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Editor’s Note


� I would like to express my appreciation to all of the members of the
Editorial Advisory Board and the additional readers who have contributed
their time and expertise to TESOL Quarterly over the past year. Please note
that the call for abstracts for the autumn 2004 special-topic issue, on Gender
and Second Language Learning, appears on page 8 of this issue.


In This Issue


� The articles report research intended to inform development of materials
for learning and assessment.


• Douglas Biber, Susan Conrad, Randi Reppen, Pat Byrd, and Marie Helt
examine English speaking and writing in the university. The study was
designed to provide descriptions of language that are needed to
increase the correspondence between the language appearing on the
Test of English as a Foreign Language (TOEFL) and what students are
exposed to at North American universities. They present the analysis of
a corpus containing 2.7 million words gathered from spoken and
written activities associated with academic life, including classroom
sessions, office hours, study groups, on-campus service encounters,
textbooks, course packs, and other written material. A multidimen-
sional comparison of the different registers revealed a wide variety of
linguistic features, such as those associated with both narrative and
nonnarrative, for one, and both elaborated and situated reference, for
another. Results add to the picture of academic registers that has been
developed through other perspectives.


• Carolyn E. Turner and John A. Upshur tackle the thorny issue of how
to best evaluate examinees’ language on a test of writing. Their study
investigated the extent to which a group of raters and a sample of
papers affect which of the many possible scales is developed for rating
essays. A comparison of the scales developed by three different teams
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of raters based on different samples of papers indicated that scale
development team had a minor effect upon ratings and that scale
development sample had a major effect. The study illustrates a means
of constructing a scale empirically for a particular writing assessment
and points to factors that may affect the process.


Also in this issue:


• The Forum: Nat Bartels argues that university faculty involved in
teacher education should themselves be conducting some form of
action research intended to improve their own teaching. He suggests
that much of the curriculum of language teacher education programs
is based on intuition and that it would be beneficial to subject
intuitively based practices to empirical evaluation using methods such
as those recommended for language teachers. Dwight Atkinson com-
ments on Ryuko Kubota’s “Discursive Construction of the Images of
U.S. Classrooms” (Vol. 35, No. 1, Spring 2001), and Kubota responds.


• Teaching Issues: Constant Leung and Lee Gunderson each address the
question of how the education system responds to the needs of
immigrant students on first arrival in England and in Vancouver,
British Columbia, Canada.


• Brief Reports and Summaries: Sarah J. Shin probes an issue of
importance for ESL education—the personal factors that may influ-
ence an individual child to develop or neglect his or her heritage
language. In her report on birth order and language experience of
bilingual children, she examines data concerning how a child’s posi-
tion relative to other children in a family may play a role.


• Reviews and Book Notices: Five books are reviewed in this issue: The
Politics of Language: Conflict, Identity, and Cultural Pluralism in Compara-
tive Perspective (Carol Schmid), At War With Diversity: U.S. Language
Policy in an Age of Anxiety (James Crawford), Language Ideologies: Critical
Perspectives on the Official English Language Movement: Vol. 1. Education
and the Social Implications of Official Language (Roseann Duenas González
with Ildikó Melis, Eds.), Critical English for Academic Purposes (Sarah
Benesch), and Stimulated Recall Methodology in Second Language Research
(Susan Gass and Alison Mackey). Notices of five additional books are
included.


Carol A. Chapelle
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Speaking and Writing in the University:
A Multidimensional Comparison
DOUGLAS BIBER
Northern Arizona University
Flagstaff, Arizona, United States


SUSAN CONRAD
Portland State University
Portland, Oregon, United States


RANDI REPPEN
Northern Arizona University
Flagstaff, Arizona, United States


PAT BYRD
Georgia State University
Atlanta, Georgia, United States


MARIE HELT
California State University
Sacramento, California, United States


The dozens of studies on academic discourse carried out over the past
20 years have mostly focused on written academic prose (usually the
technical research article in science or medicine) or on academic
lectures. Other registers that may be more important for students
adjusting to university life, such as textbooks, have received surprisingly
little attention, and spoken registers such as study groups or on-campus
service encounters have been virtually ignored. To explain more fully
the nature of the tasks that incoming international students encounter,
this article undertakes a comprehensive linguistic description of the
range of spoken and written registers at U.S. universities. Specifically,
the article describes a multidimensional analysis of register variation in
the TOEFL 2000 Spoken and Written Academic Language Corpus. The
analysis shows that spoken registers are fundamentally different from
written ones in university contexts, regardless of purpose. Some of the
register characterizations are particularly surprising. For example,
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classroom teaching was similar to the conversational registers in many
respects, and departmental brochures and Web pages were as
informationally dense as textbooks. The article discusses the implica-
tions of these findings for pedagogy and future research.


Teachers, textbook authors, and test developers are constantly faced
with decisions regarding the language forms, topics, and functions


to include in ESOL materials. Unfortunately, few empirical linguistic
descriptions are available to inform these decisions. As a result, language
professionals rely on intuitions and anecdotal evidence of how speakers
and writers use language. Despite the value of intuitions in materials
development, intuitions about language use often turn out to be wrong
(see Biber & Conrad, 2001; Biber & Reppen, in press). Comprehensive
linguistic descriptions are not all that materials developers need, but
such descriptions provide essential information for making principled
pedagogical decisions. The research reported in this article contributes
empirically based linguistic description intended to inform materials
development for university-level English language instruction.


TESOL professionals are aware of the special demands of academic
reading and writing, especially in relation to textbooks, research papers,
and student essays and term papers. Teachers also recognize the impor-
tance of academic listening skills, which are required for success in the
classroom. However, considerably less attention has been directed to-
ward other university registers,1 such as study groups, office hours, and
course packs. Institutional registers that may be particularly important
for students to negotiate include written registers—such as handbooks,
catalogues, program Web pages, and course syllabi—and spoken regis-
ters, such as service encounters with the registrar or departmental staff
and the classroom management talk of instructors at the beginning of
class sessions. Little is known about the linguistic characteristics of these
registers, so it is not surprising that most programs and textbooks do not
address the language skills required to handle them.


1 The term register here is a cover term for any language variety defined in situational terms,
including the speaker’s purpose in communication, the topic, the relationship between speaker
and hearer, spoken or written mode, and the production circumstances (see Biber, 1994, 1995;
Conrad & Biber, 2001). Registers can be described at any level of generality (Biber, 1994). For
example, methodology sections in chemistry research articles is a highly specified register; academic
prose is a very general register (unspecified for many characteristics).


Because registers are defined in situational rather than linguistic terms, texts from the same
register can have extensive linguistic differences. Some registers, like official documents, are
very consistent in their linguistic characteristics; texts from other registers, like fiction, can be
very different in their linguistic characteristics. An alternative approach is to define text
categories in linguistic terms, called text types in previous multidimensional studies (see Biber,
1995, chapter 9).
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To better understand the nature of the language that incoming
international (and domestic) students encounter in the university, and
ultimately to help students develop the language skills required, TESOL
professionals need a comprehensive linguistic description of all spoken
and written registers used at the university. This article reports results of
the most comprehensive linguistic analysis of academic language to date.
The study draws on quantitative linguistic analysis of the TOEFL 2000
Spoken and Written Academic Language (T2K-SWAL) Corpus, which
was designed to represent the full range of spoken and written registers
used at U.S. universities (e.g., classroom teaching, office hours, study
groups, textbooks) as well as in the major academic disciplines (e.g.,
humanities, natural sciences) and academic levels (lower division, upper
division, and graduate).


BACKGROUND


Approaches to Academic Discourse Analysis


The many studies on academic discourse published over the past 20
years have been undertaken from a variety of perspectives (see, e.g., the
extensive survey of research in Grabe & Kaplan, 1996). Many of these
studies adopt a rhetorical or social/historical perspective, describing the
rhetorical structure of academic texts and the way the practices of
researchers in particular discourse communities shape the conventions
of academic genres. Most studies focus on written scientific or medical
prose (see, e.g., the book-length studies by Atkinson, 1999; Bazerman,
1988; Berkenkotter & Huckin, 1995; Gilbert & Mulkay, 1984; Halliday &
Martin, 1993; Swales, 1990; Valle, 1999).


Other studies describe the surface linguistic characteristics of aca-
demic texts, again focusing mostly on written academic registers, espe-
cially academic research articles in science or medicine. The hedging
devices used in academic texts have been particularly well researched
(see, e.g., Crompton, 1997; Grabe & Kaplan, 1997; Holmes, 1988;
Hyland, 1994, 1996a, 1996b). Several other studies document the special
classes of verbs used in research articles (e.g., Hunston, 1995; Thompson
& Ye, 1991; Williams, 1996) and the complex noun phrase structures
typical of scientific prose (e.g., Halliday, 1988; Love, 1993; Varantola,
1984). Other analysts have described specialized linguistic features, such
as imperatives (Swales et al., 1998), conditionals (Ferguson, 2000),
personal pronouns (Kuo, 1999), existential there (Huckin & Pesante,
1988), politeness markers (Myers, 1989), citation patterns (Salager-
Meyer, 1999), procedural vocabulary (Marco, 1999), and collocational
frames (Marco, 2000). At the other extreme, as part of a corpus-based
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reference grammar, Biber, Johansson, Leech, Conrad, and Finegan
(1999) describe the grammatical features in academic prose in compari-
son with those in conversation, fiction, and newspaper reportage.
Atkinson (1992, 1996, 1999) and Conrad (1996, 2001) describe the
characteristics of professional written registers with respect to a large
number of co-occurring linguistic features (see the section Multidimen-
sional Analysis below).


Few studies have described the linguistic characteristics of spoken
academic discourse. The numerous studies of the rhetorical organiza-
tion of classroom discourse (see, e.g., Cazden, 1988) have focused for the
most part on discourse markers and other relatively fixed lexical chunks
(e.g., Chaudron & Richards, 1986; Flowerdew & Tauroza, 1995; Khuwaileh,
1999; Nattinger & DeCarrico, 1992; Strodt-Lopez, 1991) or on the overall
discourse organization of the lecture (see, e.g., the papers in Flowerdew,
1994). Carson, Chase, Gibson, and Hargrove (1992) discuss how under-
graduates are required to integrate written and spoken registers, specifi-
cally by reading textbooks to prepare to listen to lectures. Even fewer
studies have described the linguistic characteristics of other spoken
registers common in university life. A recent exception to this generaliza-
tion is Cutting’s (1999) analysis of the conversations of a group of
postgraduate students.


This review of past studies in academic discourse reveals a focus on
written academic prose and academic lectures, with the overwhelming
majority of the research on the technical research article (in science or
medicine). Past work has neglected other registers important for stu-
dents, such as textbooks and spoken registers (e.g., study groups or on-
campus service encounters).


To help international university students develop the language skills
they need, TESOL professionals might benefit from a comprehensive
linguistic description of all university spoken and written registers,
including textbooks and classroom teaching experiences. Equally impor-
tant, although perhaps less obvious, are the “gatekeeping” registers, like
university catalogues, departmental Web pages, course syllabi, class
management talk (in which instructors describe course requirements
and expectations), and service encounters (in which newly arrived
students interact with office staff to accomplish the business of becoming
a student). In sum, the TESOL profession needs fuller linguistic descrip-
tions as the basis for ESL and English for academic purposes (EAP)
materials that represent the full extent of ESL students’ future university
tasks.
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Multidimensional Analysis


Previous research on academic discourse has been limited in part
simply because researchers have been interested in specific registers or
linguistic features rather than the overall patterns of register variation. In
addition, more comprehensive investigations have not been feasible
until recently. The combined use of computer programs for automated
language processing and representative text corpora enables such com-
prehensive investigations (cf. Biber, Conrad, & Reppen, 1998). Corpus-
based analysis allows for the following essentials:


1. the adequate representation of naturally occurring discourse. Cor-
pora can include representative text samples from a variety of
academic registers, allowing for analyses based on long passages
from each text, multiple texts from each register, and a full range of
spoken and written registers.


2. (semi-)automatic linguistic processing of texts using computational
processing. This allows comprehensive linguistic characterization of
a text through description of a wide range of linguistic features.


3. reliable, accurate quantitative analyses of linguistic features. Because
computers do not become bored or tired, they count a linguistic
feature in the same way every time it is encountered.


4. the possibility of cumulative results and accountability. Subsequent
studies can be based on the same corpus of texts, or additional
corpora can be analyzed using the same computational techniques.


Taking advantage of these potentials for linguistic analysis, our study
of academic registers used a quantitative, corpus-based technique called
multidimensional (MD) analysis. MD analysis was developed to discover
and interpret the patterns of linguistic variation found in a corpus of
texts. Early researchers in sociolinguistics (e.g., Ervin-Tripp, 1972) ar-
gued that linguistic features work together in texts as constellations of co-
occurring features (rather than as individual features) to distinguish
among registers. Although this theoretical perspective is widely ac-
cepted, before the availability of corpus-based techniques, linguists
lacked the methodological tools required to analyze these co-occurring
features. MD analysis uses multivariate statistical techniques to investi-
gate the quantitative distribution of linguistic features across texts and
text varieties and to analyze linguistic co-occurrence by identifying
underlying dimensions of variation through a statistical factor analysis.


The dimensions identified in MD analysis have both linguistic and
functional interpretations. The linguistic content is a group of features
(e.g., nouns, attributive adjectives, prepositional phrases) that co-occur
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with a markedly high frequency in texts. On the assumption that co-
occurrence reflects shared functions, analysts interpret the co-occurrence
patterns to assess the situational, social, and cognitive functions most
widely shared by the linguistic features. For example, the frequent co-
occurrence of first-person pronouns, second-person pronouns, hedges,
and emphatics in conversational texts is interpreted as reflecting directly
interactive situations and a primary focus on personal stance and
involvement (see below).


Biber (1988) identified five main dimensions of variation in a general
corpus of spoken and written registers. He used factor analysis to identify
the groups of linguistic features associated with each dimension (i.e., the
linguistic features that co-occur in texts with markedly high frequencies;
see Table 1). The dimensions represent the co-occurrence distributions
of 67 linguistic features across 481 spoken and written texts of contempo-
rary British English. The texts, taken from the Lancaster-Oslo-Bergen
Corpus and the London-Lund Corpus, represent 23 major register
categories (e.g., academic prose, press reportage, fiction, letters, conver-
sations, interviews, radio broadcasts, public speeches). The factor load-
ings for a linguistic feature (Table 1, third column) can range from �1.0
to +1.0; the farther from 0.0 a loading is, the stronger the association
between the feature and the dimension. Features with higher loadings
are thus better representatives of the dimension underlying a factor.


Most of the dimensions consist of two groupings of features, one with
positive and the other with negative loadings. The positive and negative
sets represent features that occur in a complementary pattern. That is,
when the features in one group occur together frequently in a text, the
features in the other group are markedly less frequent in that text, and
vice versa.


Interpretations of the dimensions should consider likely reasons for
the complementary distribution of these two groups of features as well as
the reasons for the co-occurrence pattern within each group. For
example, on Dimension 1, the interpretation of the features having
negative loadings is relatively straightforward because the features are
relatively few in number. Nouns, word length, prepositions, type/token
ratio, and attributive adjectives all have negative loadings larger than .45,
and no feature has a larger loading on another factor. High frequencies
of all these features indicate an informational focus and a careful
integration of information in a text. These features are associated with
texts that have an informational purpose and provide ample opportunity
for careful integration of information and precise lexical choice.


The set of features with positive loadings on Dimension 1 is more
complex, although all of these features have been associated with an
involved, noninformational focus related to a primarily interactive or
affective purpose and on-line production circumstances. For example,
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TABLE 1


Summary of Biber’s (1988) Factor Analysis


Factor
Feature Example loading


Dimension 1: Involved versus informational production


Positive features (involved production)
Private verbs think, know, believe 0.96
that-deletions I think [0] he went 0.91
Contractions can’t, she’s 0.90
Present tense verbs is, likes, wants 0.86
Second-person pronouns you 0.86
do as pro-verb so did Sandra 0.82
Analytic negation that’s not likely 0.78
Demonstrative pronouns this shows… 0.76
General emphatics really, a lot 0.74
First-person pronouns I, we 0.74
Pronoun it I didn’t like it 0.71
be as main verb that was sad 0.71
Causative subordination because . . . 0.66
Discourse particles well, anyway 0.66
Indefinite pronouns nothing, someone 0.62
General hedges kind of, something like 0.58
Amplifiers absolutely, extremely 0.56
Sentence relatives Bob didn’t study at all, which is usual for him 0.55
wh- questions Why did you go? 0.52
Possibility modals can, could, may, might 0.50
Nonphrasal coordination Sally was biking last weekend and then she . . . 0.48
wh- clauses Jill asked what happened 0.47
Final prepositions the candidate that I was thinking of 0.43


Negative features (informational production)
Nouns community, case –0.80
Word length — –0.58
Prepositions of, in, for –0.54
Type/token ratio — –0.54
Attributive adjectives good, possible –0.47


Dimension 2: Narrative versus nonnarrative discourse


Positive features (narrative discourse)a


Past tense verbs considered, described 0.90
Third-person pronouns he, she, they 0.73
Perfect aspect verbs had been, has shown 0.48
Public verbs said, explain 0.43
Synthetic negation no answer is good enough 0.40
Present participial clauses Having established the direction, 0.39


we can now . . .


Dimension 3: Situation-dependent versus elaborated referenceb


Positive features (situation-dependent reference)
Time adverbials early, instantly, soon 0.60
Place adverbials above, beside, outdoors 0.49
Adverbs always, significantly 0.46


Continued on next page
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Negative features (elaborated reference)
wh- relative clauses in something which everybody can do –0.63
object positions


Pied piping constructions the way in which this happens –0.61
wh- relative clauses in those who retain inhibitions –0.45
subject positions


Phrasal coordination salt and pepper –0.36
Nominalizations extension, proposition –0.36


Dimension 4: Overt expression of persuasion


Positive features (overt expression of persuasion)
Infinitives hope to go 0.76
Prediction modals will, would, shall 0.54
Suasive verbs command, insist, propose 0.49
Conditional subordination if you want 0.47
Necessity modals must, should, have to 0.46
Split auxiliaries should really be 0.44
(Possibility modals) can, could, might (0.37)c


Dimension 5: Nonimpersonal versus impersonal styleb, d


Negative features (impersonal style)
Conjuncts however, therefore –0.48
Agentless passives The same mechanism was analyzed on each. –0.43
Past participial adverbial clauses Directed by Twilling, the production –0.42


is delightful.
by passives He was surrounded by a ring of men. –0.41
Past participial the course chosen by the large majority –0.40
postnominal clauses


Other adverbial subordinators since, while, whereas –0.39


Note. The table includes only features with loadings larger than �0.35; features with smaller
loadings have not demonstrated strong evidence for their occurrence on the dimension.
aNo negative features. bPolarity reversed; see Footnote 2. cFeature was not used in the
computation of dimension scores. dNo positive features.


TABLE 1, continued


Summary of Biber’s (1988) Factor Analysis


Factor
Feature Example loading


first- and second-person pronouns, wh- questions, emphatics, amplifiers,
and sentence relatives can all be interpreted as reflecting interpersonal
interaction and the involved expression of personal feelings and con-
cerns. Other features with positive loadings on Dimension 1 mark a
reduced surface form, a generalized or uncertain presentation of
information, and a generally fragmented production of text; these
include that -deletions, contractions, pro-verb do, the pronominal forms,
and final (stranded) prepositions. In these cases, a reduction in surface
form also results in a more generalized, less explicit content.







SPEAKING AND WRITING IN THE UNIVERSITY 17


Overall, based on both positive and negative co-occurring linguistic
features, Dimension 1 seems to represent a dimension marking affective,
interactional, and generalized content (the features with positive load-
ings) versus high informational density and precise informational con-
tent (the features with negative loadings). Two separate communicative
parameters seem to be represented here: the primary purpose of the
writer/speaker (involved vs. informational) and the production circum-
stances (those dictated by real-time constraints vs. those enabling careful
editing possibilities). Reflecting both of these parameters, the interpre-
tive label involved versus informational production seems appropriate for
this dimension.


The complementary groupings of features on the other factors shown
in Table 1 reflect other functional relations. The interpretive labels for
the dimensions (involved versus informational production, narrative versus
nonnarrative discourse, situation-dependent versus elaborated reference, overt
expression of persuasion, and nonimpersonal versus impersonal style) express
the communicative function(s) they represent (see Table 2).2 Biber
(1988, chapters 6–7; 1995, chapters 5–7) and Conrad and Biber (2001,
chapter 2) provide justification for these interpretations based on the
shared communicative functions of the co-occurring linguistic features
on each dimension plus the distribution of registers along each dimension.


Having defined these dimensions empirically through quantities of
linguistic characteristics, we can analyze any text by computing its
dimension score: a summation of the frequencies for those features having
salient loadings on a dimension. Registers and subregisters can then be
compared in terms of their mean dimension scores. Considering all five
dimensions together enables multidimensional analyses of the linguistic
characteristics of particular registers and the linguistic differences among
registers.


Biber (1988) used these dimensions to compare and contrast a wide
variety of spoken and written registers (including conversation, personal
letters, fiction, and academic prose). Subsequent studies have used the
dimensions to analyze academic registers in greater detail. For example,
Conrad (1996, 2001) compared the multidimensional characteristics of
research articles and textbooks in the academic disciplines of ecology
and American history. This study provides a baseline for the study of
writing development, comparing the characteristics of term papers
written by students at various levels to the characteristics of professional
written texts. Carkin (2001) focused on introductory textbooks and


2 To facilitate comparisons across dimensions in this analysis, we reverse the polarity of
Dimensions 3 and 5 as given by Biber (1988). Dimension 5 has only negative features, reflecting
an impersonal style. Because the opposing end of this dimension has no features at all, we refer
to it as nonimpersonal style, which is not necessarily the same as a personal style.
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lectures, using the dimensions for a four-way comparison of lower-
division textbooks and lectures in economics and biology. Biber and
Finegan (1994) compared the multidimensional profiles of the introduc-
tion-methods-results-discussion sections in medical research articles.
Csomay (2000) used a modified MD analysis to investigate the character-
istics of academic lectures. Other studies have used the five dimensions
to track historical patterns of change within academic written registers,
focusing especially on medical prose and science prose (Atkinson, 1992,
1996, 1999; Biber, 1995, chapter 8; Biber & Finegan, 1997; see also the
papers in Conrad & Biber, 2001). Taken together, these studies demon-
strate the power of the Biber’s (1988) multidimensional framework for
building descriptions of academic registers.


While continuing to investigate academic discourse, the present study
takes a broader perspective than these previous investigations did.
Rather than focus on a few stereotypically academic registers, we analyze
a full range of registers encountered by students in university life. Some
of these registers—such as classroom teaching, office hours, and study
groups—are influenced by competing functional forces, for example,
the need to convey information efficiently versus the restrictions of real-
time (spoken) production and the need for social interaction. But how
are these and other, competing functional influences reflected in the
language of the texts in each register? To investigate this question, we


TABLE 2


Communicative Functions Represented by Biber’s (1988) Dimensions


Dimension Functions Example


Conversation versus
academic prose


Fiction versus conversation
and academic prose


Sports broadcasts versus
official documents


Editorial versus normal
conversation


Conversation and fiction
versus scientific academic
prose


Interactive discourse with
high involvement and a
focus on personal stance
versus carefully produced
written discourse with an
informational purpose


Stereotypically narrative
discourse


Situated reference versus
elaborated, context-
independent reference


Persuasive or argumentative
discourse


Focus on events and
circumstances rather than
the participants


Involved versus
informational production


Narrative versus
nonnarrative discourse


Situation-dependent versus
elaborated reference


Overt expression of
persuasion


Nonimpersonal versus
impersonal style
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locate each academic register along the five register dimensions de-
scribed above.


METHOD


Corpus Design and Data Collection


We designed the T2K-SWAL Corpus to be relatively large (2.7 million
words) and to represent the academic registers that U.S. university
students must listen to or read (see Table 3).3 The register categories
chosen for the corpus reflect the spoken and written activities associated
with academic life, including class sessions, office hours, study groups,
on-campus service encounters, textbooks, course packs, and other cam-
pus writing (e.g., university catalogues, brochures). The sampling weight


TABLE 3


Composition of the TOEFL 2000 Spoken and Written Academic Language Corpus


Register Texts Words


Spoken
Class sessions 176 1,248,811
Classroom management 40a 39,255
Labs/in-class groups 17 88,234
Office hours 11 50,412
Study groups 25 141,140
Service encounters 22 97,664


Total 251 1,665,516


Written
Textbooks 87 760,619
Course packs 27 107,173
Course management 21 52,410
Other campus writing 37 151,450


Total 172 1,071,652


Overall total 423 2,737,168


aClassroom management texts were extracted from class session texts, so they are not included
in the total text counts.


3 The corpus is being used (a) for a series of linguistic investigations and (b) to provide a
baseline for test materials. Related to the first purpose, we are investigating various linguistic
characteristics of academic texts, including vocabulary distributions, the use of collocations and
lexical bundles, grammatical characteristics, syntactic complexity, informational density, and
the expression of stance. In all cases, the design of the corpus allows research to be undertaken
from the perspective of register comparison. That is, each register can be studied in relation to
the other academic spoken and written registers. Related to the second purpose, the corpus is
being used to ensure that test stimuli represent the same range of linguistic (lexical and
grammatical) complexity that students encounter regularly in academic life.
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given to each register category reflects our assessment of its relative
availability and importance.


To gather data, we identified and captured naturally occurring
discourse at four academic sites (California State University, Sacramento;
Georgia State University; Iowa State University; and Northern Arizona
University). Taken together, the sites represent four U.S. regions—West
Coast (California State), Rocky Mountain West (Northern Arizona),
Midwest (Iowa State), and Deep South (Georgia State)—and four types
of academic institutions—a teacher’s college (California State), a mid-
size regional university (Northern Arizona), an urban research university
(Georgia State), and a rural research university (Iowa State). Although
we did not achieve full demographic/institutional representativeness, we
aimed to avoid obvious skewing for these factors.


For the spoken corpus, our participants were primarily students,
whom we recruited to record their academic conversations faculty. We
also recruited faculty to record office hours and university staff to record
service encounters. Student participants carried audiocassette recorders
to capture academic speech as it occurred in the class sessions and study
groups that they were involved in over a 2-week period, keeping a log of
speech events and participants to the extent that it was practical. Faculty
simply left cassette recorders running during their office hours (with
student consent). This approach overcame the tendency for the some-
what artificial discourse that is often created by the presence of research
assistants in spoken settings. We obtained high-quality, natural interac-
tions; the main disadvantage was that we did not observe the interactions
firsthand and thus could not obtain detailed information about the
setting and participants.


Service encounters were recorded wherever students regularly inter-
acted with staff to conduct the business of the university. These settings
included the university bookstore, copy shop, and coffee shop; the front
desk in the dormitory; academic department offices; the library informa-
tion desk; the media center; and student business services.


For class sessions and textbooks, we sampled spoken and written texts
from six major disciplines (business, education, engineering, humani-
ties, natural science, and social science) and three levels of education
(lower-division undergraduate, upper-division undergraduate, and gradu-
ate). Table 4 shows the breakdown of texts by discipline and level for
class sessions and for textbooks. Recognizing the existence of systematic
variation within each of these high-level disciplines, we also targeted
specific subdisciplines (e.g., chemistry, philosophy, psychology); although
these distinctions will allow for register comparisons at a more specific
level in future research, we restricted the study described here to the
main categories. Finally, the corpus includes various teaching styles, as
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measured by the extent of interactivity in classroom teaching, but this
study did not consider such distinctions.


