a higher level
of understanding and awareness (as signified by the arrow going back
up through Reflection on the righthand side of the model and feeding
back down again through the Procedural component). Indeed, these
loops may cycle multiple times, as the reflective process involves recycl-
ing and reprocessing of ideas to fit into the teacher’s own cognitive
ecosystem and classroom ecology (Doyle & Ponder, 1977). In every
loop, the path may involve passing through the teacher’s cognitive-
affective filter again, causing an increasing interaction between the
filter and the other information passing through the teaching system.
This filter thus becomes increasingly permeable to other information
and in fact begins to be restructured or reconfigured on that basis.


As the interpersonal aspect of their teaching increasingly occupies
teachers’ attention, in terms of their own and their students’ feelings
about what is happening in class and what is producing this reaction,
they move to a deeper level of conceptual reflection, that is, the level
of conceptualization of their teaching method and process and how
these influence their students’ learning process. It is at the conceptual
level of response, as teachers seek to account for changed reactions
and results, that they begin to explain new teaching practices in their
own terms and to make decisions about future applications of those
practices. As in the other aspects of teaching, reflection on conceptual
matters may lead back into other parts of the change cycle, to a consid-
eration of interpersonal or procedural concerns, but at a higher level
of awareness and understanding. Reflection at this level thus helps to
tie together the most concrete and the most abstract levels of response
to an innovation, providing both retrospective and prospective views
of its meaning for the individual teacher Following this developmental
path, instructional procedures become teaching skills embedded in
values and understanding.
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Although it would seem that a teacher’s response to a problem could
occur at any level in the cycle represented by the model above, for the
teachers in this study, the primary source of input was the materials
and techniques to which they were introduced in sessions with the
project trainer and principal investigator. One reason for this primarily
externally provided, outside-in response (Hunt, 1987) was that they felt
themselves simply too busy to develop their own innovative response
to their students’ writing problems. A further reason was a lack of
commitment to the method of process writing, given a basic skepticism
about its applicability to their teaching context— that is, its instrumen-
tality, its congruence, and its cost to established teaching patterns
(Doyle & Ponder, 1977). As Sikes (1992) notes:


Experienced teachers who have been teaching for some years will have
developed ways of doing things which they have found to work for them
in their situations. Consequently they may be reluctant to abandon tried
and tested methods for new ones which they may be afraid will fail. (p. 47)


In the following comment, Vivian expresses the doubts felt by most
of the participating teachers from the outset:


When the teacher-researcher [Vivian] first came across the approach, she
did not expect much from it and even questioned its workability. Though
she decided to try this method to see if it could solve her problems, she
expected herself to give up after a few trials because she was uncertain about
the approach itself, its applicability, and the right way of implementing it.
Yet, the ideas of drafting and redrafting in a recursive manner enlightened
her. Fortunately, the outcomes of the implementation were very encourag-
ing, and she was delighted when she realized that the approach really
worked. Her confidence and self-awareness in teaching writing increased,
and so did the quality of her teaching. (M.-k. Li, 1993, pp. 26–27)


Related to their lack of commitment to process writing, another
important reason the teachers’ response to the perceived problem was
at first one primarily of trying out externally provided resources or
guidance seems to be that their transmissional views of teaching made
them unable to conceptualize process writing at other than an abstract
level. Thus, although all of the teachers could write about the theory
of process writing in a fairly sophisticated way at the beginning of the
project, when it came to actually implementing it in the classroom,
they were quite insecure and unsure of how to proceed. In other
words, they had not made the link between the more abstract level of
approach and the more concrete level of procedure that form the two
ends of the method continuum, as defined by Richards and Rodgers
(1982, 1986). Given this lack of connection between theory and prac-
tice, it could be said that for this group of teachers, the method of
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process writing at the start of the project was incoherent.8   The problem
seemed to be that the schema or subjective theory of teaching which
they had built up over their lives as students and teachers in Hong
Kong prevented them from fully comprehending what process writing
meant in practical terms.


This group of teachers’ lack of real understanding of process writing
can be ascribed to their strong transmissional tradition, making it
difficult, if not impossible, for the real message of process writing to
get through. Borrowing from Krashen’s (1982) ideas about language
learning, we can say that the tryout the teachers underwent and their
reflective practice in relation to this trial helped to lower their cognitive-
affective filter so that the message of process writing could get through
and the teachers could negotiate more fully the meaning of the innova-
tion in their own contexts (Pennington, in press b) and make coherent
links between theory and practice.


Through increasingly deep reflection, teachers were able to recon-
sider their previous notions of teaching and reconstruct a teaching
framework to incorporate the previously contradictory elements (Pen-
nington, 1995b, in press b). At the same time, a mutual adjustment
occurred between the innovation and the context into which it was
introduced, as the teachers adapted process writing to their teacher-
centered, transmissional teaching culture. Towards the end of the
focused implementation period—and following this period for the rest
of the school year—one teacher (Amy) even made attempts to relate
process writing to the ever-present Hong Kong standardized examina-
tions, reasoning as follows:


If the process writing approach can be modified in such a way that the
students can apply the skills and techniques acquired in process writing to
sit the public examination, the process writing approach should become
more popular and widely adopted and adapted by the writing teachers in
Hong Kong. (K.-m. Cheung, 1993, p. 66)


This kind of two-sided adjustment must be expected whenever process
writing—or any innovation coming from outside—is introduced into
a new type of teaching culture because, as Sikes (1992) observes, “it
is through these cultures that change is mediated, interpreted and
realized” (p. 43).


Several features of this project maybe responsible for the particular
results obtained, as summarized in Figure 3. Because they were experi-
enced teachers, this group of practitioners mastered the procedural
aspects of process writing and were able to extract principles for their
own materials design fairly soon, As King realized:


8Interestingly, this was true even for those project teachers who had already gone through
process writing training and implementation with the Institute of Language in Education.
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FIGURE 3
Project Features Related to Teacher Change


Teachers experienced


Adoption supported
reflective
group and individual
goal-directed
tied to learning opportunities


As experience accumulated, the researcher [King] gained confidence and
had a desire to design materials and activities for the third writing cycle,
so as to best suit the class in view of the syllabus, students’ interests, profi-
ciency, and progress. (Chan, 1993, p. 47)


These teachers were therefore able to move to the level of interper-
sonal and conceptual concerns more quickly than some other less
experienced teachers might have. In the case of this particular project,
the teachers may also have moved relatively quickly through the change
cycle because they were strongly supported as a group and as individu-
als by the various forms of input provided on the project in the way
of materials, initial training and guidance in monthly meetings, and
feedback via observation. Most importantly, the teachers were led to
reflect extensively and regularly on their experience during the 6-
month tryout, as preparation for, discussion during, and follow up to
the monthly project meetings. The teachers were also no doubt pushed
to the higher level of concerns in the cycle by the need to write up
their results for their MA thesis. It may therefore be that the project’s
provision for critical reflection and its definite goals related to action
research helped drive the teachers’ adoption and change process.


In other cases, one can imagine that teachers might get stuck at the
level of procedural concerns, or that it might take longer for them to
move beyond these concerns—if they are not strongly supported and
if they do not receive a positive initial response from students to new
techniques or materials. It would seem that teachers will be more likely
to continue with an innovation, or to give it their best effort, if the
students react favorably in the early stages, as “teachers are consider-
ably more interested in and responsive to immediate student reaction”
(Doyle & Ponder, 1977, pp. 4–5) than some forms of feedback on
their performance. Hence, provided materials and training in specific
classroom techniques may serve an important role in starting a process
of educational innovation and teacher change.
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CONCLUSIONS AND IMPLICATIONS


In this report on research on eight bilingual English teachers’ adop-
tions of process writing, we can see a shift from a focus on procedural
concerns to more interpersonal concerns, including concerns with their
own and their students’ feelings, roles, and responsibilities. This pro-
gression from a focus on technical matters to matters involving reac-
tions, roles, and relationships was followed by a shift toward conceptual
matters of explanation and systematization of each teacher’s changing
views and teaching practices into a coherent, regrounded method. In
the process, the teacher as well as the method changed, as the educa-
tional innovation was adapted , not merely adopted (Doyle & Ponder,
1977, p. 4), and process was redesigned and reconceptualized for the
new teaching context. As for the teachers studied by Wideen (1992),
the complexity of the innovation:


seemed to provide something for everyone both in terms of improved
teaching and for their own professional development. What existed was a
general concept of a change, but one that carried specific meaning for
different people. This expressed itself in part by the different perceptions
of the change held by different people. (p. 145)


Thus, each teacher experienced a different awareness of the process
writing innovation that brought about an individual change process.


The teachers who participated in this project responded at an in-
creasingly deep and personal level to their experience with process
writing. By reflecting on their experience at each stage, they were able
to gradually integrate theory and practice into a personal philosophy
of teaching which would now incorporate the insights gained from
practicing the process approach. In this sense, they had adapted the
process writing innovation to their own circumstances and had grown
as teachers through that adaptive process. As Rosa remarked:


[T]he target teacher [Rosa] has changed a lot after implementing process
writing with her students. She has become more confident and much rejuve-
nated after having taught English in the secondary school for 6 years. She
also found a solution to overcome her predicament in marking piles of
compositions. (Lam, 1993, p. 67)


Participating in the process writing innovation, in which the teachers
struggled at behavioral, affective, and cognitive levels to fit new prac-
tices into their existing classroom situations and the larger educational
structure, was the impetus for teacher change on all these levels.


As compared to the teachers’ initial response to the process ap-
proach, the final outcome represents a more skilled and also a more
personalized embodiment of the innovation. In the sense of bridging
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between craft and art, “allowing for both an individual and a collective,
replicable aspect of teaching” (Pennington, 1990, p. 134), it represents
a more professional outcome as well. This research therefore helps to
elucidate the mechanism by which teachers gradually change, through
a developmental process in which they introduce new techniques and
roles into their repertoires, at the same time adjusting those techniques
and roles to fit their own circumstances and needs. Thus, although
education is situation dependent (Pennington, 1989), development is
context interactive, as external influences are incorporated into the
teachers’ own world, and the teaching context is made to fit individual
teacher’s conceptual model of how and what that teacher wants the
classroom to be.
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The Limits of Compensator Strategies
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This study examines the relative contributions of linguistic and strate-
gic competence to the performance of international teaching assis-
tants (ITAs) on a teaching task. Study 1 examines the relative contri-
bution of language and teaching skills to overall test performance,
whereas Study 2 examines the effect of a one-semester training class
on the retest performance of ITAs who initially did not pass the test.
The results indicate that the extent to which language abilities are
critical to the teaching task varies with the proficiency of the learner.
Compensatory teaching strategies, which enable more proficient stu-
dents to overcome linguistic weaknesses, do not have a strong effect
for less proficient learners.


R ecent trends in communicative language teaching have led to
an increasing demand for more communicative and authentic


language tests. In order to design such authentic tests, we must engage
the test takers in tasks that reflect those in which they will engage in
the situation under examination. These tasks require the L2 speaker
to make use of a wide variety of linguistic abilities and communicative
strategies. As a result, the emphasis on authentic tasks has raised ques-
tions concerning the respective contributions of linguistic and strategic
competence to test performance. Bachman (1991) has suggested that
any language test involves the simultaneous and interactive use of both
language knowledge and strategies. He proposes that in designing
authentic tests, we consider not only situational authenticity, that is,
whether the task is authentic, but also interfactional authenticity, that
is, the degree to which different types of language knowledge and
strategy use are involved in the task. This question is particularly
relevant to the testing of international teaching assistants (ITAs).
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In the past decade there has been an increasing demand from stu-
dents, parents, boards of regents, and state legislatures to test the
oral proficiency of ITAs employed at U.S. universities in an effort to
determine which ITAs have the necessary oral skills to function as
teachers or lab assistants and to identify those who need further train-
ing in oral communication in English (Bailey, 1984; Hinofotis & Bailey,
1981; Hoekje & Linnell, 1994; Hoekje & Williams, 1992; Kaplan,
1989; Williams, 1992). In order to assess the authenticity of a test of
communicative competence for ITAs, we must establish the specific
context in which the communication takes place and define the neces-
sary skills involved. Once that is accomplished, we must ensure that
the test we use to measure the oral proficiency of our subjects actually
requires the performance of the skills previously defined.


The situations in which ITAs must interact are varied. In addition to
making classroom presentations, they must also lead discussion groups,
supervise group work, explain experiments in a laboratory setting,
and hold office hours (Axelson & Madden, 1994; Davies, Tyler, &
Koran, 1989; Rounds, 1987; Shaw & Garate, 1983). The diversity of
these activities requires varied language skills, communication strate-
gies, and an understanding not only of how U.S. classrooms work but
also of how U.S. undergraduates think (Hoekje & Williams, 1992;
Kaplan, 1989; Sadow & Maxwell, 1983; Shaw & Bailey, 1990).


Among the language skills necessary for the ITA, pronunciation
initially received the greatest attention. Hinofotis and Bailey (1981)
found that pronunciation was considered to be an important factor in
native speaker (NS) undergraduates’ evaluation of ITAs’ performance
in a videotaped role play. Among the various pronunciation subskills,
Anderson-Hsieh, Johnson, and Koehler (1992) found that problems
involving stress and intonation strongly affected NS judgment of non-
native speaker (NNS) pronunciation and were more significant than
problems with segmental, syllable structure, and voice quality. Simi-
larly, Tyler, Jefferies, and Davies (1988) found that nonnative stress
and intonation patterns of Chinese and Korean TAs resulted in the
perception that their lectures were “disorganized and unfocused’
(p. 101). Another pronunciation skill found to be important in the
evaluation of ITAs’ communicative ability is speaking rate. Anderson-
Hsieh and Koehler ( 1988) addressed the relationship between a foreign
accent and speaking rate of ITAs and their effect on NS listening
comprehension of lecture material. They found that the speaking
rate of NNSs’ lectures had a critical effect on comprehension: Faster
speaking rates significantly lowered comprehension.


Another type of language skill which affects the performance of
ITAs is the use of discourse markers. This area of linguistic compe-
tence has received increasing attention in recent studies. Researchers
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have noted that the use of overt organizational markers and cohesive
ties improves the comprehensibility of ITAs (Douglas & Myers, 1989;
Hoekje & Williams, 1992; Rounds, 1987; Shaw, 1994; Tyler, 1992;
Tyler, Jefferies, & Davies, 1988; Williams, 1992). Some of these studies
also suggest that the use of such explicit discourse markers compensate
for problems in pronunciation.


A third ability which affects ITA performance is strategic compe-
tence. ITAs often have deficiencies in language skills, which studies
suggest may be overcome by the use of appropriate compensation
strategies. For example, Douglas and Myers (1989) identify a number
of communication strategies that might serve to compensate for certain
linguistic deficiencies of ITAs. Two such strategies are the use of the
blackboard as compensation for pronunciation problems and asking
for clarification as compensation for comprehension problems. Hoekje
and Williams (1992) also identify two types of strategies that improve
ITA performance—the use of discourse markers and nonlinguistic
strategies like the use of handouts and overheads. In the context of
ITA performance, such compensation strategies can be viewed as both
general communication strategies and, more specifically, as strategies
to enhance classroom effectiveness. Thus, they may have an impact
not only on the ITAs’ language skills but also on their teaching skills.


Given the limited time allocated to ITA training programs, and the
fact that research and experience suggest that ITAs make more rapid
progress in compensatory strategies than in language skills, many ITA
training programs focus on such communication strategies, often to
a greater extent than on language skills. However, this focus on com-
munication strategies may not be appropriate for students at all levels
of proficiency. The effectiveness of communication strategies may
depend on the level of the learners’ language knowledge. In an article
discussing the use of language in authentic situations by ESL learners,
Seliger (1985) suggests that in cases where the linguistic system is
deficient, pragmatic factors that contribute to successful communica-
tion play a more significant role. On the other hand, as linguistic
proficiency increases, Seliger hypothesizes that reliance on pragmatic
information and strategies may decrease. Ard (1989), whose study
focuses on ITAs, concurs that paralinguistic skills can be employed as
compensatory strategies but suggests that with regard to pronunciation
and grammar there is a “minimum threshold for success” (p. 126)
below which there will be a breakdown in communication. In other
words, although paralinguistic strategies are useful and can serve as
compensation for problems of pronunciation or grammar, a certain
minimal level of these linguistic skills is necessary in order for successful
communication to take place. There is an apparent contradiction be-
tween these two claims. On the one hand, Seliger indicates that con-
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pensatory strategies play a bigger role in communication when lan-
guage deficits are great. On the other hand, Ard suggests that if the
linguistic difficulties are “too great, compensatory strategies will not be
effective. The discrepancy may be explained if we consider that these
researchers are discussing students at different proficiency levels in-
volved in different language tasks: Seliger’s article discusses ESL learn-
ers in general, and Ard’s pertains specifically to ITAs, who usually
have a fairly high level of competence. However, because neither study
provides specific empirical data on the proficiency of the students
being discussed, the question remains open at which level of proficiency
and in which situations compensation strategies are effective. One of
the aims of our research was to explore this relationship between
level of proficiency and effectiveness of strategy training for ITAs in
teaching situations.


The research cited identifies the situations in which ITAs must use
English and specifies the organizational, textual, and strategic knowl-
edge they require. An authentic test would sample all of these skills
in an appropriate situational context (Bachman, 1991; Hoekje & Wil-
liams, 1992; Shohamy & Reves, 1985; Smith, 1994). Unfortunately,
initial attempts at testing ITAs have ceded to practicality over authen-
ticity, making use of widely available tests like the Test of English as
a Foreign Language (TOEFL) and the Test of Spoken English (TSE),
which do not adequately sample all of the language skills specified
above, nor do they use authentic situational contexts. The TOEFL
provides scores for listening comprehension, structure, and reading,
but does not purport to measure spoken English at all. Departments
have attempted to use it to initially screen ITAs because the TOEFL
is often the only test international students take before they arrive
on campus. Not surprisingly, these attempts have been unsuccessful
because of the low correlation between TOEFL scores and ITAs’ ability
to function as instructors (Yule & Hoffman, 1990).


The TSE and its institutional counterpart, the Speaking Proficiency
English Assessment Kit (SPEAK) test, are much more widely used than
the TOEFL in ITA testing. Although these tests do require the ITAs
to speak, they do so in a situation and with a set of tasks that bear
little resemblance to the classroom. The authenticity of these tests has
been widely questioned, both as general oral proficiency measures and
as screening tests for ITAs (Hoekje & Linnell, 1994; Kaplan, 1989;
Shohamy & Reves, 1985; Tyler, 1992).


In an attempt to find a more authentic measure of oral proficiency,
some programs have used the Foreign Service Institute (FSI) Oral
Proficiency Interview or the American Council on the Teaching of
Foreign Languages Oral Proficiency Interview (ACTFL OPI), which
is the version adapted for academic purposes. In one such program,
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Bailey (1983) found that ITAs who scored below 1 + on the FSI Oral
Interview received lower student ratings than those ITAs who obtained
a 2 or better on the interview. In spite of this correlation, problems
remain because the interview procedure does not sample the appro-
priate-language tasks required of ITAs in the classroom (Hoekje &
Linnell, 1994). It is unlikely that the OPI score alone is a sufficient
predictor of classroom readiness.


All three of these tests have obvious deficiencies in authenticity.
None of them sample the range of skills necessary to the functioning
of ITAs in an appropriate setting. In response to these concerns about
authenticity, a number of institutions have implemented tests which
require ITAs to perform teaching tasks (Briggs, 1994; Smith, 1994;
Smith, Meyers, & Burkhalter, 1992). This study focuses on Smith,
Meyers, and Burkhalter’s test, the ITA Test. The advantage of this
test is that, unlike other tests that are used only internal to a specific
institution, and for which little published information is available, the
ITA Testis fully described in the Smith, Meyers, and Burkhalter text,
and a complete rating sheet with descriptors is provided. The ITA
Test requires ITAs to teach a minilesson and respond to questions in
a classroom setting. Raters evaluate the presentation and the ITAs’
answers to questions during the subsequent question/answer period
on a scale resembling that of the TSE/SPEAK. The rating sheet has
separate sections for Presentation Language Skills, Teaching Skills,
and Interactive Language Skills, each of which is further divided into
subskills, as shown in Figure 1 below.


Although the two language skills subsections primarily include as-
pects of clearly linguistic competence (pronunciation, grammar, flu-
ency, and comprehensibility), the teaching skills section includes some
aspects of strategic competence both explicitly and implicitly. Two
aspects of strategic competence are explicitly listed in the descriptors:


FIGURE 1
Skills Evaluated in the ITA Test


Presentation Language Skills:
Pronunciation Fluency Grammar Comprehensibility
Teaching Skills:


Organization of presentation Audience awareness
Clarity of presentation Interaction
Relevance of content Teacher presence


Manner of speaking Method of handling questions
Nonverbal communication Clarity of response to questions


Interactive Language Skills:
Pronunciation Fluency Grammar Comprehensibility


Use of blackboard and visual Aural Comprehension
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the use of visuals and nonverbal communication. However, the effec-
tive use of these and other types of strategies may also have a strong
impact on the overall teaching skill rating. This is because in rating
teaching skills evaluators are in fact responding to the pragmatic effec-
tiveness of the ITA in a specific language situation.


Thus, the scoring sheet provides categories for rating both language
and teaching skills. The latter category includes some aspects of strate-
gic competence. However, the extent to which the task engages each
skill has not been investigated. Given the claims of Ard (1989) and
Seliger (1985) concerning the varying effectiveness of compensation
strategies for different learners, it is possible that the extent to which
language skills and teaching skills, which may reflect strategic compe-
tence, are engaged will vary with the proficiency of the learner.


This study uses data from the ITA Test to investigate the relative
importance of language skills and teaching skills to the overall test
results. There were two phases of data collection, reported here as
Study 1 and Study 2. Study 1 investigates the relative contribution of
language skills and teaching skills to the overall performance of ITAs
on the ITA Test. Study 2 looks at the effect of a one-semester training
class on the retest performance of ITAs who initially did not pass the
ITA Test.


STUDY 1


The purpose of Study 1 was to examine the relationship of language
skills and teaching skills to the overall scores of ITAs on the ITA Test.
Language skills were measured using the TOEFL, the OPI, and the
language subscores of the ITA Test. Teaching skills were measured
using the teaching skills subscores of the ITA Test. Given previous
research, we expected that neither the TOEFL nor the OPI would
be sufficient predictors of ITA performance on the teaching task.
However, we did expect the two language subscores and the teaching
subscore on the ITA Test to show a relationship to the total score. We
sought to determine each subscore’s relative contribution to overall
performance on the teaching task.


Subjects


Eighty nonnative speakers of English enrolled at Oklahoma State
University were tested in presemester evaluations for ITAs. Based on
their overall score on a 5-minute mock teaching test, subjects were
assigned to one of three categories: Pass, Provisional Pass, and Fail. Ten
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TABLE 1
Subjects’ Language Backgrounds and Departments


Language Background


Department Pass Provisional Pass        Fail


Chemistry


Chemical Engineering


Civil Engineering


Electrical and Computer Engineering
English
Management
Marketing
Math
Microbiology


Mechanical Engineering
Nutritional Science
Sociology


Arabic (1) Malayalam (1)
Hindi (1)


English (1) Telegu (2)
Tamil (4)
Telegu (1)


Arabic (1)
Marathi (1)
Tigrinya (1)
Telegu (1)


Mandarin (1)
Telegu (1)


Mandarin (1)


Telegu (1) Bengali (1)


Mandarin (1)


Mandarin (1)


Mandarin (3)
Tamil (1)
Mandarin (1)
Thai (1)
Mandarin (1)
Mandarin (1)


subjects from each category were selected at random to be included in
the study. Subjects selected were graduate students in a variety of
departments. See Table 1 for a breakdown of subjects’ language back-
grounds and departments.


Instruments


The two tests used in this study were the ACTFL OPI and a 10-
minute mock teaching test, the ITA Test (Smith, Meyers, & Burkhalter,
1992). On the ACTFL OPI, subjects received a holistic score reflecting
a global rating of proficiency from Intermediate to Superior (see Ap-
pendix A). For statistical purposes, overall proficiency level ratings
were converted to numerical values following the scale used by Dando-
noli and Henning (1990), as shown in Figure 2.


On the ITA Test, subjects receive subscores for the three skills
mentioned above: Presentation Language Skills (0–12), Teaching Skills
(0–36), and Interactive Language Skills (0–12). They also receive a
rating for Evaluator’s Overall Impression (0–15). These scores are
then added and multiplied by four in order to yield a total score
ranging from 0 to 300. This scoring procedure was adapted by the
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FIGURE 2
Numerical Conversion System


ACTFL Proficiency Rating
Superior
Advanced High
Advanced
Intermediate High
Intermediate Mid
Intermediate Low
Novice High
Novice Mid
Novice Low


Numerical Equivalent
3.3
2.8
2.3
1.8
1.3
1.1
0.8
0.3
0.1


Source: Dandonoli & Henning, 1990, p. 13


test designers from that used in the TSE, in order to provide a similar
range of scores. (See Appendix B for a sample score sheet.)


PROCEDURE


For the ACTFL OPI all subjects were interviewed in an empty class-
room by a single interviewer. No other people were present in the
room. Interviews were audiotaped and later transcribed. All interviews
were rated by two raters—one ACTFL certified tester and one of two
graduate student trainees. The trainees had successfully completed a
semester-long graduate seminar in Oral Proficiency Assessment focus-
ing on rating and eliciting oral proficiency by interview, using the
ACTFL OPI, and by field-specific performance test, using the ITA
Test. If ratings of the first two raters were not identical, then a third
rating was obtained. This was necessary in only 4 out of 30 cases. There
were two cases of acceptable disagreement (Advanced/Advanced High)
and two cases of unacceptable disagreement (Intermediate High/
Advanced). In each of these cases, the third rater agreed with one of
the original two ratings, and this score. was adopted.


For the ITA Test, subjects presented a 5-minute lecture in their
field to a panel of two trained raters from the English department
faculty plus a faculty member representing the ITA’s department.
The representatives from the ITAs’ departments were given a modi-
fied scoring sheet which listed all the subskills in Figure 1, but they
were not required to supply a score for each skill. They were instructed
to consider these skills in order to make an overall assessment of the
ITA’s readiness to teach. The only rating they made corresponded to
the rating for Evaluator’s Overall Impression. The English department
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raters used the full scoring sheet. After the test the raters would confer
to determine whether their overall evaluations corresponded. In cases
where the English department raters’ evaluations differed from that
of the ITA’s department representative, the discussion usually took
the form of making the department representative aware of the criteria
which prompted the rating. In addition to the panel, the class members
consisted of the ITA’s colleagues from the same department. The
class members listened to the presentation and asked questions if they
desired. The size of the class varied depending on the number of
ITAs from each department being tested. For example, the chemical
engineers had a larger class for their mock teaching test than the
chemistry students because there were more chemical engineering
students taking part in the evaluation. All presentations were video-
taped and later transcribed.


During the initial 5-minute presentation, raters judged Presentation
Language Skills and Teaching Skills. After the 5-minute lecture, the
panel asked questions for the next 5 minutes in order to determine the
score for Interactive Language Skills. Then a subscore for Evaluator’s
Overall Impression was determined. All subscores were added and
multiplied by four to determine the total score, as specified in the
rating sheet. Total scores from the two English department judges
were averaged. The standard error of measurement for the total score
was 7.01. The interrater reliability coefficient for the two English de-
partment raters for the total score was .94, p < .05. A similarly high
reliability was found for the Evaluator’s Overall Impression, r = .91,
p < .05. However, the interrater reliability for each of the subscores
was considerably lower: for Presentation Language Skills, r = .73, for
Teaching Skills, r = .68, for Interactive Language Skills, r = .76. In
all cases, p < .05.


Subjects were then placed into one of three groups based on the
averaged total score as follows: (250+ = Pass; >220 = Provisional
Pass; <220 = Fail). If ITAs earned a total score of 250 or better, then
they could be assigned to classroom teaching without further training.
A Provisional Pass score (220–249) enabled ITAs to teach as long as
they were enrolled in an ITA training course. ITAs with scores below
220 could not be assigned to classroom teaching and were advised to
take a semester-long training course after which they could be retested.
These initial cutoffs were chosen based on an examination of the ITA
Test scoring descriptors. Students receiving below a 220 on the ITA
Test would generally receive subskill scores in the 1.5 to 2 range (on
a scale of 3). According to the descriptors, these scores would indicate
frequent to occasional difficulty in each of the subskill areas which
would cause problems in comprehensibility. Furthermore, they would
receive scores of 7 or below (out of 15) for Evaluator’s Overall Impres-
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sion. These ratings would indicate that the ITA either was not ready
for teaching yet, or could function only in office hours or tutoring
situations. 1 


The cutoff score of 250 (between Provisional Pass and Pass ratings)
was also determined primarily by the descriptors. Students receiving
scores above 250 would generally receive subskill ratings of 2.5 or 3
(out of 3), indicating only minor difficulties that do not interfere with
comprehensibility. Furthermore, they would receive a score of 12 or
higher (out of 15) for the Evaluator’s Overall Impression, which would
indicate that they were ready for classroom teaching with no further
training.


Results of Study 1


The scores of the 30 students on the ITA Test are given in Table
2. These scores are divided into groups based on their total score on
the ITA Test. The overall mean for the entire group was 222.67, with
a standard deviation of 38.42. The Pass group had total scores ranging
from 252 to 278 (out of 300) with a mean score of 263.60. The Provi-
sional Pass group had scores from 221 to 232, with a mean of 226.10.
The Fail group had scores from 127 to 209, with a mean of 178.30.


Because we were interested in the interrelation of each of the three
subskill scores among each of the three placement groups, we also
report these summary statistics by group in Table 2. Although all three
skill subscores show substantial differences in mean scores among each
of the three groups, for the purposes of placement testing the range
of scores is most relevant. It is important to note that there is no
overlap in the range of scores in the Pass group and the Fail group
for any of the subscores. All those who passed had scores on both
Presentation Language Skills and Interactive Language Skills of 9.0
or higher (out of 12), while those who failed had scores at or below
8.75. For Teaching Skills, the Pass group had scores at or above 30.75
(out of 36), while the Fail group had scores at or below 27.25. Thus,
scores on any one of the three skills differentiated between ITAs in
the Pass and Fail groups. On the other hand, the scores of the Provi-
sional Pass group overlap with the other two groups on all of the
subscores. This suggests that for the Provisional Pass group, the relative
contributions of language and teaching skills may not be consistent.
In some cases, students may be placed in the Provisional Pass group


1Recent research has raised questions concerning the appropriateness of assigning ITAs
with low test scores to office hours and tutoring (Axelson & Madden, 1994). The interactive
nature of such assignments may actually require a high level of discourse competence,
which ITAs with low teaching test scores may lack (Myers, 1994; Rounds, 1994).
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TABLE 2
Means, Standard Deviations, Ranges of ITA Test Scores


ITA Test Scores M SD range


Total
Pass
Provisional Pass
Fail


PL
Pass
Provisional
Fail


IL
Pass
Provisional
Fail


T S
Pass
Provisional
Fail


263.60
226.10
178.30


10.50
9.03
6.90


10.38
9.05
6.78


32.15
27.68
23.68


9.54
4.18


24.20


0.79
0.58
1.39


0.60
0.56
1.44


0.78
1.70
2.86


252–278
221–232
127–209


9.00–11.50
7.75–9.75
4.75–8.75


9.50–11.50
7.75–9.75
4.75–8.75


30.75–33.25
25.00–30.75
18.25–27.25


Note: PL = Presentation Language; IL = Interactive Language; TS = Teaching Skills


as a result of good teaching skills and poor language skills and in other
cases the opposite may be true.


In order to determine the relationship of language skills and teach-
ing skills to the overall scores of ITAs on the ITA Test for the entire
group, we computed a series of Pearson Product-Moment Correla-
tions. These appear in Table 3.


We will begin by considering the relationship between the ITA Test


TABLE 3
Correlations of ITA Test Scores, TOEFL, and OPI*


TOEFL OPI ITA Total PL IL TS


OPI .63
ITA test


Total .57 .88
PL .58 .83 .92
IL .56 .81 .93 .97
T S .58 .80 .94 .79 .80
Overall Impression .54 .86 .96 .88 .86 .89


Note: PL = Presentation Language; IL = Interactive Language; TS = Teaching Skills
*For all correlations, p < .05
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TABLE 4
Multiple Regression Analysis of TOEFL and OPI as Predictors of


ITA Test Total Score


ß r ß r


TOEFL .02 .57 .01
OPI .87 .88 .77*


Note: Adjusted squared multiple r = .772, F (2,27) = 45.709, p < .05 * t < .05


score and the two external measures of language proficiency, the
TOEFL and the OPI. As Table 3 indicates, the TOEFL has the lowest
correlation with the total score of the ITA Test, r = .57, p < .05. The
OPI has a higher correlation with the ITA Test total score, r = .88,
p < .05.