Course packs collected for the corpus included written texts of several
types: lecture notes, study guides, detailed descriptions of assignments or
experimental procedures written by the instructor, and photocopies of
published journal articles and book chapters. Course management texts
are mostly syllabi, but this category also includes some written assign-
ments or exams. Finally, the category other campus writing included the
miscellaneous written texts that students encounter on campus, such as


TABLE 4


Class Session Texts and Textbooks in the Corpus by Discipline and Level


Class session texts Textbooks


Discipline and level Texts Words Texts Words


Business
Lower division 8  44,418 4 29,744
Upper division 20 126,026 4 28,399
Graduate 8 66,010 7 58,078


Total 36 236,454 15 116,221


Education
Lower division 4 26,237 2  18,601
Upper division 4 25,871 2 15,830
Graduate 8 85,135 2 15,685


Total 16 137,243 6 50,116


Engineering
Lower division 8 45,864 3 18,629
Upper division 14  72,165 3 24,902
Graduate 8  53,156 3 28,482


Total 30  171,185 9  72,013


Humanities
Lower division 10 65,984 6 56,324
Upper division 12 91,732 6 52,870
Graduate 9 90,946 6 54,938


Total 31  248,622 18 164,132


Natural science
Lower division 9 48,616 6  53,564
Upper division 7 40,447 6 42,555
Graduate 9 71,810 6 48,995


Total 25 160,873 18  145,114


Social science
Lower division 15 124,435 7 75,324
Upper division  15 107,283 7 71,182
Graduate 8 62,712 7 66,517


Total 38 294,430 21 213,023
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informational brochures about academic programs; university cata-
logues; Web pages describing academic programs; and informational
brochures on student services, health or safety issues on campus,
scholarships, and other topics. Although not often considered academic
discourse, written material of this type is among the first that a prospec-
tive student receives from a university. It is ubiquitous on campus and is
required reading for a prospective student attempting to navigate the
maze of university requirements and services.


Data Coding


All texts in the corpus were coded with a header to identify content
area and register. Spoken texts were transcribed using a consistent
convention (see Edwards & Lampert, 1993), and to the extent possible
speakers were distinguished and some demographic information for
each (e.g., status as instructor or student) supplied in the header.


After editing all texts to ensure accuracy in transcribing and scanning,
we grammatically annotated the texts using an automatic grammatical
tagger (developed and revised over a 10-year period by Biber). The
grammatical tags were then edited using an interactive grammar checker
to ensure a high degree of accuracy for the final annotated corpus (see
Biber et al., 1998, Methodology Boxes 4 and 5). For example, following
is the tagged equivalent of the sentence The dissolved components that
precipitate to form these rocks are decomposed from pre-existing rocks and minerals:


The ^ati++++
dissolved ^jj+atrb++xvbn+
components ^nns++++
that ^tht+rel+subj++
precipitate ^vb++++
to ^to++++
form ^vbi++++
these ^dt+dem+++
rocks ^nns++++
are ^vb+ber+aux++
decomposed ^vpsv++agls+xvbnx
from ^in++++
pre-existing ^jj+atrb++xvbg+
rocks ^nns++++
and ^cc++++
minerals ^nns++++
. ^.+clp+++
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Data Analysis


For the quantitative linguistic comparisons of texts and registers, we
used a computer program that calculated the rate of occurrence of
linguistic features in each text (e.g., the number of nouns per 1,000
words). The linguistic variables analyzed in the T2K-SWAL Corpus for
the purposes of the present study were the same features used for Biber’s
(1988) factor analysis of general spoken and written registers (summa-
rized above); 67 linguistic variables were analyzed (see Table 1 above). In
the present study, we applied the dimensions from the 1988 factor
analysis to compare university spoken and written registers. That is, we
analyzed the same linguistic features in the texts of the T2K-SWAL
Corpus and then calculated dimension scores for those texts.


To determine the distribution of university registers along each
dimension, we compared texts and registers with respect to those
dimension scores. The normalized linguistic feature counts are scores
that show the rate of occurrence in texts (e.g., a noun score, an adjective
score). In a similar way, dimension scores (or factor scores) can be
computed for each text by summing the scores of the features having
salient loadings on that dimension. In this study, only features with
loadings greater than 0.35 on a factor were considered important
enough to be used in computing dimension scores. For example, we
computed the Dimension 1 score for each text by adding together the
frequencies of private verbs, that-deletions, contractions, present tense
verbs, and so on—the features with positive loadings on Factor 1 (from
Table 1)—and then subtracting the frequencies of nouns, word length,
prepositions, and so on—the features with negative loadings.


The individual linguistic variables were standardized to a mean of 0.0
and a standard deviation of 1.0 before the dimension scores were
computed. This process translates the scores for all features to scales
representing standard deviation units, so that all features on a factor
have equivalent weights in the computation of dimension scores (see
Biber, 1988, pp. 93–97).


Once a dimension score had been computed for each text, we
computed the mean dimension score for each register. Plots of these
mean dimension scores allow linguistic characterization of any given
register, comparison of the relations between any two registers, and a
fuller functional interpretation of the underlying dimension (see, e.g.,
Figure 1 below). In a similar way, standard statistical procedures (such as
analysis of variance [ANOVA]) can be used to analyze the statistical
significance of differences among the mean dimension scores.







24 TESOL QUARTERLY


RESULTS


To summarize the many features of the language in the corpus, we
identify the texts’ positions along the five dimensions described in the
Background section. This analysis shows how the university registers vary.
We then explore this variation further by analyzing differences among
texts associated with different disciplines and levels of study.


Patterns of Variation Among University Registers


To describe the variation among registers, we plotted the mean
dimension scores for the 10 university registers included in the T2K-
SWAL Corpus based on the combined scores of the co-occurring features
in each text (see Figures 1–5 below). Registers with large positive mean
scores on a particular dimension contained high frequencies of the
positive features for that dimension and low frequencies of its negative
features (see Table 1 above). Conversely, registers with large negative
mean scores on a dimension have high frequencies of the negative
features of that dimension and low frequencies of the dimension’s
positive features. These plots reveal several interesting findings about the
linguistic characteristics of individual registers and about the patterns of
variation among university registers. The statistics at the bottom of each
figure report the results of an ANOVA to test for significant differences
among the registers with respect to that dimension score. The r 2 value is
a direct measure of strength, reporting the proportion of variance for
the dimension score that can be predicted by the register distinctions.
For example, Dimension 1 is a very strong predictor of register differ-
ences, with 88.9% of the variance for this dimension score predicted by
register (see Figure 1). In the following subsections, we consider each
dimension in turn.


University Registers Along Dimension 1:
Involved Versus Informational Production


The distribution of university registers along Dimension 1 is surprising
(see Figure 1). Previous multidimensional studies have interpreted
Dimension 1 as a reflection of two underlying functional considerations:
(inter)personal versus informational primary purpose and real-time
versus careful production circumstances. Biber’s (1988) study of general
spoken and written registers showed considerable overlap among regis-
ters along this dimension, reflecting the complex interplay of these
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FIGURE 1


Mean Scores of University Registers Along Dimension 1,


Involved Versus Informational Production


Involved


60 —


55 —
Service encounters (56.9, 10.4)


50 —


Office hours (47.7, 10.1), study groups (47.9, 14.0)
Labs (45.8, 15.8 )45 —


40 —


35 —


Classroom management (32.4, 8.0)


30 —


Classroom teaching (27.7, 10.5)
25 —


20 —


15 —


10 —


5 —


0 —


–5 —


–10 —
Course management (–10.7, 4.5)


–15 —
Course packs (–16.1, 4.1)
Textbooks (–16.3, 6.0)


–20 — Other campus writing (–20.2, 8.2)


–25 —


Informational


Note. F = 401.3; df = 9, 453; r 2 = .889; p < .001. The two figures in parentheses are mean scores
and standard deviations, respectively.
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4 Text samples are identified by register (type), discipline (subdiscipline), and level (if
applicable). We also include the filename in the T2K-SWAL Corpus so that the larger textual
context of these samples can be examined in future research.


factors. For example, prepared speeches (spoken) and fiction (written)
both had Dimension 1 scores of around 0.0 (Biber, 1988, p. 128).


In contrast, spoken and written university registers were completely
polarized along Dimension 1. All written registers had large negative
scores, reflecting a frequent use of the negative features on Dimension 1
(e.g., nouns, long words, prepositions, attributive adjectives; see Table 1
above), coupled with the relative absence of positive features on this
dimension. From a functional perspective, these negative scores indicate
that the written registers are extremely informational in purpose and are
produced under highly controlled and edited circumstances. Interest-
ingly, the register of other campus writing has this same characterization
even though the category is composed of nonacademic texts like
brochures and university catalogues. Text Sample 1 illustrates the dense
informational characteristics of textbooks, and Text Sample 2 illustrates
the similar characteristics of nonacademic written materials. (Nouns are
underscored, attributive adjectives are in italics, and prepositions are in
uppercase letters.)


1. The formation OF a separate socialist bloc would insulate the East FROM
the coming economic chaos IN the West and enhance socialist economic
development. The primary motivation, however, was political. A separate
Eastern economic bloc, IN the Soviet Union’s view, would provide a buffer
zone OF friendly, that is, Communist states ON its borders and would
prevent Germany or other “hostile” Western powers FROM posing a threat
OF military invasion. Furthermore, the Soviet Union would obtain
access ON favorable terms TO the resources OF Eastern Europe—raw
materials and capital equipment—that could be used to rebuild the
Soviet Union AFTER the war and to advance its economic development.
THROUGH wartime diplomacy, military occupation, and coups d’etat,
the Soviet Union established Communist satellite regimes IN all the
states OF Eastern Europe. (textbook: social science [political science],
upper division, tbpol2.sir)4


2. The Center FOR Academic Success serves students BY providing infor-
mation ABOUT college programs, student professional organizations,
career opportunities, campus support services, and college and Univer-
sity policies and procedures, including General Education advising.
Referrals are made to direct students TO the most appropriate depart-
ment when further information is required. Additionally, academic sup-
port is provided THROUGH study groups directed BY student tutors.
Establishing good study habits and working WITH other students are
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essential FOR success IN technical fields. The groups are organized BY
the Center FOR a variety OF engineering, computer science, math, and
science courses. (other campus writing [Web page]: College of Engi-
neering, otcatc.eng)


On the spoken end, all university registers had scores indicating high
involvement, reflecting their frequent use of such features as present
tense verbs, private verbs, first- and second-person pronouns, and
contractions. The most surprising inclusion in this group was classroom
teaching, which had a notably involved rather than informational
characterization. This finding suggests that classroom teaching in U.S.
universities is much more involved or interactive and less fully scripted
than prepared speeches (including formal lectures) are. That is, whereas
prepared speeches are carefully scripted and have a relatively informa-
tional characterization along Dimension 1, classroom teaching is more
spontaneous and therefore is characterized by a greater use of features
marking personal involvement and real-time production, as shown in
Text Sample 3.


3. Teacher: I guess uh . . . I’m trying to think of other levels here but the
question that you have to ask is what kind of resources do
you have internally? And what do you have to get externally?
And what are you good at and what are you not good at? To
be able to really do good innovation to get products out and
I contend also to have good e-commerce sites and good
e-business sites is that you have some combination of some
of these things. The more you have a whole set of resources
it’s more likely that you are going to have a competitive
advantage, and then the question is which one of these do
you have and which one of these are you going to find [two
unclear syllables] in other ways? What’s a way if you don’t
have these resources, what’s a way to get some?


Student: What are the [unclear words] to the right?
Teacher: Oh I’m sorry - marketing, manufacturing, I’m not even sure


[unclear words] quiet economy, I was just trying to think of
other things on the fly - uh you may - do you guys have any
things that I’ve missed here? (classroom teaching: business,
upper division, busmgleudhg104)


Text Sample 3, with its dense use of first- and second-person pro-
nouns, wh- questions, and present tense verbs, illustrates the highly
involved/interactive, relatively unplanned nature of typical university
teaching. Classroom teaching is informational as well as involved, as
reflected in the use of nouns, adjectives, and prepositional phrases in the
text (e.g., kind of resources; good e-commerce sites; good e-business sites;
marketing, manufacturing . . . quiet economy). However, much of the
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information is inexplicit. For example, forms like pronouns (e.g., which
one of these do you have and which one of these are you going to find; some of these
things) and wh- questions and clauses (e.g., what do you have to get; what are
you good at) are commonly used instead of more precise noun phrases.
When nouns are used, they are often vague in reference (e.g., thing: I was
just trying to think of other things).


It is not surprising that explicitly interactive academic registers, like
office hours and study groups, show the characteristics of involvement to
an even greater extent than university teaching does. That is, although
these registers have a primary informational purpose, the demands of
interpersonal communication and real-time production have a much
stronger influence in determining their linguistic characteristics. Text
Sample 4 illustrates the highly involved, unplanned nature of a typical
study group.


4. 1: You understand what he’s saying? How to do it? Just take that
thing


2: Not quite
1: [unclear] copy it a number of times
2: Pretty much.
1: So, what you think? that this doesn’t work?
2: What? Well, I think when he does that he’s got that array, that val


array. I think you got an array with all that stuff in there. Like val
one is equal to whatever that thing is.


1: Uh-huh, then what is tend do the one that he
2: He just then uses the array. He does the exact same thing as the


array. Just -
1: Lots of copies.
2: Yeah,
1: Copies of this?
2: No. It had, it had like, did you see it?
1: No.
2: It was like a - like T I S R R, one, and I don’t know - like where he


got that address. He just had like, go back, said like this is equal
to -


1: Oh, oh, oh, oh, oh, oh
2: I think I can. This works on fifteen, right? (study group: engineer-


ing, upper division, engcpsgudgi091)


University Registers Along Dimension 2:
Narrative Versus Nonnarrative Discourse


Relative to Dimension 1, the academic registers show little variation
along Dimension 2 (see Figure 2). For the most part, university registers
are characterized by the absence of narrative features. The written
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registers—especially other campus writing and course management—
have especially large negative scores, representing an extremely low
quantity of narrative features. Text Sample 2 above illustrates the
absence of these features in a departmental Web page.


The absence of narrative features in textbooks is surprising, given the
widespread perception that textbook authors from many disciplines rely
heavily on narratives. However, this finding agrees with earlier MD
studies of disciplinary writing (especially Conrad, 2001; see also Biber
et al., 1998, pp. 158–163), which have shown that even textbooks for
disciplines with a focus on the past do not typically rely on narrative
discourse. That is, although these textbooks include some narratives
written entirely in the past, present tense discussions of implications are
much more common. The narrative sections may be perceptually salient,
but they do not account for much of the total discourse in university-level
textbooks. (Reppen, 2001, shows, however, that elementary school social
science textbooks are much more narrative in general; see also Biber
et al., 1998, pp. 180–188.)


In contrast to the norms for written registers, spoken university


FIGURE 2


Mean Scores of University Registers Along Dimension 2,


Narrative Versus Nonnarrative Discourse


Narrative


0 —


Study groups (–0.7, 1.0)
Labs (–0.9, 1.3), office hours (–0.9, 1.0)


–1 — Service encounters (–1.3, 1.0)
Classroom teaching (–1.4, 1.2)


Classroom management (–1.9, 1.2)
–2 —


Course packs (–2.5, 1.4)


–3 — Textbooks (–2.9, 1.6)


–4 — Other campus writing (–4.1, 0.9)
Course management (–4.3, 0.5)


–5 —


Nonnarrative


Note. F = 34.7; df = 9, 453; r2 = .408; p < .001. The two figures in parentheses are mean scores and
standard deviations, respectively.
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registers—especially study groups, office hours, and labs—show a greater
tendency to use narrative features to some extent, resulting in Dimen-
sion 2 scores closer to 0.0. These scores reflect a mixing of purposes in
these registers, including discussion and explanation of academic topics
coupled with a recounting of past classroom teaching. Text Sample 5
illustrates this recounting in an interaction from an office hours meeting.


5. Teacher: What did I call the foreign policy in the twenties?
Student: That would be my next question like
Teacher: Well that’s my next questio- I beat you to it. Are you an


athlete?
Student: Me?
Teacher: Yeah
Student: No [laughing]
Teacher: Oh ok - what, uh, remember I said we picked and chose it


was like going to the cafeteria
Student: Yeah that was, uh, picking we just picked the fights that we


wanted to be in
Teacher: What did I call that? - a la carte, remember?
Student: A la carte
Teacher: Yeah, ok, so we picked and chose - well why did we pick and


choose? Because we hadn’t joined the the League of Na-
tions in which all of this would be decided


Student: Ok (office hours: humanities [history], humioh__n071)


University Registers Along Dimension 3:
Situation-Dependent Versus Elaborated Reference


Dimension 3, plotted in Figure 3, is similar to Dimension 1 in that it
defines an absolute polar distinction between written and spoken
university registers. Positive scores along this dimension represent a
frequent use of time and place adverbials, reflecting situation-dependent
reference, whereas large negative scores represent the frequent use of wh-
relative clauses, phrasal coordination, and nominalizations, interpreted
as elaborated reference.


Spoken university registers with large positive scores on Dimension 1
can be considered situation-dependent in some ways, as illustrated in
Text Samples 3, 4, and 5 above: These texts display the dense use of
pronouns (e.g., it, demonstrative pronouns such as this and those) and
generalized nouns (e.g., thing) that take their meaning from the larger
textual and situational context. These same registers commonly rely on
directly situated reference, as reflected in their frequent use of adverbials
that refer directly to the time and place of the speech event. Service
encounters are especially marked for these features, but the academic
interactive registers also use them frequently. Text Sample 6, from an
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FIGURE 3


Mean Scores of University Registers Along Dimension 3,


Situation-Dependent Versus Elaborated Reference


Situation Dependent


10 —


Service encounters (9.2, 2.2)
9 —


8 —


7 —


6 — Labs (6.1, 2.7)
Office hours (5.9, 3.1)
Study groups (5.5, 2.7)
Classroom management (5.3, 2.5)


5 —


4 —


3 — Classroom teaching (3.0, 2.6 )


2 —


1 —


0 —


–1 —


–2 —


–3 —


–4 —


–5 —
Course management (–5.5, 1.4)


–6 — Textbooks (–6.0, 2.8)
Course packs (–6.5, 2.7)


–7 —


–8 —


–9 —
Other campus writing (–9.2, 2.6)


–10 —


Elaborated


Note. F = 234.6; df = 9, 453; r 2 = .823; p < .001. The two figures in parentheses are mean scores
and standard deviations, respectively.
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office hours session, illustrates the frequent direct references to time and
place common in this register (such references are underscored).


6. Teacher: Yeah
Student: Um back right before two twenty
Teacher: Yeah
Student: Or what time?
Teacher: Yeah yeah and the class starts at two twenty
Student: Ok
[another student enters]
Teacher: Yes
Student: Um I actually - I missed the test, I fell asleep today
Teacher: You fell asleep - What are you doing at two twenty?
Student: Um taking the test hopefully
Teacher: Come into room one oh one
Student: I’ll be there sir, thank you. (office hours: business,


busbaoh__n156)


At the other extreme, written registers like textbooks and course packs
are characterized by a dense use of relative clauses and phrasal coordina-
tion, reflecting styles of referring that are minimally dependent on the
situational context. Interestingly, other campus writing is by far the most
elaborated register along this dimension. Text Sample 7, from an
anthropology Web page, illustrates the dense use of these features
(relative pronouns are underscored; instances of phrasal coordination
are in italics).


7. The Master of Arts program in Anthropology is designed for students
who plan to continue their graduate studies in anthropology at the
Ph.D. level as well as for students who plan to pursue any of the
numerous opportunities for graduate anthropologists, such as in pri-
vate research, foreign service, education, and government.


The program centers on a core of general requirements designed to
provide each student with a graduate level exposure to the broad
discipline of anthropology, with an emphasis on general methodology
and the ways in which problems are conceptualized and approached in
at least three of the interrelated subdisciplines. [. . .]


[. . .] After the graduate interview, the student forms his/her Thesis
Committee, which is composed of a graduate advisor and at least one
additional member of the Anthropology faculty. (other campus writing
[department Web page]: anthropology, otcatc.ant)


It is noteworthy that other campus writing is marked as the most
“literate” register along Dimensions 1 and 3, reflecting an extremely
dense concentration of complex nominal constructions, such as nouns,
attributive adjectives, prepositional phrases, and technical vocabulary on
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Dimension 1, and wh- relative clause constructions on Dimension 3. This
register is, in a sense, the front door to the university, as it includes the
texts that all students must read to understand the procedures and
requirements of university programs. It is therefore interesting that these
texts should be more structurally complex than the content taught in
university courses. This finding gives empirical linguistic support to the
old saw about university catalogues: “If a student can read it, admit her or
him. If she or he can understand it, give her or him a degree.”


University Registers Along Dimension 4: Overt Expression of Persuasion


The defining features on Dimension 4 include several modal and
semimodal verbs related to prediction (e.g., will, would, be going to) and
necessity (e.g., must, should, have to). In addition, this dimension includes
suasive verbs (e.g., command, demand, insist) and conditional subordina-
tion. These co-occurring features have been interpreted as reflecting an
overtly persuasive style. Registers like newspaper editorials use these
features to a greater extent than other registers do, but most previous
MD studies found no register to be especially marked for these co-
occurring features.


In contrast, all spoken university registers use these features relatively
frequently (see Figure 4), and two of these registers—classroom manage-
ment and office hours—are especially marked for their dense use.5 In
addition, written course management shows a dense presence of these
features. What these registers seem to have in common is their focus on
behavior modification. Simply put, they try to persuade students to
perform required tasks according to course specifications. Text Samples
8 and 9 illustrate these features (modal verbs are underscored).


8. Teacher: OK now the presentation in here [clears throat] [four
unclear syllables] will be next week Wednesday


Student: And
Teacher: And OK here’s what you’re gonna have to do - you’re gonna


have to show either using the navigation tool or use the
story board type PowerPoint presentation to show how you
designed and set up your system board, alright ?


Student: [whistling]


5 Interestingly, university service encounters are more persuasive/argumentative in their
Dimension 4 characterization than general U.S. service encounters are (as described in Helt,
2001). We attribute this difference to the inclusion of extended information-seeking interac-
tions in our corpus of university service encounters (e.g., at the library, student business
services, academic departments) in contrast to the reliance on store interactions in most other
corpora of service encounters.
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Teacher: You know what your (flows) are which windows are gonna
come up whether you chose to use primary verses secondary
dialogs and why.


Student: Maybe that should be my PowerPoint
Teacher: What ?
Student: Maybe [five unclear words]
[laughter]
[instructor and students talking at the same time]
Teacher: And then after you show that then you’re gonna have to


bring your model up and show it running right ? Somewhat
that is and uh


FIGURE 4


Mean Scores of University Registers Along Dimension 4, Overt Expression of Persuasion


Overtly persuasive


6 —


Classroom management (5.6, 4.1)


5 — Office hours (5.0, 2.5)


4 —


Course management (3.6, 3.7)


3 —
Service encounters (2.8, 2.4)
Study groups (2.4, 3.5)
Labs (2.3, 1.5)


2 — Classroom teaching (2.1, 2.4)


1 —


Other campus writing (0.3, 3.1)
0 —


–1 —


Course packs (–1.8, 2.1), textbooks (–1.8, 2.1)
–2 —


Not overtly persuasive


Note. F = 35.3; df = 9, 453; r 2 = .412; p < .001. The two figures in parentheses are mean scores and
standard deviations, respectively.
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Student A: You have to have a model
Student B: Somewhat
Teacher: Yeah
[laughter] (classroom management [in-class discussion of course as-


signment]: engineering, engcslegrhn217.txt)


9. The outline provided is tentative but should be adequate enough to
give you a reference for the order topics will be covered and a
reasonable idea of the pace the materials will be covered. Students are
expected to come to class prepared to actively participate in the
learning process. As in any professional organization, absences should
be justified and promptness standard procedure. Your homework
should be done with pride and submitted on time. Late homework will
not be accepted. Every person who contributes to the solution will get
the same score. Only one solution is to be submitted from the group.
Persons not contributing will receive no credit. (natural science, course
management: meteorology, course syllabus, upper-division undergradu-
ate, cmnsc2.syl)


University Registers Along Dimension 5:
Nonimpersonal Versus Impersonal Style


Along Dimension 5, texts vary in their use of passive constructions,
including main-clause verb phrases and postnominal modifiers, and in
their use of certain kinds of connecting words. Similar to the patterns
observed along Dimensions 1 and 3, spoken and written registers show
an absolute distinction along Dimension 5: All spoken registers in the
corpus are marked by the absence of these passive constructions whereas
all written registers use passive features frequently (see Figure 5). These
features are especially common in textbooks, as illustrated in Text
Sample 10 (passive constructions are underscored; conjuncts are in
italics).


10. The hypothetical spectrum of dimethyltrifluoroacetamide presented at
the end of Chapter 1 may have suggested that NMR spectroscopy is
employed for the detection of magnetically different nuclei in a
compound. For at least two reasons this is not the case. Firstly, experi-
mental considerations make such an application difficult, if not impos-
sible, since conditions and techniques must be modified to measure the
resonance frequencies of different nuclei. Secondly, the elemental com-
position of organic compounds can be determined far more easily and
accurately by other techniques such as elemental analysis or mass
spectrometry. The significance of NMR spectroscopy in chemistry is
therefore not based on its ability to differentiate between elements, but
on its ability to distinguish a particular nucleus with respect to its
environment in the molecule. That is, one finds that the resonance
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frequency of an individual nucleus is influenced by the distribution of
electrons in the chemical bonds of the molecule. (textbook: natural
science [chemistry], graduate, tbchm3.gns)


The dense use of passives in textbooks serves as informational
packaging. Noun phrases with the semantic role of agent or cause are
less topically important than those with roles of patient or instrument; as
a result, passive constructions are used to place the more important
noun phrases in the grammatical subject position. The conjuncts explic-
itly mark the organization of the information and arguments.


Surprisingly, these constructions are also common in other campus


FIGURE 5


Mean Scores of University Registers Along Dimension 5,


Nonimpersonal Versus Impersonal Style


Nonimpersonal


3 —


Service encounters (2.4, 0.5)


2 — Office hours (1.9, 0.9)
Study groups (1.8, 0.8)
Classroom management (1.7, 1.2)
Labs (1.6, 0.8)
Classroom teaching (1.2, 0.9)


1 —


0 —


–1 —


Other campus writing (–1.9, 1.8)
–2 —


Course management (–2.3, 2.1)


Course packs (–2.9, 2.2)–3 —


Textbooks (–3.9, 2.3)
–4 —


Impersonal


Note. F = 117.6; df = 9, 453; r 2 = .70; p < .001. The two figures in parentheses are mean scores and
standard deviations, respectively.
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writing and in course management writing, which typically adopt an
institutional rather than a personal voice. In these registers, references
to students, the instructor, or the program administrator are often
omitted, and the requirements, expectations, or other entities being
influenced are fronted to the subject position, as illustrated by these
excerpts from a department Web page:


the Master of Arts program in Anthropology is designed to . . .
when further information is required . . .


academic support is provided . . .


the groups are organized by the Center


and a course syllabus:


the order topics will be covered


students are expected to come to class prepared . . .


absences should be justified
your homework should be done with pride and submitted on time


Differences Across Disciplines and Levels


An analysis of dimension scores across disciplines and levels revealed
some significant differences in textbooks but not in classroom teaching
(see Appendixes A and B for descriptive statistics). ANOVAs (Table 5)
showed significant differences for most dimensions among academic
disciplines, within both classroom teaching and textbooks. However,
these differences are generally not very strong, with r 2 values ranging
from .06 to .36 (6–36%). Differences across levels are less marked, with
all dimensions being nonsignificant except Dimension 5 for textbooks.


These findings, coupled with those described in the previous section,
show considerable linguistic variation across university registers on the
five dimensions and indicate that academic discipline and level are not
associated with variation as much as register is. In fact, no significant
variation was found among texts that differed in level, suggesting that
students encounter generally the same structural linguistic features
regardless of their level of study. As the preceding section has docu-
mented, texts in the various registers differ greatly in their linguistic
features, but texts in the spoken and in the written modes show even
greater differences. That is, regardless of specific purpose or subject
matter, the physical mode of production seems to be by far the most
important predictor of linguistic variation for university texts.


Obviously, the analysis reported here did not capture all linguistic
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differences across university texts. In particular, we expect more detailed
investigations of vocabulary and the extent of assumed technical back-
ground knowledge to reveal important differences across disciplines and
levels. These differences might be even sharper if considered across
specific academic disciplines (e.g., biology, philosophy, sociology) rather
than across macrodisciplines (e.g., humanities, natural sciences) as they
are here. Despite these caveats, the MD analysis reported here shows a
surprising leveling of linguistic form used in classroom teaching and
textbooks, with few structural differences across disciplines and levels.


TABLE 5


Analysis of Variance for Classroom Teaching and Textbooks Across Disciplines and Levels


Dimension df F r 2


Classroom teaching across disciplines (n = 176)


1a 5, 170 2.31
2b 5, 170 17.81* .345
3c 5, 170 13.17* .279
4d 5, 170 11.47* .253
5e 5, 170 1.53


Textbooks across disciplines (n = 87)


1a 5, 81 2.51
2b 5, 81 9.09* .362
3c 5, 81 1.17
4d 5, 81 4.65* .223
5e 5, 81 6.77* .295


Classroom teaching across levels (n = 176)


1a 2, 173 0.17
2b 2, 173 1.34
3c 2, 173 1.48
4d 2, 173 1.36
5e 2, 173 0.48


Textbooks across levels (n = 87)


1a 2, 84 0.41
2b 2, 84 2.23
3c 2, 84 2.84
4d 2, 84 0.27
5e 2, 84 4.11


Note. Probability was set at p = .05 and divided by 5 for each set of ANOVA to account for the use
of multiple ANOVAs in each set of texts. The actual probability for determining significance was
p = .01. No follow-up tests were conducted to test for differences among individual pairs because
we were interested in the broad question of whether or not significant variation was identified.


aInvolved versus informational production. bNarrative versus nonnarrative discourse. cSituation-
dependent versus elaborated reference. dOvert expression of persuasion. eNonimpersonal
versus impersonal style.
*p < 001.
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In a few minor exceptions to this generalization, however, disciplines
or levels differ in their dimension scores. Because the differences are
much smaller than those discussed in the preceding sections and
because the specific disciplines/levels are less well represented than the
more general registers are, we offer only tentative interpretations of
those differences here. First, business classroom teaching is somewhat
more interactive than the norm along Dimension 1, involved versus
informational production; natural science classroom teaching is some-
what less interactive (see Appendix A). Education textbooks are also
somewhat more involved than the norm for textbooks. These differences
may reflect disciplines’ preferred styles of instruction in teaching (i.e.,
class interaction vs. lecture style) and textbooks (i.e., a relatively interper-
sonal vs. a distanced relationship between the author and reader).


Along Dimension 2, narrative versus nonnarrative discourse, the
humanities and education registers are somewhat more narrative than
other disciplines are; this is true of both classroom teaching and
textbooks. In the humanities, this pattern reflects the importance of
historical recounts in subdisciplines like history, religious studies, and
philosophy. Education seems to show a similar focus on narrative (either
personal or historical).


The disciplinary differences along Dimension 3, situation-dependent
versus elaborated reference, are more surprising, with classroom teach-
ing in natural science and engineering (and, to a lesser extent, business)
being considerably more situation dependent than the other disciplines.
These patterns reflect the importance of physical demonstrations in the
classroom teaching of those disciplines, with instructors repeatedly
referring directly to displays or activities physically present in the
classroom. Text Sample 11 illustrates teaching of this type in a computer
science class in which the instructor refers to a computer display while
discussing Visual Basic programming techniques. (Time and place
adverbials and other adverbs are underscored.)


11. Instructor: OK what I wanted to do is another example, OK on the list
box, let me try to get the right one here, OK and if you want to, so you
don’t have to keep up with your notes, you can make a copy of this, after
class. OK.— So what I’ve got let me go ahead and run it, is a list of states,
on the left side, and I want to display whichever one I’ve selected on the
right side. So I take Colorado, and I push, this button, it takes Colorado
off this side and adds it to this side. OK. If I select Colorado over here
I can push that button and add it back. (classroom teaching: engineer-
ing [computer science], lower division, engcsleldln050)


In addition to the features of Dimension 3, personal pronouns (e.g., I, you,
we) and demonstratives (e.g., this, this side) appear often in Text Sample 11.
These features also exemplify frequent reference to the situation.
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Surprisingly, engineering classroom teaching is also especially marked
along Dimension 4, overt expression of persuasion, perhaps reflecting
the same reliance on physical displays and demonstrations, and classes in
which students are expected to consider alternative analyses and argue
for a preferred solution. An example is the large number of conditional
clauses and modal verbs used in Text Sample 12, an excerpt from the
same classroom session as Text Sample 11. (Persuasive features are
underscored.)


12. Instructor: Hey there’s, actually while I’m thinking about it, there’s also
one other thing you might want to check here. What happens if I enter
a current day that’s less than the day I rented it? That’s a bummer too
right? OK. Think about it. In your head you need to think about all the
possible mistakes that a user can make. OK one good way to do it is to
get your kid or your next door neighbor to come over and try to break
it . . OK so you may also want to check if the sys- if, our day, OK. Now,
when I have to do this text, then what do I need to do to this to make it
usable? There’s another function. OK it’ll be (C.) day.—OK. Now I can
take this, put it in there, OK, subtract what - this date? OK. If I rented,
if this day is the same as the system day what’s the answer? (classroom
teaching: engineering [computer science], lower division, engcsleldln050)


Along Dimension 5, nonimpersonal versus impersonal style, engineer-
ing (and, to a lesser extent, natural science) is extremely marked for the
dense use of passive constructions. This pattern fits the stereotypical
characterization of technical and scientific prose. Interestingly, this
difference exists only for textbooks; in contrast, we found no significant
Dimension 5 differences among disciplines within lectures.


As we noted above, classroom teaching and textbooks almost never
differed in dimension scores across levels (see Appendix B and Table 5).
The sole exception to this generalization is the Dimension 5 differences
for textbooks: Passive constructions are somewhat less common in lower-
division than in upper-division and graduate-level texts. Thus, for the
features studied here, the only concession in linguistic style made to
entering undergraduates—in either classroom teaching or textbooks—is
a less dense use of passive constructions in textbooks. Regardless of level,
classroom teaching is relatively interactive and noninformational (Di-
mension 1), situated and not referentially elaborated (Dimension 3),
and not passive (Dimension 5). In contrast, textbooks are consistently
informational (Dimension 1) and referentially elaborated (Dimension
3), again regardless of level.
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SUMMARY AND IMPLICATIONS


The findings of our multidimensional analysis of speaking and writing
at the university have important implications for teaching and future
research. Perhaps most important is the perspective gained on the range
of language that students encounter at universities. On all dimensions,
the university registers were found to cover a wide spectrum. On all
dimensions except Dimension 2, narrative versus nonnarrative dis-
course, the corpus contained registers falling at both ends. Students
must deal not only with informationally dense prose but also with
interactive and involved spoken registers. They must handle texts with
elaborated reference as well as those that rely on situated reference, and
texts with features of overt persuasion as well as texts that lack those
features. They must understand discourse that uses an impersonal style
with many passives as well as discourse that tends to avoid passives. One
of the noteworthy contributions of this study, therefore, is to begin to
describe the linguistic challenge faced by students in U.S. universities.
Teachers and researchers need to be aware that part of this challenge is
students’ need for facility in a tremendous range of registers.


The distribution of registers along Dimension 1, involved versus
informational production, is particularly important. Academic registers
are typically assumed to be extremely informational, but this study has
shown that university students also encounter highly interactive, involved
registers. Even registers with a strongly informational purpose, such as
classroom teaching and study groups, are marked for the features of
face-to-face interaction rather than the features of informational produc-
tion. Previously, researchers and language teachers have paid little
attention to the fact that students must rely on conversational language
features to glean academic information from face-to-face interactions.


Another important finding of this study is that most dimensions show
a strong polarization between spoken and written registers. The written
registers—regardless of their specific purpose—are characterized by
informationally dense prose, a very nonnarrative focus, elaborated
reference, few features of overt persuasion, and an impersonal style.
(The exception to this pattern is the course management register, which
frequently shows features of overt argumentation.) In contrast, the
spoken registers—again regardless of purpose—are characterized by
features of involvement and interaction, situated reference, more overt
persuasion, and fewer features of impersonal style. This finding contrasts
with those of previous MD studies of English, which did not find spoken
and written registers to be consistently polarized. For example, fiction
writing is strikingly different from the written university registers consid-
ered here (see Biber, 1988, chapter 7). It falls near 0 on involved versus
informational production (Dimension 1) and is marked strongly for the
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use of narrative features (Dimension 2), situation-dependent reference
(Dimension 3), and nonimpersonal style (Dimension 5). Students may
well read fiction or other registers, such as newspapers, that have these
relatively mixed profiles, but the oral and written university registers
consistently differ in their features.


This division in the academic registers is especially surprising given
the numerous purposes represented in the T2K-SWAL Corpus. The
spoken registers, for example, range from interpersonal interactions
with both social and informational purposes (e.g., service encounters
and study groups), to monologic discourse with a primary informational
focus (e.g., some types of classroom teaching). Students are regularly
expected to integrate spoken and written material (Carson et al., 1992);
the findings here suggest that this integration is likely to be challenging,
given the polarization of linguistic characteristics across the modes.


Implications for Materials Development


This study has powerful implications for test development. The
analysis describes the type of language that should inform such tests as
the TOEFL if they are to accurately reflect the type of language used at
universities. According to our results, students need the ability to handle
not only academically dense prose but also interactive informational
registers. In fact, Educational Testing Service is currently revising the
TOEFL in part by using these data to check the consistency of test
language with actual language use in university contexts (as represented
in the T2K-SWAL corpus; see Educational Testing Service, 2001; Jamieson,
Jones, Kirsch, Mosenthal, & Taylor, 2000).


Materials for teaching EAP also need to reflect knowledge about
registers used at the university. Like the TOEFL, practice materials need
to integrate patterns of language forms that are typically used for
particular functions at the university. (For further discussion of this issue,
see Byrd & Reid, 1997; Conrad, 2000.) Students need practice with the
wide range of registers that they will encounter when they undertake
university work. This study has shown that even registers meant to
welcome and help students—such as other campus writing, which
includes handbooks, catalogues, and informational Web pages—present
information in dense, complicated syntactic structures. These kinds of
texts can make useful practice materials, though they are rarely thought
of as academic texts.


In addition to implications for testing and teaching, the results of this
study also raise issues for university staff to consider. Most important is
the finding that the register of other campus writing is extremely marked
in its use of dense, informational prose. Most of the material in this
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category is meant to help students navigate policies and procedures or
attract students to programs. Program administrators and advisers obvi-
ously want students to understand this information, but such dense prose
seems unlikely to facilitate students’ understanding or attract them to
programs. Less densely integrated prose would likely fit more closely the
needs of the audience and the purpose of the texts.


Further Research


Although this study has revealed a great deal about the nature of
language used at U.S. universities, more research is called for to expand
the understanding of academic registers. For example, more detailed
studies of specific disciplines might reveal similarities and differences
across disciplines. Additional features—including rhetorical and lexical
features—also deserve attention. In particular, vocabulary studies may
uncover differences not identified in this MD analysis.


The way students respond to the diverse registers at the university also
merits attention (cf. Carkin, 2001). For example, how do students deal
with the contrast between the interactive discourse of the classroom and
the informational prose of the textbooks and course packets? Similarly,
studies of instructors’ intentions would be valuable. Do instructors
attempt to use interactional features of language to facilitate their
instructional purpose in the classroom?


Although many questions about academic language remain, this study
has made a substantial contribution to the description of academic
discourse, providing a relatively comprehensive analysis of language use
in the university. Our hope is that this analysis will be especially useful in
increasing the TESOL field’s understanding of the language tasks that
students face when they enter a U.S. university.
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APPENDIX A


Descriptive Statistics for Classroom Teaching and


Textbooks by Discipline


Classroom teaching Textbooks


Dimension Discipline Texts M SD Texts M SD


1a Business 36 33.3958 11.4157 15 –15.3192 6.5273
Education 16 29.5925 8.9060 6 –10.5583 7.2675
Engineering 30 29.5393 10.3706 9 –16.9389 2.5622
Humanities 31 27.5781 10.2165 18 –16.2339 8.2272
Natural sciences 25 24.9760 10.0419 18 –18.8972 3.8659
Social sciences 38 27.3711 10.8059 21 –18.7825 5.1699


2b Business 36 –1.4958 1.3813 15 –3.1800 1.0388
Education 16 –0.7369 0.8385 6 –1.1250 3.0422
Engineering 30 –2.3480 1.0175 9 –4.4322 0.6704
Humanities 31 –0.6587 1.0128 18 –1.6700 1.7250
Natural sciences 25 –2.4680 0.5660 18 –3.8228 1.0047
Social sciences 38 –0.8908 0.8244 21 –2.9217 0.9164


3c Business 36  3.6425 1.8751 15 –6.5700 2.2421
Education 16  1.6444 2.0084 6 –4.8983 4.1576
Engineering 30  4.5703 2.5611 9 –5.9456 1.8311
Humanities 31  1.4942 2.2867 18 –6.3033 3.4560
Natural sciences 25  4.6684 1.3425 18 –4.8089 2.6598
Social sciences 38  1.6487 2.7049 21 –6.5446 2.4460


4d Business 36 2.7911 1.7362 15 0.1408 2.1345
Education 16 1.2381 1.7950 6 –0.4833 2.0079
Engineering 30 4.2827 2.3973 9 –1.3589 1.2365
Humanities 31 1.2784 2.5883 18 –1.8256 2.7293
Natural sciences 25 1.8976 2.1090 18 –2.7294 1.4128
Social sciences 38 0.7545 2.0127 21 –2.5704 1.6233


5e Business 36 1.3447 0.8493 15 –3.8733 2.3406
Education 16 1.3919 0.5031 6 –2.0833 2.1484
Engineering 30 1.2783 1.0541 9 –6.3233 1.5396
Humanities 31 1.0623 0.7550 18 –2.3533 1.3637
Natural sciences 25 1.2172 0.8341 18 –4.7789 2.2460
Social sciences 38 0.8526 1.1470 21 –3.8033 1.9856


aInvolved versus informational production. bNarrative versus nonnarrative discourse. cSituation-
dependent versus elaborated reference. dOvert expression of persuasion. eNonimpersonal
versus impersonal style.
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APPENDIX B


Descriptive Statistics for Classroom Teaching and


Textbooks by Level


Classroom teaching Textbooks


Dimension Level Texts M SD Texts M SD


1a Lower division 54 28.8441 11.5254 28 –16.1932 6.6396
Upper division 72 28.4128 11.0915 28 –17.2846 5.8793
Graduate 50 29.5606 9.2620 31 –17.5932 6.0119


2b Lower division 54 –1.2085 1.2559 28 –2.4504 1.8685
Upper division 72 –1.5528 1.1721 28 –2.9136 1.7079
Graduate 50 –1.4998 1.2403 31 –3.3419 1.2597


3c Lower division 54 3.4496 2.7835 28 –5.3239 2.7028
Upper division 72 2.8024 2.6605 28 –5.5700 2.7894
Graduate 50 2.6436 2.2079 31 –6.8968 2.7371


4d Lower division 54 2.3013 2.5059 28 –1.9543 2.0862
Upper division 72 1.7079 2.2187 28 –1.5614 2.3516
Graduate 50 2.3454 2.6430 31 –1.8929 2.0124


5e Lower division 54 1.1372 0.9298 28 –2.9179 2.3578
Upper division 72 1.1092 0.9619 28 –4.0746 1.8724
Graduate 50 1.2704 0.8792 31 –4.5084 2.2811


aInvolved versus informational production. bNarrative versus nonnarrative discourse. cSituation-
dependent versus elaborated reference. dOvert expression of persuasion. eNonimpersonal
versus impersonal style.
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Performance tests typically require raters to judge the quality of
examinees’ written or spoken language relative to a rating scale;
therefore, scores may be affected by variables inherent in the specific
scale development process. In this study we consider two variables in
empirically derived rating scales that have not been investigated to date:
scale developers and the sample of performances used by the scale
developers. These variables may affect scale content and structure and
(ultimately) final test scores. This study examined the development and
use of scales using two samples of ESL student writing and three teams
of rating scale developers to construct three empirically derived scales.
A comparison of the scale content showed considerable variation even
though all development teams used similar constructs of writing ability.
Each team used its own scale to rate a different set of compositions.
Comparison of the ratings showed that scale development team had a
minor effect on ratings and that scale development sample had a major
effect. We present implications of these findings on the nature of
empirically derived rating scales, focusing particularly on how such
scales are developed.


Among the most promising changes in L2 assessment over the past 20
years is the increased use of assessments in which examinees must


perform tasks requiring extended speech or writing. In contrast to L2
tests that require examinees to respond to questions by choosing among
a set of alternatives, tests in which examinees must produce language
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offer the promise of a more complex and complete picture of the
examinees’ ability to use language. The extent to which the promise of
such tests is realized depends largely on the quality of the procedure
used to rate examinees’ responses. If a test task asks an examinee to
engage in a complex process of analyzing, planning, and producing
language, but the rater fails to identify and mark the important charac-
teristics of the response, the resulting score will not reflect what is of
interest to the test user. But how does a test developer identify the
characteristics of the examinee’s response that should be scored, and
how are the important response characteristics expressed in a scale that
raters can use?


Three approaches are used in developing rating scales. One approach
is to identify response characteristics based on theoretical views about
the development of L2 ability. A second takes into account the sequence
of learning objectives in an L2 course. A third approach is to derive a
scale empirically by eliciting scale developers’ descriptions of differences
in a sample of L2 test responses. Despite the merits of each approach, we
argue that limitations of the first make the third worth exploring, and
the aim of this study was therefore to investigate some unanswered
questions about empirically derived rating scales used to assess L2
performance.


PROBLEMS WITH RATING SCALES


Rating scales typically include descriptors of the language that is
characteristic of the various scale levels. For example, the third-level
descriptor of a 4-point pedagogical scale (4 ranking the highest) for ESL
composition vocabulary is Good to average: adequate range, occasional errors
of word/idiom form, choice, usage but meaning not obscured (see Genesee &
Upshur, 1996). Examinees’ responses assigned to this level score are
assumed to reflect the underlying constructs or abilities to be measured.
That is, from the wording of the descriptors, raters will be able to assign
samples of examinees’ performance to particular descriptors consis-
tently. Researchers such as Pollitt and Murray (1996) question the
assumption that a transparent link exists between descriptor and sample,
suggesting instead that the relationship of the individual rater to the
rating scale criteria needs to be investigated. They are among the
researchers who point out that not only an examinee’s ability but also the
way a rater interprets the description of an ability may affect scores.


Other factors inherent in the rating process may unintentionally
affect scores. These factors, which are called method effects because they
are associated with the testing method, include, for example, character-
istics of raters (Brown, 1995), the task being rated (Chalhoub-Deville,
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1995), and training of raters (Weigle, 1994). In previous work (Upshur &
Turner, 1999), we summarize a number of aspects and relationships in
the rating scale process that have been explored but point out that a
great deal remains to be learned.


These issues have been examined most closely through development
and analysis of rating scales that reflect theories of the traits or abilities
thought to be necessary for effective speech or writing. Examination of
these types of scales has resulted in criticism that, when used in
performance testing, such scales can produce scores with low reliability
and serious problems with validity (Brindley, 1998; Fulcher, 1996, 1997;
North, 1997, in press; Upshur & Turner, 1995). Such criticisms include
that (a) the ordering of criteria is not consistent with facts of second
language acquisition (SLA), (b) the criteria are often irrelevant to the
test task and its context, (c) the criteria are improperly grouped at
descriptor levels, and (d) the scales may lead to a false profile because
they use relative wording and assume monotonicity (i.e., all aspects of
the response fit as a single level) across descriptor levels. Furthermore,
Chalhoub-Deville (1997) and Snow, Cancino, de Temple, and Schley
(1991) assert that any rating scale based on general theory will not be
appropriate for assessing performance on any given task. Pollitt and
Hutchinson (1987) give credence to this assertion by demonstrating that
assessment that accounts for salient features of a specific task can
improve measurement of competence in writing (p. 73).


EMPIRICALLY BASED SCALES


Empirically based rating scales are one response to criticisms of
theory-based rating scales (Chalhoub-Deville, 1995; Fulcher, 1987, 1988,
1996, 1997; Shohamy, 1990; Turner & Upshur, 1995; Upshur & Turner,
1995). Two approaches have been used to better understand the extent
to which empirically based scales actually offer advantages. The first,
concerned with validation and calibration of theoretically motivated
performance descriptors, is illustrated in the work of North (1997, in
press). First, a group of language teachers examines a set of scale
descriptors and judges whether they are useful in distinguishing levels of
learner ability. Then a set of texts produced by L2 learners is examined
for the occurrence and sequencing of the theoretical descriptors of
ability. Do the theoretical characteristics actually appear in the texts? Do
the more able learners exhibit higher rated characteristics than the less
able learners do? Are there inconsistencies among the theoretical level
of descriptors and learner abilities?


The second trend seeks to discover performance descriptors and
criteria through empirical research. Griffin and McKay (1992, cited in







52 TESOL QUARTERLY


Brindley, 1998), for example, consulted extensively with practitioners
and specialists to learn what qualities of student performance were
salient for rating. Brindley claims that such an approach “is essentially
theory-free” (p. 118) and therefore brings with it a range of problems,
such as the fact that practitioners generally lack the theoretical back-
ground necessary for conceiving and reporting rating criteria.


A second example of discovery of descriptors is to identify criteria that
raters actually use in making judgments about performances. Pollitt and
Murray (1996) used both Thurston’s (1959) method of paired compari-
sons and Kelly’s (1955) repertory grid procedure; the latter was also used
by Leung and Teasdale (1997). Kelly’s procedure comes from personal
construct psychology. In his view, individuals see and experience the
world differently and therefore may identify different salient features in
objects, events, experiences, performances, and so on. Thurston’s method
concerns scaling individuals’ perceptions of objects, events, experiences,
performances, and so on. Individuals continually make judgments by
comparing pairs of objects on the construct being considered. Pollitt and
Murry (1996) summarize by saying,


Both Kelly’s and Thurston’s methods exploit features of the “context of
comparison” . . . . However, they are different in that Kelly focuses on quality,
and Thurston on quantity; repertory grid technique tries to discern the
salient features of objects, whereas the method of paired comparisons
determines which of them has most of whatever feature is most salient. (p. 79)


In previous work (Turner & Upshur, 1996; Upshur & Turner, 1995),
we employed techniques similar to the repertory grid procedure in
developing rating scales for L2 speech and writing. A group of scale
constructors, generally L2 teachers, is given a sample of writings or
recorded oral performances. Working without a rating scale, the raters
first arrive at a consensus on assignment of the sample performances
into a specified number of levels and then identify and describe salient
features that distinguish performances at adjacent levels. In this way,
scale descriptors emerge from holistically scaled samples. Most recently
(see Turner, 2001), these procedures have been employed to develop
speaking and writing scales for high-stakes secondary-level provincial
exams in Quebec, Canada.


Despite the promise of empirically based scales, they, like the theoreti-
cally based ones, have been criticised by, for example, Brindley (1998)
and Shohamy (1996), who claim that they are atheoretical. Elsewhere
(Turner & Upshur, 1996; Upshur & Turner, 1999) we have pointed out
that these rating scales take a great deal of time to develop and lack
general applicability. Chalhoub-Deville (1997) argues, however, that
empirically based scales developed for one task type are indeed theoreti-
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cal, and represent subtheories of a more general theory.1 In other words,
due to their specific context, they represent a particular instance of a
more global language proficiency theory. The lack of generality of these
rating scales is not in dispute, but more general, theory-based rating
scales have not been shown to be equally valid for the various task types
that empirically derived scales are designed for. For performance testing,
therefore, such scales are advocated, in part because of their content
relevance.


Because an empirical approach to scale development is relatively new,
it raises a number of questions relating to the specific procedures by
which scales are made. Both the participants in the scale development
process and the samples analyzed may have effects that deserve study
because the rating scales and the scores they yield may depend inordi-
nately upon such variables. Neither these factors nor the scale develop-
ment procedure has been studied. (See Turner, 2000, for a simultaneous
inquiry using qualitative analysis.) In this study, therefore, we used
different samples of student writing and different rating scale developers
to investigate three general questions:
1. Will different scale development teams derive the same scale content


(scale descriptors/criteria) from a sample of performances?
2. Will the use of different samples of performances yield different


scale content (scale descriptors/criteria)?
The third general question concerns relations between rating scale
content and scores:
3. Will content similarity be related to measurement similarity? In other


words, do similar (or different) ratings across scales also correspond
to similar (or different) content across scales? In measurement terms
the question might be, Can intercorrelations among scores yielded
by different rating scales (measurement properties of scales) be
explained by similarities (or differences) among the content of
scales?


METHOD


This study used different scale developers and different writing
samples to create three empirically derived scales for rating ESL
compositions. Rater teams assessed a set of compositions using each of


1 The scales reported in this study (see the Appendix) were derived from samples of
performances on a single writing task. There is no assurance that they would work well for
grading performance on other writing tasks.
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the rating scales. To compare the scales and the ratings, we performed
both qualitative and quantitative analyses. First, we analyzed the scale
descriptors and compared the content (presumed to represent the
constructs) of the three scales to see if content differences could be
related to differences in the test development teams or to different
samples of compositions. Next, we analyzed measurement similarities
quantitatively to see whether differences in ratings could be related to
scale content, to scale development team, or to samples of compositions
analyzed.


Data Collection


Forty written compositions, the last part of a provincial examination,
were collected from one French language school in the greater Montreal,
Quebec, Canada area. The students were instructed to write a text (on
the topic “In My Life”) reflecting on and describing how they may have
changed throughout the course of the exam. They were provided with
approximately 15 lines in their test books to write their compositions.
Most wrote about half a page of manuscript. The compositions were
scored in the school according to the institution’s own procedures and
standards.


The 40 compositions were then typed and divided into three subsets
according to the scores given in the school. Two of the subsets were
composed of 12 compositions with identical distributions of scores. The
score distribution of the subsets matched the distribution of the full set
of 40 compositions. Each subset served as a sample for the empirical
development of a rating scale. The remaining 16 compositions, the third
subset, were reserved for later scoring, as described below.


Raters


Thirteen graduate students in L2 education formed three scale
development teams, two teams of 4 and one of 5 students. All were
experienced in the teaching of ESL. Two of the teams, designated Team
A and Team C, used one set of 12 compositions. Team B, with 5
members, used the other set of 12 compositions. The teams worked
independently with consultation available from the first researcher.







RATING SCALES DERIVED FROM STUDENT SAMPLES 55


Scale Development and Rating


The trait to be evaluated was general communication, focusing on the
following question: When performing this task, how well does the
student make himself/herself understood? The teams followed the EBB
scale development procedure. (As described by Turner and Upshur,
1996, EBB refers to the fact that such scales are empirically derived,
require binary choices by raters, and define the boundaries between
score levels.) The teams proceeded as follows. They first ranked the
sample compositions holistically into six levels, analysed differences
among compositions at different levels, and then, based on the analysis,
devised binary questions (i.e., yes/no questions such as “Are grammatical
errors present in the sample?”; see Figure 1) for sorting other composi-
tions into those six levels. After devising their rating scales (see the
Appendix), the teams rated the 28 compositions that they had not used
in developing their own scale.


FIGURE 1


Question Form for Six-Level EBB Scale
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Analysis


The analysis consisted of several steps intended to explore the scales
and the scores they produced for the essays. We first analyzed the scale
descriptors. The five scaling questions that each of the teams generated
function as descriptors of differences among writing samples at different
ability levels. These 15 descriptors were randomly assembled into a single
list for analysis by three ESL writing specialists who were chosen for their
different experience and (by inference) their different views of L2
writing. One taught courses in both L1 and L2 English composition; the
second taught ESL methods, including methods of teaching writing, at a
university; and the third was a university instructor and PhD candidate in
SLA. The task of the specialists was to infer the constructs represented by
the questions (i.e., descriptors of differences), to list those constructs,
and to categorize the descriptors according to them. For example, the
descriptor “Are there major syntactic/vocabulary errors in most sen-
tences?” was categorized into the construct developmental stage by one
specialist but into grammatical knowledge by another. We made no attempt
to equate constructs listed by the three specialists.