Even higher correlations with the total ITA Test scores were found
for all of the subscores of the ITA Test: for Presentation Language
Skills r = .92, for Interactive Language Skills r = .93, for Teaching
Skills r = .94, and for Evaluator’s Overall Impression r = .96. In all
cases, p < .05.2


In order to further examine the relative contributions of these mea-
sures to the total ITA Test score, we computed two multiple linear
regressions. The first regression analysis used the ITA Test total score
as the outcome variable and the TOEFL score and the OPI rating as
predictor variables.3   These results are shown in Table 4. As the table
indicates, the combined predictive value of the TOEFL and OPI is 77
percent, as indicated by the adjusted squared multiple r of .772. The
B value for the TOEFL is .02 indicating that this variable is not a viable
predictor  of  total score.  For  the  OPI the  B  value  is  .87  and  B r  is  .77,
indicating that the OPI accounts for the entire 77 percent of the
variation in total score.


2The intercorrelations among ITA subtests are fairly high. For Presentation Language Skills
and Interactive Language Skills, the correlation is . 97. This is not surprising given that
the two subtests measure the same skills on two different parts of the test: the lecture and
the question sections. The correlations between the other subtests range from .79 to .88,
indicating some overlap in what the subtests measure.


3We report the multiple regression using four values, as indicated in Brown (1988). The
first is the standard partial regression coefficient or B value. This value indicates the amount
of variation accounted for by a single variable when other elements are held constant. The
second  value  is  B r ;  this  figure  is  computed  by  multiplying  the  B value by the  Pearson
Correlation Coefficient. It indicates the proportion of the variance in the dependent variable
which is accounted for by each of the independent variables. The third value is the adjusted
squared multiple r, which indicates the amount of variation in the dependent variable
accounted for by all the independent variables included in the regression. Finally, we
report the t value, which indicates whether a particular variable significantly improves the
predictability of the regression.
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TABLE 5
Multiple Regression Analysis of ITA Test Subscores as Predictors of Total Score


PL .11 .92 .10
IL .24 .93 .22*
TS .38 .94 .37*
Overall Impression .32 .96 .25*


Note: PL = Presentation Language; IL = Interactive Language; TS = Teaching Skills. Ad-
justed squared multiple r = .984,  F (4,25) = 453.60, p < .05 *t < .05


In order to consider the relative contributions of only the subskills
themselves to the total score, we computed a second multiple regression
analysis. Table 5 shows the results of this regression, in which the
subscores of the ITA Test are used as predictor variables. In this case,
the adjusted squared multiple r equals .984. The greatest amount of
variance  is  predicted by  the  Teaching Skills  for  which  B  = .38  and  B r
is .37. This is followed by Overall Impression which accounts for 25
percent of  the  variation  (B  = .32,  B r  =  .25) and  Interactive  Language
Skills  which account  for  22  percent  of  the  variation  (B =  .24,  B r =
.22). Presentation Language Skills accounts for the smallest amount
of  variance,  ten  percent  (B = .11,  B r = .10). The t values of less
than .05 indicate that Interactive Language Skills, Teaching Skills, and
Overall Impression all contribute significantly to the regression.


Discussion of Study 1


If we consider the relationship between the performance of the
subjects on the two general proficiency tests and their scores on the
ITA Test, we find different results. Although both TOEFL and OPI
scores correlated significantly with the ITA Test total score, the magni-
tude of the correlations differed greatly. The TOEFL had a moderate
correlation of .57, while the OPI had a much higher correlation of
.88. The results of the multiple regression analysis confirm this trend.
The TOEFL was not a significant factor in the regression, whereas
the OPI was a significant factor, accounting for 77 percent of the
variance. These findings confirm those of previous studies which indi-
cate the general and understandable weakness in the TOEFL’s ability
to predict performance on a teaching task. On the other hand, the
results suggest that scores on the OPI were better indicators of the
student’s potential for success on the ITA Test. This confirms Bailey’s
(1983) finding of a relationship between the FSI OPI and evaluations
of ITAs. Thus, not surprisingly, we have found that the OPI, which
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is a direct test of speaking, is a better indicator of ITAs’ teaching
performance than the TOEFL, which is an indirect test of other skills.
However, more important is the relationship between the two measures
of oral proficiency-the OPI and the ITA Test. Although the type of
discourse tested in the OPI does not appear to correspond directly to
that required by the teaching task, some of the same skills may be
relevant to the two tasks. The relationship between the OPI and the
ITA Test suggests a link between overall oral proficiency and perfor-
mance on the ITA Test, but it does not indicate that the OPI would
bean adequate substitute for the more situation specific test. Whereas
the OPI did account for 77 percent of the variation in the ITA Test
total score, this still leaves a fair amount of variation unaccounted for.
In the testing of ITAs, failing to account for the largest possible amount
of variation in teaching performance could result in a significant in-
crease in placement problems.


An analysis of the subscores on the ITA Test allows us to further
examine the extent to which the students’ scores depend on their
language proficiency. The overall impression of the evaluators, which
is a holistic judgment of the students’ performance, was a significant
predictor of the ITAs’ total scores. However, of greater interest is the
relative contribution of the three subscores which measure specific
language skills. The weighting of the ITA Test scoring sheet heavily
favors teaching skills: 24 points are allotted specifically for language
skills, whereas 36 are allotted for teaching skills. In spite of this
weighting, the language skills subscores played an important role in the
success of students on the test. The two ITA Test language subscores
(Presentation Language Skills and Interactive Language Skills) corre-
late very highly with the total score, but the amount of variance ac-
counted for by each of the language subscores varies. When all sub-
scores were considered in the regression analysis, Presentation
Language Skills accounted for 10% of the variance in the total score,
while Interactive Language Skills accounted for 22%.


The strong link between language skills and overall test performance
is paralleled by a similar link between Teaching Skills and total score.
Not only is the correlation between Teaching Skills and total ITA Test
score high, but the Teaching Skills subscore was also a significant
predictor of overall test score in the regression analyses. When all
subskills were considered in the regression, Teaching Skills accounted
for 37% of the variance in total score. The relative strength of Teach-
ing Skills as a predictor of overall performance on the ITA Test would
suggest that in some cases, ITAs with adequate language scores may
have failed the test owing to weaknesses in their teaching skills. The
examination of the raw scores of the students confirmed this to be
true, especially for the students in the Provisional Pass group. This
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finding raises political concerns about the fairness of considering teach-
ing skills in the testing of ITAs when most campuses do not test
native speakers. In the case of the ITA Test, these considerations are
somewhat attenuated by the fact that raters’ perceptions of the teaching
of the ITAs is probably affected, to a large extent, by the use of
organizational markers and syntactic devices that create cohesion. The
use of these markers may depend in part on the ITA’s linguistic
competence because many such markers require a high level of syntac-
tic competence. However, the concern for equity in testing still remains.


The tendency for Teaching Skills to contribute most strongly to
overall performance may not hold true for all ITAs. The examination
of the raw scores suggested that there might be a stronger relationship
between language scores and overall test scores for students in the Fail
group than for students in the other two groups. All the students who
failed had language scores which indicated that they had some to many
difficulties in pronunciation, grammar, fluency, and comprehensibil-
ity. These students failed regardless of their teaching abilities, sug-
gesting that a threshold level of language ability might be necessary
to pass the ITA Test.


The results of the first study indicate that satisfactory performance
on the teaching test is a function of both language skills and those
teaching skills measured by the ITA Test. In order to pass the test
students needed competency in both of these areas. This study also
supports the results of previous studies which indicate that general
proficiency tests, particularly those which assess receptive (rather than
productive) skills, like the TOEFL, are not adequate predictors of
students’ performance in a classroom setting. The OPI, which tests
skills that overlap more with skills on the ITA Test, is a better predictor
but is still inadequate because it does not sample all the specific aspects
of the required discourse situation. A more authentic teaching test,
like the ITA Test, is likely to sample more of the appropriate discourse
features. The data generated by Study 1 also indicated that there might
be a threshold level of language ability necessary to pass the ITA Test,
making language skills more relevant to task performance for those
with poor language skills and teaching skills more relevant for those
with good language skills. The second study further investigates this
question.


STUDY 2


The purpose of Study 2 was to examine the relative importance of
language skills and teaching skills to the students’ overall test perfor-
mance by comparing the effect of a one-semester ITA training course
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on retest scores of students of different language abilities. We hypothe-
sized that if a threshold level for language ability is necessary to pass
the ITA Test, then students with low language subscores might benefit
less from training in compensatory teaching strategies than those with
higher scores. In order to investigate this, we compared two groups
of students—those who passed on their second ITA Test following a
training course and those who failed. We expected that those who
failed on the retake would have started the training course with signifi-
cantly lower language scores and that, unless they improved in lan-
guage skills, these students would show less improvement on the second
ITA Test in both teaching scores and total scores.


Subjects


Fifteen of the 30 ITAs from Study 1 who were in the Provisional
Pass and Fail categories after their initial testing session took a semester-
long training class and then took the evaluation again. Seven of these
ITAs were speakers of Mandarin and the other eight were speakers
of Telegu, Tamil, Arabic, Hindi, Malayalam, Marathi, Thai, and Ti-
grinya.


The ITA training class stressed the following three components:
(a) language skills (focusing on exercises to improve pronunciation,
fluency, grammar, and comprehensibility); (b) cultural awareness
(emphasizing problem-solving strategies in the U.S. classroom); and
(c) compensation strategies to overcome language problems (organiza-
tion of presentations, use of blackboard and visuals, manner of speak-
ing, nonverbal communication, and method of handling questions).
The textbook for the course was Communicate: Strategies for International
Teaching Assistants (Smith, Meyers, & Burkhalter, 1992). In each unit
of the course, some aspect of pronunciation was treated; however, the
major emphasis was on teaching strategies. Throughout the semester,
students prepared presentations that were videotaped and used for
individual conferences with the instructor. Each student made the
following presentations: introducing a syllabus; using a visual aid in
a presentation; defining a term; and teaching a process. For their
final videotaped presentation, each student taught the class a 5-minute
lesson in her or his own field. After the course these students were
retested, using the ITA Test.


Results of Study 2


Of the 15 students in Study 2, 7 passed the second test, 7 failed and
1 student received a Provisional Pass. The standard error of measure-
ment for subjects included in the study was 8.05 for Test 1 and 10.86
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TABLE 6
Test-Retest Scores on the ITA Test


Difference
ITA Test 1 ITA Test 2 Index Group


221 278 57 PASS
184 274 90
229


PASS
268 39 PASS


221 261 40
232


PASS
255 23 PASS


209 253 44 PASS
225 253 28 PASS
223 243 19 PROVISIONAL
175 197 22 FAIL
127 190 63 FAIL
192 190 –2 FAIL
196 190 –6 FAIL
170 181 11 FAIL
152 168 16 FAIL
180 162 —18


M
FAIL


195.73 224.13
SD


28.40
31.17 42.02 28.25


for Test 2. Table 6 lists the 15 students’ total scores for the ITA Test
on the first administration, on the second administration (given after
the training class), and a Difference Index (DI) computed by sub-
tracting the score on the first test from the score on the re-test.4  As
the table indicates, the majority of the students improved on the second
test. While their scores on the first test ranged from 127 to 232 with
a mean of 195.73, scores on the second test ranged from 162 to 278
with a mean of 224.13. Twelve of the 15 students improved from the
first to the second administration, with improvements indicated by the
DI which ranged from 11 to 90 points. Three students received lower
scores on the second administration, as indicated by their negative DI
scores, which ranged from –2 to –18. A dependent samples t test
comparing the performance of the entire group on the two administra-
tions shows the difference to be significant ( t = –3.89, p < .05).


However, if we examine separately the performance of those who
passed and those who failed, we find very different trends. Because
there was only one person in the Provisional Pass group, the remainder
of the statistical analyses will compare only the Pass and Fail groups.
Table 7 shows the summary statistics for Total Score and the three
skills subscores for Test 1 and Test 2 for each of these two groups


4Although some researchers have objected to a Difference Index on statistical grounds, such
measures have been used effectively in studies that seek to show the effect of course work
on test performance. (See, e.g., Brown, 1989; Politzer & McGroarty, 1985.)
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separately; It includes means, standard deviations, ranges, and inde-
pendent t test results. As the table indicates, the students who passed
the test on the second administration were generally those with higher
total scores on the first administration. The mean score of the passing
group on the first administration was 217.29 as compared to a mean
of 170.29 for the failing group. The t test confirms that this was a
significant difference ( t = –4.28, p < .0167 ).5   On the second administra-
tion the passing group had a mean of 263.14 compared to a mean of
182.57 for the failing group. Again, the difference was significant
( t = –12.85, p < .0167 ). The average difference between the first test
score and the second test score was 45.86 for the passing group and
only 12.29 for the failing group. However, owing to the large variance
in each group, this difference was not significant ( t = –2.58, p > .0167).


In order to examine the relative contributions of language and
teaching skills to the overall score, we examined the performance
of each group on three subsections of the ITA Test: Presentation
Language Skills, Interactive Language Skills, and Teaching Skills. For
Presentation Language Skills, the passing group had significantly
higher scores on the first test than the failing group. The mean for
the passing group was 8.75 compared to 6.43 for the failing group.
The t test was significant ( t = –3.75, p <.0167 ). On the second test the
passing group had a mean of 9.96 compared to a mean of 6.96 for
the failing group. Again the difference was significant ( t = –6.27,
p <.0167). However, although the mean difference for the passing
group (1.21) was higher than that for the failing group (0.54), the
difference was not significant ( t = –1.17, p >.0167 ). Thus, while the
passing group generally had higher Presentation Language scores than
the failing group on both Test 1 and Test 2, there was no difference
in the average amount each group improved on this skill.


The scores for Interactive Language Skills show the same trends.
As indicated in the table, the mean for the passing group on Test 1
was 8.89 compared to 6.07 for the failing group. The t test computed
on Test 1 by group was significant ( t = –6.25, p <.0167 ). The scores
on the second test followed the same pattern. The passing group had
a mean of 10.46, while the failing group had a mean of 6.96. These
differences were also significant ( t = –7.57, p <.0167 ). However, as
with Presentation Language Skills, the difference between the groups
on Interactive Language Skills was not significant when the Difference
Index scores were compared. The mean difference between the scores
on Test 1 and Test 2 was 1.57 for the passing group and .89 for the
failing group ( t = –1.16, p >.0167 ).
5Because we compute three t tests for each scale, we have adjusted the p values using Dunn’s
procedure for multiple comparisons. Therefore, the critical value of t is 2.78, p = .05/3 or
.0167.
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TABLE 7
Summary Statistics for Test/Retest Scores on ITA Test


ITA Test Scores M SD range d f t


Total
Test 1


Pass
Fail


Test 2
Pass
Fail


Difference
Pass
Fail


PL
Test 1


Pass
Fail


Test 2
Pass
Fail


Difference
Pass
Fail


IL
Test 1


Pass
Fail


Test 2
Pass
Fail


Difference
Pass
Fail


T S
Test 1


Pass
Fail


Test 2
Pass
Fail


Difference
Pass
Fail


217.29
170.29


263.14
182.57


45.86
12.29


8.75
6.43


9.96
6.96


1.21
0.54


8.89
6.07


10.46
6.96


1.57
0.89


25.96
23.21


32.79
25.25


6.82
2.04


16.42
24.01


10.32
12.99


22.36
26.26


0.89
1.38


1.08
0.65


1.05
1.13


0.61
1.03


1.02
0.68


1.24
0.92


1.75
3.09


1.72
1.36


2.30
3.24


184–232
127–196


253–278
162–197


23–90
–18–63


7.50–10.00
4.75–8.25


7.75–10.75
6.00–7.75


0.25–3.00
–.75–2.25


7.50–9.75
4.75–7.25


8.50–11.75
6.00–8.00


–.25–3.25
–.25–2.50


22.50-27.50
18.25–27.00


30.75–35.00
23.50–27.25


4.25–11.25
–3.00–6.50


12


12


12
12


12


12


12


12


12


12


12


12


12


4.28*


12.85*


2.58 n.s.


3.75*


6.27*


1.17 n.s.


6.25*


7.57*


1.16 n.s.


2.05 n.s.