In the second part of the analysis, the questions constituting the three
scales were replaced by the constructs that they represented. For
example, the question “Are grammatical errors present?” might be said
to represent the construct grammatical competence. We compared these
representations to note when and how often the three teams used the
same constructs.


The third part of the analysis consisted of a cluster analysis of raters
(using SYSTAT; Wilkenson, 1990) in order to see whether they used the
scales consistently. This analysis also revealed any outliers, individual
raters who did not fit the expected pattern of rating. We used Euclidean
distance as the measure of rater dissimilarity because we were primarily
interested in the extent to which raters were giving similar scores.2 As an
example, the two sets of scores 1, 2, 3 and 4, 5, 6 would be perfectly
positively correlated, but the distance between scores would be 3 for each
writer. Scores of 1, 2, 3 and 3, 2, 1 would have a perfect negative
correlation but would have differences of 2, 0, 2, a much smaller
difference than the former, correlated sets. We were interested both in
whether raters put compositions in the same order and in whether they
assigned compositions the same scores.


2 We would expect high intercorrelations of raters even if different standards were applied;
therefore, we rejected use of a correlational measure of similarity. A single linkage analysis was
chosen to be most sensitive to outliers; a centroid analysis was chosen to show homogeneity of
rater clusters.
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Fourth, using SYSTAT (Wilkenson, 1990), we intercorrelated the
composition ratings of all raters. To assess rater agreement within teams
(i.e., interrater reliability), we correlated the ratings of the 28 common
compositions among the members of each team. Correlations of Team A
raters with Team C raters on the 28 compositions rated by both teams
indicate generalizability of scoring across scales when the scales are
developed from the same sample (i.e., scale generalizability). Correla-
tions among Team A and Team B raters and among Team B and Team C
raters on 16 common compositions indicate agreement when both
development team and development sample are different (i.e.,
generalizability of scale development).


Fifth, also using SYSTAT (Wilkenson, 1990), we subjected rater
intercorrelations with 1s on the diagonals to principal components
analysis (PCA). The primary purpose of this analysis was to investigate
the dimensionality of the set of raters, in particular whether the three
scale development teams represented one, two, or three distinct dimen-
sions; that is, whether they were using one or more than one system to
order compositions.


Finally, using Facets (Linacre, 1994), we subjected the entire data set
to many-facet Rasch analysis to determine whether most of the raters fit
a model with a single dimension of student ability. A single scale scoring
was assumed. In this case, the Facets model assumes that a score depends
upon three things: the ability of the writer, the rating scale used to judge
the writing sample, and the severity or leniency of the rater who makes
the judgment. The analysis yields estimates of writer ability, scale score
levels, and rater severity on a common ability scale. Facets identifies
misfitting data, for example, raters who give scores inconsistent with
estimates of writer ability.


A primary purpose of the Facets analysis was to compare the scales
created by the three teams. Using a common measure of ability, all three
scales show the most likely ability score for any scale score and show the
threshold in ability between adjacent scale scores. To compare the scales
generated by the three teams, we used Facets to conduct a separate
analysis of writers and raters for each of the three teams. We first
analyzed Team A’s results; the resulting estimates served as anchor values
for the analysis of Team B’s and Team C’s data. Comparing independent
analyses of the three data sets could be misleading because each scale
would be centered at 0, and results would not show whether one scale
yielded higher or lower scores than another.
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RESULTS


Analysis of Scale Descriptors


The three writing specialists, pseudonymously referred to here as
Donna, Ellen, and Flora, categorized scale descriptors into 4, 5, and 10
constructs, respectively. Donna’s constructs were typical of some of the
criteria used to provide feedback and organize instructional activities in
rather traditional composition classes:


content
organization
vocabulary
language use


All of these constructs refer to characteristics of text. Donna indicated
her surprise that mechanics, another “criterion of good writing,” was not
represented in the set of descriptors.


Ellen’s constructs seemed to reflect a developmental perspective on
writing ability:


discourse competence
stage of interlanguage development
strategic competence
lexical cohesion
level of cognitive functioning


Flora’s constructs, like Donna’s, seemed to reflect a pedagogical
orientation. Unlike Donna, however, she included constructs that mostly
refer to student skills or abilities rather than to characteristics of text
itself:


sensitivity to rhetorical organization
style
clarity of message
completeness of message development
informativeness or genuineness of information conveyed
knowledge of grammar
knowledge of appropriate rule [sic] of sentence construction
knowledge of appropriate usage (idioms, etc.)
audience sensitivity
comprehensibility of message


In few cases did the specialists view a descriptor as an instance of a single
construct. For example, Ellen viewed “coherence between the sentences
in the response” as representative of both lexical cohesion and discourse
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competence. Donna reported that, on average, each descriptor repre-
sented 1.6 different constructs. The corresponding figures for Ellen and
Flora were 1.7 and 2.6.


Comparison of Scales


The logic underlying comparison of the three rating scales relates to
possible correspondences between scale content and student scores
yielded by the scales. First, we hypothesized that pairs of scales using
more similar constructs as rating criteria would produce more highly
correlated sets of scores and more closely aligned level thresholds; pairs
that used fewer similar constructs would produce lower correlations and
more disparate thresholds. Second, we hypothesized that when pairs of
scales used the same constructs as rating criteria, the pairs using more of
the same criteria at identical scale levels would produce more highly
correlated sets of scores and similarly scaled thresholds.


The first question investigated in comparing scales was whether the
three scale development teams used different constructs in analyzing the
compositions they worked with. There was no clear indication that they
did. According to Ellen’s analysis, only Teams A and C, the teams using
the same set of compositions to construct their scale, used the construct
discourse competence. All three teams used each of the other 4 constructs
that she listed. For Donna, only two teams (B and C) used vocabulary; all
three teams used the other 4 constructs. Six of Flora’s 10 constructs were
employed by all three teams. Two (style and knowledge of appropriate usage)
were used by Team B only; 2 (clarity of message and comprehensibility of
message) were used by Teams B and C. In summary, of the 19 constructs
listed by the specialists, use of 13 was ascribed to all three teams, and 5 to
two teams. Only 2 were ascribed to a single team.


Because the teams used much the same set of constructs, the second
question of major interest was whether they used the same constructs for
comparable questions in their respective scales. For example, would all
of the teams distinguish between Level 1 and Level 2 compositions
according to the same construct? In only one instance did all three
specialists agree that two teams, A and B, were employing the same
construct to distinguish between comparable levels, 2 and 3 (see Table 1).
In seven instances the specialists agreed that the teams were all using
different constructs. Because all of the teams were using most of the
constructs in their scales, the three teams were obviously using them to
distinguish different ability levels.
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Cluster Analysis of Raters


Cluster analysis identifies groups within a data set. It preserves the
identity of variables, in this case raters, but groups them into larger and
larger clusters based on their similarity. A tree diagram showing the
results of a hierarchical cluster analysis of raters using single linkage (see
Figure 2) reveals that members of Team C are, in general, most similar to


TABLE 1


Number of Specialists Agreeing on Common Constructs Across Scales


Scales


Levels A & B A & C B & C


5 versus 6 1 2 2
4 versus 5 0 0 2
3 versus 4 0 1 2
2 versus 3 3 0 0
1 versus 2 1 0 0


FIGURE 2


Cluster Analysis Tree Diagram


Note. Capital letters indicate Teams A, B, and C; Arabic numerals indicate members within
teams.
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one another. Team A members form a second cluster, somewhat less
uniform than Team C’s. Teams A and C, who used the same set of
compositions to develop their scales, form a higher level cluster. Four
members of Team B, the team using a different set of compositions, form
a third primary-level cluster. Rater B1, who does not cluster with the
other raters, had been identified in the teams’s written report as a
maverick. We therefore omitted this rater’s data from further analyses.3


Intercorrelations of Raters


With listwise deletion of missing data, correlations between pairs of
raters ranged from a low of .50 to a high of 1.00. With pairwise deletion,
correlations ranged from .50 to .99. Table 2 presents the medians of 6
intercorrelations of raters within teams and of 16 intercorrelations across
pairs of teams. This analysis provides a complement, based on correla-
tional data, to the findings shown graphically in the cluster analysis. Not
only did raters within teams apply the same standards for score levels as
were indicated by the cluster analysis, but they also ordered compositions
in the same way. Team members showed very high agreement in ratings
in Team C, high agreement in Team A, and somewhat lower agreement
in Team B. As estimates of interrater reliability, all of these results are
quite satisfactory for a 6-level scale used to score single paragraphs
written by students at the same grade level. Correlations between Team A
raters using Scale A and Team C raters using Scale C were about as high
as could be obtained. That is, Team A raters agreed with Team C raters


TABLE 2


Median Intercorrelations of Rater Teams A, B, and C


Team A B C


Listwise deletion


A 0.86
B 0.64 0.79
C 0.86 0.65 0.96


Pairwise deletion


A 0.9
B 0.64  0.79
C 0.82 0.65 0.98


Note. Italics represent intercorrelations within teams; other figures are intercorrelations across
teams.


3 The centroid linkage analysis (not shown here) gave essentially identical clustering. We
included Rater B1 in a Facets analysis, however, as a further check on this finding.
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about as well as they agreed with each other. Agreement with Team B was
lower for both Team A and Team C, providing evidence that Scale B used
somewhat different criteria for ordering compositions.


Principal Component Analysis of Raters


The goal of PCA is to extract the maximum variance from the data set
by identifying a few orthogonal components, that is, to provide an
empirical summary of the data set. Using listwise deletion of missing
values, a PCA of all ratings by all 12 raters showed a very strong first
component (eigenvalue = 9.335), indicating that most of the variance in
ratings could be accounted for by a single dimension. That is, all raters
ranked the compositions similarly. One further component had an
eigenvalue greater than 1.0, indicating that some raters were behaving in
a manner not entirely consistent with the majority. We rotated these two
components to a varimax criterion in order to enhance interpretability
(see Table 3). Consistent with the results of the comparison among
correlations, the results indicate that Teams A and C were providing
essentially the same measures but that Team B’s measures, although
strongly related, may have been emphasizing different bases for their
ratings. To provide more data for analysis, we conducted a PCA with
pairwise deletion. This yielded results (not reported here) almost
identical to those of the PCA using listwise deletion.


TABLE 3


Principal Component Analysis of Rater Intercorrelations (Listwise Deletion)


Component


Team  I II


A 0.8 0.3
A 0.8 0.4
A 0.9 0.3
A 0.8 0.5


B 0.4 0.8
B 0.3 0.8
B 0.4 0.8
B 0.4 0.9


C 0.9 0.4
C 0.8 0.5
C 0.9 0.4
C 0.9 0.4


% variance 53 35
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Facets Analysis of Ratings


The initial Facets (Linacre, 1994) analysis, conducted to verify the
cluster analysis finding of a misfitting rater in Team B, showed the
misfitting rater to be the only one with significant standardized infit (2)
or outfit (2). A follow-up analysis without the misfitting rater showed no
other raters with standardized infit or outfit greater than 1. Further
Facets analyses also excluded this rater.


The main purpose of the Facets analysis was to compare the three
scales. As described in the Method section, estimates of writer abilities
from the analysis of Team A served as anchor values for the writers also
rated by Team B and Team C.4 Table 4 shows the percentage of ratings at
each scale level for the different teams. The general form of the
distributions is the same. The A and B distributions are most different
from each other; B and C are slightly more similar than A and C are.


Figure 3 shows graphically the way the three scales relate to writer
ability. The numbers in the columns labeled Scale A, Scale B, and Scale
C indicate the expected ability for a writer who receives that score. For
example, writers who are rated 5 on Scale A have an expected ability of
7.0 logits. The horizontal lines indicate ability thresholds for scale levels.
For example, writers whose ability lies between 3.5 logits and 10.5 logits
are most likely to be rated 5 on Scale A. The numerals are closest for
Scales A and C, indicating that scores from those scales can be inter-
preted in much the same way, except for a score of 3, which occupies a
rather different position on the two scales. In contrast to this similarity,
the thresholds of all the scales are quite different. Apparently, students at


TABLE 4


Ratings at Each Scale Level by Team (%)


Team


Level A B C


6 7 6 12
5 23 14 16
4 29 41 35
3 19 29 20
2 20 7 9
1 2 3 9


4 As expected, many, in fact all four, of the analyzed Team B raters were misfitting because
their ratings of anchored subjects did not agree highly enough with the fixed ability measures
for those subjects. All four Team B raters had standardized infit statistics of 3 or greater. One
Team C rater was also misfitting, with a significant standardized infit of 4.
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about half of the ability measures would receive different ratings if
scored on Scale C rather than on Scale A. Differences between Scale A
and Scale B thresholds appear comparably large overall; differences
between Scale B and Scale C thresholds are only slightly smaller.


FIGURE 3


Ability Thresholds for Scores on Each Scale


Ability measure Scale A Scale B Scale C
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DISCUSSION AND CONCLUSIONS


In this study we first examined the extent to which the differences in
content of empirically developed rating scales might be attributable to
scale developers and performance samples. We were also concerned with
the relation between similarity of scale content and similarity of measure-
ment. The main results can be summarized briefly: The three scales
differ considerably from one another in content regardless of the
particular set of constructs used to describe that content. Even though
the descriptors of all scales reflected similar constructs, the constructs
were not employed at the same levels in the scales. Because we were
unable to find convincingly different degrees of content similarity for
pairs of rating scales, we could not relate similarity to any other variable.


Next, we examined the relations between measurement characteris-
tics and scores from the three scales, on one hand, and scale develop-
ment variables (developers and performance samples), on the other.
First, analyses of the ratings (i.e., cluster analysis, examination of the
correlation matrix, PCA) showed that using different samples of per-
formance in scale development yielded different rating systems. The
Facets analysis confirmed this finding. Second, interrater agreement was
high within the three scales and highest among the raters using Scale A
and Scale C. The third main set of findings concerns the measurement
structure of the three scales as revealed by the Facets analysis. The two
same-sample scales, A and C, were more like one another than like B in
expected measures for scale scores. No clear similarities emerged,
however, with respect to thresholds between levels in that analysis.


From our results we have reached conclusions about the nature of
empirical scaling and in answer to our initial research questions. The
consistency of ratings among the raters—despite the differing content in
the three scales—shows clearly that a number of writing characteristics
or text characteristics can distinguish levels of writing ability. Empirical
scale descriptions are, therefore, not necessarily comprehensive even
when accurate. The process of constructing an empirical scale thus
provides a means for “discovering” one possible set of indicators that can
be used to assign scale levels to performances. Each of the three scales
developed in this study was viable. As Chalhoub-Deville (1997) has
stated, it is difficult to separate language proficiency from specific users
and context of use. It seems that assessment criteria derived from a single
test context demonstrate the salient features of that context of use while
also representing aspects of a more general theoretical model.


In answer to our research questions, scale development team had a
minor effect on ratings whereas scale development sample had a major
effect (but we do not claim that other scale development teams could not
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show greater effects). The small effect of team should not be taken to
indicate that an individual scale developer would have only a negligible
effect, however. Having raters work in teams seemed to ameliorate
potential developer-related effects, that is, it enhanced interrater reliabil-
ity. A team of four developers proved sufficient to achieve satisfactory
interrater reliability and scale generalizability for a single sample of
compositions. We recommend, however, that teams include five develop-
ers in order to facilitate scale development. In reports of their efforts,
team members remarked frequently that they had to reconcile differing
views. Reaching consensus on sample compositions required much
discussion among team members. A team of five avoids the considerable
effort of reconciling two-two deadlocks.


Not all teachers are capable of working productively as members of
scale development teams or are capable of rating texts according to a
rating scale. In our study, for example, the Team B maverick was
inflexible during the scale development phase. He was unable or
unwilling to consider any ideas that differed from his own. Later he
showed himself incapable of using the rating scale as the other members
of his team did.


Although development team had little effect upon scores, it had a
noticeable effect upon the content of the scales that were developed. We
cannot be certain, however, that development sample had an added
effect on scale content; those two variables were not crossed in our
design. This question might be addressed in a larger study. We were
unable to explain any of the observed differences and similarities in
measurement among the three scales on the basis of their content. This
leads us to believe that scale descriptors are less transparent than has
been widely assumed. In other words, contrary to our expectation,
similarity in scores did not reflect similarity in scale descriptors. For
example, the raters in Teams A and C assigned almost identical scores,
yet the content of the two scales makes it appear that they are measuring
quite different things. This absence of correspondence between descrip-
tors and scores poses an intriguing and still unanswered question.


As expected, the three experts in this study did not interpret the
descriptors in terms of the same sets of underlying constructs. We can
only speculate here whether construct labels represented the same
cognitive meaning for these experts. In any case, it is not unusual for
different cognitive activity or processing to underlie identical ratings
(Heller, Sheingold, & Myford, 1998).


We have no way of characterizing rating scale developers that will
explain the scales they produce or the different measurement properties
of those scales. Nor have we established requirements for size or other
characteristics of performance samples that might yield invariant scales
producing consistent measurement; relations between sample sizes for
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scale development and reliability of ratings are a fruitful area for
research. Scale development team and development sample are, there-
fore, sources of random error in measurement by empirically derived
rating scales. We do find, however, that having different developers use
the same sample yields higher score agreement than does use of
different samples. By extension, strength of correlations among scores
should be positively related to the degree of overlap in development
samples. Moreover, we would expect large samples to be less idiosyn-
cratic and to be more similar to one another than small samples are. The
samples of 12 compositions used in this study yielded scales sufficiently
well correlated for classroom use or placement in flexible programs. For
other purposes, however, correlations of approximately .65 are low.
Although we cannot give the precise sample sizes that would ensure
given levels of reliability across samples, we have opted for samples of 60
in our own development of relatively high-stakes examinations.


If we had been able to account for score similarity on the basis of
similarity in scale content, the significant aspects of that content could be
usefully viewed as elements of test method. Until such an accounting is
possible, scale content, like scale developer, has unpredictable effects;
that is, it is a source of unreliability. Development sample, however, has a
more systematic effect: Using similar samples in scale development leads
to scales that yield very similar scores. Test developers can exploit this
knowledge when empirically deriving rating scales.
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APPENDIX


Ordered Questions for EBB Scales Devised by


Teams A, B, and C


Team A
6


5


4


3


2


1


Clear main
idea(s) adequately


expressed?


Fluent
discourse?


General message
conveyed?


Lack of details;
limited


information?


Errors in most
sentences (lexical,


grammatical,
syntactic)?


YES


YES


YES


YES


NO


YES


NO


NO


NO


NO


➤
➤


➤


➤


➤


➤


➤


➤


➤


➤
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Team C


6


5


4


3


2


1


Message clear
with respect to
the question?


Fluent speech
with a variety of


sentence
patterns?


Major syntactic/
vocabulary errors


in most
sentences?


Coherence
between the


sentences in the
response?


Information in
response limited


(<3 ideas)?


YES


YES


NO


YES


NO


NO


NO


YES


NO


YES


➤
➤


➤


➤


➤


➤


➤


➤


➤


➤


Team B


6


5


4


3


2


1


Is the message
reduced?


Text flows
naturally (min. of
3 correctly used


idioms)?


Writing about
changes experi-
enced from the
beginning to the
end of the test?


Interlanguage
errors (excluding


spelling)?


More than 2
errors that impede
comprehension?


NO


YES


YES


YES


YES


YES


NO


NO


NO


NO


➤


➤


➤


➤


➤


➤


➤


➤


➤


➤
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THE FORUM
TESOL Quarterly invites commentary on current trends or practices in the TESOL
profession. It also welcomes responses or rebuttals to any articles or remarks
published here in The Forum or elsewhere in the Quarterly.


Professional Preparation and Action Research:
Only for Language Teachers?


NAT BARTELS
University of Leipzig
Leipzig, Germany


� When I began teaching ESOL as an unqualified native speaker teacher
many years ago, most of my colleagues also lacked any formal teaching
qualifications or had taken only a 4-week course in language teaching.
Since that time, a major shift has occurred in the profession, resulting in
general acceptance of the need for language teachers to undergo
extensive professional preparation and, if possible, to conduct research
on their classrooms and their beliefs about language teaching (Crookes,
1993, 1998; Nunan, 1989). What has not received much attention is
whether teacher educators should have professional preparation in
teaching and whether they should be expected to research their practice
and their students’ learning.


At first glance, the explosion of studies in the past decade on teacher
learning and language teacher education (Bailey & Nunan, 1996;
Freeman & Richards, 1996; Richards & Nunan, 1990; Woods, 1996)
appears to indicate that teacher educators are fully committed to
researching their practice. Closer examination reveals, however, that this
research is almost exclusively on teachers’ learning in courses on
methodology or didactics (e.g., Antonek, McCormick, & Donato, 1997;
Gatbonton, 1999; Golombek, 1998; Hughes-Wilhelm, 1997). The other
courses in a professional preparation program teach about language or
language learning (e.g., second language acquisition [SLA], syntax, L2
writing, pragmatics, genre studies; Garshick, 1999). These courses teaching
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knowledge about language (KAL) have been the site of only a handful of
studies on teachers’ learning (Andrews, 1997; Borg, 1998, 1999; Penn-
ington & Richards, 1997). Accordingly, neither the Concise Encyclopedia of
Educational Linguistics (Spolsky & Asher, 1999) nor the Encyclopedia of
Language and Education (Corson, 1998) considered this kind of research
important enough to include.


Seeking some indication of interest in the research on KAL teaching,
I attended a symposium called Courses and Discourses: Teaching Applied
Linguistics (Cook et al., 1999) at the 1999 International Association of
Applied Linguistics conference, where seven well-known applied lin-
guists talked about their personal theories of what applied linguistics
courses should include. Despite the clear hypotheses most of the
scholars articulated, none mentioned conducting research or even
called for such research. After the symposium I approached one of the
speakers who had expressed clear, researchable hypotheses and asked if
he had researched them or felt that they should be researched. He
seemed a bit bewildered that anyone would ask such a question and said
that if his hypotheses seemed to make sense, then this was enough for
him, and there was no need to research them.


Intrigued by my perception that applied linguists lack interest in
researching their own teaching practice, I surveyed 20 linguists and
applied linguists working in a variety of German language teacher
education programs to see if they engaged in any research on their
practice as teachers of KAL. None of them reported engaging in any
kind of research on their teaching, their testing, their students’ learning,
or any of the beliefs behind the organization of their teacher education
programs. Although the participants were not an exact representative
sample of KAL teachers in Germany, they were a fairly heterogeneous
group. Half were senior professors, and the rest were evenly distributed
along the hierarchy of the German academic system. They came from
seven universities in four federal states and had specialties ranging from
generative grammar to genre studies. Furthermore, they represented the
20 KAL teachers, of 34 originally contacted, who were willing to take part
in a study comparing linguists’ and language teachers’ KAL (Bartels,
2001), which indicates that they might be more interested in researching
their classrooms than other KAL teachers were. Although one cannot
assume that KAL teachers in other countries would answer in the same
way, the extreme nature of the results and the conspicuous absence of
published research on teaching KAL suggest that this practice is rare.


WHY THE LACK OF INTEREST IN RESEARCH ON PRACTICE?


Why do KAL teachers engaged in teacher education seem to have so
little interest in researching the beliefs that underlie what they do in







THE FORUM 73


class? One reason could be that applied linguists traditionally have tried
to answer the questions of language teacher education through logical
analysis and reflection only, and research on their students’ learning of
KAL has not traditionally played any role in this process. The applied
linguistics literature contains a preponderance of assertions as to what
language teachers need to know (e.g., Bardovi-Harlig & Hartford, 1997;
Halliday, McIntosh, & Strevens, 1964; Mackey, 1966, as cited in Brumfit,
1995a; Spolsky, 1979; Stern, 1983; Stubbs, 1986), but research on
whether teachers actually need or use this KAL is absent, as are any calls
for research in this area. For example, Blyth (1997) suggests a number of
activities for teaching KAL, but he neither cites research showing that
these types of activities actually inform teachers’ practice nor suggests
the need for such research. The idea seems to be that if a practice can be
justified rationally, then it must be worthwhile. The problem with this
assumption is that the few studies of KAL teaching (Andrews, 1997;
Morris, 1999; Pennington & Richards, 1997) have shown KAL instruction
to be inefficient in informing teachers’ practices.


Perhaps applied linguists consider themselves primarily as researchers
of language rather than as teachers of applied linguistics, and therefore
the idea of conducting research on practice does not occur to them.
Because they have undergone long apprenticeships in studying language
and its acquisition and use, they may never even think of researching
KAL. Perhaps this area is not seen as worthy of serious scholarly research,
or perhaps such issues are not seen as part of applied linguistics.
However, if one accepts Brumfit’s (1995b) definition of applied linguis-
tics as “the theoretical and empirical investigation of real-world problems
in which language is a central issue” (p. 27), the field clearly includes the
study of the effect of applied linguistics classes on students’ acquisition
and use of KAL.


Another reason that KAL teachers do not research their practice may
be that their professional education has not prepared or encouraged
them to engage in such research. In most countries the entry-level
qualification for teaching KAL in teacher education is a doctorate in a
relevant area, a degree that certifies the candidate’s ability to do high-
quality independent research. Doctoral programs generally do not teach
their students how to teach KAL; nor do such programs require
candidates to do research projects on their beliefs on and practices in
linguistics teaching, testing of linguistics knowledge, or organization of
language teacher education programs. My survey of German KAL
teachers found that none of the respondents reported any kind of
professional preparation for teaching linguistics, testing linguistics, or
administering teacher education programs—practices that all of them
participated in. This finding is consistent with Richards and Nunan’s
(1990) observation:
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Unfortunately, most faculty in university-based graduate TESOL programs
have no training in teacher education and are often unwilling to see it as
relevant to their work. They are typically subject-matter specialists who
abandoned second language teaching years ago (if they ever did any) in favor
of more fashionable research on English syntax, second language acquisition,
or sociolinguistics. (p. 225)


This problem is not limited to language teacher education programs; the
lack of professional preparation for teachers at the tertiary level has been
recognized as a serious deficiency in many institutions (Gaff & Pruitt-
Logan, 1998; Meyers, Reid, & Quina, 1998; Richter, 1994; Selby &
Calhoun, 1998).


I do not mean to say that there are not large numbers of good,
professional teachers of KAL in universities. Similarly, language teachers
without professional preparation may be successful in developing exper-
tise in language teaching. The real issues are whether or not (a)
hypotheses on KAL teaching that seem to make sense need to be
researched, (b) applied linguists involved in teacher education programs
should engage in research on their teaching practice, and (c) applied
linguists need professional preparation for teaching KAL.


DOUBLE STANDARDS?


As professionals, teachers of language are expected to conduct
research on their practice insofar as the conditions they work under
permit, but KAL teachers are not expected to do the same. Knowledge of
the target language alone does not qualify someone as a language
teacher, but knowing applied linguistics qualifies someone as a teacher
of KAL. The hypocrisy of this apparent double standard should be
alarming, especially as KAL teachers typically have more time, resources,
and training for engaging in researching their own classrooms than
language teachers do. Does this disparity in expectations really reflect a
double standard for teachers of language and teachers of KAL, or is it
justified by differences between the two occupations?


Although differences do exist between the two occupations, in the
interest of improving teacher education in TESOL I would argue that a
language teacher education curriculum and a course syllabus that
embody decisions of what and how to teach should be seen as theories of
the practice of KAL teaching (van Lier, 1996) or hypotheses about what
kind of knowledge language teachers need and what kind of educational
experiences will benefit them—hypotheses that can and should be
empirically investigated. In this domain, research would help clarify the
important distinction between what seems logical and what is supported
by evidence. Although it may seem logical that teachers need and can
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use knowledge about phrase structure rules (Celce-Murcia & Larsen-
Freeman, 1999), L1 acquisition (Lightbown & Spada, 1999), the way
consonant sounds are produced in the mouth (Celce-Murcia, Brinton, &
Goodwin, 1996), lexical cohesion (McCarthy, 1991), or principles and
parameters of universal grammar (Cook, 1998; Flynn, 1994), little if any
empirical evidence supports these hypotheses. As one source of evi-
dence, student evaluations can be useful for KAL teachers, but they
cannot be taken for proof that the knowledge learned will be used in
teaching any more than positive student evaluations of a language class
can be taken as proof that SLA has taken place. KAL teaching and its
value for future language teaching should be investigated using methods
from reflective teaching, to action research projects, to more formal
research on teachers’ learning and use of KAL with a variety of
qualitative and quantitative data-gathering and analysis techniques.


Breaking down the double standard might result in benefits for the
applied linguistics community. Proponents of action research by lan-
guage teachers see it as one way to lessen the perceived gap between
theory and practice (Crookes, 1993). However, if this gap is at least
partially a result of ineffective teacher education practices, research on
KAL classes might help improve those classes in a way that diminishes
gaps between theory taught in a class and language teacher practice.
Furthermore, research revealing useful learning in teacher education
courses offers support for the quality of the teacher education program.
Finally, if applied linguists successfully research aspects of teaching and
learning that interest scholars in other disciplines (e.g., knowledge
transfer, sociology of knowledge), the status of applied linguistics within
university circles may improve.


MORE PROFESSIONALLY ORIENTED
DOCTORAL PROGRAMS?


Doctoral programs in applied linguistics can provide professional
teaching preparation for their students by offering courses on language
teacher education and related areas of psychology (e.g., knowledge
transfer) and on pedagogy and by including these topics in qualifying
exams. Some tertiary institutions have already tried to address this
problem in other subject areas by offering courses aimed at improving
teaching for doctoral students (Aufschläger, Mandl, & Reinmann-
Rothmeier, 1996; Benassi & Fernald, 1993; Piccinin & Picard, 1994;
Rickard, 1991), graduate teaching assistants (Goodlad, 1997; Prieto &
Altmaier, 1994; Prieto & Meyers, 1999; Saroyan & Amundsen, 1995), and
faculty members (Rowland & Barton, 1994). If doctoral students have
the opportunity to teach KAL while they are studying, they could be
required to carry out research on teaching in their classes, much as many
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language teacher education programs require their student teachers to
engage in classroom research projects during their practicum. Another
possibility for doctoral students is team teaching with experienced
faculty. Discussing, planning, and carrying out a KAL course or exams
with an experienced faculty member—perhaps even conducting re-
search on the course together—could provide doctoral students with a
cognitive apprenticeship (Brown, Collins, & Duguid, 1989; Johnson, 1996)
that has the potential to give them an insider perspective on teaching
KAL courses.


CONCLUSION


After decades of productive focus on professional preparation of
teachers, examination of how KAL teachers are prepared is also needed.
Should KAL teachers be prepared strictly as researchers, or should they
also be prepared to be teachers, and, if so, to what extent? Should KAL
teachers be expected to do research on their teaching, or is this only for
language teachers? What can doctoral programs do to encourage this
research? TESOL has developed professional standards for K–12 ESL
teaching. Would it be possible or desirable to develop standards for KAL
teaching? There may be no quick consensus on any of these issues, but it
is my hope that an open discussion on these issues will benefit the
language teaching community.
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Comments on Ryuko Kubota’s “Discursive
Construction of the Images of U.S. Classrooms”


A Reader Reacts . . .


DWIGHT ATKINSON
Temple University Japan
Tokyo, Japan


� In “Discursive Construction of the Images of U.S. Classrooms” (Vol.
35, No. 1, Spring 2001), Ryuko Kubota writes,


The underlying assumption in the discourse of cultural dichotomy is that U.S.
culture is the norm. . . . Applied linguistics, grounded in liberal cultural
relativism, would not accept the normal/abnormal divide on the surface, but
the mission of teaching English inevitably presumes what is standard and what is not
. . . . Although contemporary [applied linguistics] discourse avoids discussions of
inequalities and maintains power relations, racism, another colonial legacy, persists
. . . . Hidden in this discourse is the old hierarchy of racial superiority that determines
which form of cultural product or practice is the norm or deviant [italics added]. (pp.
24–25, 28)


The only plausible reading I can give these words is that ESL teachers
and applied linguists, by their very involvement in the field, are racists. It
is my intent to examine this proposition here, both in general and
specifically as it relates to one ESL teacher/applied linguist Kubota uses
to exemplify such “racism”—myself.


To paraphrase Kubota’s quotation, which in fact fairly summarizes her
main arguments, English language teaching/applied linguistics is per-
vaded by an ideology of (U.S.) racial superiority that operates through
maintaining standards of normal/abnormal, “us” versus “them.” Quite
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apart from questions regarding the elision of TESOL and applied
linguistics, or the special place of the United States in all this, I will here
investigate in more detail how Kubota substantiates her points. Used
rightly, racism is a label with great moral power: It brings immediate
opprobrium on those it is directed toward—for example, supporters of
pure race ideologies in various parts of the world. Accusations of racism
must therefore be treated seriously—but those who use them bear a
special responsibility not to abuse their power.


The main theoretical concept Kubota uses to support her arguments
is orientalism (see also Kubota, 1999, where the notion is given further
theoretical development). A major assumption of orientalism (Said,
1978, chap. 1) is that all “Western” characterizations of “non-Western”
others—and, as stated in her quotation, Kubota clearly sees this assump-
tion as applying without exception to ESL teaching as well—are based in
well-worn discourses that see “non-Westerners” and their cultures as
static, tradition-bound, irrational, passive, imitative, primitive, rigid, and
so on—in a word, inferior. It is largely on the basis of such a conception
that Kubota applies terms like essentialism, othering, stereotyping, and
dichotomization to culturally oriented studies in applied linguistics and
TESOL. Without a doubt, such orientalizing discourses do clearly exist in
“the West” (as well as in other parts of the world; Kubota, 1999), and
scholars such as Said (e.g., 1978) have done exemplary work exposing
them. But I find the tenet that they are all-encompassing and without
exception a curious one at best. This is because orientalism falls of its
own weight when subjected to its own critique—it becomes itself
essentializing, dehumanizing, dichotomizing, stereotyping, reductive,
and self-contradictory rhetoric.


Orientalist theory claims that, while all non-Western others are of
course individuals, any “Westerner” who teaches or writes or talks about
them is participating in the all-pervasive discourse of orientalism, or
othering (e.g., Said, 1978, p. 2). The very theory of orientalism itself,
therefore, appears to be an essentializing, othering, and totalizing one,
in that it reduces all Westerners (or anyone engaged in anything that is,
according to the judgment of Kubota and others, an orientalizing
discourse) to “social dopes” under the iron-clad control of this discourse.
So whereas it is wrong, immoral, and racist to “other” or essentialize non-
Westerners, labeling, stereotyping, and reductionism flow freely and
naturally in the opposite direction. Although this may be a viable form of
political-moral retribution against the West for past and present sins of
colonial and neocolonial aggression, it does not seem to work as an
academic argument.


Certainly, for someone so insistent that the field recognize the diverse,
nondeterminate nature of people and cultures, it is hypocritical to
construct applied linguistics views of culture as simplex, closed, dichoto-
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mous, and determinate. It is also dehumanizing in that it puts a large
number of people (not just applied linguists, in fact, but anyone who
happens to believe that people do, among other things, “live cultur-
ally”—Ingold, 1994, p. 330) into a single, closed category, and having
done so seeks to diminish them by accusing them of racism, essentialism,
stereotyping, othering, and so on. Does such an approach really offer a
better, more humane world of the sort that Kubota seems to consider
herself champion of?


The highly questionable substance of these arguments is matched by
the evidence Kubota uses to support them. My own work (Atkinson,
1997; Atkinson & Ramanathan, 1995; Ramanathan & Atkinson, 1999),
for instance, is prominently featured in Kubota’s attempt to establish the
pervasiveness of orientalist discourse in TESOL and applied linguistics.
Let me now examine three ways in which Kubota misrepresents this
work:


1. On p. 12 of her article, Kubota cites my coauthor and me
(Ramanathan & Atkinson, 1999) as “perceiv[ing] the main goal of
education in the United States as the promotion of logical, analyti-
cal, and critical thinking skills, reflecting and promoting individual-
ism as a cultural value.” In doing so, Kubota attempts to portray us as
boosters of U.S. education over the educational practices of non-U.S.
others, her argument being that such boosterism is a central move in
constructing the orientalized, essentialized, deficient other.


I am sorry to say I have no idea what “the main goal” of U.S. education
is, and I challenge Kubota to find it stated in my work. But I am
reasonably sure that one of its important consequences is to reproduce the
current social structure. This has been a major focus of mine in writing
about critical thinking and other social practices apparently based on an
ideology of individualism; that is, although such social practices are in
fact usually part of the noneducational, early-acquired cultural capital
(Bourdieu, 1982; see also Gee, 1996; Heath, 1983, 1991) of particular
groups, they masquerade as educational accomplishments, and there-
fore justify and reinforce the continued dominance of insiders over
outsiders, haves over have-nots (Atkinson, 1997). Kubota therefore
grossly misportrays our article, where we were basically critiquing an
ideology of individualism apparently underlying certain concepts and
practices of teaching writing in the U.S. university and, in this important
sense, U.S. education itself.


2. In a similar vein, Kubota misrepresents my work on critical thinking
(Atkinson, 1997), individualism (Ramanathan & Atkinson, 1999),
and university L1 versus ESL writing programs (Atkinson & Rama-
nathan, 1995) when she writes, “The above conceptualization of U.S.
education portrays an image of a teacher who uses a dialogic
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teaching approach that encourages the exchange of logical argu-
ments rather than a didactic approach that transmits knowledge” (p.
13). Kubota apparently cites us here on the basis of our use of
empirical data to exemplify, in the university L1 versus L2 writing
program study, the former’s efforts to teach critical thinking. In fact,
we had nothing at all to say about “dialogic” teaching via the
“exchange of logical arguments” versus education-by-transmission;
nor did we make any attempt to extend our findings to U.S.
education as a whole. We have stated elsewhere our belief that a
certain (more or less idealizing) disposition toward argumentation
characterizes some segments of U.S. society, as part of a larger
ideology of individualism that all peoples of the world—including,
very broadly speaking (Ramanathan & Atkinson, 1999, note 5), some
non–European American social groups—may not necessarily share.
But this is a far cry from Kubota’s misleading claim. Neither can
Kubota’s statement be excused as a passing comment: It is the
opening sentence of the second substantive subsection of her paper,
the statement I took issue with in Point 1 above being the opening
sentence of the first.


3. On p. 29, Kubota takes my coauthor and me to task for “an applied
linguistics discussion” [italics added] which presents “idealized im-
ages of U.S. classrooms that reflect U.S. middle-class norms and
values . . . as a ‘necessary convenience.’” The reference here is in fact
to Footnote 12 of Atkinson and Ramanathan (1995)—a point not
mentioned by Kubota, no doubt because footnotes are harder to
reinvent as major, monolithic (essentializing, othering, racist, and so
on) discussions. In fact, the footnote referred to our use of the term
“American culture” in reporting that, in comparing the U.S. univer-
sity ESL program and the L1-dominant composition program in the
previously mentioned study, the former assumed of its entering
students no special competence in American culture, whereas the
latter appeared to. We then went on to argue that the composition
program’s assumption in this regard was probably mistaken given
that roughly 20% of its population were “nonnative-speaking” or
“international” (other problematic terms for which I know no
workable substitutes and which I therefore must also use as necessary
conveniences, despite the threat of Kubota’s essentializing labels)
students. We were careful to place American culture in scare quotes in
the body of our text and to footnote its status as a “necessary
convenience,” at the same time “acknowledg[ing] the many critiques
of the monolithic American culture myth that exist in current
scholarship” (p. 557). Thus, although this usage may have been a
mistake—I continue to struggle with myself over how to express such
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compromised concepts when usable alternatives are unknown to me,
as I think the footnote reveals—the footnote hardly constitutes an
“applied linguistics discussion” of American culture presented as a
“neutral, objective truth but . . . [actually] constructed by discourses
that exploit various convenient notions to serve their own interests
[italics added]” (p. 29). On the contrary, Kubota has once again
essentialized, reduced, stereotyped, and constructed to serve her own
interests.


Kubota misrepresents my work and that of others (e.g., the ethnogra-
phers mentioned in Footnote 5, whose work by no means simply
supports Kubota’s views, as she herself admits—see also Atkinson, 1999a)
throughout her article—the preceding are just examples. This is a
shame, in my opinion, as some of the ideas she promotes clearly have
worth (Atkinson, 1999a, 1999b, in press). But in the end one’s ideas, no
matter how good or how important, cannot be successfully advanced
unless one also treats others and their own ideas with fairness and
honesty. I for one would much prefer to respond to the worth of
Kubota’s arguments than to her highly questionable ways of constructing
them: I therefore challenge Kubota to present her arguments ethically—
to “practice what she preaches”—in future research. Equally, I would
urge much greater caution in branding whole fields (TESOL and
applied linguistics, in this case) as racist, for by doing so one reproduces
the very evils one is seeking to defeat.
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The Author Responds: (Un)Raveling Racism in a
Nice Field Like TESOL


RYUKO KUBOTA
The University of North Carolina at Chapel Hill
Chapel Hill, North Carolina, United States


When people of color assert that the academy is racist, individual whites in
the academy, who do not see themselves as racist, are offended or think the
judgment does not apply to them. . . . Neither whites nor people of color
seem to understand that there is a clash here between a social group
perspective, learned by people of color through the social experience of
racism, and an individualized perspective, learned by whites through their
racial socialization. (Scheurich, 1997, p. 122)


� I welcome Dwight Atkinson’s comments, as they clarify some of the
points that he has made in his previous work and caution against
essentialism in critical scholarship. I agree with Atkinson that Said’s
(1978) critique of Orientalism runs the risk of essentializing the all-
encompassing Occident as a category opposite to the Orient, as Clifford
(1988) has pointed out. Nevertheless, Atkinson’s critique strikes me as
reactionary, defending a liberal pluralist stance that takes little account
of the power and politics influencing the construction of images of the
Self and the Other. Furthermore, its color- and privilege-blind individual
approach to racism, in effect, denies the existence of racism and avoids
confronting it. His criticisms have thus compelled me to reiterate the
main point of my article and to provide more detailed discussions of
racism to expose its complexity in ways that go far beyond mere
individual prejudice.
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DISCURSIVE CONSTRUCTION OF KNOWLEDGE


My article aimed to show how images of U.S. classrooms, or the Self,
are portrayed differently in the literature of applied linguistics, educa-
tion, and teaching English/literacy as well as to reveal how the construc-
tion of these idealized images of U.S. classrooms vis-à-vis Asian class-
rooms reflects discourses of colonialism that have created and maintained
unequal relations of power between the Self and the Other. As such, it
was not my intention to “construct applied linguistics views of culture as
simplex, closed, dichotomous, and determinate.” I was actually well
aware of the potential problem of essentializing the fields under review,
as I expressed in my article (p. 11). Moreover, in reviewing applied
linguistics literature, I actually found competing images of U.S. class-
rooms within the field—some studies viewed the difficulties faced by ESL
learners as institutional rather than cultural challenges and portrayed
U.S. classrooms as problematic and negative (p. 15). Thus, the images of
U.S. classrooms in applied linguistics and TESOL scholarship are indeed
plural rather than simplex. But this does not imply that there is no
regularity in the images generated in the field. I argue that the field’s
knowledge of culture as well as language acquisition, teaching, and
learning is much more than a constellation of numerous random
individual views. Rather, it is discursively structured in a more or less
consistent way, producing, sustaining, or resisting certain relations of
power. The social and political construction of knowledge and its
implications for L2 teaching and learning have been widely discussed in
the field (e.g., Canagarajah, 1999; McKay & Wong, 1996; Pennycook,
1989; 1998; Phillipson, 1992). Furthermore, many researchers have
critiqued the way ESL students and their cultures are portrayed in some
publications, including the ones authored by Atkinson (e.g., Benesch,
1999; Spack, 1997; Stapleton, 2001; Susser, 1998; Zamel, 1997).


I recognize that poststructuralist discourse analysis can be unfair to
authors because it focuses more on statements as related to other
statements or to subject positions within discourse than on an author’s
intention or concerns (Clifford, 1988). Thus, again, I welcome Atkinson’s
clarification of his arguments. Nevertheless, I find problematic the
implication that there is no regularity in cultural images portrayed by the
literature. It is certainly important to avoid reductionism, but merely
emphasizing plural views on cultural difference loses sight of the politics
and power circulated by discourses that construct knowledge and
practice. This focus on the larger political struggle and discourse
constitutes a site in which racism needs to be critically examined.
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LIBERAL UNDERSTANDING OF RACISM ONLY AS
INDIVIDUAL BEHAVIORS


Discussing racism is often uncomfortable, particularly in TESOL and
applied linguistics. The field of L2 education by nature attracts profes-
sionals who are willing to work with people across racial boundaries, and
thus it is considered to be a “nice” field, reflecting liberal humanism as I
mentioned in my article. However, this does not make the field devoid of
the responsibility to examine how racism or any other injustices influ-
ence its knowledge and practice. To have a better understanding of
racism as related to our field, we as applied linguists need to first
examine how it is interpreted in liberal humanism.


In the field of education, recent inquiries such as critical multicul-
turalism, Whiteness studies, and critical race theory have uncovered how
racism is perceived in liberal discourse. (Critical race theory arose from
legal studies challenging the persistent racial inequalities in the post–
civil rights era in the United States—see Ladson-Billings, 1999; on critical
multicultural education and Whiteness studies and their implications for
L2 teaching, see Kubota, in press.) As shown in the opening quotation, a
liberal position interprets racism merely as a visible act conducted by
individuals. That is, racism is considered to be either overt behaviors of
individuals that are readily identifiable or essentialist racism that assumes
an essential biological difference between races, but not institutional or
structural racism that systematically privileges a certain racial group
while oppressing others (Kincheloe & Steinberg, 1997; see also Larson &
Ovando, 2001; May, 1999; Nieto, 1999; Scheurich, 1997). Critical scholar-
ship encourages not only condemnation of an individual act of bigotry
or pure race ideologies but also examination of more subtle institution-
alized inequalities and injustices that affect teaching and learning.


In school contexts, for example, institutionalized racism manifests
itself in such everyday practices as how teaching materials represent
different racial groups, which type of pedagogy is promoted as the norm,
how the school curriculum is organized to provide or deny access to
various educational services for different groups of students, and who
receives the most school funding. Institutionalized inequalities in higher
education also affect the number of African American and Latino
students obtaining degrees. Even Asian Americans, alleged successful
minorities, are underrepresented in college faculties and often face
discriminatory employment practices for tenure and promotion (Naka-
nishi, 1993).


The field of teaching ESL/EFL is no exception. Auerbach (1995),
Auerbach and Burgess (1985), and Canagarajah (1999) have pointed out
that the curriculum, textbooks, and materials often have a hidden
agenda of assimilation into the White culture or contain racial stereo-
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types. Whiteness and the native speaker construct are in a complicit
relation, forcing nonnative English teachers of color to face challenges
White colleagues do not usually experience (Amin, 1999, 2000). The
spread of English is closely related to colonialism and neocolonialism,
reinforcing the racial and cultural superiority of the dominant group
(Pennycook, 1998). The point here is that to understand racism only as
individual prejudice or overt behavior of bigotry misses the complexity of
racism in U.S. institutions and society.


Another aspect of liberal discourse in relation to issues of race is its
emphasis on either sameness or difference, as I mentioned in my article.
Here, sameness and difference do not constitute opposite poles but exist
on a continuum, preserving the power relation between “us” and “them.”
The focus on sameness is manifested in a color-blind liberal discourse of
individualism, equality, and meritocracy. The idea that everyone is equal
regardless of race and other attributes and that socioeconomic success is
the result of individual effort makes each individual responsible for his
or her own success. In this logic, the cause of a failure is not systematic,
institutionalized inequalities but lack of individual effort. The liberal
discourse of color-blind individualism, equality, and meritocracy thus
sustains institutionalized racism by failing to confront it. Paradoxically,
this discourse coexists with race-based explanations of success or failure,
which are often expressed covertly. These race-based explanations reflect
the pluralist form of multiculturalism that focuses on difference while
maintaining Whiteness as an invisible norm, as indicated in my article.


More specifically, when certain racial, linguistic, or socioeconomic
groups of students fail to succeed in the merit-driven system, they are
often categorized as at risk. Although this category reflects a good
intention to help these students, it also implicitly supports the concept of
cultural deprivation or deficit, placing responsibility entirely on the
learners’ natural traits rather than on other players or structural causes
(Franklin, 2000). The explanation of academic failure shifts from a lack
of individual effort to the racial, linguistic, or socioeconomic attributes
of the victim. Note also the implication that a certain racial and linguistic
norm exists for how students should function in academic situations and
that at-risk learners deviate from that norm. Some research has at-
tempted to explain different rates of achievement by racial groups by
focusing on such factors as learning styles (e.g., field dependence or
independence). However, as Nieto (1999) argues, this type of investiga-
tion runs the risk of rigidifying the already existing stereotypes of racial
groups of learners and can veer close to the racist implications expressed
in the racially based explanations for difference in intelligence (Herrnstein
& Murray, 1994).


The above discussion suggests that neither the individual sameness
position nor the group difference position pays serious attention to
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structural racism or the inequality that creates and maintains racial
differences. This point is closely relevant to the approach to cultural
difference in applied linguistics and TESOL. The binary images of U.S.
mainstream classrooms vis-à-vis Asian classrooms assume predetermined
cultural differences while the unequal relations of power between
cultures that create and sustain the differences are unquestioned.


RACISM FACED BY ASIANS AND ASIAN AMERICANS


In response to the above discussion, some may argue that Asian
Americans and Asians are considered to be successful “model minorities”
and thus that racial discrimination does not affect them in Western
society. However, the academic success of Asian students does not
necessarily translate into social, cultural, and political power in the
dominant White society; and moreover, Asians and Asian Americans
continue to face racism (Osajima, 1993; Takaki, 1998). Osajima (1993),
in investigating how Asian American students cope with issues of race
and racism, documented these students’ anxiety and psychological
injuries stemming from being positioned as nerdy or “too Asian.”
Osajima argues that the discriminations and injuries faced by these
students remain hidden because they try to either walk away from them
without confrontation or blend into the mainstream by negating differ-
ence in order to survive. He states,


These strategies for survival force us to rethink the stereotypical image of the
Asian student as quiet and hard-working. Their quietness cannot be under-
stood as simply a product of shyness or Asian culture. For the Asian students
in this study, silence became a survival mechanism formed in the context of a
racially discriminatory society. (p. 89)


Furthermore, a close examination of the two prevailing discourses
about Asians—that is, the model minority and the yellow peril, a view of
Asians as a threat to White supremacy prevalent particularly in the 19th
and early 20th centuries—demonstrates a seamless continuum sustain-
ing the discursive practices of Othering, drawing a rigid distinction
between Asians and Europeans or East and West, and maintaining
existing relations of power despite how they seem to constitute opposite
images. According to Okihiro (1994), the attributes of the model
minority, such as work ethic, family values, self-help, culture, and
religiosity, can also be interpreted as constructs of the yellow peril, such
as slavishness, frugality, self-serving behavior, ethnic enclaves, religious
paganism, and so on. On this circular continuum, “the model minority
mitigates the alleged danger of the yellow peril, whereas . . . the model
minority, if taken too far, can become the yellow peril” (p. 142).
Moreover, the maintenance of White power is reflected in the construc-
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tion of the model minority myth in the mid-1960s. Osajima (1988)
argued that the model minority concept was exploited to justify the
ideology of meritocracy, pitting African Americans seeking federal
support against Asian Americans and creating a belief that the United
States is a fair society open to minorities who are willing to assimilate.
Osajima states that in the 1980s, the model minority image portrayed in
the media began to show complexity and diversity within the group. Yet
the model minority construct maintained the same tenet: uniqueness in
culture and education. The conservative U.S. politics of the 1980s that
focused on family values and international competitiveness in education
exploited these Asian American cultural attributes. However, this positive
attention to Asian Americans’ success coexisted with White resentment
of that success, particularly in higher education. The model minority
became the yellow peril.


Analysis of Asian and Asian American experiences in the United States
demonstrates that racism indeed affects this allegedly successful popula-
tion. It also suggests that the concepts of the model minority and the
yellow peril are sustained by the binary image of Asians versus Europeans
that has functioned in a complex way, both assimilating and alienating
minority populations. Such complexity requires confrontation of the
larger context of race relations in applied linguistics scholarship.


CONCLUSION AND UNRESOLVED CHALLENGE


In this response, I have provided further discussion on racism and its
relationship to the arguments I made in my article. Significantly, recent
scholarship in critical multiculturalism, Whiteness studies, and critical
race theory defines racism as not only individual prejudice or overt
discriminatory behavior but also as institutionalized inequalities that
systematically privilege or underprivilege different racial groups. Racism
is certainly a difficult topic for TESOL professionals, who are serving
with good intentions toward nonnative speakers of English, mostly
people of color. In introducing critical race theory into the field of
education, Ladson-Billings (1999) states that exposing issues of racism is
an uncomfortable and unpopular position when many believe that they
are “permanent residents in a nice field like education” (p. 27). Likewise,
exposing issues of racism in TESOL may invite vilification of those who
do it. But I believe that raising such issues is the inescapable responsibil-
ity of those working toward empowering ESL/EFL students and trans-
forming society.


To conclude, I address an unresolved challenge for antiracist positions
in applied linguistics scholarship: overcoming epistemological racism in
research. Epistemological racism can be defined as the creation and
reinforcement of a range of research epistemologies that are based on
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the social history and culture of the dominant race, for example, from
positivism to postmodernism or poststructuralism (Scheurich, 1997). It is
sustained by the ideology of the supremacy of White civilization and
exerts hegemonic power in academe, influencing and controlling the
frame of thinking of White researchers and those of color alike. For
researchers seeking antiracist sociocultural alternatives, this creates an
academic double bind. For instance, various concepts in critical multi-
cultural education, such as democracy, pluralism, and equality, which
challenge racial, cultural, and other kinds of inequalities, are in fact built
on White Eurocentric epistemologies (Richardson & Villenas, 2000).
Likewise, Said’s (1978) influential work on Orientalism exposed the
Western power over the Orient, but its analytical tools relied on French
philosophy (Clifford, 1988). This paradox poses a challenge for critical
scholars to explore epistemological tools and strategies that do not
privilege the power of the dominant civilization. The solution does not
necessarily have to be a total rejection of any epistemology associated
with Whiteness but could be a counterhegemonic appropriation of the
dominant discourse or a creation of an entirely new epistemology arising
from a world view of the marginalized.


This challenge indicates yet another example showing how compli-
cated racism is. In Atkinson’s comments, racism seems to be obscured in
the argument that one needs to respect diverse opinions without
totalizing them, but this argument fails to recognize that individuals are
differently positioned and privileged in society by the effects of race,
gender, class, and other traits. Applied linguistics scholarship needs to go
beyond this individual pluralist perspective and examine critically how
racism sustains itself in various constructs such as cultural dichotomies,
Othering, and invisible superiority of the dominant race and civilization.
We as applied linguists need to recognize that racism is woven into the
very fabric of our institutions, the threads that we must work to make
visible and unravel.
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� Like many other parts of the European Union, the United Kingdom is
an ethnically and linguistically diverse country. Administratively it com-
prises four separate national frameworks: England, Northern Ireland,
Scotland, and Wales. Although many broad policies are the same across
the regions, quite often there are local variations in implementation and
administration. For reasons of scope, this article provides an overall
picture of ESL provision for new arrivals in the schools in England and a
brief account of the developments in the post-16 (adult education)
sector.


The term English as an additional language (EAL) is generally preferred
to ESL in the current official school curriculum literature, although
teachers use the terms interchangeably. In the post-16 sector, the
preferred term is English for speakers of other languages (ESOL). The term
immigrant has fallen out of everyday usage in public discourse in recent
years; terms such as EU citizens, Black, Asian, and ethnic minority are in
currency. The term reception classes, for reasons given below, is rarely used
in official educational literature.
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ESL PROVISION FOR ETHNIC AND LINGUISTIC MINORITIES
IN THE MAINSTREAM EDUCATION SYSTEM


School Sector


The ESL population comprises students from diverse social and
ethnic backgrounds. The current official figures suggest that over half a
million school students have a home language other than English and
that many of these students are in the process of learning English at
school (Department for Education and Employment [DfEE], 1997).
Some are new arrivals from the European Union and other parts of the
world; others are members of long-term, settled ethnic minority commu-
nities (mainly from ex-colonies such as India and Bangladesh); and still
others are refugees and asylum seekers (e.g., from Somalia and Albania).
The number of home languages is large. For instance, according to
Baker and Eversley (2000), in the Greater London area the number of
names for home languages is greater than 350.