9.10*


3.10*


Note: PL = Presentation Language; IL = Interactive Language; TS = Teaching Skills
*p < .0167
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The comparison of the scores of the two groups on Teaching Skills
shows quite different results. Unlike the two language skill subscores,
the Teaching Skills subscores each group received on the first test were
not significantly different. As Table 7 indicates, on Test 1 the mean
score for Teaching Skills for the passing group was 25.96 and the
mean score for the failing group was 23.21 The t test computed on
these means was not significant ( t = –2.05, p > .0167 ). However, the
differences between the means on the second test were significant.
The passing group’s mean was 32.79 as compared to 25.25 for the
failing group. The t test was significant ( t = –9.10, p <.0167 ). There
was also a significant difference in the Difference Index between the
scores on Test 1 and Test 2. The passing group had an average Differ-
ence Index of 6.82 compared to 2.04 for the failing group. The t test
showed these differences to be significant ( t = –3.19, p <.0167 ). Thus,
while the difference between the Pass and Fail group in Teaching
Skills was not significant for Test 1, it was significant for both Test 2
and the Difference Index.


Discussion of Study 2


On the first administration of the ITA Test, there were significant
differences in Presentation and Interactive Language Skills scores be-
tween those who eventually passed and those who failed. However,
there was no significant difference between the groups with respect
to their teaching scores on the first test. The passing group came into
the training class with higher language skills scores than the failing
group but both groups had similarly low scores on Teaching Skills.
After taking the semester-long course, both groups showed only mod-
erate improvement in their language skills scores. There was no differ-
ence between groups in the amount their language scores improved.
The major difference in the performance of the two groups on the
second test was on the amount their Teaching Skills scores improved.
The passing group made average gains of 6.82 points while the failing
group had an average gain of only 2.04 points. Many students in the
failing group either made little improvement or actually got lower
scores in Teaching Skills on the second administration. By contrast,
all those who eventually passed improved their Teaching Skills scores
on the second test.


Given the difference in the language scores of the students prior to
training, these results strongly suggest that students below a minimum
threshold level of language ability did not benefit from training in
compensatory teaching strategies. For less proficient learners, the test-
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ing task seemed to engage their language knowledge primarily, while
for ITAs more proficient in language, teaching skills were more critical.


The results suggest that a single course based primarily on compen-
satory teaching strategies may not be effective for all ITAs. Although
many programs like ours with limited resources have chosen to focus
on strategies used in teaching as the area most susceptible to change
in a brief period of time, this study suggests that some students will
need intensive language training before such strategies will be useful.
Since this research was conducted, we have separated the ITA course
into two semester-long courses—one in language skills and one in
teaching strategies. Students are now placed in these courses on the
basis of their subscores on each section of the ITA Test. It remains for
further research to show whether this change leads to more accurate
placement and effective training.


CONCLUSION AND IMPLICATIONS


This study has focused on the pre- and postcourse test performance
of a limited number of ITAs with widely varying language back-
grounds. The ITAs are students with fairly advanced language profi-
ciency, performing in a situation where native speakers demand a high
level of competence and expertise. In this situation a second language
speaker must draw on all aspects of his or her linguistic and strategic
competence. Undergraduates in a university class are not likely to
function as cooperatively as listeners in other language use situations.
For example, in a recent survey of undergraduates’ experiences with
ITAs which we conducted at our institution, only 32% reported the
experience to have been positive. Furthermore, many commented that
they found their ITAs impossible to understand and that they often
dropped classes which were taught by ITAs because they found dealing
with ITAs’ language problems to be too difficult. We also noted specific
complaints by undergraduate students about two of the ITAs whose
score on the ITA Test was Provisional Pass, This would suggest that
some ITAs whom the raters judged to be linguistically competent for
the classroom were not evaluated as favorably by their students. Thus,
pronunciation or other linguistic difficulties which are not problematic
in other situations, may be viewed by students as a limitation to ITAs’
effectiveness in the classroom. This means that the burden of commu-
nicating effectively falls primarily on the ITA. The use of compensa-
tory teaching strategies can be critical to meeting the high demands
of undergraduates. If the students perceive the lecture to be clear and
well organized, they are less likely to notice any linguistic difficulties.
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Paradoxically, the types of strategies which can be most effective in
this respect are also those which require a higher level of linguistic
competence. This may explain why only the ITAs with higher linguistic
competence benefited significantly from their course in compensatory
teaching strategies. However, this finding may not extend to learners
in other situations. Students at lower levels of proficiency may well
be able to benefit from other types of strategy training in discourse
situations which are less linguistically demanding.


Another limitation in generalizing the results of this study is that
the model of teaching which most ITAs employ on the ITA Test is a
teacher-centered one in which the flow of information is unidirectional.
This allows limited opportunities for interaction with and accommoda-
tion to the listeners. Therefore, it may not be possible to generalize
the findings of a need for a threshold level of language competence
for strategies to be beneficial to learners in more interactive and cooper-
ative encounters with native speakers. In addition, given the differ-
ences in the language problems of students from varying linguistic
backgrounds, it would also be of interest to compare the effect of
training on students from different language groups. In spite of these
limitations, this study does have implications for language testing and
ITA training.


Research in testing has noted the reciprocal relationship between
language testing and language teaching. This relationship is exempli-
fied by the way in which trends in communicative language teaching
have led to an increasing demand for more communicative and authen-
tic language tests. This emphasis on authentic tasks generally has the
effect of shifting attention from lower level skills of language compe-
tence toward the higher cognitive abilities of textual competence and
strategy use. Unfortunately, in some situations, this shift in attention
may result in inadequate diagnosis and training of students.


In the studies reported here, comparison of the precourse and post-
course test scores showed a strong discrepancy in the gains made by
students depending on their language skills. Those with low ITA Test
language scores showed significantly lower gains on the posttest than
those with higher ratings. The results also showed that the extent to
which language abilities are critical to the testing task varies with the
proficiency of the learner. Although compensatory teaching strategies
may enable more proficient students to overcome weaknesses in pro-
nunciation or fluency, they do not have a strong effect for less proficient
students. Thus, it appears that in order to benefit from strategic train-
ing students must first attain a threshold level of language ability. This
threshold level will probably vary with the strategy being taught and
the situation in which it is used.
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APPENDIX A


ACTFL Guidelines: Generic Descriptions-Speaking


Novice
The Novice level is characterized by the ability to communicate minimally with learned
material.


Intermediate
The Intermediate level is characterized by the speaker’s ability to:
● create with the language by combining and recombining learned elements, though primar-


ily in a reactive mode;
● initiate, minimally sustain, and close in a simple way basic communicative tasks; and
● ask and answer questions


Advanced
The Advanced level is characterized by the speaker’s ability to:
● converse in a clearly participatory fashion;
● initiate, sustain, and bring to closure a wide variety of communicative tasks, including


those that require an increased ability to convey meaning with diverse language strategies
due to a complication or an unforeseen turn of events;


● satisfy the requirements of school and work situations; and
● narrate and describe paragraph-length connected discourse.


Superior
The Superior level is characterized by the speaker’s ability to:
● participate effectively in most formal and informal conversations on practical, social, profes-


sional, and abstract topics; and
●  support opinions and hypothesize using native-like discourse strategies.


Source: ACTFL Proficiency Guidelines, 1986


TESTING LANGUAGE AND TEACHING SKILLS OF ITAs 757







APPENDIX B


ITA Test Score Sheet


Rater: Date:


I. Presentation Language Skill
Pronunciation 0 .5 1 1.5
Grammar 0 .5 1 1.5
Fluency 0 .5 1 1.5
Comprehensibility 0 .5 1 1.5
TOTAL FOR PRESENTATION LANGUAGE SKILLS


II. Teaching Skills
Organization of presentation  0
Clarity of presentation  0
Relevance of content  0
Use of blackboard and visuals                           0
Manner of speaking  0
Nonverbal communication  0
Audience awareness  0
Interaction  0
Teacher presence  0
Aural comprehension  0
Method of  handling quest ions 0
Clarity of response to questions 0
TOTAL FOR TEACHING SKILLS


 1 2


 1


III. Interactive Language Skills
Pronunciation 0
Grammar 0
Fluency 0


.5


.5


.5


.5


.5


.5


.5


.5


.5


.5


.5


.5


.5


.5


.5


..5


 1
 1


 1
 1
 1
 1
 1
 1
 1
 1


 1
 1
 1
 1


1.5
1.5
1.5
1.5
1.5
1.5
1.5
1.5
1.5
1.5
1.5
1.5


1.5
1.5
1.5


Comprehensibility 0 1.5
TOTAL FOR INTERACTIVE LANGUAGE SKILLS


Comments
2 2.5 3
2 2.5 3
2 2.5 3
2 2.5 3


(out of 12)


2 2.5
2 2.5


2.5
2 2.5
2 2.5
2 2.5
2 2.5
2 2.5
2 2.5
2 2.5
2 2.5
2 2.5


3
3
3
3
3
3
3
3
3
3
3
3


(Out of 36)


2 2.5 3
2 2.5 3
2 2.5 3
2 2.5 3


(out of 12)


IV. Evaluator’s Overall Impression


No Teaching Yet  Office Hours/Tutoring  Classroom Teaching Classroom Teaching
Continue Training Continue Training Continue Training No further training


0 1 2 3 4 5 6 7 8  9  10  11 12 13 14 15


TOTAL OVERALL IMPRESSION
(out of 15)


TOTAL RAW SCORE x 4 = TOTAL SCORE
(out of 75) (out of 300)


Source: Smith, Meyers, & Burkhalter, 1992, p. 173
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RESEARCH ISSUES
The TESOL Quarterly publishes brief commentaries on aspects of qualitative
and quantitative research. For this issue, we asked two researchers to discuss
methodological challenges in the rating of compositions.


Edited by DONNA M. JOHNSON
University of Arizona


Research on the Rating Process


Rating Nonnative Writing:
The Trouble with Holistic Scoring


LIZ HAMP-LYONS
University of Colorado, Denver


■ The rating of writing has been the subject of an enormous volume
of research. Sadly, however, much of that research has been carried out
using methodologies that are unable to uncover what is most interesting
and most problematic about writing. The important questions are the
same for teachers and researchers: What makes writing good? What
makes good writing? What makes good writers? Writing is a complex
and multifaceted activity. When we assess writing, we engage in another
complex and multifaceted activity: judging another person’s text. Into
that text has gone not only that person’s grammatical ability, their
reach of word knowledge and control, their sense of what a unified
subject is, their factual knowledge about the subject, but also their
understanding of the world and their place in it, their exploration of
ideas, and their feelings. How shall we judge all this?


Clearly, the answer depends on the context. For many contexts,
portfolio-based writing assessments are ideal (Black, Daiker, Sommers
& Stygall, 1994), and classroom teachers develop and use a range of
formal and informal measures. But most formal writing assessments,
including most of those for nonnative writers, use holistic scoring and
report single scores, and these instruments are commonly applied or
adapted for research studies. The conventional form of holistic scoring
involves two readers for each text, each giving a fast, impressionistic
reading, with a third reader if these two disagree (disagreement is
variously defined from program to program). The two/three readers’
scores are summed or averaged to arrive at the final, single-number
score. Variants of this method are used by the Educational Testing
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Service (ETS) for the Test of Written English (TWE) and the University
of Michigan’s Michigan English Language Assessment Battery
(MELAB). MELAB uses optional codes that readers can assign to
essays, which are then reported (MELAB Technical Manual, 1994).


Sometimes a student’s essay is internally congruent, and the qualities
of the writing (and therefore the reader’s responses) maybe adequately
represented by a single score for large-scale testing purposes or for
research use as a support measure (when the research object is not
writing proficiency/ies). But sometimes, a text is so internally complex
(e.g., highly developed but fraught with grammatical errors) that it
requires more than a single number to capture its strengths and weak-
nesses. Readers do sometimes identify and need to separate out fea-
tures of essays they are trying to score in order to make sensible
judgments, as the example (Figure 1) shows.


The writing of second language English users is particularly likely
to show varied performance on different traits, and if we do not score
for these traits and report the scores, much information is lost. The
writer in Figure 1 scored 8+2+6+4, to average 5. Is 5 a “true score”
for this writer? What does 5 tell us? Is that what we need to know? For
this and many writers, holistic scoring provides insufficient information
for such purposes as program placement in large programs where
course choices are available or for research into the nature of student
writing.


A holistic scoring system is a closed system, offering no windows


FIGURE 1
One Student’s Performance on Multiple Writing Traits
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through which teachers can look in and no access points through
which researchers can enter. Scores generated holistically cannot be
explained to other readers in the same assessment community; diag-
nostic feedback is out of the question. The people affected by the
decisions—the student writer, her parents and teachers, her academic
counselors, admissions officers, grant-awarding bodies—are denied
knowledge about what weaknesses and problems need to be worked on
or what strengths illuminate the writing. And, for writing researchers,
holistic rating of compositions fails as a qualitative research tool.


Essay testing has significant limitations, increasingly prominent as
process pedagogy becomes part of all approaches to writing instruc-
tion; but essay testing remains pervasive, and we must find ways to do
it well. A great deal remains unknown about the processes by which
writers interpret essay prompts and compose on tests; about raters’
rating processes and values; about essay test design; about score inter-
pretation and use. Holistic scoring permits only quantitative research,
limiting what can be known and permitting crude perceptions and
categorizations of written work and of imagined writers (Barritt, Stock,
& Clark, 1986). Because holistic scoring obscures the basis for scores,
writers cannot be protected against the influence on raters’ scores of
features of writers’ text such as the use of “ESL,” nonstandard, or
“feminized” forms.


A different approach, multiple trait assessment, tells us more
(Hamp-Lyons, 1991). In multiple trait assessment (MTA) an essay test
structure is developed within a context by a careful, detailed iterative
process, ideally by a group rather than a single “expert” (whether
insider or outsider). From a set of fully specified descriptors of writing
performance/characteristics along traits (criteria) discovered to be sa-
lient in the context and at a range of levels appropriate to the context,
prompt type is specified, and appropriate scoring criteria and stan-
dards are developed. There may be three to six criteria, all of which
are both scored and, ideally, reported (unfortunately, scores are often
summed before public reporting in large-scale programs). The “com-
position profile” method (Jacobs, Zinkgraf, Wormuth, Hartfiel, &
Hughey, 1981) is similar, but raters sum scores while scoring. Invalu-
able in diagnosis and complex placement decisions, the MTA process
also opens up to researchers all aspects of test development and opera-
tion. MTAs are especially useful as research tools in writing research
( e.g., Cumming & Riazi, 1994). They provide detailed data to research-
ers about the characteristics of texts and the value raters ascribe to
texts and text facets. Researchers can and do develop their own MTAs,
or select from existing MTAs, to explore the research questions con-
cerning them.


In comparing holistic scoring with multiple trait assessment and
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scoring, I have ignored other methods (e.g., primary trait scoring:
Lloyd-Jones, 1977) because I see the key issue in operational language
testing and in research methodology as centering on adequate and
appropriate information for making and understanding decisions.
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Looking Behind the Curtain:
What Do L2 Composition Ratings Really Mean?


JEFF CONNOR-LINTON
Georgetown University


■ The past 20 years have seen two major changes in the teaching and
rating of L2 writing: In teaching, emphasis is shifting from product
to process; in rating, indirect, “objective” tests have given way to direct
assessment of samples of student writing. Writing assessment research,
like oral proficiency assessment research, has focused on improving
the reliability of rating scales and procedures, potentially at the cost
of the ratings’ validity. Rating scales (holistic or analytic) with relatively
few proficiency levels promote interrater reliability by compressing
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and shaping the possible space in which individual raters may express
their responses to compositions. For example, holistic rating scales—
even when composed of multifeature level descriptors—risk forcing
potentially multidimensional rater responses into a single dimension
of variation.


The focus on reliability has emphasized the product of assessment;
much less research has been devoted to the process. For many practical
academic purposes, high reliability of composition ratings may be suf-
ficient (although the reification among writing teachers of simplistic
developmental schema poses its own dangers). However, for our un-
derstanding of the rating process and, ultimately, the validity of differ-
ent rating scales and procedures, reliability is not sufficient (Cumming,
1990). Stated simply, if we do not know what raters are doing (and
why they are doing it), then we do not know what their ratings mean.


L2 composition assessment research should look more closely at the
rating process. Three methods for research on the rating process and
the kinds of questions they can help to answer are described below.


Direct observation of the rating process, especially through analysis
of think-aloud protocols, may provide the richest evidence about what
raters think and do while rating L2 compositions. Vaughan (1991) and
Cumming (1990) offer excellent models of this approach and raise
serious questions about how homogeneously raters apply rating scales
to essays. Cumming’s comparison of novice and expert raters suggests
another use for protocol analysis: to determine the effects of different
scales and different kinds of training on rater behavior.