Currently the additional expenditure on ESL provision is estimated to
be £120 million per annum, which funds approximately 8,000 teachers
and bilingual assistants. This level of staffing is generally regarded as
inadequate to meet the needs of the ESL student population, particu-
larly in urban areas with large numbers of ethnic minority children.1 For
instance, in one large London borough the ratio of ESL teachers to
students in need of ESL tuition is estimated to be 1:200.


Since the mid-1980s there has been strong policy support for
mainstreaming ESL, which in England has been interpreted as the
integration of ESL students into the ordinary school curriculum—that is,
little or no separate provision for full- or part-time ESL programmes—
and the siting of ESL teaching (often referred to as support teaching) in the
ordinary curriculum classroom—that is, little or no provision for pullout
ESL teaching (see Bourne, 1989.) However, in recent official statements,
the idea of partial withdrawal of ESL students from the mainstream for
specialist English language work seems to be regaining some legitimacy
(Office for Standards in Education [OFSTED], 1998, 2001), although the
tone of these statements tends to be cautionary, for example, “All work
should be firmly placed within the context of the National Curriculum
rather than decontextualised language exercises. Time limits for with-
drawal work should always be set” (OFSTED, 1999, p. 3).


1According to Baker and Eversley (2000), 2.6% of students in publicly funded primary
schools in the Northeast and 2.7% in the Southwest are described as belonging to ethnic
minorities; comparable figures are Inner London, 56.5%; Outer London 31.2%; and West
Midlands, 15.9%.
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Post-16 Sector


According to official estimates, the post-16 education sector includes
0.5–1.0 million adults whose L1 is not English (DfEE, 2001). Many have
less than a survival level of English, “meaning they had difficulty
completing simple forms and communicating in writing at the level of
simple notes and messages” (Moser, 1999, sec. 2.17).


At present ESOL provision in the post-16 sector is localised and
noncompulsory. Systematic national information is hard to come by.
However, experienced practitioners in this sector would tend to agree
that the amount and the quality of ESOL provision individual students
receive vary in different locations. At some colleges new arrivals are
directed to ESOL classes; at others they also receive in-class support in
content lessons.


PAST AND FUTURE


Before the 1980s, much of ESL teaching in the school sector was
organised as specialized teaching programmes separate from the main-
stream provision. The general idea was for new students to learn enough
English quickly in separate classes or language centres to be integrated
into the regular classes and schools. It was widely acknowledged that the
level of this separate provision was inadequate to meet the needs of the
ESL students (Townsend, 1971). The narrow language focus of the
curriculum in these separate centres and classes was also criticised;
students often missed out on other subjects, such as science, which made
the eventual integration into the mainstream problematic. The main
recommendation of the landmark report on separate ESL provision by
the Commission for Racial Equality (CRE, 1986) reflected an emergent
view: that ESL “development and learning . . . are hindered by not taking
place in an environment where [the students] learn alongside native
speakers of English with a full curriculum” (p. 13). Furthermore, this
exclusion from the mainstream curriculum “amounted to an indirectly
discriminatory practice . . . [according to] the Race Relations Act, 1976”
(p. 5). The impact of the CRE report was far-reaching in that rapid
integration of ESL students, irrespective of their English language
proficiency, into the mainstream classes became the standard practice. In
this climate of opinion, the teaching and learning of ESL as a separate
discipline was understandably no longer regarded as a viable pedagogic
option. For a time the idea of reception ESL classes as a form of
educational provision disappeared from public educational discourse
(see Leung, 2001, for a discussion.)


More recently, with the progressive decentralisation of school manage-
ment, some schools are beginning to introduce ESL induction
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programmes or withdrawal classes. Some schools and local authorities
now approach ESL reception work, relabeled as induction, in a variety of
ways. Interviews with staff from five schools or local education authority
ESL services revealed wide variations in terms of purpose and programme
structure (National Association for Language Development in the Cur-
riculum, 2001; see Table 1). No official information on the number and
types of induction programmes is available at present.


The range of declared pedagogic models in this small sample is very
wide indeed: English teaching, content teaching through adapted En-
glish, integration of content and ESL, and some kind of ESL student
cognitive load shelter. This situation requires careful attention. Given
that for over a decade this area of ESL provision has undergone little
informed discussion or systematic evaluation, it is difficult to speculate
whether the diverse range of practices is working to the benefit of the
ESL students. The increasingly marketised school education environ-
ment has afforded individual schools much greater autonomy. The
experience of the past few years has shown that many principals and
teachers probably no longer regard the idea of ESL induction as
ideologically and educationally undesirable, as was the case in the 1980s.
Perhaps the time has come for an open and informed discussion on the
merits and demerits of ESL induction, in its many guises, with reference
to the needs of different groups of ESL students in the context of the
current schooling environment.


In the post-16 sector, the variation in ESOL provision across the system


TABLE 1


Purpose and Structure of Five Schools’ ESL Induction Programmes


School/area
ESL teama Purpose  Duration


Laker Teaching English language 4 hours a week, 6 months


Bankside Teaching core curriculum subjects Every morning, 6 months
(English, mathematics, and science),
adapted for ESL students


Honeycombe Teaching English language Variable depending on
individual progress; most
lessons except for physical
education and technology


Westway Teaching curriculum content, developing 50% of timetable for
ESL through content learning 6 months


Landsdowne Teaching English language, creating space No fixed practice
to ease learning demand for ESL students


aSchool names are pseudonyms.
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has been part of the consequence of the absence of a national frame-
work. Moser (1999) argues that across the whole adult education sector,


there simply is not enough provision of study programmes to meet the need.
Nor has there been a coherent and consistent set of national standards to
guarantee quality in what is taught, how it is taught . . . . Most of the teachers
are part-time with little access to training. (sec. 1.9)


The authorities are addressing these problems (DfEE, 2001). As part
of a national strategy for improving basic skills, a major central govern-
ment effort is currently underway to, among other things,
1. provide systematic in-service teacher training to all ESOL staff


working in post-16 educational institutions
2. introduce a national ESOL curriculum for adult learners
3. introduce targets for increased provision and achievement
Teachers working in this sector welcome the current government initia-
tives but argue that much more needs to be done to improve the ESOL
curriculum infrastructure. However, the current initiatives do not appear
to distinguish between basic literacy skills (for all adults) and ESOL. The
key professional question now is, Can ESOL work within a general basic
skills model? The kind of ESOL reception provision available for adult
newcomers in future will depend on what happens to ESOL as a
discipline and as a practice in the new dispensation.
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Reception Classes for Immigrant Students
in Vancouver, Canada


LEE GUNDERSON
University of British Columbia
Vancouver, British Columbia, Canada


� The educational response to the needs of immigrant students on their
arrival varies widely from school district to school district across Canada.
Indeed, within the province of British Columbia there are approximately
75 different approaches to address the issue based on the views of 75
independent school districts (McGivern & Eddy, 1999). I therefore limit
my observations to one large urban school district, the largest of the
school boards in British Columbia. The Vancouver school district enrolls
about 53,000 students in 100 elementary and 18 secondary schools. Since
1991, 28,000 immigrant students have entered the school district. ESL
students now represent the majority in Vancouver schools (Eddy, 2001),
with schools enrolling 15–95% ESL students. The largest professional
organization in the province dedicated to such issues, one of the oldest
in North America, and younger only by 1 year than TESOL Interna-
tional, is called the Association of British Columbia Teachers of English
as an Additional Language (BC TEAL) (Ashworth, 1991).


The first programs in British Columbia that were designed for
immigrants were developed for adults and held in secondary schools in
the late afternoons and early evenings in Vancouver beginning in the
1950s (Ashworth, 1979, 1991). Their goal was to raise students’ English
proficiency to the level that would allow them to gain and maintain
employment. ESL programs designed for young students gained promi-
nence in the school district in the 1960s and rapidly grew in size and
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scope. In the 1980s, the need for ESL services grew at an accelerating
rate as immigration increased. Teachers and administrators grew increas-
ingly frustrated trying to cope with the dramatic increase of students who
appeared to have special needs. The school district commissioned a
study by Ashworth, Cummins, and Handscomb (1989) to review its
programs. These authors concluded that ESL services for the district
should be centralized and coordinated. As a result of their recommenda-
tion, the Oakridge Reception and Orientation Centre (OROC) was
created and began operation in the fall of 1989.


THE OROC MANDATE


Catherine Eddy, the founding supervisor, designed OROC to serve
various functions: provide health and dental screening; conduct lan-
guage and math assessments; collect developmental and family back-
ground information; ascertain students’ literacy backgrounds; assign
students to appropriate grade levels, ESL programs, and schools; and
serve as a research centre to provide information for the school board
and for teachers and researchers interested in ESL and immigrant
students. One of the most important mandates was that students and
their families would be interviewed in their L1s, a monumental task.


OROC is designed to be inviting and hospitable to immigrants,
regardless of L1. It contains classrooms, a gym, a general office, and a
variety of rooms of various sizes. Two rooms are set up as waiting rooms
for parents and students. Coffee and tea are available for parents, as is a
variety of published information about schools and teaching and learn-
ing in British Columbia in 36 different languages. Information about
health services—mostly information about required vaccinations and
inoculations—is presented in various languages. A playroom for children
contains children’s books and games designed for very young children,
also in a variety of languages.


THE OROC INTERVIEW


An interview and assessment protocol developed in 1989 by OROC
staff after consultation with various interested individuals includes items
concerning such issues as development, literacy learning background,
L1 and L2, school history, English study, and health history (Gunderson,
in press). During the interview, both children and parents are encour-
aged to respond. Interviewers are native speakers of the family’s L1 and
generally know the customs and cultural background of the families they
interview. Students’ skills are assessed using various standardized and
holistic instruments.
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SCHOOL AND ESL SUPPORT ASSIGNMENTS


Students are assigned to schools and, based on the results of their
assessments and their ages, to various levels or kinds of ESL support.
Until 2000, primary-level students (K–3) were enrolled in mainstream
classrooms with native-English-speaking students, where they received no
ESL support in the belief that they would benefit from being surrounded
by English and from the language-intensive primary curriculum. Since
2000, they have been assessed and, when necessary, provided ESL
support. Elementary students (Grades 4–7) are assigned to one of three
kinds of reception classes: (a) intact ESL classrooms, where all students
are of about the same English proficiency, usually very low; (b) main-
stream classrooms with support; or (c) mainstream classrooms without
support. Based on assessment results, some students are assigned to
mainstream classes and leave for ESL instruction for an hour or two a
day.


Secondary students (Grades 8–12) are assigned to reception classes,
intact English-focused instruction, or English Language Centres, where
they receive English instruction for an hour or two a day, and occasion-
ally to Learning Assistance Centres because they may have learning
disabilities. Students are phased into mainstream instruction through
initial enrollment in courses such as drama and physical education,
where the language requirements, it is believed, are not as advanced as in
academic courses. Students assessed as needing support are enrolled in
regular classes at the secondary school, and an ESL teacher visits the
classrooms, consults with teachers, and helps support students’ learning
of academic content. Teachers in receiving schools are provided with
dossiers of assessment and background information collected at OROC
to help them design instructional programs.


OROC AND RESEARCH


OROC has served the school district since 1989, interviewing nearly
30,000 students and their families since then. In addition to assessing
students’ needs and abilities and enrolling students in different levels of
ESL support, OROC has generated an impressive amount of research.
The assessment data collected at OROC has allowed the computation of
ESL norms for a number of published and district-developed assessment
instruments (Gunderson, in press). Follow-up studies in which students’
achievement is measured over time have also been conducted (see, e.g.,
Gunderson, 2000). One result has been the development of a set of
assessment instruments for primary-level students (Gunderson, 2001).
These instruments were used to guide the extension of ESL services to
primary-level students mentioned earlier.
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CONCLUSION


OROC is not representative of how communities across Canada
respond to the needs of immigrants. McGivern and Eddy (1999)
concluded, “Every school board in Canada works with newly arriving
immigrant and refugee ESL populations differently” (p. 29). The needs
of school-age immigrants are met in a variety of ways. With the exception
of a few large areas such as Vancouver and Toronto, immigrant students’
needs are addressed by procedures established at individual schools or
policies established by local school boards. The province of Quebec has
its own set of policies that include language of instruction. Policies
related to adult students also vary considerably, although the federal
government has funded a program for immigrants called Language
Instruction for Newcomers to Canada (LINC, 1997) that is uniform in
institutions across Canada that choose to use it.


OROC is an extraordinary research and assessment resource for
teachers, for administrators, and for the students who entered Vancouver
as immigrants during the 1990s. Assessment data developed at the centre
have helped thousand of teachers plan instructional programs for
immigrant students, guided students’ programs, and helped determine
the quantity and type of ESL support students needed to succeed in
school. In 2001 the centre was renamed the District Placement and
Reception Centre, its staff was reduced, and it was physically relocated to
shared office spaces. It remains to be seen what this means for meeting
the centre’s early mandate.


THE AUTHOR


Lee Gunderson is professor and head of the language and literacy education
department at the University of British Columbia. He teaches undergraduate and
graduate courses in L2 reading research and instruction and has conducted a
longitudinal study of immigrant students’ language and academic achievement.
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� TESOL professionals are increasingly called on to defend the mainte-
nance of heritage languages and to recognize the issues associated with
language loss (e.g., Kouritzin, 2000). Research findings such as those
indicating that the earlier Spanish-speaking Mexican immigrants began
learning English, the lower their levels of proficiency in Spanish (Hakuta
& D’Andrea, 1992) prompt questions about the factors affecting lan-
guage loss and maintenance. However, a very limited research base exists
concerning personal factors that may influence an individual child to
develop or neglect his or her heritage language. This report presents
some initial data concerning one such factor—birth order, a child’s place
relative to other children in a family.


RESEARCH ON BIRTH ORDER AND LANGUAGE


Research has shown that firstborn and later-born monolingual chil-
dren have access to different kinds of language learning experiences
(e.g., Barton & Tomasello, 1994; Ely & Berko Gleason, 1995; Hoff-
Ginsberg, 1998; Oshima-Takane, Goodz, & Derevensky, 1996; Pine,
1995). Whereas firstborn children have greater possibilities for experi-
encing one-to-one interaction with a caretaker, later-born children hear
less speech directed to them by adults because of the presence of elder
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siblings (Pine, 1995). Perhaps as a result, firstborn children are typically
more advanced in their lexical and grammatical development, which
tend to be the aspects of language development most sensitive to
variation in experience (Hoff-Ginsberg, 1998). Later-born children tend
to produce more personal pronouns (Oshima-Takane et al., 1996) and
to develop more advanced conversational skills; they produce contingent
responses to join ongoing conversations between their mothers and
elder siblings (Dunn & Shatz, 1989) and use social routines to fulfill their
roles in the conversations (Pine, 1995).


Little research has systematically investigated the effects of birth order
on bilingual development. One study investigated 18 children brought
up in bilingual families with Russian mothers and Hungarian fathers in
Hungary, finding that most of the firstborn children had much more
intensive experience in using Russian than did the second- and third-
borns and were more proficient in Russian (Jarovinskij, 1995). The
Russian mothers normally spoke face-to-face with their firstborn children
but seldom created separate communicative situations with their second-
or third-born children. Later-born children were more Hungarian
dominant than were firstborns, even though all the children generally
spoke Hungarian among themselves. Wong Fillmore (1991) found
similar results in her survey of immigrant and American Indian families
in the United States. Younger immigrant children were generally more
English dominant than older ones were and showed greater loss of their
home language. The eldest children in immigrant families tend to learn
to speak the language of the host country when they enter school,
whereas the later-born children begin speaking the L2 before entering
school because the elder siblings bring it into the home (Fishman,
1991).


The few existing studies point to the need to probe bilingual children’s
home language experience. The current study therefore investigates the
language experience of children in immigrant families to discover
whether firstborn and later-born children have access to different
language experiences, and whether later-born children are more profi-
cient than firstborns in the societal, culturally more dominant language.


METHOD


I investigated the language experience of second-generation immi-
grant Korean American school-age children (4–18 years) by surveying
their parents, whom I solicited through Korean American churches in
Baltimore, Chicago, Houston, and New York (U.S. cities with sizable
Korean immigrant populations). The survey contained 72 questions in
Korean intended to elicit information about various aspects of bilingual-
ism and about language shift and maintenance in Korean American
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families. The current study reports on the responses to a small portion of
the questionnaire that specifically addressed the issue of birth order (see
the Appendix).


Of the 411 questionnaires originally distributed, 251 (61%) were
returned. This high response rate may reflect Korean American parents’
interest in children’s bilingualism. Forty-seven of the returned surveys
were excluded from analysis because the respondents either had a single
child or had children who had arrived in the United States after having
received some primary or secondary school education in Korea. Of the
remaining 204 respondents (155 females and 49 males), 163 had two
children, and 41 had three children. Of the respondents, 77.6% had
lived in the United States for more than 10 years; 81.2% had received at
least a college degree, and the rest were high school graduates. About
half of the respondents reported their speaking and listening skills in
English to be “good” or “very good”; the other half reported their skills
as “not good.” Length of stay in the United States correlated significantly
(p < .01) with respondents’ attitude toward the use of the two languages
at home and with the language parents used most comfortably at home:
The longer the parents had lived in the United States, the more
favorable they were toward the use of English at home (r s = .301) and the
more English they spoke at home (r s = .475).


RESULTS


The effects of schooling on the immigrant children’s language use
were clearly evident in the responses to questions about the language
each child spoke with the parent before and after entering school (see
Table 1). Across birth-order categories, the children spoke more English
(or more mixed Korean and English) and less Korean with their parents
once they entered school. Even before entering school, however, fewer
second-born children (66.3%) than firstborn children (78.8%) spoke


TABLE 1


Language(s) Children Spoke With Parents Before and After Entering School (%)


Firstborn child Second-born child Third-born child
(n = 204) (n = 204) (n = 41)


Language(s) Before After Before After Before After


Korean 78.8 34.1 66.3 26.8 42.9 23.8
Korean and English 16.5 50.6 24.1 53.7 33.3 42.9
English 4.7 15.3 9.6 19.5 23.8 33.3


Total 100.0 100.0 100.0 100.0 100.0 100.0
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Korean with their parents, and even fewer third-born children (42.9%)
did so. Instead, before entering school, later-born children generally
spoke more English (or more mixed Korean and English) than did
firstborn children. This result is supported by the responses to the
question “Do you remember at what age each of your children started
speaking English?” Slightly fewer than half of the parents surveyed
(42.9%) said that their second- or third-born child had started speaking
English earlier than the elder sibling(s) had; 51.8% reported that all of
their children had started speaking English at the same age, and only
5.3% said that their firstborn child had started speaking English earlier
than the younger sibling(s) had. These results confirm previous findings
(Fishman, 1991; Wong Fillmore, 1991) that, through exposure to En-
glish brought home by firstborn children, later-born children generally
learn English at an earlier age than do firstborns.


Later-born children’s earlier experience with English seems to influ-
ence their language choice. When asked which child had the highest
proficiency in Korean and in English, the great majority of the parents
surveyed said that their firstborn child was the most proficient in both
(see Table 2). This result is expected, as firstborns have had more time to
learn both languages and are developmentally more advanced than later-
born children are. However, the children’s language usage patterns
differed significantly from their corresponding degrees of proficiency in
the two languages (Table 2). The greatest number of respondents
reported that their first child used the most Korean, as might be
expected from the language proficiency data in Table 2. However, the
parents reported that about equal numbers of first- and later-born
children preferred to use English (41.7% and 40.5%, respectively),
which suggests that later-born children, although generally not as
proficient in English as their elder siblings, nevertheless prefer to speak
English.


TABLE 2


Children’s Proficiency in and Use of Korean and English (%)


Child most proficient in Most frequent user of


Response Korean English Korean English


Firstborn 71.4 63.5 62.4 41.7
Second-born 15.5 18.9 18.8 40.5
Third-born 4.8 3.5 8.2 6.0
All the same 8.3 14.1 10.6 11.8


Total 100.0 100.0 100.0 100.0


Note. Total number of responses was 204.
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In terms of parents’ contribution to the language experiences of
children, recall that firstborns normally receive more direct speech input
from their caregivers than do later-born children (e.g. Hoff-Ginsberg,
1998; Jarovinskij, 1995), a pattern that held in the current study.
Firstborn children had more conversations with both their mothers and
their fathers than did their younger siblings (Table 3). It follows that one
reason for firstborn children’s superior skills in Korean, the parents’
primary mode of communication, may be their high level of direct
experience with that language relative to their younger siblings. Con-
versely, relative to firstborns, later-born children hear fewer utterances
directed to them in Korean and have fewer opportunities to respond to
their parents in Korean. In addition, the parents’ reports of their own
language use with each of their children show a clear preference for
Korean with firstborns and English with second-borns (Table 3). The
greatest number of parents reported speaking the most Korean with
their firstborn child (68.8%) but speaking the most English with second-
and third-born children (58.4%). Therefore, besides directing fewer
utterances in Korean to their later-borns, the respondents used more
English when speaking with those children than they did with their
firstborns.


With regard to the children’s self-directed speech, the parents re-
ported that, across birth order categories, the great majority of the
children spoke English to themselves when playing alone (Table 4). This
observation indicates a dramatic shift from speaking mainly Korean
during the preschool years. Nevertheless, the children’s language choices
when a parent responded to an English utterance with a Korean one
show that they were aware of the language needs and preferences of
their interlocutors. Across birth-order categories, most children mixed
Korean and English in this situation (Table 4). This result corroborates


TABLE 3


Children’s Language Use With Parents (%)


Child with whom respondent
Child who talks most with speaks the most in


Response Mother Father Korean English


Firstborn 45.8 50.0 68.7 31.2
Second-born 30.1 31.3 12.0 50.6
Third-born 4.8 3.8 7.2 7.8
All the same 19.3 14.9 12.0 10.4


Total 100.0 100.0 100.0 100.0


Note. Total number of responses was 204.
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research showing that bilingual children accommodate other partici-
pants’ language preferences and competencies by code switching (Shin
& Milroy, 2000). Nonetheless, the fact that a larger proportion of
firstborn than later-born children chose to speak Korean in this situation
but chose to speak English when playing alone implies that firstborns are
still the most accommodating of the language needs of Korean speakers.


DISCUSSION


The results of the survey are consistent with the picture of the
language experience of bilingual families that has been drawn based on
other research and anecdotal evidence. Firstborn immigrant children
received more direct speech input from their parents than did later-
borns. First-generation immigrant parents may rely on their firstborn
child to be their link to the outside world, whereas later-born children
are usually not expected to perform such functions. In addition, the
eldest child in the family has more opportunity to use both languages
than younger children do because the first child spends the first few
years of his or her life with adults and maintains the advantage of being
the easier child for the caregiver to communicate with. Later-borns hear
fewer utterances in their mother tongue directed to them than do
firstborns, which effectively reduces the number of occasions for later-
borns to respond to their caretakers in that language.


The results also suggested that immigrant parents generally spoke
more often in their native language to firstborns and more often in
English to later-borns. In addition to this parental preference, firstborn
children play an important role in shaping their younger siblings’


TABLE 4


Children’s Self-Directed and Parent-Directed Language Use (%)


Firstborn Second-born Third-born
Response (n = 204) (n = 204) (n = 41)


Language used when playing alone
Korean 7.2 3.6 5.6
Korean and English 21.4 15.9 22.2
English 71.4 80.5 72.2


Total 100.0 100.0 100.0


Language used when child speaks in English and parents reply in Korean
Korean 33.5 15.2 18.7
Korean and English 49.4 51.9 50.0
English 17.1 32.9 31.3


Total 100.0 100.0 100.0
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language experience at home. Once firstborns enter school, they quickly
realize that the language they speak with their family members has no
appreciable value in school and that they need to learn English to be
accepted by their teachers and peers (Wong Fillmore, 1991). Because the
school endorses mainstream, middle-class values, children who do not
come to school with the linguistic and cultural background supported in
the schools are likely to experience conflict (Romaine, 1995, p. 242).
Avoidance of such conflict may motivate children to learn English rather
than their primary language, thus prompting familial language shift. As
the children learn and use English at home, the parents also switch over
to it, at least in speaking with the children. Parents often learn enough
English to carry on simple conversations with their children, and their
English abilities may improve over time, albeit slowly.


A third result is that later-born immigrant children were, on the
whole, more English-dominant than were firstborns. As firstborns implic-
itly teach English to their younger siblings, they may also influence the
younger, more vulnerable children’s attitude toward the use of both
languages. McClure (1981), in her study of the children of Mexican
immigrants in the southwestern United States, found that, besides the
child’s language ability, language preference was an important factor in
language choice. For example, she observed that even the Spanish-
dominant children used English in addressing a young girl who, al-
though she knew Spanish, refused to use it with anyone but monolinguals.
Interestingly, this girl had teenage siblings who were highly integrated
into the Anglo community. They were observed to be using English
almost exclusively, even in the home, despite their parents’ strong
preference for the use of Spanish as the home language. Although
McClure did not specifically mention effects of birth order on the young
girl’s behavior, it is not unreasonable to attribute the child’s preference
for English to her close interaction with her elder siblings, who were well
integrated into the Anglo community and therefore probably identified
more with Anglos.


As later-born children learn from their elder siblings to value English
as the language of power, they are at the same time discouraged from
speaking the native language. Jarovinskij (1995) observed that later-born
children were reluctant to speak Russian, the minority language, because
their elder siblings often criticized their incorrect usage in Russian. As
later-born children are repeatedly corrected or even ridiculed for their
attempts to speak the home language by their more proficient elder
siblings, they become language shy and converse less in their mother
tongue (Krashen, 1998). Rather than risk error, these less proficient
speakers of the home language interact less in that language. This
pattern sets up a vicious cycle: Less interaction means less input, and less
input results in incomplete acquisition. Therefore, later-born immigrant
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children often fail to attain their elder siblings’ level of native language
proficiency.


CONCLUSION


The current study, relying on parental reports of language use at
home, needs to be augmented by studies that provide more direct
information on patterns of language use (e.g., Schecter & Bayley, 1997)
because reported and actual language use may differ. Nevertheless, the
results provide some indication of the personal factors that may contrib-
ute to language loss. In view of recent research (Krashen, Tse, &
McQuillan, 1998) suggesting individual and societal benefits of heritage
language development, this study should prompt TESOL professionals
to consider suggestions for supporting L1 maintenance (e.g., Baker,
2000). Such suggestions might apply somewhat differently to first- and
later-born children. For example, older children might be encouraged
to help rather than criticize their younger siblings’ attempts to produce
native language utterances. Parents might be made aware of the ten-
dency for bilingual immigrants to speak to later-born children in English
and its consequences. They might also be informed of options for
maintaining the native language of the younger children (e.g., keeping
interesting L1 materials available, enrolling children in heritage lan-
guage schools). Of course, teachers need to value the L1s and native
cultures of their students (e.g., by displaying materials in the native
language on classroom walls) and have high expectations for all children.
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APPENDIX


Questionnaire
This appendix contains only the questionnaire items relevant to the results discussed in the
report here. The complete questionnaire (in English or Korean) is available from the author.