Studies using ethnographic observation and reports from raters
about their rating behaviors can complement more labor-intensive
protocol analyses of the rating process. Hamp-Lyons (1991a) asked
raters to explain and discuss the scores they had given a common set
of L2 English essays. She found that her raters varied in the ways they
came to their judgments; her study also suggested problems using
English teachers as raters of discipline-specific writing samples. Con-
nor-Linton (1995) found that U.S. ESL and Japanese EFL instructors’
agreement on essay scores masked disagreement on what constitutes
strong or weak writing and related this disagreement to pedagogical
differences between the two systems.


We also need more studies of the relations between ratings and
objective (nonevaluative) measures of various textual characteristics.
Error gravity research (e.g., Santos, 1988) falls in this category, but
research should be extended to the kinds of multifeature/multidimen-
sion lexical and syntactic variation analyzed by Biber (1988) and to
discourse and rhetorical features like those described by Lautamatti
(1987) and Toulmin (1958).


There are four important design considerations for research on the
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rating process: (a) the number of raters from whom evaluations are
elicited; (b) the number of compositions rated by each rater; (c) the
amount, complexity, and sensitivity of feedback elicited from each
rater; and (d) the psychological reality of feedback about their rating
process elicited from raters (see Chaudron, 1983). Triangulation of
the three methods described above should create a complementary,
self-regulating approach to studying the L2 composition rating pro-
cess. As demonstrated by sociolinguistic studies of language attitudes
(e.g., Labov, 1966), comparison of self-reports and actual behavior
can provide valuable insights into the mechanics and ideology of raters’
practices.


Research on the rating process can address many aspects of the
overarching question of rating scale validity. Most immediately, as
Vaughan (1991) and Hamp-Lyons (1991a) show, it allows us to deter-
mine whether raters are responding exclusively to a scale’s level de-
scriptors in making their rating judgments, and if not, what other
factors are involved in the rating process. Results can direct diagnosis
and improvement of rating scales and level descriptors but can also
address broader questions, such as the ability of raters to distinguish
between language proficiency and writing proficiency (Cumming,
1990). Understanding the rating process is also prerequisite for princi-
pled improvement of rater training.


Research on the rating process can help to address a number of
fairness issues. For example, do L1 raters interpret and apply a given
scale in the same way for L1 and L2 writers? For L2 writers from
different L1s? Do different groups of raters using the same scale assess
L2 writing in the same way? Do L1 raters and L2 writers share the
same interpretations and assumptions about the writing task itself?
The first question has direct relevance for universities which use one
test to place and advance both NS and NNS students, but also underlies
more theoretical questions, like the similarities and differences between
L1 and L2 writing. Answers to the latter questions can help us distin-
guish between writing proficiency and cultural style and therefore hold
implications for contrastive rhetoric research as well.


Recent emphasis in the language testing community on a test’s back-
wash on instruction and learning (e.g., Wall & Alderson, 1993) suggests
another contribution of research to the rating process. Knowing what
raters are responding to is crucial for understanding the backwash
effects of different rating scales and procedures. Without this knowl-
edge, backwash studies are likely to produce correlations without expla-
nations.


Finally, research on the rating process can guide us to forms of
evaluation that are consistent with teachers’ instructional goals and
beliefs about the development of writing skills (Hamp-Lyons, 1991b)
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by describing the relations between different rating scales, different
“writing tasks, and raters’/teachers’ goals and beliefs. This need will
grow even greater as portfolio assessment becomes more popular to
measure and assure the complementarily and representativeness of
samples included in portfolios. More generally, rating process research
can help us learn more about and improve writing teachers’ everyday
feedback practices (see Cohen & Cavalcanti, 1990).
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Young Children Becoming Literate in English
as a Second Language
REBECCA L. HUSS
University of Houston-Clear Lake


■ The process of becoming literate is a large undertaking for children.
It is even a greater task for the increasing numbers of young children
who must learn to become literate in a language and orthography different
from their native language, often with limited instructional support. It is
therefore important to understand more fully what factors in the class-
room, home, and community contexts influence successful beginning sec-
ond language literacy learning for these children.


Most beginning literacy research has been with native English speakers.
Children learn literacy by being actively engaged in literacy events such
as reading books, listening to stories, writing, and drawing (Clark, 1979;
Holdaway, 1979). From these literacy experiences, children test hypo-
theses and principles about how the written language system works and
what it means. Children’s beliefs about written language are then reflected
in the texts they create (Ferreiro & Teberosky, 1983; Harste, Woodward,
& Burke, 1984). ESL children who are not yet fluent in English will also
create meaning in written English through hypothesis testing using all
their available resources, including adults and peers (Enright & McClosky;
1988; Hudelson, 1989).


Because of the need for additional classroom-based beginning. ESL
literacy research with young children, I conducted the following ethno-
graphic study. I focused on three main focus questions: What knowledge
and strategies do children use to become literate in English as a second
language? What are the school influences on the children’s literacy learn-
ing? What are the home and community influences on the children’s
literacy learning?
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METHOD


This year-long ethnographic study was conducted with a multiethnic
classroom of lower income 5- and 6-year-old second language learners
within literacy learning settings in an urban area in northern England.
Three Punjabi-speaking Pakistani Muslim children from the class, two
girls and a boy, Saira, Nila, and Iflaq (pseudonyms) representing a range
of language and literacy learning styles, abilities, and developmental levels,
were selected for special focus in a detailed case study format. The study
included interactions with their middle class, Anglo classroom teacher, as
well as observations of her as she interacted with the children during
literacy events.


Data collection involved interviews, observations, and document collec-
tion in classroom, home, and mosque school settings. Classroom data
collection centered on the young children’s beginning second language
literacy learning, particularly their verbal interactions during small-group
writing sessions and their written responses. The teacher’s perception of
the children’s literacy learning was also examined as it related to the literacy
curriculum provided and her literacy interactions with the children. Data
collection included children’s written work samples and taped oral lan-
guage samples from across the school year; child, teacher, and parent
interview data; informal literacy assessment data, fieldnotes, and other
records and documents pertaining to children’s in-school and out-of-
school literacy learning. The researcher role alternated between being a
nonparticipant and an active participant observer. Classroom data collec-
tion occurred over the school year, from 2 to 5 days per week. Key types
of classroom data collection included assisting the children during small-
group writing time and audiotapng their conversations as they wrote. I also
observed teacher-directed large-group sessions which related to literacy
learning and noted the teacher’s strategies and the children’s responses.


Data analysis included analytic induction and constant comparison
(Goetz & LeCompte, 1984); axial coding (Strauss, 1987); and domain,
taxonomic and componential analysis (Spradley, 1979). The students’ writ-
ing and work samples were analyzed using microanalytic techniques in-
cluding examination of: transcripts of talk during writing; children’s writ-
ing samples to determine the relationship between talk, text, and picture,
surface features of the text; and invented spelling.


THE CHILDREN’S LITERACY LEARNING STRATEGIES


During writing, the case study children sat around the writing table
interacting with their peers and an adult, usually myself as the researcher.
The children used a range of interactive and independent strategies in
their writing attempts as they drew on the literacy knowledge obtained
from adults and peers. Data analysis revealed the following patterns of
writing strategies.
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The Role of Talk
Talk Prior to Writing. Through interviews with the teacher, I determined
that she thought that the ESL children could not write unless they were
given ideas and language models during large-group time prior to writing.
This assumption was not accurate for all children. For some children, talk
prior to writing did serve as a planning function for their writing; they
wrote about what they had discussed in the groups. Without this prior
talk, they found it hard to think of writing ideas. For other children,
talk prior to writing was not as important. They consistently wrote about
something completely different than they had talked about in group.


Talk During Writing. More important to the children’s writing develop-
ment was the children’s talk during writing. During talk around the writing
table, the children actively reached out to teachers and peers as mentors
and models to help them with their literacy learning. Examples included
Saira asking for my help in spelling birthday, Nabeeela consulting with
peers about how to draw eyeballs and Alan assisting her, or Salia and Nila
discussing Nila’s story of swinging on the park swings which helped Nila
clarify her thinking. These mentoring relationships served as scaffolds
(Cazden, 1983) or supports for the children. With the help of a more
experienced person, the children were able to accomplish literacy tasks
that they currently could not accomplish on their own (Vygotsky, 1978).


Teacher Roles
Teacher Literacy Mentors. The children also requested help from adult
literacy mentors with spelling, story ideas, or with the mechanics of writing.
For example, one day Saira did not know what to write about. We discussed
possible topics until she remembered that her grandfather had gone to
London with his friend from the mosque. Saira drew a picture of her
grandfather and his friend next to a bus. Her story read in invented
spelling, “my garenD DaD wet to the LonDon wet hes farend” (My grandad
went to London with his friend).


Teacher Literacy Models. Through teacher interviews I also learned that
the teacher believed that children’s observation of teacher modeling of
writing was the main way that children learned to write (Bandura, 1979).
Prior to writing, the teacher generated models of written pattern sentences
such as “Our school has . . . ”, or “I like . . . best,” which served as writing
prompts. The younger children dictated their stories to the teacher, who
wrote them down. Children were then expected to copy the story in
their own handwriting, with the teacher’s handwriting serving as a model.
Teacher modelling was found to be just one of several strategies the
children used in their writing, not the main strategy as perceived by the
teacher.


Peer Roles
Peer Literacy Mentors. Peers also served the role of literacy mentors as
they helped their friends during writing. Some of the children offered
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unsolicited advice to their peers such as Nils offering Iflaq advice about
making “8’s” by first making an S. In another instance, peers responded
when Nila needed help drawing a cheelah (head scarf worn by Muslim
women in public). Children also served as mentors when they translated
for younger children during writing. Peer translation allowed the younger
children to participate and to express meaning in writing despite having
a beginning-level of spoken English. It was therefore not necessary to be
able to speak English fluently prior to expressing meaning in writing the
teacher had perceived.


Peer Literacy Models. Children had a sense of who was a good artist and
which peer they could use as a literacy model. A prime example was Nadia
using Saira as a model in drawing people. Likewise, one child’s story topic,
weddings, influenced many similar stories.


Peer Social Involvement. Socially, children discussed their topics with each
other, thereby gaining feedback, not just on their picture, but also on the
meaning conveyed through their story. An example was when David,
Alan, and Saira discussed Saira’s story of a school field trip. Sometimes
children’s social discussions did not directly involve the writing at hand,
but were merely social.


Independent Literacy Strategies. The children also employed more inde-
pendent strategies to accomplish their writing, such as using egocentric
speech (Vygotsky, 1978). During egocentric speech, the children talked
out loud to themselves as they drew and wrote. It served as the directing
and planning function for their stories. Both egocentric speech and social
speech, in which ideas are expressed with others, are illustrated in one
of Nila’s writing dialogues.


Nila: Now I’m getting red (color). My mummy has lipstick on.
RLH (Researcher): Does your mummy wear lipstick?
Nils: She don’t wear lipstick, not at school, only when she go to town she


wear.
RLH: Because she’s going to town, she has to have her lipstick?
Nils: Yeh.


Nila talked as she drew a picture of her mother with prominent red lipstick
prior to writing her dictated story, “We went to town to buy mummy some
more shoes. My mum has holes in her shoes. My little sister has some
money to buy sweets.” Her talk served to clarify her thoughts as she drew
prior to dictating and copying her story.


The use of textual models, that is, copying print or pictures from a
peer’s paper or from the environment was another independent strategy
employed by some children. An example was when Iflaq copied the slogan,
“Olympics 88,” from his track suit top onto his illustration of himself.
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THE CHILDREN’S WRITING:
THE RELATIONSHIP OF TALK, TEXT, AND PICTURE


Using these various literacy strategies, the children generated many
pieces of writing. An examination of the children’s dialogues during
writing and their actual writing samples including text and picture re-
vealed that the children’s meaning resided in not just the talk prior to
writing but also in a combination of talk, text, and picture during writing,
with each carrying just part of the meaning. A good example was Saira’s
birthday party story. She drew a picture of three girls standing on either
side of a table with a birthday cake and candles. Under the table was a
picture of a little boy. Her story read, “It was my little brother birthday
and we went to Millhouses Park.” Her dialogue as she drew was a very
elaborate narrative of the events surrounding the birthday, as well as a
detailed description of the picture. The actual written story was very brief
and only represented a small part of the meaning of her story. To get
the total meaning of the story, all three elements had to be examined as
a whole. “Saying it first” in a large group prior to writing only provided
a portion of the children’s meaning. The rest was generated during the
act of writing itself.


THE CHILDREN’S WRITING:
THE INFLUENCE OF CONTEXT AND CONTROL


School influences on the children’s literacy learning included the various
literacy contexts the children were provided and the degree of control
the children were given within each context. The teacher’s literacy curricu-
lum was very teacher controlled, with limited writing contexts and methods
for the children. The two main types of writing in the teacher’s literacy
program were “Monday News,” in which the children wrote about what
they did over the weekend, and “topic work writing” that accompanied
their thematic units such as “My Best Meal.” The children were given the
writing topics. Both types of writing stressed copying from teacher scribed
writing. With the teacher’s permission, I introduced “Thursday writing”
in which the children could write about anything they wanted and in any
way they wanted, including invented spelling, and “picture storybook
writing” in which the children created and narrated their own picture
storybooks. The teacher was skeptical whether the children would be able
to think of topics to write on their own.


I found with each writing context, the children’s responses changed.
In those contexts that were more teacher controlled, such as topic work
writing, the children’s writing responses were uniform and brief. The
children wrote just what they had to write. As they were given more
control over their writing, such as during Thursday writing, the children
expanded their writing to include a wider variety of topics. Several also
tested out their hypotheses about writing and risked writing in invented
spelling. Their picture story books revealed figurative language, story
grammar, and rich dialogue which was quite different from their previous
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writing responses. These responses revealed the children’s schema for
story built from their story experiences both in and out of school.


THE INFLUENCE OF HOME AND MOSQUE SCHOOL
ON LITERACY LEARNING


Interviews indicated that the teacher thought there was little happening
out of school that related to in-school literacy learning. However, the
children were engaged in learning Koranic Arabic in the mosque school
or home which made high-level literacy demands on them including
changes in directionality and script system. The children were also en-
gaged in using English in their homes with family members including
reading books, writing, and drawing. Some were also learning to read
and write in Urdu. The children were able to draw on this out-of-school
literacy learning to help facilitate their in-school literacy learning. These
multiple literacy learning experiences helped promote a sense of efficacy
in the children as literacy learners.


DISCUSSION


This ethnographic research into young children’s beginning second
language literacy learning revealed that the case study children had greater
English language and literacy learning abilities and were much more
interactive literacy learners than their teacher perceived. The teacher
perceived the children and their families as culturally and linguistically
deficient, which set the tone for her English language and literacy curricu-
lum. Because she perceived that the children were getting little language
and literacy in their homes, she saw it as her role to give them the language
and ideas they needed to be able to accomplish their writing. Her methods
reflected Bandura’s (1979) social learning model in which students are
perceived to learn by observing, internalizing, and reproducing a model.
It was her view that the children were not capable of generating their
own topics or writing without a handwriting and spelling model. She
perceived learning as going directly from herself to the children in a
transmission mode (Weaver, 1990). Rather than being the passive receivers
of the teacher’s language and literacy models, the children were active
literacy learners who used both adults and peers, as not only literacy
models, but also as literacy mentors or resources. They created their
own language and meaning during writing rather than just repeating the
teacher’s models. The active nature of their literacy learning supports and
extends previous research with both native speakers and second language
learners (Blazer, 1986; Dyson, 1989, 1993; Enright & McCloskey, 1988;
Hudelson, 1986, 1989). Their learning methods better exemplify the inter-
actionist (Vygotsky, 1978) and creative constructionist (Dulay, Burt, &
Krashen, 1982) theories.


The active nature of literacy learning was exemplified by the ways in
which, in interaction with adults and peers, children generated their story
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meaning through their talk, text, and pictures. By examining all three
elements together, a much more accurate view of the children’s English
language abilities could be obtained. For these young children, the picture
and the conversation surrounding writing contained the majority of the
story meaning, with the written narration only containing a small part.
To consider only the children’s written product, their language abilities
could easily be underestimated. In addition, with the assistance of adults
and more advanced peers, the children were able to work within their
zone of proximal development (Vygotsky, 1978), or that area just beyond
their independent level, in order to accomplish their writing. This support
gave them a sense of self-confidence and personal efficacy in themselves
as literacy learners: Their self-confidence gave the children the courage
to take risks and to try new types of literacy responses, such as invented
spelling, which led to further literacy learning.


Peer interaction was especially valuable for these ESL children’s lan-
guage development. Their talk around the writing table, unlike full-group
oral language, was child controlled. They could feel free to discuss many
different topics of their own choice. Through these discussions, they also
got a wide range of practice speaking in English and using extended
discourse. The dialogues often incorporated higher level thinking. It took
a lot of thought to be able to argue a point in second language, such as
during the children’s heated discussions about Pakistani wedding customs.
The case study children demonstrated a range of different types of inter-
actions with their peers which varied depending on the context and control
they were given over their writing. Many of the children also expanded
their peer interactions and broadened their topics when they were given
an opportunity to write anything they wanted and in any way they wanted
to, rather than being required to do a more restrictive, teacher-directed
writing. Additionally, the children’s assistance in translating for their peers
during writing demonstrated Edelsky’s ( 1984) finding that beginning ESL
children can write before they speak English fluently because they can
use their first language as a basis for second language literacy.


It was because of expanded, not restricted, context and control that
the children’s literacy development was facilitated. The teacher’s very
controlled literacy curriculum actually restricted the children’s literacy
growth because the children could only work within the limited confines
of the teacher’s assignments. They could not demonstrate the full range
of their literacy knowledge until they were given a wider variety of writing
contexts and more control over their literacy topics and writing methods.
It was only then that they could draw on their literacy learning from their
in and out-of-school literacy learning worlds, test their hypotheses about
literacy learning, and demonstrate what competent beginning second lan-
guage literacy learners they actually were.
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REVIEWS
The TESOL Quarterly welcomes evaluative reviews of publications relevant to
TESOL professionals. In addition to textbooks and reference materials, these
include computer and video software, testing instruments, and other forms of
nonprint materials.


Edited by H. DOUGLAS BROWN
San Francisco State University


Bilingualism in a Multilingual Society:
Psycho-social and Pedagogical Implications.
Ajit K. Mohanty. Mysore, India: Central Institute of Indian
Languages, 1994. Pp. 220.


■ Ajit Mohanty has succeeded in correcting some of the biases in most
Western research comparing cognitive benefits of bilingualism. His
results should be of great theoretical, educational, and sociopolitical
interest worldwide.


The first chapters (55 pages) present a short but thorough review
and discussion of literature on different aspects of bilingualism in
general and possible benefits for cognitive development in particular.
In addition to the usual studies found in several books, some less well-
known Indian studies are presented. The cautious conclusion on the
basis of earlier studies is that because “the nature of bilingualism itself
is a complex function of several sociocultural conditions. . . no decisive
conclusions can be reached as to the possible effect of bilingualism
on cognitive development and the modalities of such effect” (p. 54).
Mohanty criticises many of the earlier studies on the cognitive and
academic development of minority children because of the method-
ological flaws inherent in the comparisons. Although the post-1960
studies have introduced more refined methods, the bilingual and mon-
olingual groups whose cognitive development has been compared have
often been drawn from different cultural contexts. The bilingual sam-
ples have in most cases represented immigrant minorities who “not
only do not share the majority culture but are also subjected to a variety
of acculturation pressures and social discriminations” (p. 56). Mohanty
claims that “a valid comparison between bilingual and monolingual
can be made only when the two groups are drawn from the same
culture and when some other possible confounding variables are con-
trolled for” (p. 56). And this valid comparison is what he sets out to
do in his own studies.
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Mohanty then reports on his own seven studies, conducted between
1978 and 1987, comparing bilingual and monolingual Kond children
in Orissa, India, and discusses the interpretations and implications of
the results. The studies “sought to systematically examine the metalin-
guistics hypothesis of bilinguals’ superiority to monolingual which
claims that metalinguistics awareness, ‘the ability to think about and
reflect upon the nature and functions of language’ is an important
variable mediating the positive effects of bilingualism on cognitive
and linguistic growth” (p. 57). Several of the later studies included
educational and sociological variables which enable Mohanty to draw
important conclusions in relation to how minority education should
be organised to achieve positive cognitive, linguistic, and academic
goals and to lead to better social integration of minorities. Some of
Mohanty’s recent tentative results could also have immense implica-
tions for research (and political practice) into conflict resolution and
preventive diplomacy in areas with potential or actual conflict labeled
ethnic.


The half a million Konds, 1.94% of the population of Orissa, are
an economically and politically extremely disadvantaged group, in
Indian terms classified as tribal (a conglomerate of indigenousness,
lack of high level social organisation within the group as far as nation-
building is concerned, gathering/hunting/nomadism, and a specific
legal position). The Konds live in close contact with nontribal Oriya
speakers. The Kond’s language, Kui, is a Dravidian language, whereas
Oriya, the dominant language of Orissa, is Indo-Aryan. In the north-
east regions of the district “there has been a complete shift in Kui
language, resulting in Oriya monolingualism among the Konds”
(p. 58), whereas there is a relatively stable form of Kui-Oriya bilingual-
ism in the southwest part of the district: The Konds use Kui at home
and for intragroup communication and Oriya for intergroup commu-
nication. Almost all Kond children in the bilingual areas are bilingual
to different degrees by school age, learning Kui at home and Oriya
in the neighbourhood through the Oriya-speaking peers and others.


The Kond literacy rate is 12% (as compared to the all-Indian 52.6%
in 1991). The medium of instruction in schools is Oriya. Only around
30% of the Kond children are enrolled in schools, and the push-out
rate (Mohanty uses drop-out) is more than 80% by Grade 5.


Despite the difference in the patterns of language use, the Konds
in the monolingual and bilingual areas


constitute a close in-group, sharing a common Kond identity and showing
little difference in terms of socio-cultural and economic parameters . . . .
They share a common culture in all respects, with the same religious beliefs
and rituals, marriage and child rearing practices, birth and death rites and
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all other social customs and practices. . . . Kui is perceived as the language
of the Konds by everyone, including the Oriya monolingual Konds. Thus,
the difference in the pattern of language use among the Konds provides
a unique setting for methodologically valid studies of the effects of bilin-
gualism. Unlike other bilingual and monolingual populations most often
studied, the Konds belong to the same cultural and socio-economic milieu,
regardless of the differences in their patterns of language use. (pp. 58–
59)


In all seven studies with monolingual and bilingual Kond children
(ages 5–16, sample sizes between 120–180) all the bilinguals were
balanced bilinguals, selected on the basis of a translation or word
association test or both. The socioeconomic status of the parents was
controlled (number of years of formal education: for most, none or
fewer than 3 years; monthly income, mostly less than 10 U.S. dollars).
Raven’s Progressive Matrices were used as a nonverbal intelligence
measure. A very large number of tasks measuring the cognitive, lin-
guistic, and metalinguistics development of the children were adminis-
tered. The instructions were given in Oriya, pilot testing having shown
that this was equally efficient for both groups as using Kui-speaking
facilitators for the bilingual group. Mohanty and some of his associates
were also able to “communicate in a basic way” (p. 85) in Kui with the
bilingual children.


Rigorous statistical analyses were performed. The results show a
clear, positive relationship between bilingualism and cognitive perfor-
mance. The bilingual significantly outperformed the monolingual
in intelligence and cognitive information processing types of task,
including simultaneous and successive coding processes. This was also
true in a variety of metalinguistics ability measures. In factor analyses,
the metalinguistics tasks, along with some other measures of basic cogni-
tive processes, were found to be grouped under one factor which was
interpreted as a general metacognitive process factor.


Mohanty develops an original model of the relationship between
bilingualism, metacognitive processes, and cognitive development and
relates it to the children’s performance. He shows in which ways bilin-
gualism can lead to an enriched, more differentiated, and creative
world view (which has a positive impact on cognitive development) in
a society where social norms, including choice and use of languages,
are pluralistic. Together with this enriched world view, the experience
of the challenging communicative complexities which users of several
languages are exposed to, to a larger extent than (most) monolingual,
and the special coping strategies developed (objective analytical orien-
tation, cognitive flexibility, etc.), contribute to the control processes
which guide and boost the development of metalinguistics, metacom-
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municative, and metacognitive skills. These skills enhance and are in
turn enhanced by cognitive development in a mutual relationship.


Mohanty argues that the extent to which bilingualism facilitates cog-
nitive development is dependent on the sociocultural context. He
shows that the positive, “complementary relationship between lan-
guages and their allocation into non-competing domains of communi-
cation in the daily life of individuals,” which is characteristic of Indian
grassroots multilingualism, has “made the western concept of domi-
nant—non-dominant language relationship often seem meaningless
or, at least, unclear” (p. 115). In the West, he claims,


bilingualism is only a phase between monolingualism (in the native lan-
guage) to monolingualism (in the majority language). In India, bilingualism
is an adaptive strategy, a process intended to stabilize the relationship
between individuals, communities and languages . . . . The bilingualism of
the individual does not generate any conflict between the language identities
associated with the two or more languages in use, making bilingualism a
positive force in the community and in the life of the individual. (pp. 115–
116)


From this more descriptive chapter Mohanty goes on to discuss
social-psychological and sociological theories on languages in contact
in relation to bilingualism and mother tongue maintenance and relates
them to the Kond situation.


In one study, 120 25-to 50-year-old mostly “illiterate” male villagers
were interviewed. Half of them (60) were nontribal lower cast Oriya-
speaking villagers from areas adjacent to the tribal villages, equally
divided between monolingual areas (where the informants were them-
selves monolingual) and bilingual areas (where the informants re-
ported some passive knowledge of Kui). Of the Konds, 30 were bilin-
gual and 30 monolingual in Oriya. The interviews tapped the
informants’ attitudes toward the maintenance of both their own and
the other group’s culture and language. The tribal and nontribal
groups from the bilingual areas showed the most positive attitudes
toward both their own in-group and the out-group, that is their attitude
was geared toward social integration. The monolingual from the mon-
olingual areas, on the other hand, differed both from each other and
from the bilingual from their own ethnic group. The monolingual
Konds were ambivalent toward their own group and to some extent
also toward the out-group, with fewer positive and more negative
attitudes towards Oriya than any of the other groups. Mohanty classi-
fies their attitudes as those of forced assimilation with resistance. The
monolingual Oriya-speaking nontribals were characterised by an atti-
tude of segregation, with an extremely favorable attitude toward the
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in-group and a very negative attitude toward the out-group. Mohanty’s
enormously important conclusion is that “if social integration is taken
to be a psychological state characterized by positive self/in-group iden-
tity along with positive other/outgroup identification then bilingualism,
both at the individual and at the societal levels, seems to promote social
integration” (p. 158).


In 1994 there were serious conflicts with physical violence and kill-
ings between Kond tribals and Oriya-speaking nontribals in the Phul-
bani district. In a sad and dramatic but convincing way these conflicts
validated Mohanty’s results. The conflicts occurred only in the mono-
lingual areas and did not spread to the bilingual areas despite the
similar socioeconomic and political conditions. When Mohanty asked
people why, they explained that people in the bilingual area knew
each other better and could talk about things instead of fighting.
Something for the world leaders to think about?


In the last two chapters Mohanty argues elegantly for the necessity
of bilingual education of language shelter/mother tongue maintenance
type for linguistic minorities. His conclusion is that any educational
programmed (including most transitional bilingual programmed) which
do not actively maintain and promote minority mother tongues
through their educational use and through promotion of societal bilin-
gualism, lead to language shift and monolingualism, with the concomi-
tant negative attitudes and lack of social integration. When he claims
that there are sound theoretical and empirical grounds for promoting
minority mother tongues and bilingualism, it must be said that few
books on the subject have offered equally convincing grounds.


Mohanty is painstakingly careful with details, exceptions, reserva-
tions to conclusions, and still he is able to come with important multidis-
ciplinary well-founded generalisations with enormous social psycho-
logical, pedagogical, sociological, and political implications.


Ajit Mohanty shows how dehumanized and alienated human beings
are socially constructed and how both their own society and theoretical
and educational models from the outside, forced (on the poor) or
willingly accepted (by Indian and other elites), participate in reproduc-
ing the injustices. In addition to having the vision, the love, and the
compassion and longing for justice, he also shows some of the practical
and practicable political and pedagogical solutions, in the modest and
humble way that characterizes all his work.


TOVE SKUTNABB-KANGAS
Roskilde University, Denmark


Note: To obtain a copy of the book, order from (and make check
payable to) the Central Institute of Indian Languages, Manasagango-
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tri, Mysore 570 006, India. (Cost: 71 rupees, $6 or £4; postage: 20
rupees; airmail $5 or £4; seamail $3 or £2.)


Beyond the Monitor Model
Ronald M. Barasch and C. Vaughn James (Eds.). Boston, MA:
Heinle & Heinle, 1994. Pp. 290.


■ Beyond The Monitor Model, a collection of 16 U.S. and European
articles, addresses Stephen Krashen’s comprehensive second language
acquisition (SLA) theory. The five hypotheses—the acquisition/learn-
ing, natural order, monitor, input, and affective filter hypotheses —
are examined through a “truly representative selection of opinions of
experts in the field” (p. 4). Though aimed at teachers, this book is
suitable reading for anyone interested in SLA. A Topics for Discussion
section urges readers to evaluate Krashen’s theory and contributors’
interpretations and to form their own conclusions. A synopsis and
contributor background introduce each section. Readers will no doubt
regret the fact that neither an index nor a glossary is included in the
volume.


Setting the framework with a discussion of theory, Part 1 (Theoreti-
cal Bases) examines Krashen’s theory qua theory, explaining the seri-
ousness of faulty theories and the need to consider counterevidence.


Part 2 (Some Hypotheses Examined) looks critically at the monitor,
natural order and acquisition/learning hypotheses noting that faulty
conclusions are drawn from some studies. Krashen’s lack of definitions
and his use of multiple meanings are also challenged.


Part 3 (From Theory to Practice) examines implications for practice.
Theories put into pedagogical practice without the benefit of currently
accepted findings are of concern to several contributors, as is Krashen’s
ignoring European research. Curiously, Krashen does not advocate a
syllabus based on his natural order hypothesis. Each hypothesis and
its relevance to instruction are also evaluated.


Part 4 (The Panacea Fallacy) cautions against easy answers. Christo-
pher Brumfit examines Krashen’s language teaching theory and how
it has been interpreted by administrators and teachers who are enticed
by simple but misleading solutions to complex problems. When there
is no mechanism to explain how, “theory” becomes description and a
questionable description at that.


Most of the contributors to this book are alarmed about research
practices through which Krashen proclaims the theory of SLA. Such
claims serve to discourage critical thinking on the part of teachers.
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On the other hand, one can credit Krashen for stimulating dialogue
among researchers, an accomplishment in itself, and for supplying a
few facets of SLA theory that have withstood the test of time.


The introduction quotes each hypothesis, presents major criticisms,
and relates teacher comments. However, important referenced works
are missing. Not included here are McLaughlin’s (1987) research and
criticisms about Krashen’s learning and acquisition. Though the Hulstijn
and Hulstijn study (1984) “provides one example of how empirical
evidence influenced Krashen to modify his position with respect to
the Monitor” (p. 13), the article is not included. Furthermore, specific
research addressing the reliance on morpheme studies for the natural
order hypothesis (p. 12), and problems with the i + 1 formula (p. 16),
is not included in this volume. Unfortunately, Krashen’s rebuttals, if
any, are also not included.


Strong points in the volume include the wide range of contributions
and useful introductions to each section. Separate bibliographies after
each article provide readers with further direction. This book offers
in one volume an informative synthesis of the various arguments and
counterarguments surrounding Krashen’s claims about SLA.


REFERENCES


McLaughlin, B. (1987). Theories of second language learning. London: Edward
Arnold.


Hulstijn, J., & Hulstijn W. (1984). Grammatical errors as a function of processing
constraints and explicit knowledge. Language Learning, 34, 23–43.


PATRICIA SPEECE
San Jose State University


The Tapestry Grammar: A Reference for Learners of English
Alice H. Deakins, Kate Parry, and Robert R. Viscount. Boston, MA:
Heinle & Heinle, 1994. Pp. xxviii + 402.


■ The Tapestry Grammar: A Reference for Learners of English is the gram-
mar text of a series of books aimed at teaching every aspect of English
to speakers of other languages. According to the authors, this text can
be used as a reference for all learners, but as an in-class textbook, it
seems to be particularly appropriate for high intermediate through
advanced learners of English.


As stated by the authors, text goals are communicative: empowering
the learner to use English spontaneously and to increase fluency as
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well as accuracy. Because of its communicative approach and the fact
that form, function, and communication are interwoven into a tapestry
of language, the book meets these goals. The book contains 14 chapters
presenting topics such as active and passive verbs, verbals and verbal
phrases, and common predicate patterns. Comprehensive content
overviews begin each chapter. Chapter 1 introduces the 16 basic terms
such as nouns, noun phrases, subject, and predicate; a chapter summary
condenses this information and stresses that once these 16 terms are
understood, the student has the essential tools for using the book. The
authors emphasize that chapters need not be used in sequence. Because
the text is a reference, order of use can be dictated by student need.