1. Sex: (Circle one.) Male Female


2. Age: ______


3. Place of birth: ___________________________


4. How long have you lived in the United States? _____ years
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5. What is the highest academic degree you have? (Circle one.)
a. elementary school b. middle school c. high school d. college e. graduate school


6. Circle the appropriate answer.
a. How well do you understand English?
not at all not well fairly well very well
b. How well do you speak English?
not at all not well fairly well very well
c. How well can you read in English?
not at all not well fairly well very well
d. How well can you write in English?
Not at all not well fairly well very well


7. State each of your children’s sex and age.
Firstborn child: Male ___ Female ___; Age _____
Second-born child: Male ___ Female ___; Age _____
Third-born child: Male ___ Female ___; Age _____


8. (Circle one for each child.) What language do you normally use in speaking to
a. your firstborn child? Korean English Korean and English
b. your second-born child? Korean English Korean and English
c. your third-born child? Korean English Korean and English


9. Which of your children do you speak the most Korean with?
a. Firstborn child
b. Second-born child
c. Third-born child


10. Which of your children do you speak the most English with?
a. Firstborn child
b. Second-born child
c. Third-born child


11. Do you remember at what age each of your children started speaking English?
a. Firstborn child: _____ years old
b. Second-born child: _____ years old
c. Third-born child: _____ years old


12. What language did each of your children use in speaking to you before entering school?
(Circle one for each child.)
a. your firstborn child Korean English Korean and English
b. your second-born child Korean English Korean and English
c. your third-born child Korean English Korean and English


13. What language did each of your children use in speaking to you after entering school?
(Circle one for each child.)
a. your firstborn child Korean English Korean and English
b. your second-born child Korean English Korean and English
c. your third-born child Korean English Korean and English


14. Which of your children talks with the mother the most?
a. Firstborn child
b. Second-born child
c. Third-born child


15. Which of your children talks with the father the most?
a. Firstborn child
b. Second-born child
c. Third-born child


16. Which of your children has the highest proficiency in Korean?
a. Firstborn child
b. Second-born child
c. Third-born child
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17. Which of your children has the highest proficiency in English?
a. Firstborn child
b. Second-born child
c. Third-born child


18. Which of your children likes to speak Korean the most?
a. Firstborn child
b. Second-born child
c. Third-born child


19. Which of your children likes to speak English the most?
a. Firstborn child
b. Second-born child
c. Third-born child


20. When any of your children is playing alone, what language does he/she use in speaking to
himself/herself? (Circle one for each child.)
a. your firstborn child Korean English Korean and English
b. your second-born child Korean English Korean and English
c. your third-born child Korean English Korean and English


21. If your children speak to you in English and you reply in Korean, in what language do your
children continue the conversation? (Circle one for each child.)
a. your firstborn child Korean English Korean and English
b. your second-born child Korean English Korean and English
c. your third-born child Korean English Korean and English


22. What language do you feel more comfortable speaking at home? (Circle one.)
English Korean either mixed English and Korean


23. In what language do you prefer your children speak to you at home? (Circle one.)
English Korean either mixed English and Korean


Author’s address: Department of Education, University of Maryland, Baltimore
County, 1000 Hilltop Circle, Baltimore, MD 21250 USA.
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REVIEWS
TESOL Quarterly welcomes evaluative reviews of publications relevant to TESOL
professionals.


Edited by ROBERTA J. VANN
Iowa State University


The Politics of Language: Conflict, Identity, and
Cultural Pluralism in Comparative Perspective.
Carol Schmid. New York: Oxford, 2001. Pp. x + 232.


� The Politics of Language will be of interest to TESOL professionals who
are concerned about language policy issues and their impact on educa-
tional environments. This ambitious work strives to depose a number of
myths concerning the history of language use and policy in the United
States while comparing these policies to those of two officially multilin-
gual nations, Canada and Switzerland. Schmid touches on issues such as
U.S. immigration laws, English-only laws, bilingual education policies,
Ebonics, and Puerto Rico’s statehood status. The book provides a
general introduction to these subjects and might be used not only by
students and others interested in language issues but also by those in
fields such as political science or sociology.


In the first five chapters, Schmid concentrates on issues of language
and politics within the United States. The opening chapter inspires
interest in the topic and then introduces concepts that are elaborated in
subsequent chapters—language-based conflict, national identity, and
pluralistic societies. Chapters 2 and 3 cover the colonial period through
the 1990s. The following two chapters outline the legal status of English-
only laws and attitudes toward them, comparing the perspectives of
African Americans, Hispanics, and Whites. Readers who harbor a view of
the United States as one nation with one language will need to
deconstruct and reconstruct their thinking as they explore official
language policy history and unofficial attitudes toward language pre-
sented here. Issues of language policy, conflict, and incorporation of
minorities into various social realms in Canada and Switzerland are
addressed in chapters 6 and 7, respectively. The final two chapters return
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to specific contentious issues within the United States and compare these
with the policies and experiences of Canada and Switzerland.


This text provides an excellent introduction to extremely complicated
issues and delineates the important role that language policy plays in
multiple aspects of modern U.S. society; however, more attention to the
exact nature of language conflict in the United States rather than the
mere assertion of its existence on the opening page would have been
helpful. In addition, given that one of the primary intended audiences
(undergraduates) is probably unfamiliar with the language and political
situations in Canada and Switzerland, both chapters 6 and 7 would have
benefited from a fuller and more graphically represented explanation of
the history of language policy and the various language groups that make
up the modern Canadian and Swiss nations.


Despite these minor shortcomings, this work is useful for its accessible
discussion of these topics and its foray into a comparison of language
policies of the United States with those of two quite different modern
nations. In addition, Schmid provides a very comprehensive bibliogra-
phy for those who would like to explore these topics further. An
understanding of the development of language policies in the United
States and their implications for education is important knowledge for
TESOL professionals who realize that their jobs within the classroom are
frequently heavily influenced by events outside of it.


THERESA WISE
University of Georgia
Athens, Georgia, United States


At War With Diversity: U.S. Language Policy in an Age of Anxiety.
James Crawford. Clevedon, England: Multilingual Matters, 2000.
Pp. vii +143.


� At War With Diversity is a collection of essays chronicling historical and
modern language policy, legislation, and public opinion in the United
States. Crawford’s objective in writing the book is to help readers better
understand the issues surrounding language diversity and, therefore, be
better armed to interpret activities aimed at influencing public opinion
and legislation. According to Crawford, given the realities of bilingual-
ism in the United States, without this knowledge U.S. citizens risk
ignoring the riches of cultural diversity and the obligation to preserve
human rights for the bilingual population.


The book consists of an introduction and six essays (five of which have
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been published elsewhere), each with extensive notes and references.
The first two pieces focus on the English-only movements from the
beginning of colonial U.S. history through the 1990s. The third essay
addresses the nonimmigrant case of Native American languages and the
impact of language policies on bilingualism in these communities.
Crawford proposes seven possible reasons for language loss in the fourth
essay, supporting his hypotheses with anecdotal examples from Native
American cultures. In the fifth essay he discusses the Bilingual Education
Act of 1968, and in his last piece he describes the campaign that led to
the 1998 passage of Proposition 227, which outlawed bilingual education
in California, and discusses implications for bilingual educators across
the nation.


Crawford provides a good, readable overview of language policy in the
United States covering historical and modern legislation and identifying
the social forces that helped it take shape. He is clearly supportive of
language educators and their mission, and critical of detractors who have
politicized the issues in thinly veiled attempts to keep immigrants in their
place. The third essay on language loss among Native American popula-
tions seems a bit out of place among the other essays. Crawford explains
its inclusion as the result of his desire to at least introduce this nonim-
migrant dimension of the language education and bilingualism debate.
Although he touches only briefly on these specific issues, he provides a
good set of references for further study.


The reader should keep in mind the biases that Crawford readily
admits. He advertises his perspective, in part, by presenting several
specific examples from U.S. history in which public opinion was easily
swayed to endorse English-only initiatives for the good of the people
whose native languages were being repressed. Even considering his
perspective, Crawford’s essays do a good job of bringing an uninitiated
reader up to speed on language policy in the United States. Extensive
notes and references throughout the book aid readers in pursuing
additional information. At War With Diversity is an excellent short
summary of historical and modern U.S. language policy, legislation, and
public opinion. It is a useful starting point for readers who want an
overview of these misunderstood and controversial topics based on facts
and published research.


CAROLE CRALL
Carris Educational and Technology Consulting
West Des Moines, Iowa, United States







118 TESOL QUARTERLY


Language Ideologies: Critical Perspectives on the
Official English Language Movement: Vol. 1. Education
and the Social Implications of Official Language.
Roseann Duenas González with Ildikó Melis (Eds.). Mahwah, NJ:
Erlbaum, 2000. Pp. ix + 374.


� The English-only movement and California’s Proposition 227, the
1998 initiative also known as “English for the Children,” which restricts
the use of any language other than English in instruction of speakers of
non-English languages, have received considerable coverage (often
misleading, politicized, and even racist in overtone) and have generated
powerful debate in the media, in scholarly and professional organiza-
tions, and in U.S. classrooms. In the first volume of Language Ideologies:
Critical Perspectives on the Official English Language Movement diverse
contributors from a variety of disciplines including sociology, linguistics,
ESL, and English explore the social, political, and legal implications of
the English-only controversy, with emphasis on the consequences for
linguistic minority students. The authors argue convincingly that the
debate surrounding the English-only movement can be best addressed
through meaningful discussion with those who currently perceive the
diversity characterizing bilingual education programs as a potential
threat.


This book is the first of two volumes examining how one official
language, and the assumptions underlying this policy, affect education
and society as a whole. Volume 1 includes four sections. Part I, “Update,”
contains a comprehensive, statistical demographic summary of the
linguistic and ethnic composition of the U.S. population (based on
recent census data), an enlightening analysis of the English-only rhetoric
espoused during the campaign for Proposition 227 in California, and an
examination of the dominant social forces at work historically and
currently with regard to bilingual education. Part II, “Research and
Politics,” contrasts English-only policy with what current educational
research reveals are the components of quality and effective instructional
programs; debunks the myth that the younger one learns an additional
language, the better; and evaluates several significant bilingual educa-
tion research projects. Part III, “Politics, Economy, and the Classroom,”
highlights the issues related to and the consequences of English-only
policies with reference to the adult ESL and immigrant population. Part
IV, “What Difference Does Difference Make?” discusses linguistic and
cultural differences related to African American Vernacular English and
Spanish, and discusses the challenges of language differences encoun-
tered in classroom teaching.


The book closes with a robust and reflective explanation of several
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other myths that currently shroud the English-only debate, enjoy wide-
spread popularity, and have resulted in unwise policy decisions, such as
the passage of Proposition 227. A comprehensive collection of research-
based essays related to language diversity, bilingual education, and the
English-only debate, this volume assumes a certain level of linguistic
knowledge and may be best suited to sophisticated readers, such as
educational and language specialists. Notwithstanding, these critical
perspectives on the official language movement have the potential to
inform practitioners, policy makers, and the public to the educational
and social betterment of linguistic minority children and adults in the
United States.


JULIET HART
University of Miami
Coral Gables, Florida, United States


Critical English for Academic Purposes.
Sarah Benesch. Mahwah, NJ: Erlbaum, 2001. Pp. xxi +161.


� Critical English for Academic Purposes offers a lucid and insightful
account of critical pedagogy. Although the call to make facets of
education more critical is familiar in L1 education, it is a relatively new
phenomenon in the TESOL world. Falling centrally in the realm of
critical pedagogy, Benesch discusses ways in which English for academic
purposes (EAP) professionals and potential teachers can make every
aspect of the discipline more critical by “engaging students in decisions
affecting their lives in and out of school” (p. xv).


The book covers issues of theoretical relevance in the first of two
sections. Subtitled “Theory and Politics,” it covers topics ranging from a
partial history of EAP to its political and economic roots, to debates on
pedagogy and ideology, to Freirean, Foucaultian, and feminist theories.
Chapters 1 and 2 lay out the necessary historical background against
which to understand some of the politics of EAP. Delving into the nitty-
gritty aspects of EAP debates, chapter 3 explores crucial controversies in
the realm of L2 writing, including what role(s) writing courses are
expected to fulfill, whether the teaching of writing should be linked to
content area courses, and whether (the teaching and learning) of (L2)
writing is a pragmatic or political enterprise. For each issue, Benesch is
careful to uncover a range of implications and ultimately calls for a
critical EAP that “involves not only scrutinizing target goals but also
ELT’s own position in academic culture” (p. 46).


Entitled “Practice,” the second half of the book shows how particular
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theoretical points are directly applicable to the design and interpretation
of assignments in linked content and writing classes. Chapters 6 and 7
provide detailed accounts of how Benesch, as instructor of writing
classes, draws out critical questions and responses from her students as
they struggle with anthropology and psychology readings and assign-
ments. In these chapters she also probes the thorny issue of tracking ESL
students by calling attention to the fact that EAP in general has not
problematized this issue. She moves on to question the role of EAP
teachers: Should they merely help students absorb as much information
as possible, or “should they encourage them to ask questions to increase
their understanding and provide a more interactive atmosphere in the
linked course?” (p. 119).


In her in-depth, trenchant questioning, Benesch also wrestles with
complex issues of classroom dynamics and does not hesitate to critically
question and respond to her own stances: Is she encouraging confronta-
tional attitudes to current discourse practices? In what ways can the EAP
teacher direct questioning and active participation into relevant effec-
tive, conducive channels? Her summation in the concluding chapter
effectively draws out some latent points regarding the dangers of
accepting neutrality and the status quo, and lists some of the implica-
tions of such a critical approach for both EAP and content teachers. In
conclusion, this is an excellent book for L2 preservice teachers and for
teacher educators as well.


VAI RAMANATHAN
University of California, Davis
Davis, California, United States


Stimulated Recall Methodology in Second Language Research.
Susan Gass and Alison Mackey. Mahwah, NJ: Erlbaum, 2000.
Pp. xiii + 177.


� Stimulated Recall Methodology in Second Language Research is an invaluable
resource for researchers and classroom teachers who wish to use this
introspective method in their L2 research. Such methods typically
involve eliciting comments from learners in order to gain insights about
their cognitive and psychological processes when carrying out an L2 task.
Stimulated recall uses a visual or oral prompt as a reminder of the event
in order to facilitate the recall of the mental processes involved. Gass and
Mackey stress that, if used with caution, stimulated recall can offer useful
data on L2 behavior that will enhance current empirical findings.


The first of the five chapters introduces introspective methods, their
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historical background, types of introspection, and research topics for
which they are particularly suitable. Chapter 2 presents a representative
list of L2 studies that have utilized stimulated recall, and chapter 3
describes these studies in detail, thus providing concrete illustrations of
stimulated recall in context. Chapter 4 walks readers through the
detailed procedures involved in using stimulated recall for data collec-
tion and analysis, and discusses potential problems and recommenda-
tions for avoiding them. Particularly useful is a set of recommendation
boxes that point out the dos and don’ts of phrasing instructions and
questions, transcribing and coding verbal protocols, and displaying the
data. Sample coding sheets and data layouts enhance the practicality of
this book for researchers new to the method. The last chapter focuses on
validity and reliability issues related to stimulated recall. For instance, the
authors point out that, because the method relies on learners’ access to
memory, memory capacity and interference between the event and recall
can affect the accuracy of reporting, consequently undermining the
reliability and validity of the data. What is not emphasized is the extent to
which individual characteristics (e.g., personality, verbal fluency) and the
difficulty of the task also may influence the amount of reported data and
thus affect the validity of the results.


Stimulated Recall Methodology in Second Language Research is valuable in
promoting informed use of stimulated recall as a research instrument in
eliciting L2 data. The detailed, step-by-step guidelines outlining the
stimulated recall method help readers see how to adapt the method to
their own research inquiries. A thorough discussion of the advantages
and disadvantages of the method reminds readers that any data collec-
tion method or instrument must be used with caution and with full
understanding in order to justify the resulting conclusions.


NAOKO TAGUCHI
Northern Arizona University
Flagstaff, Arizona, United States


Erratum
TESOL Quarterly (Vol. 35, No. 2) printed a review of Alphabet to Email: How Written
English Evolved and Where It’s Heading (Naomi Baron), by John Katunich, in error
and hereby retracts its imprimatur. The author of the review neglected to inform
the editors of TESOL Quarterly about the status of the review, which had previously
been published in the May 2001 issue of the JALT Journal. TESOL Quarterly regrets
the error.
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BOOK NOTICES
TESOL Quarterly prints brief book notices of 100 words or less announcing books of
interest to readers. Book Notices are intended to inform readers about selected
books that publishers have sent to TESOL and are descriptive rather than evaluative.
They are solicited by the Review Editor.


Transforming Literacy Curriculum Genres: Working With
Teacher Researchers in Urban Classrooms.
Christine C. Pappas and Liliana Baro Zecher. Mahwah, NJ: Erlbaum,
2001. Pp. xii + 349.


� This book results from a year-long collaboration between university
professors and elementary school teachers in Chicago in which teachers
transformed teaching practices to better meet the needs of ethnically
and linguistically diverse populations, largely through the evaluation of
everyday instructional patterns. The 13 coauthored chapters include
extensive classroom discourse and make the case that collaborative
teaching, in which teachers make an explicit attempt to share power and
authority with students, provides superior literacy instruction. However,
authors also share the struggle that such an endeavor can entail and
provide insights and implications for teachers.


Literacy Assessment of Second Language Learners.
Sandra Rollins Hurley and Josefina Villamil Tinajero. Boston: Allyn &
Bacon, 2001. Pp. xv + 190.


� This edited collection is a response to the demand for authentic,
nonstandardized alternatives to assessing L2 learners. The underlying
theme of the 10 chapters is that teaching, learning, and assessment need
to be meaningfully connected and that assessment is an integral part of
everyday classroom activities, not a separate procedure to be added on to
those activities. The authors’ goal is to provide theoretical and practical
information for K–8 ESL settings. Each chapter includes a vignette
followed by a summary of relevant research and a section in which
implications are discussed. There are many checklists, portfolios, and
performance-based tasks intended for use or adaption by readers.
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Cross-Linguistic Influence in Third Language Acquisition:
Psycholinguistic Perspectives.
Jasone Cenoz, Britta Hufeisen, and Ulrike Jessner (Eds.). Clevedon,
England: Multilingual Matters, 2001. Pp. v + 197.


� Writing on a topic of study still in its infancy, the editors of this book
argue that third language acquisition is now relatively common world-
wide and, because of the cross-linguistic interaction within the learner,
that this phenomenon presents distinctive psycholinguistic characteris-
tics relative to second language acquisition and implications for learning
and teaching. The 10 chapters, all original studies written by well-known
researchers and dealing primarily with European languages, focus on
cross-linguistic influences affecting third language acquisition, such as
age, linguistic distance, roles of the L1 and L2, interlanguage language
transfer, lexical organization, transfer and retrieval, and gestural features.


Illegal Alphabets and Adult Biliteracy: Latino Migrants
Crossing the Linguistic Border.
Tomás Mario Kalmar. Mahwah, NJ: Erlbaum, 2001. Pp. v + 129.


� This slim volume explores biliteracy and illustrates the social construc-
tion of writing systems through a case study of a group of illegal aliens
who decided to help each other write English the way it really sounds.
The first part of the book focuses on what they wrote and why they wrote
it, and the second part contrasts these real-world strategies with those
used in most bilingual and ESL classrooms. The last part deals with the
idea of a universal alphabet, and the power and the intellectual labor it
implies. The book is nontechnical and is intended as “a parable with
serious political implications” (p. 3) targeted to a wide readership.


Living and Teaching in an Unjust World: New Perspectives on
Multi-Cultural Education.
Wendy Goodman (Ed.). Portsmouth, NH: Heinemann, 2001.
Pp. xv + 216.


� This edited text contains 16 chapters written by teachers, kindergarten
through university, who teach in traditional, bilingual, or ESL class-
rooms. It focuses on ways in which all teachers can address multicultural
issues in their classrooms without merely teaching “a Culture of the
Quarter” (p. ix). Intended for fellow teachers, the book illustrates ways of
teaching and valuing diversity even in unsupportive environments.
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INFORMATION FOR CONTRIBUTORS


TESOL QUARTERLY Vol. 36, No. 1, Spring 2002


EDITORIAL POLICY
TESOL Quarterly, a professional, refereed journal, encourages submission of
previously unpublished articles on topics of significance to individuals
concerned with the teaching of English as a second or foreign language and
of standard English as a second dialect. As a publication that represents 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. testing and evaluation
learning and teaching; issues in research 4. professional
and research methodology preparation


2. curriculum design and development; 5. language planning
instructional methods, materials, and 6. professional standards
techniques


Because the Quarterly is committed to publishing manuscripts that contrib-
ute to bridging theory and practice in our profession, it particularly
welcomes 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 addressing 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.
TESOL Quarterly is an international journal. It welcomes submissions from
English language contexts around the world.


GENERAL INFORMATION FOR AUTHORS
Submission Categories
TESOL Quarterly invites submissions in five categories:


Full-length articles. Contributors are strongly encouraged to submit manu-
scripts of no more than 20–25 double-spaced pages or 8,500 words (includ-
ing references, notes, and tables). Submit three copies plus three copies of
an informative abstract of not more than 200 words. If possible, indicate the
number of words at the end of the article. 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. Submit manuscripts to the Editor of TESOL
Quarterly:
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Carol A. Chapelle
Department of English
203 Ross Hall
Iowa State University
Ames, IA 50011-1201 USA


The following factors are considered when evaluating the suitability of a
manuscript for publication in TESOL Quarterly :


• The manuscript appeals to the general interests of TESOL Quarterly’s
readership.


• The manuscript strengthens the relationship between theory and prac-
tice: Practical articles must be anchored in theory, and theoretical articles
and reports of research must contain a discussion of implications or
applications for practice.


• The content of the manuscript is accessible to the broad readership of the
Quarterly, not only to specialists 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 and research design 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. TESOL Quarterly invites succinct, evaluative reviews of professional
books. Reviews should provide a descriptive and evaluative summary and a
brief discussion 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:


Roberta Vann
Department of English
203 Ross Hall
Iowa State University
Ames, IA 50011-1201 USA


Review Articles. 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.
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Brief Reports and Summaries. TESOL Quarterly also invites short reports on
any aspect of theory and practice in our profession. We encourage manu-
scripts that 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 quantitative investiga-
tions. 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, or 3,400
words (including references, notes, and tables). If possible, indicate the
number of words at the end of the report. Longer articles do not appear in this
section and should be submitted to the Editor of TESOL Quarterly for review. Send
one copy of the manuscript to:


Carol A. Chapelle
Department of English
203 Ross Hall
Iowa State University
Ames, IA 50011-1201 USA


The Forum. TESOL Quarterly welcomes comments and reactions from
readers regarding specific aspects or practices of our profession. Responses
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 7–10 double-spaced pages or
3,400 words. If possible, indicate the number of words at the end of the
contribution. Submit three copies to the Editor of 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 or make
known their availability as contributors by writing directly to the Editors of
these subsections.


Research Issues: Teaching Issues:


Patricia A. Duff Bonny Norton
Department of Language Department of Language


and Literacy Education and Literacy Education
University of British Columbia University of British Columbia
2125 Main Mall 2125 Main Mall
Vancouver, BC V6T 1Z4 Vancouver, BC V6T 1Z4
Canada 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 or make known their availability as
guest editors should contact the Editor of TESOL Quarterly. Issues will
generally contain both invited articles designed to survey and illuminate
central themes as well as articles solicited through a call for papers.
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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 American Psychological Association,
Book Order Department, Dept. KK, P.O. Box 92984, Washington, DC
20090-2984 USA. Orders from the United Kingdom, Europe, Africa, or
the Middle East should be sent to American Psychological Association,
Dept. KK, 3 Henrietta Street, Covent Garden, London, WC2E 8LU,
England. For more information, e-mail order@apa.org or consult http://
www.apa.org/books/ordering.html.


2. All submissions to TESOL Quarterly should be accompanied by a cover
letter that includes a full mailing address and both a daytime and an
evening telephone number. Where available, authors should include an
electronic mail address and fax number.


3. Authors of full-length articles, Brief Reports and Summaries, and Forum
contributions 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. 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 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 TESOL Quarterly have not
been previously published and are not under consideration for publica-
tion elsewhere.


7. It is the responsibility of the author(s) of a manuscript submitted to
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 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 TESOL Quarterly do not necessar-
ily 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.


Informed Consent Guidelines
TESOL Quarterly expects authors to adhere to ethical and legal standards for
work with human subjects. Although we are aware that such standards vary
among institutions and countries, we require authors and contributors to
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meet, as a minimum, the conditions detailed below before submitting a
manuscript for review. TESOL recognizes that some institutions may require
research proposals to satisfy additional requirements. If you wish to discuss
whether or how your study met these guidelines, you may e-mail the
managing editor of TESOL publications at tq@tesol.org or call 703-535-7852.


As an author, you will be asked to sign a statement indicating that you have
complied with Option A or Option B before TESOL will publish your work.


A. You have followed the human subjects review procedure established by
your institution.


B. If you are not bound by an institutional review process, or if it does not
meet the requirements outlined below, you have complied with the
following conditions.


Participation in the Research


1. You have informed participants in your study, sample, class, group, or
program that you will be conducting research in which they will be the
participants or that you would like to write about them for publication.


2. You have given each participant a clear statement of the purpose of your
research or the basic outline of what you would like to explore in
writing, making it clear that research and writing are dynamic activities
that may shift in focus as they occur.


3. You have explained the procedure you will follow in the research project
or the types of information you will be collecting for your writing.


4. You have explained that participation is voluntary, that there is no
penalty for refusing to participate, and that the participants may
withdraw at any time without penalty.


5. You have explained to participants if and how their confidentiality will
be protected.


6. You have given participants sufficient contact information that they can
reach you for answers to questions regarding the research.


7. You have explained to participants any foreseeable risks and discomforts
involved in agreeing to cooperate (e.g., seeing work with errors in
print).


8. You have explained to participants any possible direct benefits of
participating (e.g., receiving a copy of the article or chapter).


9. You have obtained from each participant (or from the participant’s
parent or guardian) a signed consent form that sets out the terms of
your agreement with the participants and have kept these forms on file
(TESOL will not ask to see them).


Consent to Publish Student Work


10. If you will be collecting samples of student work with the intention of
publishing them, either anonymously or with attribution, you have
made that clear to the participants in writing.
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11. If the sample of student work (e.g., a signed drawing or signed piece of
writing) will be published with the student’s real name visible, you have
obtained a signed consent form and will include that form when you
submit your manuscript for review and editing (see http://www.tesol.org
/pubs/author/consent.html for samples).


12. If your research or writing involves minors (persons under age 18), you
have supplied and obtained signed separate informed consent forms
from the parent or guardian and from the minor, if he or she is old
enough to read, understand, and sign the form.


13. If you are working with participants who do not speak English well or are
intellectually disabled, you have written the consent forms in a language
that the participant or the participant’s guardian can understand.


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 explained
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 accommodate both of these
requirements, authors of statistical studies should present the following.


1. a clear statement of the research questions and the hypotheses that are
being examined;


2. descriptive statistics, including the means, standard deviations, and
sample sizes, necessary for the reader to correctly interpret and evaluate
any inferential statistics;


3. appropriate types of reliability and validity of any tests, ratings, ques-
tionnaires, and so on;


4. graphs and charts that 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
and sufficiently large sample sizes so that the results are stable;


9. tests of the assumptions of any statistical tests, when appropriate; and
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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 TESOL Quarterly
should reflect a concern for controlling Type I and Type II error. Thus,
studies should avoid multiple t tests, multiple ANOVAs, and so on. 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, authors 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 associa-
tion 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 correla-
tional 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 impres-
sionistic and superficial. Reports of qualitative research should meet the
following criteria.


1. Data collection (as well as analyses and reporting) is aimed at uncovering
an emic perspective. In other words, the study focuses on research
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 interviewing,
and collection of relevant or available documents.
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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 emic 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 descrip-
tion” 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 ensuring
participant anonymity, and data collection strategies, and a description
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 representative
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 behaviors that are salient to
participants 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


� I am happy to report that future issues of TESOL Quarterly will be restored
to their full length of approximately 200 pages. On behalf of TESOL, I
apologize to readers for the temporary interruption of the complete journal.
I would like to express my appreciation to the Editorial Advisory Board
members who have ended their service: Patricia Carrell, Caroline Clapham,
Susan Conrad, Kathy Davis, Dana Ferris, Tom Huckin, Joan Jamieson, Fred
Lorenz, Numa Markee, Tim McNamara, and Jim Tollefson. I welcome new
Editorial Advisory Board members Suresh Canagarajah, John Levis, Lourdes
Ortega, Jim Purpura, Miyuki Sasaki, Kelleen Toohey, and Jessica Williams.


In This Issue


� The articles in this issue report on research investigating two intriguing
questions in language education.