Chapters are arranged in three sections: Presentation, Practice, and
Communication. Exercises are derived from authentic ESL student
essays, are multicultural, and center around themes of inherent inter-
est to ESL students: difficulties of language acquisition and education
in a foreign land, homesickness, adapting to a swiftly changing world.
If a particular student essay has been altered for an instructional
purpose, the changes are noted and corrected versions, which serve
as answer keys, are included in an appendix. Text exercises focus on
writing skills and range from supplying the correct word to editing
for various grammar points.


Learning grammar entails a process, so strategies are presented
for enhancing this process and enabling student comprehension and
assimilation of material in a way that makes the most sense to them.
When an idea is explained in writing, it is accompanied by charts or
graphs, so visual learners are included in the process. Fashioned
around a cohesive linguistic system, the book duplicates actual lan-
guage in written and spoken forms. Although application of learned
skills to writing is the main purpose, some speaking skills are addressed
through the use of boxes distinguishing written and spoken English.


Text layout is clear and effective; each chapter follows the same user-
friendly format. Two appendices are included: One is a punctuation
summary; the other contains corrected versions of passages used in
text exercises. An index and a list of common irregular verbs complete
the reference section. The book contains no glossary; terminology is
directly defined within each chapter.


The book’s major strength is its triple focus on form, meaning,
and pragmatic, as marriage current SLA theory demands. In-depth,
understandable explanations are in keeping with the level of student
for whom the book is written. Although the book encompasses much
information, it should be remembered that it is first and foremost a
grammar reference and, therefore, must conform to the standards of
a reference book.


Teachers could incorporate the text into high-level university ESL
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classes where grammar is part of an interactive reading, writing, and
speaking course and where its reference qualities could be most ap-
preciated and employed. Because of its all-encompassing style and the
high level of student it targets, it might be intimidating for lower level
classes; -however, lower level texts in the Tapestry series are in the
process of being published.


DEBORAH ALVIANI
The Pennsylvania State University


Atlas: Learning Centered Communication.
David Nunan. Boston, MA: Heinle & Heinle, 1994. [A four-level
series each level of which includes a student text, student workbook,
workbook tape, teacher tape, video, and an assessment package]


■ Atlas is a breath of fresh air for ESL/EFL instructors looking for a
new communication text that provides interesting and varied activities.
This four-level series for young adults to adults focuses primarily
on spoken communication but contains activities to integrate all the
language skills. Each text level can be used independently or all four
can be used to support four levels of communication classes. Unlike
many communication series, this not only has audio and workbook
support, but an optional video as well.


Each unit is organized around a theme and contains goals, warm-
up activities, two “task chains,” related structure practice, a self-check
section, and a “communication challenge.” An example of a theme in
the Level 2 text is Going Places. The two task chains in this unit are
called “What’s the Weather Like?” and “What Should We Do On Our
Vacation?” The activities in these task chains are spiraled. Following
each task chain is a set of inductive grammar exercises, with a grammar
summary provided at the end of the text for additional practice. Each
unit also encourages the development of learning strategies, such as
brainstorming, selective listening, skimming, and scanning. Students
are then presented with a communication challenge at the end of
the unit. This offers reinforcement of previous material with freer
communication activities including information gaps, role playing, sim-
ulation, discussion, and problem solving.


What makes this text especially appealing is its variety of communica-
tive activities, continuity, and careful guidance toward successful lan-
guage use. Because the text is theme based, the structures are inte-
grated into the theme, rather than topics being created to fit the
structures. Also, tasks build on each other within each unit so that
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students are well prepared as they move toward less controlled commu-
nicative activities. Because this text has an abundant supply of activities,
the instructor will probably not feel a need to supplement it.


Atlas is a superb series, but I do have some concerns. First, in order
to ensure a smooth transition from one task to the next, teachers
must spend considerable time familiarizing themselves with the format.
Furthermore, a great deal of material is provided, so the instructor
must decide how much to cover in a term, which may not be compatible
with the projected 60 to 80 hours of class time per level. Because the
tasks within each unit are spiraled, omission of items to save time is
not advisable. However, skipping a whole unit for this purpose should
not be problematic.


The strengths of the Atlas series are its variety, provisions for real
language practice, attention to structure in a meaningful context, and
the supporting materials that go along with the text, including audio-
tapes, videotapes, workbooks, a teacher’s book, and an assessment
package. Students and teachers will find that developing communica-


NANCY RYDER
Vanderbilt University


Pronunciation


tion skills can be both systematic and interesting at the-same time.


Christian Dalton and Barbara Seidlhofer. Oxford: Oxford
University Press, 1994. Pp. v + 191. [Part of the series Language
Teaching: A Scheme for Teacher Education]


■ This new book was a pleasure to read. I like the way it appeals
to the reflective teacher, presenting significant issues with simplicity,
clarity, and a sound theoretical underpinning. Readers with or without
phonetic training are helped to think through decisions about what
kind of exercise would be most effective and which aspects of pronun-
ciation should be given priority. Although most of the examples are
from British textbooks, many U.S. authors are quoted and most of
the issues explored are equally valid for all varieties of English pronun-
ciation. The method of the book is to present questions in the form
of tasks which could be done as small-group or pair work in a methods
class or could be used by the individual studying alone. The book is
divided into three parts.


Section 1, Explanation, introduces the main concepts and terminol-
ogy of the field. Phonetic knowledge is conveyed in an experimental
way rather than simply through requiring memorization of terms and
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categories. For instance, Task 10 asks the reader to perform a silent
experiment:


Prepare to pronounce a [p] as in ‘pot,’ but do not actually say anything.
Just let as much pressure buildup in your mouth as you can. Which parts
of your mouth do most of the work in holding back the air pressure? And
consequently, which parts do you move to release the pressure when finally
saying the [p]? (p. 14)


Explanations are enhanced with good examples throughout, so that
the reader is not left with dry abstraction but can immediately try
out actual language to see how the principle under discussion works.
Although the individual sounds are covered well, the book’s main
emphasis is on aspects of connected speech, that is, stress, rhythm,
and intonation. This is a direct result of the authors’ concern with
pronunciation as an act of communication, as a “means to negotiate
meaning in discourse” (p. ix.). Clear and to-the-point quotations are
given from important linguistic articles so that the reader can think
through different points of view.


Section 2, Demonstration, asks the reader to evaluate activities from
published materials, based on previously explored concepts. For in-
stance, Task 101 presents an exercise from a recent training course
for teachers, and asks the reader:


Which of these steps might you want to avoid in a communicative classroom,
and why? (e. g., Say the sound alone, get students to repeat the sound in
chorus, etc.). (p. 130)


Section 3, Exploration, invites the teacher to carry out small scale
research activities. As an example, Task 116 suggests:


Carry a tape recorder and record yourself in different teaching situations,
with students of different levels, etc. If possible, also record yourself using
the target language outside the classroom. (p. 154)


The teacher can then compare these extracts for rhythm, tempo, and
clarity, considering which situations might affect these elements of
speech.


The authors have a great deal of language teaching experience and
therefore bring practical insight to the realities of the classroom. The
glossary and index make this thoughtful book useful not only for
teacher training courses but for the seasoned teacher who wishes to
consider solutions to specific problems in teaching pronunciation.


JUDY B. GILBERT
University of California, Berkeley
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Face to Face: Communication, Culture and Collaboration.
(2nd ed.).
Virginia Vogel Zanger. Boston, MA: Heinle & Heinle, 1993. Pp. vi
+ 222.


■ Face tO Face, designed for high intermediate and advanced ESL
learners, combines culture, communication, and collaboration in an
interactive approach to language learning. ESL learners newly im-
mersed in U.S. culture often find it difficult to interact with native
speakers of English. This may be partly due to misconceptions or lack
of knowledge about the culture. Thus, Face to Face may serve as a
bridge for adolescent and adult ESL learners as they begin to interact
with native speakers of English. Building on the students’ familiarity
with aspects of culture such as time, body language, and manners,
instructors may guide their students in discovering subtleties about
U.S. culture that may cause them confusion.


The 10 chapters of this text are formatted similarly. The first section
is a warm-up exercise containing photo illustrations and questions to
stimulate discussion. Journal writing is suggested to help students re-
flect on the topic and relate it to their own lives. This is followed by
a case study which introduces the topic in a cross-cultural setting.
Another section provides background information and a glossary de-
fining terms and idioms related to the topic.


Interviews are the main component of this text. Questionnaires in
each chapter give structure to the interviewing process. One question-
naire is designed for use in the classroom. Students interview each
other, sharing information about their cultures. This prepares them
for the second interview with a native English speaker outside of
the classroom. Each chapter also contains questions for analysis and
interpretation of the information obtained in the interviews. Addi-
tional activities including charts and role plays conclude each chapter.


This text contains enough material for a semester and maybe used
alone or in conjunction with other materials depending on the needs
of a particular class. The author gives suggestions about sequencing
the chapters, but the order may be varied. Face to Face may also be
adapted for teaching English as a foreign language, according to the
ability of the instructor and the needs of the students.


Reference information for sources about culture and about coopera-
tive learning methods, which may be of interest to instructors, is in-
cluded in the preface. An instructor’s guide to additional activities is
available from the publishers, as well.


In using this text, I have found that students appreciate learning
about aspects of U.S. culture. Even students who have lived in the
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U.S. for several years welcome the opportunity to discuss topics in a
nonthreatening setting and to gain insights into their own attitudes
and beliefs. By sharing their interview experiences, both positive and
negative, their understanding of U.S. culture and its diversity is in-
creased. Having found this text useful in attaining these goals, I recom-
mend it to instructors who teach in similar learning environments.


BEVERLY BOYSON
Georgetown University


Harbrace ESL workbook. (2nd ed.).
Charles Hall and Jeffrey Gross. New York: Harcourt Brace, 1994.
Pp. xi + 515.


■ ESL teachers spend a large amount of time adapting materials to
their specific needs. The Harbrace ESL Workbook is a clearly and cleverly
written composition and grammar text that proves to be easily adapt-
able. The book is a supplement to nonsheltered college composition
courses that employ the Twelfth Edition of the Harbrace College Handbook
(HCH). The workbook follows the HCH system in which instructors
refer students to the grammar/structural point under a particular code
(e.g., “3a” means “See Segment 3a for comma splice”). It provides
specialized ESL information that corresponds to the system used by
the class as a whole.


The first half of each of the 35 chapters is arranged into highly
coded segments that run smoothly from one to another with short
notes describing the corresponding exercises in the second half. Chap-
ter topics are explained at a depth beyond that needed for native
speakers of English. Explanations include: the superficial-a brief
history of commas and distinct limits on their use today; the compli-
cated—a detailed account of the article system, shown as related to
their discourse functions; the sophisticated—an astute description of
American readers (subheadings proclaim, “Americans love concrete-
ness, especially in introductions . . . demand concrete examples . . .
are obsessed with facts . . . [and] . . . expect ‘roadmaps’” [pp. 440–
442]). In the latter the authors state that Americans like to be told
where they are going and the routes they will be taking. Using subtle
humor, the authors go beyond recommendations for formal written
English. They point out strictly nonstandard or incorrect uses and
suggest students avoid them altogether. They also explain and illustrate
differences between standard, colloquial, informal, and formal forms.
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At times, students are, alerted to “correct” forms that may seem too
marked or awkward for informal speech.


At first glance, experienced ESL instructors may balk at the configu-
ration of the exercises but will soon find that the context of most of
the exercises goes beyond sentence level. Numbered sentences form
a paragraph when read together. Full paragraphs and compositions
are used to illustrate and practice editing, revision, and answering
questions. The deeper context and obvious commitment to using inter-
esting and informative themes (most dealing with various aspects of
U.S. culture) in the explanations and the exercises provide students
with grammar practice and advice that might hold their interest and
inform beyond the page level.


Despite or perhaps because of its rigid format, the workbook is
adaptable for uses beyond its intended function. Students can easily
use it for selective independent study. It is a fitting reference for
students, tutors, and instructors. As a supplemental text, it can be used
in many ways. One author reviews one grammatical point every class.
The reviewer underlines particular mistakes in students’ writings; stu-
dents research and explain how to correct them. Student writings are
their primary texts and the workbook a means to polish it. It is also
an effective straightforward text/workbook. This workbook supports
many different approaches to teaching and learning ESL.


DAWN ARROL
Soros Foundation, Czech Republic


Writing Clearly: An Editing Guide
Janet Lane and Ellen Lange. Boston, MA: Heinle & Heinle, 1994.
Pp. xxiv + 246.


■ Writing Clearly: An Editing Guide is a rare find for the ESL writing
teacher because of its focus on self correction and excellent editing
exercises. This text helps students produce more accurate written En-
glish through a problem and solution approach which makes students
responsible for finding and editing problems in their own writing. The
book also provides a set of editing symbols to facilitate peer-, teacher-,
and self-editing. (A companion text for instructors called Writing
Clearly: Responding to ESL Compositions employs a similar instructional
design,)


Each unit in Writing Clearly focuses on a specific type of grammar
problem. The authors have identified these problems as either global
errors or local errors. Because the book is intended for advanced
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students, it does not attempt to teach each structure in detail. Instead,
a typical unit offers students strategies and practice to help them find
and correct errors about which they already have some knowledge.


After students preview the structure and examine some typical ESL
errors, they encounter clearly marked examples of correct and incor-
rect sentences for each error type. These example sentences are ex-
tremely helpful in teaching students to identify incorrect sentences in
their own writing. The sample sentences are followed by more in-
depth treatment of the featured grammar structure which often in-
cludes charts that explain the rules and meanings conveyed by the
various structures in each group and useful self-help strategies.


The exercises in each unit focus mostly on editing skills although
some production exercises are included. The exercises lend themselves
to pair, group, or at-home work, which allows teachers to adapt the
text to the needs of their classes. The exercises are contextualized,
practical, and resemble the language required of college-level ESL
writers. Often students edit paragraphs adapted from the writing of
other ESL students.


A final section of the text contains a writing activity in which students
apply the strategies and editing skills that they have been practicing.
The suggested topics could be used for homework essays or for timed
writing. Each writing activity promotes a process approach to writing,
but none of the topics demands research, so teachers who wish to
incorporate research writing into their classes would need to supple-
ment the text. This is not a major problem, however, because the text
does not pretend to be a writing textbook; as the title implies, it is an
editing guide to help students write more clearly.


The text contains 15 units, so it can easily be used for a semester-
long class focusing on written grammar. It is also adaptable for shorter
terms as a supplementary text in a writing skills class, or as an optional
text for self-study. The text allows for adaptation, and teachers could
find Writing Clearly: An Editing Guide a superb resource owing to its
focus on student responsibility for self-editing and the completeness
of the editing skills the students learn and practice.


JOANN RISHEL KOZYREV
Ohio University
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BOOK NOTICES
The TESOL Quarterly prints brief book notices of 100 words or less announcing
books of interest to readers. Book Notices are not solicited. They are descrip-
tive rather than evaluative. They are compiled by the Book Review Editor from
selected books that publishers have sent to TESOL.


Implicit and Explicit Learning of Languages. Nick C. Ellis
(Ed.). London: Academic Press, 1994. Pp. vii + 599.


■ This anthology of papers concerns human learning in general and the
ability to acquire second, foreign, and native languages in particular.
Three types of human learning are addressed: implicit (nonconscious,
automatic abstraction of structure), explicit (where, as in problem solving,
the learner searches for information and tests hypotheses), and learning
as a result of explicit instruction. The papers here—including work by
Richard Schmidt, Vivian J. Cook, William Rutherford, Ellen Bialystok,
Rod Ellis, Anna Uhl Chamot, Michael O’Malley, and Stephen Krashen
bring together contributions from research in psychology, linguistics, phi-
losophy, computing, and neuroscience. The book is appropriate for stu-
dents, researchers, and practitioners.


Bilingualism. (2nd ed.). Suzanne Romaine. Oxford: Blackwell,
1995. Pp. xvi + 384.


■ This second edition of an introduction to the socio- and psycholinguistics
of bilingualism has been completely revised to incorporate recent work
in the field. Throughout the book, bilingualism is seen as both a societal
and cognitive phenomenon. The author explores various aspects of bilin-
gual behavior, such as code switching and language mixing, in terms of
their social functions within the bilingual speech community as well as in
terms of neurolinguistic organization in the speaker. The author also
assesses the positive and negative claims made for the effects of bilingual-
ism on children’s cognitive, social, and academic development, and exam-
ines the assumptions behind various language policies and programs for
bilingual children.


Foundations of Bilingual Education and Bilingualism. Colin
Baker. Clevedon, England: Multilingual Matters, 1993. Pp. xvi +
318.


■ Written as a foundational textbook for students and teachers, this book
provides a first introduction to bilingualism and bilingual education. Bilin-
gualism at individual, language minority group, and national levels are
discussed. Topics include: theories of bilingualism, testing language abili-
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ties and language use, languages in communities and minority groups,
language planning, language loss and revival, bilingualism and the brain,
aptitude and motivation, age and language learning, cognition and intelli-
gence, types of and evaluations of bilingual education, U.S. and Canadian
approaches to bilingual education, language minority underachievement,
multiculturalism, biliteracy, and the politics surrounding bilingual edu-
cation.


Creating Contexts for Second Language Acquisition: Theory
and Methods. Arnulfo G. Ramirez. White Plains, NY: Longman,
1995. Pp. xv + 395.


■ A comprehensive examination is made of current theory and practice
of second language teaching and learning. Written to appeal to under-
graduate and graduate students, teaching assistants, teacher trainers, and
administrators, this text synthesizes observations from foreign language
teaching, second language acquisition research, and the design of instruc-
tional materials. Practical applications of research findings appear
throughout the text. The author examines communication-based, profi-
ciency-oriented, and learner-centered approaches to second language in-
struction and offers instruments for assessing student learning characteris-
tics, designing learning tasks, and evaluating teaching practices. End-of-
chapter questions and assignments lend themselves to individual work
and group collaboration.


Tasks for Language Teachers: A Resource Book for Training
and Development. Martin Parrott.  Cambridge: Cambridge
University Press, 1993. Pp. ix + 325.


■ The tasks in this book are designed to stimulate discussion of key issues
related to language teaching and learning. The topics range from the
nature and processes of language learning to specific materials and tech-
niques for use by teachers. The book contains 40 tasks of two types.
Discussion Tasks allow users to examine general principles and issues in
the context of their specific teaching circumstances, and to exchange
ideas. Classroom-based tasks provide a practical framework for small-scale
classroom research—testing ideas, assumptions, and hypotheses in the
context of specific classes and learners. The book is suitable for profes-
sional courses, in-service programs, and informal professional devel-
opment.


Inspiring Active Learning: A Handbook for Teachers. Merrill
Harmin. Alexandria, VA: Association for Supervision and
Curriculum Development, 1994. Pp. x + 198.


■ This book does not specifically address English language teaching, but
the author has gathered many practical, common sense strategies through
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which students can become active, responsible learners. The strategies
center on mutual respect, collaboration, commitment to learning, and the
dignity of all. Each strategy and its purpose are described, followed by
examples of how the strategy can be used by teachers, regardless of grade
level or specialty. Strategies are grouped into a number of broad categories
and an indexed glossary offers quick access to all the strategies.


Developing Intercultural Awareness: A Cross-Cultural
Training Handbook. (2nd ed.). L. Robert Kohls and John M.
Knight. Yarmouth, ME: Intercultural Press, 1994. Pp. xii + 143.


■ Originally published in its first edition by Robert Kohls, this widely used
manual now appears in its second edition with co-author John Knight.
The book opens with revised outlines of 1- and 2-day cultural awareness
workshops, along with more current exercises. The body of the book
includes a number of training materials such as simulation games, case
studies, and ice-breaking, values, and communication exercises. Appen-
dices, bibliography, and guides to simulation games, films, and videos have
all been expanded and updated. This book is resource for intercultural
educators and trainers working in virtually any setting.


English Language Planning: A Southeast Asian Contribution.
Thiru Kandiah and John Kwan-Terry (Eds). Singapore: Times
Academic Press, 1994. Pp. ix + 309.


■ This anthology addresses language planning in the Asia-Pacific region.
The majority of the articles were originally presented at the Regional
Seminar on Language Planning in a Multilingual Setting: The Role of
English. The first section of the book consists of general papers which
explore the theoretical underpinnings of English language planning in
multilingual societies. The second section examines these theories with
case studies from several Asian societies. The articles are arranged in
such a way that they draw attention to significant regional patterns. A
concluding commentary, written for this volume by the editors, highlights
the more general observations raised in the papers and their implications
for language planning theory.
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INFORMATION FOR CONTRIBUTORS


EDITORIAL POLICY


The TESOL Quarterly, a professional, refereed journal, encourages submis-
sion of previously unpublished articles on topics of significance to individu-
als concerned with the teaching of English as a second or foreign language
and of standard English as a second dialect. As a publication that repre-
sents a variety of cross-disciplinary interests, both theoretical and practical,
the Quarterly invites manuscripts on a wide range of topics, especially in
the following areas:


1. psychology and sociology of language  3.
learning and teaching; issues in research 4.
and research methodology


2.  curriculum design and development; 5.
instructional methods, materials, and 6.
techniques


testing and evaluation
professional
preparation
language planning
professional standards


Because the Quarterly is committed to publishing manuscripts that contrib-
ute to bridging theory and practice in our profession, it particularly wel-
comes submissions drawing on relevant research (e.g., in anthropology,
applied and theoretical linguistics, communication, education, English
education [including reading and writing theory], psycholinguistics, psy-
chology, first and second language acquisition, sociolinguistics, and sociol-
ogy) and that address implications and applications of this research to
issues in our profession. The Quarterly prefers that all submissions be
written so that their content is accessible to a broad readership, including
those individuals who may not have familiarity with the subject matter
addressed.


GENERAL INFORMATION FOR AUTHORS
Submission Categories


The TESOL Quarterly invites submissions in five categories:


Full-length articles. Contributors are strongly encouraged to submit
manuscripts of no more than 20 to 25 double-spaced pages. Submit three
copies plus three copies of an informative abstract of not more than 200
words. To facilitate the blind review process, authors’ names should appear
only on a cover sheet, not on the title page; do not use running heads.
Manuscripts should be submitted to the Editor of TESOL Quarterly:


Sandra McKay
English Department
San Francisco State University
1600 Holloway Ave.
San Francisco, CA 94132
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The following factors are considered when evaluating the suitability of a
manuscript for publication in the TESOL Quarterly:


 ● The manuscript appeals to the general interests of the TESOL Quarterly
readership.


 ● The manuscript contributes to bridging the gap between theory and
practice: Practical articles must be anchored in theory, and theoretical
articles and reports of research must contain a discussion of implications
and/or applications for practice.


 ● The content of the manuscript is accessible to the broad readership of
the Quarterly, not only to specialist in the area addressed.


 ● The manuscript offers a new, original insight or interpretation and not
just a restatement of others’ ideas and views.


 ● The manuscript makes a significant (practical, useful, plausible) contri-
bution to the field.


 ● The manuscript is likely to arouse readers’ interest.
 ● The manuscript reflects sound scholarship with appropriate, correctly


interpreted references to other authors and works.
 ● The manuscript is well written and organized and conforms to the


specifications of the Publication Manual of the American Psychological Associ-
ation (4th ed.).


Reviews. The TESOL Quarterly invites succinct, evaluative reviews of pro-
fessional books, classroom texts, and other instructional resources (such
as computer software, video- or audiotaped material, and tests). Reviews
should provide a descriptive and evaluative summary and a brief discus-
sion of the significance of the work in the context of current theory
and practice. Submissions should generally be no longer than 500 words.
Submit two copies of the Review to the Review Editor:


H. Douglas Brown
American Language Institute
San Francisco State University
1600 Holloway Avenue
San Francisco, CA 94132 U.S.A.


Review Articles. The TESOL Quarterly also welcomes occasional review
articles, that is, comparative discussions of several publications that fall
into a topical category (e.g., pronunciation, literacy training, teaching
methodology). Review articles should provide a description and evaluative
comparison of the materials and discuss the relative significance of the
works in the context of current theory and practice. Submissions should
generally be no longer than 1,500 words. Submit two copies of the review
article to the Review Editor at the address given above.


Brief Reports and Summaries. The TESOL Quarterly also invites short
reports on any aspect of theory and practice in our profession. We encour-
age manuscripts which either present preliminary findings or focus on
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some aspect of a larger study. In all cases, the discussion of issues should
be supported by empirical evidence, collected through qualitative or quan-
titative investigations. Reports or summaries should present key concepts
and results in a manner that will make the research accessible to our
diverse readership. Submissions to this section should be 7–10 double-
spaced pages (including references and notes). Longer articles do not appear
in this section and should be submitted to the Editor of the TESOL Quarterly for
review. Send two copies of the manuscript to the Editors of the Brief
Reports and Summaries section:


Graham Crookes and Kathryn A. Davis
Department of English as a


Second Language
University of Hawaii at Manoa
1890 East-West Road
Honolulu, HI 96822 U.S.A.


The Forum. The TESOL Quarterly welcomes comments and reactions from
readers regarding specific aspects or practices of our profession. Re-
sponses to published articles and reviews are also welcome; unfortunately,
we are not able to publish responses to previous exchanges. Contributions
to The Forum should generally be no longer than five double-spaced
pages. Submit two copies to the Editor of the TESOL Quarterly at the
address given above.
Brief discussions of qualitative and quantitative Research Issues and of
Teaching Issues are also published in The Forum. Although these contri-
butions are typically solicited, readers may send topic suggestions and/or
make known their availability as contributors by writing directly to the
Editors of these subsections,


Research Issues: Teaching Issues:


Donna M. Johnson Bonny Norton Peirce
English Department Department of Anthropology
ML 455 McMaster University
University of Arizona 1280 Main St. West
Tucson, AZ 85721 Hamilton, Ontario, L8S 4K1


CANADA


Special-Topic Issues. Typically, one issue per volume will be devoted to
a special topic. Topics are approved by the Editorial Advisory Board of
the Quarterly. Those wishing to suggest topics and/or make known their
availability as guest editors should contact the Editor of the TESOL Quar-
terly. Issues will generally contain both invited articles designed to survey
and illuminate central themes as well as articles solicited through a call
for papers.


General Submission Guidelines


1. All submissions to the Quarterly should conform to the requirements
of the Publication Manual of the American Psychological Association (4th
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ed.), which can be obtained from the Order Department, American
Psychological Association, P.O. Box 2710, Hyattsville, MD 20784-0710.
The Publication Manual is also available in many libraries and book-
stores. Authors are responsible for the accuracy of references and
reference citations, which must be in APA format.


2. All submissions to the TESOL Quarterly should be accompanied by a
cover letter which includes a full mailing address and both a daytime
and an evening telephone number. Where available, include an elec-
tronic mail address and fax number.


3. Authors of full-length articles should include two copies of a very brief
biographical statement (in sentence form, maximum 50 words), plus
any special notations or acknowledgments that they would like to have
included. Double spacing should be used throughout.


4. The TESOL Quarterly provides 25 free reprints of published full-length
articles and 10 reprints of material published in the Reviews, Brief
Reports and Summaries, and The Forum sections.


5. Manuscripts submitted to the TESOL Quarterly cannot be returned to
authors. Authors should be sure to keep a copy for themselves.


6. It is understood that manuscripts submitted to the TESOL Quarterly
have not been previously published and are not under consideration
for publication elsewhere.


7. It is the responsibility of the author(s) of a manuscript submitted to
the TESOL Quarterly to indicate to the Editor the existence of any work
already published (or under consideration for publication elsewhere)
by the author(s) that is similar in content to that of the manuscript.


8. The Editor of the TESOL Quarterly reserves the right to make editorial
changes in any manuscript accepted for publication to enhance clarity
or style. The author will be consulted only if the editing has been
substantial.


9. The views expressed by contributors to the TESOL Quarterly do not
necessarily reflect those of the Editor, The Editorial Advisory Board,
or TESOL. Material published in the Quarterly should not be construed
to have the endorsement of TESOL.


Statistical Guidelines


Because of the educational role the Quarterly plays modeling research in
the field, it is of particular concern that published research articles meet
high statistical standards. In order to support this goal, the following
guidelines are provided.


plained clearly and in enough detail that it would be possible to replicate
Reporting the study. Studies submitted to the Quarterly should be ex-


the design of the study on the basis of the information provided m the
article. Likewise, the study should include sufficient information to allow
readers to evaluate the claims made by the author. In order to accommo-
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date both of these requirements, authors of statistical studies should pre-
sent the following.


1. A clear statement of the research questions and the hypotheses which
are being examined


2. Descriptive statistics, including the means, standard deviations, and
sample sizes, necessary for the reader to correctly interpret and evalu-
ate any inferential statistics


3. Appropriate types of reliability and validity of any tests, ratings, ques-
tionnaires, and so on.


4. Graphs and charts which help explain the results


5. Clear and careful descriptions of the instruments used and the types
of intervention employed in the study


6. Explicit identifications of dependent, independent, moderator, inter-
vening, and control variables


7. Complete source tables for statistical tests


8. Discussions of how the assumptions underlying the research design
were met, assumptions such as random selection and assignment of
subjects, sufficiently large sample sizes so that the results are stable,
etc.


9. Tests of the assumptions of any statistical tests, when appropriate


10. Realistic interpretations of the statistical significance of the results,
keeping in mind that the meaningfulness of the results is a separate
and important issue, especially for correlation


Conducting the analyses. Quantitative studies submitted to the TESOL
Quarterly should reflect a concern for controlling Type I and Type II
error. Thus, studies should avoid multiple t tests, multiple ANOVAs,
etc. However, in the very few instances in which multiple tests might
be employed, the author should explain the effects of such use on the
probability values in the results. In reporting the statistical analyses, au-
thors should choose one significance level (usually .05) and report all
results in terms of that level. Likewise, studies should report effect size
through such strength of association measures as omega-squared or eta-
squared along with beta (the possibility of Type II error) whenever this
may be important to interpreting the significance of the results.


Interpreting the results. The results should be explained clearly and the
implications discussed such that readers without extensive training in the
use of statistics can understand them. Care should be taken in making
causal inferences from statistical results, and these should be avoided with
correlational studies. Results of the study should not be overinterpreted
or overgeneralized. Finally, alternative explanations of the results should
be discussed.
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Qualitative Research Guidelines


To ensure that Quarterly articles model rigorous qualitative research, the
following guidelines are provided.


Conducting the study. Studies submitted to the Quarterly should exhibit
an in-depth understanding of the philosophical perspectives and research
methodologies inherent in conducting qualitative research. Utilizing these
perspectives and methods in the course of conducting research helps
to ensure that studies are credible, valid, and dependable rather than
impressionistic and superficial. Reports of qualitative research should
meet the following criteria.


1. Data collection (as well as analyses and reporting) is aimed at uncov-
ering an emit perspective. In other words, the study focuses on re-
search participants’ perspectives and interpretations of behavior,
events, and situations rather than etic (outsider-imposed) categories,
models, and viewpoints.


2. Data collection strategies include prolonged engagement, persistent
observation, and triangulation. Researchers should conduct ongoing
observations over a sufficient period of time so as to build trust with
respondents, learn the culture (e.g., classroom, school, or community),
and check for misinformation introduced by both the researcher and
the researched. Triangulation involves the use of multiple methods
and sources such as participant-observation, informal and formal in-
terviewing, and collection of relevant or available documents.


Analyzing the data. Data analysis is also guided by the philosophy and
methods underlying qualitative research studies. The researcher should
engage in comprehensive data treatment in which data from all relevant
sources are analyzed. In addition, many qualitative studies demand an
analytic inductive approach involving a cyclical process of data collection,
analysis (taking an emit perspective and utilizing the descriptive language
the respondents themselves use), creation of hypotheses, and testing of
hypotheses in further data collection.


Reporting the data. The researcher should generally provide “thick de-
scription” with sufficient detail to allow the reader to determine whether
transfer to other situations can be considered. Reports also should include
the following.


1. A description of the theoretical or conceptual framework that guides
research questions and interpretations.


2. A clear statement of the research questions.
3. A description of the research site, participants, procedures for ensur-


ing participant anonymity, and data collection strategies. A descrip-
tion of the roles of the researcher(s).


4. A description of a clear and salient organization of patterns found
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through data analysis. Reports of patterns should include representa-
tive examples not anecdotal information.


5. Interpretations that exhibit a holistic perspective in which the author
traces the meaning of patterns across all the theoretically salient or
descriptively relevant micro- and macrocontexts in which they are
embedded.


6. Interpretations and conclusions that provide evidence of grounded
theory and discussion of how this theory relates to current research/
theory in the field, including relevant citations. In other words, the
article should focus on the issues or behavior that are salient to partici-
pants and that not only reveal an in-depth understanding of the
situation studied but also suggest how it connects to current related
theories.
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