• Norbert Schmitt and Cheryl Boyd Zimmerman report on their re-
search investigating the extent to which ESL university students’
knowledge of a word can be assumed to indicate knowledge of other
members of the word’s family. This study examined the ability of 106
graduate and undergraduate students to produce appropriate deriva-
tive forms in the four major word classes (noun, verb, adjective, and
adverb) for 16 prompt words. The results indicated that participants in
the study tended to be able to produce one or more of the four word
forms, but that they seldom knew either all or none. Adjective and
adverb forms tended to be more difficult. The authors interpret results
as suggesting that direct attention to the teaching of derivative forms
may be needed.


• Roy Major, Susan Fitzmaurice, Ferenc Bunta, and Chandrika Bala-
subramanian report on their study seeking evidence for the extent to
which ESL learners’ listening comprehension in English is influenced
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by the native language of the speaker. Four groups of 100 listeners,
whose native languages were Chinese, Japanese, Spanish, and standard
American English, listened to brief lectures presented in English by
speakers with different native languages and answered questions based
on the lectures in a research setting. The results indicated that both
native and nonnative listeners scored significantly lower on listening
comprehension tests when they listened to nonnative speakers of
English, but results were mixed when the native languages of listeners
and speakers were matched. Findings suggest that despite the authen-
ticity of accented English in many settings, developers of teaching and
testing materials should be concerned with the possibility of increased
difficulty of accented English and potential bias for some listener-speaker
matches.


Also in this issue:


• The Forum: Terry Royce probes the meaning of multimodality for ESL
learners by illustrating how the analytic approach of systemic func-
tional linguistics offers insight into the semiotic interrelatedness of
visual and verbal systems.


• Research Issues: Jill Sinclair Bell and Aneta Pavlenko explain how
researchers make use of narratives to uncover students’ and teachers’
understanding of the meaning they hold for significant events in their
lives.


• Brief Reports and Summaries: Dean Papajohn investigates the reasons
for raters’ assignment of particular scores on a speaking test through
the use of a method called concept mapping. Based on the results, he
suggests that information gained from this method can be used in rater
training to emphasize key rating criteria that have been deemphasized
or overlooked by raters to improve the validity of the rating process.


• Reviews and Book Notices: The following books are reviewed: Vocabu-
lary in Language Teaching (Norbert Schmitt), Language Crossings: Negoti-
ating the Self in a Multicultural World (Karen Ogulnick, Ed.), Teaching
Collocation--Further Developments in the Lexical Approach (Michael Lewis,
Ed.), New Perspectives on Grammar Teaching in Second Language Classrooms
(Eli Hinkel and Sandra Fotos, Eds.), Teaching Large Multi-Level Classes
(Natalie Hess), and Linguistics for L2 Teachers (Larry Andrews). Six
additional titles are introduced in Book Notices.


Carol A. Chapelle







145TESOL QUARTERLY Vol. 36, No. 2, Summer 2002


Derivative Word Forms:
What Do Learners Know?
NORBERT SCHMITT
University of Nottingham
University Park, Nottingham, England


CHERYL BOYD ZIMMERMAN
California State University, Fullerton
Fullerton, California, United States


Some teachers and researchers may assume that when a learner knows
one member of a word family (e.g., stimulate), the other members (e.g.,
stimulant, stimulative) are relatively easy to learn. Although knowing one
member of a word family undoubtedly facilitates receptive mastery of
the other members, the small amount of previous research has sug-
gested that L2 learners often have problems producing the various
derivative forms within a word family. This study examined the ability of
106 graduate and undergraduate nonnative-English-speaking students
to produce appropriate derivatives in the four major word classes (i.e.,
noun, verb, adjective, and adverb) for 16 prompt words. The results
indicated that it was relatively uncommon for subjects to know either all
of the four word forms or none of them. Subjects usually had partial
knowledge of the derivatives, with productive knowledge of two or three
forms being typical. In a comparison of derivational mastery and
knowledge of the prompt words on a four-stage developmental scale,
the subjects showed increasing knowledge of noun and verb derivatives
at each stage, but adjective and adverb forms appeared to be more
difficult for them. The results may imply a need for more direct
attention to the teaching of derivative forms.


The ability to use the appropriate form of a word in a given
grammatical context is essential for developing grammatically suit-


able language. For example, learners need to produce precise when an
adjective is required but precision in a context requiring a noun. Without
this ability, learners must either use only the form of the word they know
or substitute another word that fits the grammatical frame. What does
knowledge of a word like precise imply for knowledge of a related word,
such as precision? If a learner can use one appropriately, can the teacher
or researcher assume that the learner knows the other as well?
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Research on L2 vocabulary acquisition has not addressed this question
directly, but current views of vocabulary knowledge suggest the complex-
ity of the question by positing vocabulary knowledge as multicompo-
nential, including knowledge of a word’s spelling, meaning, collocations,
register traits, and grammatical and morphological characteristics (Na-
tion, 2001). Because of the many components to be mastered, vocabu-
lary knowledge must necessarily be incremental, as it would be impos-
sible to learn all of these components fully from only one exposure to a
word. At the same time, the likely interrelationships among the compo-
nents (Schmitt, 2000) suggest that acquisition of one is likely to be
connected to acquisition of the others. This article summarizes the key
concepts and studies related to acquisition of related word forms, and
reports results of a study that investigated the extent to which a learner’s
general mastery of a target word implies knowledge of related words.


KEY CONCEPTS IN VOCABULARY RESEARCH


Word Family


A word family is defined as “a base word with its inflections and
derivatives (stimulate + stimulated, stimulates, stimulating, stimulation, stimu-
lant, and stimulative)” (Schmitt & McCarthy, 1997, p. 331). Word families
have been used to calculate the size of vocabularies, for example, the
number of words in English and the number of words that learners know
(Nation & Waring, 1997). The notion of word families is also important
to language practitioners, who have long recognized that word-family
knowledge is a critical aspect of knowing a word (Nation, 1990; Richards,
1976; Schmitt & Meara, 1997).


The definition of a word family is couched in solely linguistic terms,
but psycholinguistic evidence also suggests that the mind groups known
members of a word family together, giving a psychological justification
for using the word family as a unit for counting and teaching (Bertram,
Baayen, & Schreuder, 2000; Nagy, Anderson, Schommer, Scott, & Stallman,
1989). What psycholinguistic research has not discovered, however, is the
extent to which learners’ acquisition of a word relates to their knowledge
of the other words in the word family. For example, when a learner
demonstrates knowledge of the verb stimulate, what can one expect of the
learner’s production when the context calls for the noun stimulation or
the adjective stimulating?
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Inflections and Derivations


Knowledge of the members of a word family is essential to productive
language use, but the different members will not necessarily carry the
same learning burden. For example, inflections and derivations seem to
impose different learning burdens. The rule-based nature of inflections
(i.e., those members formed by attaching the suffixes -ed, -ing, and -s to a
verb) appears to facilitate learning; that is, because the vast majority of
verbs in English take these suffixes in a regular and consistent manner,
learners should be able to form new inflections by applying grammatical
rules (i.e., system-based learning) rather than having to determine each
new form from scratch.


Conversely, the formation of derivatives (i.e., members created by
adding suffixes to typically produce a different word class, e.g., stimulate
� stimulant) is not always governed by such transparent rules, so learners
must often decide on the correct form case by case (i.e., item-based
learning). English does have regularities that constrain suffix choice in
the formation of derivatives, but they are sometimes opaque and
inconsistent, and many learners, or even teachers, are unlikely to be fully
aware of them.1 Learners are therefore likely to see derivatives as
idiosyncratic, with no principled way to choose among forms such as
vitality, ?vitalness, and *vitalant. This view in turn leads to learners
essentially having to memorize each item. In addition, Laufer (1997)
suggests that English morphemes are not only irregular but also decep-
tive in the ways they combine to form derivatives. For example, when
learners in the current study were asked to form nouns, they used
accurate noun suffixes to create the inaccurate forms *releasement,
*minimizement, *persistment, and *survivtion. It comes as no surprise that
derivations are generally acquired after inflections, at least by native
speakers (Berko, 1958).


Facilitation


Some evidence suggests a certain amount of transferability, or facilita-
tion, among members of a word family in that learners may be able to


1 Although linguistic inquiry is increasingly aware of the “extent of lexical idiosyncrasy,
especially in morphological and syntactic properties” (Bybee, 1988, p. 120), some patterns that
emerge may be helpful to the language teacher or learner. For example, the noun-forming
suffix -ity attaches only to an adjective (e.g., obesity), and the verb-forming suffix -ify attaches
either to an adjective (e.g., purify) or to a noun (e.g., codify) (Selkirk, 1982). Similarly, the verb-
forming suffixes -ize, -en, and -ify select intransitive adjectives (e.g., solid, formal ) but not
transitive adjectives (e.g., proud, faithful ) (Di Sciullo, 1997). See Bybee (1988) for a discussion
of rules and representations governing morphology.
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recognize unknown members of a word family from a member they
already know. For example, research shows that native-speaking children
recognize the word stems within suffixed words before they recognize
the meaning of the attached derivational suffix (Tyler & Nagy, 1989) and
that the word stem is “the reading unit” (Beauvillain, 1994, p. 317) for
prefixed and suffixed words. In addition, native speakers appear to be
sensitive to the difference between stem morphemes and nonsense
morphemes, suggesting that word stems are used for access to the words
of which they are a part (Taft, 1994). These studies indicate that learners
can recognize the word stem within a longer affixed word and typically
use that stem to recognize the complete word. This finding suggests that
a known word stem in an unknown derivative can facilitate the recogni-
tion of that derivative; for example, knowing reflect may well aid recogni-
tion of the unknown reflection. (Of course, not all stems are as transpar-
ently related to their derivatives, e.g., example—exemplify.)


In addition, although learners “spontaneously rely on morphological
knowledge to learn novel lexical material” (Sandra, 1994, p. 261),
making the relationship between stem and derivative salient can facili-
tate the learning of the unknown derivative, particularly when the
semantic relationship between stem and derivative is not transparent.
Sandra (1993, cited in Sandra, 1994) found that highlighting the
connection between known Dutch stems and unknown suffixed words
helped subjects learn the suffixed words in these nontransparent cases
(e.g., sleutelaar [key + -er] = someone who puts the number key on bank
cards). In a laboratory setting, Freyd and Baron (1982) found that
subjects learned nonword paired associates (skaffist = thief ) faster when
they had had previous exposure to the meaning of the nonword stem
(skaf = steal).


A strong version of this facilitative effect is exemplified by Bauer and
Nation (1993), who suggest that “the important principle behind the
idea of a word family is that once the base word or even a derived word
is known, the recognition of other members of the family requires little
or no extra effort” (p. 253). As stated above, some facilitation is
undoubtedly in effect in the case of reception; however, the facilitative
effect may well be less robust in terms of production. Unfortunately, little
direct research has investigated the L2 acquisition of productive deriva-
tional knowledge, but that which exists indicates that the process is more
complex than the above receptively based principle suggests.
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PERSPECTIVES ON DERIVATIONAL ACQUISITION


Psycholinguistics


Most psycholinguistic research has focused on the L1, and much has
investigated morphological learning and processing under laboratory
conditions. A large amount of the work on morphology has involved
knowledge of inflections (e.g., Salaberry, 2000); psycholinguistic model-
ing of the acquisition process (e.g., Feldman, 1995); factors that affect
the processing of morphology, such as semantic transparency (e.g.,
Zwitserlood, 1994); the interactions between learner strategies and input
(Kim, McGregor, & Thompson, 2000); the role of phonology (e.g.,
Stemberger, 1995); the size of the word family (e.g., Bertram et al.,
2000); and the frequency of the members within a word family (e.g.,
Nagy et al., 1989). Though useful for theoretical discussions of the
derivative acquisition process, these studies give limited insight into the
relationships among members of a word family, particularly in a
nonlaboratory, L2-based context.


Receptive Derivational Knowledge


A second major morphological research strand concerns receptive
morphological knowledge and reading. The research shows that indi-
viduals learn derivations incrementally over a long period of time in an
L1 (Nagy, Diakidoy, & Anderson, 1993; Tyler & Nagy, 1990). Reading
seems to be a key to the acquisition of L1 derivation, which expands
greatly as natives begin to read more. Reading facilitates derivational
knowledge in particular because derivational suffixes are more common
in the written mode than in the oral mode and are particularly associated
with formal and academic discourse (Chafe & Danielewicz, 1987).


One would expect the acquisition of L2 derivations likewise to be an
incremental process taking place over a period of time, with reading
having a similar beneficial effect. If so, it is unsurprising that learners
would find derivations challenging until they had amassed a substantial
amount of reading exposure, a state of affairs that does not occur for
many learners. The relative lateness (or nonachievement) of L2 deriva-
tional acquisition fits with a psycholinguistic model posited by Jiang
(2000), who suggests that the learning of syntactic and morphological
specifications forms the last stage of L2 word learning and that many
words fossilize before this stage. Therefore, morphological specifications
such as derivational suffixes are frequently not integrated within the L2
lexicon. Moreover, even if learners receive substantial exposure, it is not
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clear to what degree receptive contact through reading (or speech) leads
to the ability to use derivatives productively.


Productive Derivational Knowledge


A small number of experimental studies have concentrated on pro-
ductive knowledge of derivational morphology in an L2. A longitudinal
study of three postgraduate students studying in a university in the
United Kingdom (Schmitt, 1998) found that even these advanced
students had definite gaps in their productive derivational knowledge,
especially of the adjective and adverb forms. Furthermore, although they
were immersed in the exposure-rich environment of PhD study, over the
course of an academic year two of the three students did not appear to
advance much in their knowledge of the target words with regard to
derivation.


In a larger group study designed to trace the changes in word
knowledge over one academic year, Schmitt and Meara (1997) found
that, although participants showed an average gain of 330 words, they
were able to generate only 15% of the possible derivatives. Similarly, a
study focusing on knowledge of target words from the Test of English as
a Foreign Language (TOEFL) (Schmitt, 1999) found that undergraduate-
bound international students could provide derivatives for all four major
word classes (i.e., noun, verb, adjective, adverb) in only 12 of 180 cases.
These results give an initial indication that a strong facilitative effect does
not operate in the productive mode, or at least not one that works
equally well for all word classes. To the contrary, these results suggest that
L2 learners have considerable trouble acquiring the full complement of
word family members even when they already know one member or
more.


These findings have been collaborated by studies looking at the
writing of L2 learners. For instance, on a composition written for
university placement, derivational morphology accounted for 10.6% of
the errors of students who failed an overall examination battery and for
6.2% of the errors of passing students (Bardovi-Harlig & Bofman, 1989).
In another study, Singaporean university students often answered cloze
blanks in the verb position with derivatives from other word classes,
leading Ooi and Kim-Seoh (1996) to conclude that inadequate knowl-
edge of word derivatives was a significant problem for their relatively
advanced students. Moreover, an analysis of 20 compositions written by
third-year Thai university students found that nearly 10% of the lexical
errors identified were due to incorrect derivational suffixation (Hemchua,
2001). On the other hand, Dus=ková (1969) found that derivational
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infelicities constituted only about 2% (19/1,007) of the errors in her
corpus of Czech learners’ writing, although they made up about 10%
(19/180) of the morphological errors.


In sum, evidence suggests that acquiring the productive use of
derivative members of a word family can be problematic for learners of
English, but there is not sufficient research investigating the degree of
the problem or describing it in any detail.


THE RESEARCH


To address the integrated/incremental nature of vocabulary acquisi-
tion and use, researchers are beginning to turn to methods for investigat-
ing multiple aspects of vocabulary knowledge while attempting to
capture the degrees of partial knowledge that L2 learners are likely to
have (e.g., Schmitt & Meara, 1997 [vocabulary size, derivative and
association knowledge]; Laufer, 1998 [receptive, prompted productive,
and free productive degrees of mastery of vocabulary]; Read, 1998
[meaning-based associations and collocations]; Shimamoto, 2000 [spo-
ken form, written form, meaning, collocation, and vocabulary size]). In
like fashion, this study investigated productive derivational knowledge
across members of a word family and in relation to more global
knowledge of the target words. Specifically, the research questions were
1. How many of the four major derivative classes (i.e., noun, verb,


adjective, adverb) of a particular word do learners know to a
productive degree of mastery?


2. Which of the four major derivative classes are learners most likely to
know productively?


3. What is the relationship between productive derivational word
knowledge and more global knowledge of a word?


METHOD


Participants


The participants in this study were 36 native-speaking university
students (21 first-year and 15 postgraduate), and 106 nonnative learners
of English as follows:
• 50 advanced ESL students in an intensive English (preuniversity)


program at a U.S. university
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• 36 advanced ESL undergraduate and graduate students taking one
ESL writing course at a U.S. university


• 20 graduate ESL students completing a master’s degree in English
language teaching (MA-ELT) at a university in the United Kingdom


The U.S. participants had a mean TOEFL score of 518 (SD = 31.80),
whereas the MA-ELT participants had a much higher level of proficiency,
as indicated by a mean TOEFL score of 610 (SD = 15.80). Although the
mean TOEFL score is based on only four participants (many had taken
the International English Language Testing System [IELTS] instead, M =
6.6), the group was able to handle master’s-level course work, so the
score is probably a fair reflection of the group’s proficiency.


To avoid the familiarity speakers of Romance languages might have
with English morphology, we focused mainly on learners who spoke
noncognate languages. Of the 106 participants, 94 were Asian.2 The
mean age of the U.S. group was 22.7 years, and of the UK group, 31.6
years; 74 participants were females, and 32 were males.


Target Words


Our priority in this study was to select target words and word families
that this population was expected to know and use. Because the
participants were either university students or nonnative speakers of
English who aspired to study in an English-medium university, we chose
words from the Academic Word List (AWL; Coxhead, 2000). The AWL
contains words that occur in a wide variety of academic contexts and can
be seen as essential support vocabulary for reading texts on academic
topics, regardless of the discipline. We selected 20 words from the range
of 10 frequency-based sublists of the AWL while balancing among the
four word classes as much as possible. After piloting, we chose these 16
prompt words: access, assume, authority, coherent, ethnic, ideology, inevitably,
liberal, minimize, persist, philosophy, precise, release, select, survive, and tradi-
tional. (Access and release can each be either a noun or a verb; the AWL
includes relatively few adverbs, so we chose only one adverb [inevitably]


2 One should not assume, however, that all the languages spoken by the Asian participants
are equally different from English in terms of morphology. A reviewer insightfully commented
that grammatical morphemes play a minimal role in some Oriental languages (e.g., Chinese
and Thai), whereas other languages are rich in their verbal morphology (e.g., Korean and
Japanese). In addition, morphological information is represented differently in alphabetic and
logographic writing systems, and several Asian languages use a logography. Thus, the languages
spoken by the Asian participants would have varying typological distances from English, but
none would be as close to English as Romance languages are.
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as a target word.) Based on frequency data from the British National
Corpus (BNC, 1995), each word was the most frequently occurring
member of its word family; that is, select occurred more frequently than
selection, selective, or selectively. The one exception was precise, of which
precisely was the most frequent derivative.


Frequency, rather than factors relating to morphological difficulty,
was the key criterion in selecting the target words. The relative difficulty
of each word family is not relevant to the current study, but large
differences in relative difficulty of the suffixes relating to the various
word classes could have affected the number of derivatives produced in
each word class category. However, an analysis of the target word families
(see Appendix A) indicated that they were comparable to each other in
terms of morphological difficulty according to the list of English affixes
created by Bauer and Nation (1993).


Bauer and Nation’s (1993) list of affixes has seven levels based on the
criteria of frequency, productivity, predictability, regularity of the written
form of the stem, regularity of the spelling of the affix, regularity of the
spoken form of the affix, and regularity of function. For most of Bauer
and Nation’s levels, the noun, verb, and adjective word classes took
similar numbers of affixes. For example, affixes from Level 4 of Bauer
and Nation’s list were acceptable with seven nouns, five verbs, and five
adjectives. In addition, the three word classes took the basic stem word
form (e.g., survive) in a similar number of cases (noun, six; verb, seven;
adjective, six). All of the adverb forms took the -ly suffix, typically
building on the adjective form. Because the adjective class appears
similar in difficulty to the noun and verb classes, the adverb class should
not be much more inherently difficult, considering that the -ly suffix is
frequent, regular, and transparent. In sum, this analysis suggests that the
sampling method produced a group of word families with broadly similar
levels of morphological difficulty across the four word classes examined.


Instrument


Section 1


To investigate the learners’ knowledge of derivatives in conjunction
with their global knowledge, we needed a measure of the learners’
degree (or depth) of lexical knowledge. One way of measuring depth of
knowledge is to use a developmental scale describing ever-increasing
levels of mastery of a word (see Read, 2000, for a thorough discussion of
scale instruments). For this study we chose a slightly revised version of
the Test of Academic Lexicon3 (TAL; Scarcella & Zimmerman, 1998), in
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which participants self-identify four levels of word knowledge (see
Appendix B):


A I don’t know the word.
B I have seen the word before but am not sure of the meaning.


C I understand the word when I see it or hear it in a sentence, but I don’t
know how to use it in my own speaking or writing.


D I know this word and can use it in my own speaking and writing.


Because the TAL is a self-rating test, we took steps to ensure that it
produced an accurate estimate of the participants’ lexical knowledge.
First, the TAL included four Englishlike nonwords (artivious, instrotion,
ploat, and sloist), and the instructions indicated the following:


In addition, there are a number of imitation words included with the real
words. Carefully consider how well you know each word before marking the
survey, so that you don’t say that you know a word which does not exist.


The instrument of any subject who judged a nonword at Level C or D was
eliminated from the study, as we could not be confident of the subject’s
other answers. However, because the nonwords were purposely Englishlike,
we did not consider it unreasonable for a learner to believe that he or
she had seen a nonword before but did not know it, so we did not
eliminate instruments with nonwords rated at Level B.


In addition, participants demonstrated their productive knowledge of
words rated at Level D by producing a sentence illustrating the meaning
of each word. We judged whether the illustrated meaning was appropri-
ate, obtaining interrater agreement in 98.2% of the cases (1,099/1,119),
but did not judge grammatical, stylistic, or collocational appropriateness.
As such, Level D should be interpreted as basic, rather than complete,
productive mastery. Some sentences did not unequivocally illustrate the
meaning (e.g., “I hate philosophy”). For the analysis, we retained words
for which the sentences were ambiguous and eliminated only words for
which the sentences clearly indicated an incorrect meaning sense (3.2%,
36/1,119). The reasoning for this decision was that (a) the nonword
results gave evidence that the participants were being careful in their
judgments; (b) most participants marked some words at Levels A, B, and


3 We selected the TAL for this study because it assesses levels of word knowledge, it can be
administered to large numbers of participants, and it is easily scored. It utilizes the distinctive
categories of word knowledge and other insights from the Vocabulary Knowledge Scale (VKS;
Paribakht & Wesche, 1993), which was designed to estimate the early development of
knowledge of specific words in an instructional situation; it requires considerable linguistic
expertise and time and is difficult to use with large numbers of participants.
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C, suggesting that they reserved Level D for words they were fairly certain
about; and (c) even if a subject produced one or two sentences that were
ambiguous concerning meaning, many more sentences demonstrated
acceptable mastery of meaning.


Section 2


The second part of the instrument was designed to elicit a demonstra-
tion of the participants’ productive knowledge of the derivative forms of
a word family, specifically the primary word classes of noun, verb,
adjective, and adverb. (Many of the families also contain members that
involve prefixation, but we thought it infeasible to include these in a
consistent way across all of the target words.) We wanted to be careful not
to rely on the participants’ metalinguistic knowledge by framing the
prompt in metalinguistic terms, for example, by asking, “What is the
noun form of survive?” Alderson, Clapham, and Steel (1997) found that
even native speakers often lack this kind of grammatical metalinguistic
knowledge. Therefore, drawing on an idea from Nagy et al. (1993), we
presented a series of four similar, contextualized sentences for each
prompt word, to which participants could respond whether or not they
had the respective metalinguistic knowledge. The participants were
instructed to write the appropriate derivative form of the target word in
each blank. They were instructed to place an X in the blank if they
believed no derivative form existed and were informed that the prompt
word could be the proper form without alteration. The format of the
target word and prompt sentences was as shown in Appendix B.


The sentences were written to be similar semantically and to recycle as
much vocabulary as possible. The vocabulary was drawn exclusively from
the 2,000-word General Service List (West, 1953), with the exception of
student, relaxed, yesterday, methods, and passport—all high-frequency words
that one would expect the participants in this study to have known at
their stage of proficiency. The sentences were mainly designed to
constrain the possible derivatives for each sentence to one word class. We
provided the word classes for the missing word in each sentence,
although the participants did not need this information to fill the blanks.
The sentence format also had the advantage of providing context for the
derivative forms, in contrast to the previous studies described in the
section Productive Derivational Knowledge, which asked subjects to
provide the word forms in isolation.


During the formulation and piloting of the sentences, a key concern
was producing a list of derivatives that would be accepted as answers.
Inevitably, for some of the word classes more than one alternative was
acceptable. For instance, in the noun-focused stimulus sentence for the
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target word coherent, both coherence and coherency are appropriate forms. In
other cases, a prompt word may not have a typical derivative for a certain
word class. In order to compile the answer norms in a principled
manner, we drew on three sources of information. First, we consulted
four learner dictionaries (Cambridge International Dictionary of English,
1995; COBUILD English Learner’s Dictionary, 1989; Longman Dictionary of
English Language and Culture, 1992; Oxford Advanced Learner’s Dictionary,
1995) and extracted all listed derivatives. Second, we checked the
frequency of these derivatives in the BNC and considered eliminating
those that had very low frequency counts or did not exist in the corpus.
Third, 36 native-English-speaking university students (21 first-year and
15 postgraduate) completed the instrument. Balancing the information
from these three sources, we compiled a principled list of acceptable
derivatives (see Appendix A).


The native speakers did not always agree completely concerning the
norm list, in some cases (e.g., the noun form of liberal or the adjective
form of authority) being split among several answers. Because the native
speaker results were direct responses to the instrument used in the main
study, we weighted them more heavily than the dictionary and corpus
evidence, so for many word classes several derivative forms were consid-
ered acceptable. In other cases (e.g., the verb form of traditional), a large
percentage of the native-speaking group indicated a certain derivative
form (e.g., traditionalize for the verb form of traditional) whereas another
large percentage indicated that no typical derivative form existed. On
the basis of this behavior, we decided to accept either a derivative form or
X in these cases.


Procedure


We piloted a 20-word draft version of the study instrument (including
the revised TAL and a derivative elicitation section) with 38 English for
academic purposes learners from 11 different L1s to choose 16 well-
performing items and 4 nonwords. In the pilot and main studies, the
participants were given instructions on how to carry out the task. The
TAL rubric included two examples of how to complete the knowledge
scale, and the rubric for the derivative section contained one example.
All proctors were ESL instructors, who were given these written
instructions:


1. Answer student questions about the Information Form (p. 1) as needed.
Assure students that their names will not be used and the results are for
a research project.


2. Read the instructions of Section 1 as the test begins.
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3. Students should work at their own pace. As individuals complete Section
1, have them turn it in before starting Section 2. They are on their own to
read the directions for Section 2.


We checked the validity of the respondents’ judgments in two ways. First,
we determined whether any of the participants had rated nonwords at
Level C or D. Participants claiming to know a nonword were assumed not
to be providing valid information and were eliminated from the study,
leaving 106 participants. Next, we verified the words that each partici-
pant had claimed to know well (i.e., at Level D) by examining the
sentence constructed for that word. In a few instances (40), the sen-
tences illustrated clearly incorrect meanings, leaving us with conflicting
evidence as to the true state of the learner’s lexical knowledge (i.e., D
rating vs. incorrect sentence). We therefore deleted these words from
the analysis, reducing the pool of words for the analysis from 1,696 (106
participants ( 16 words) to 1,656 words.


The answers on the derivative section were then checked against the
list of acceptable derivatives. We counted misspellings as correct as long
as the intended derivative could be discerned, as we were more inter-
ested in knowledge of the derivatives than in complete mastery of their
correct spellings. We made this decision in light of the native-speaking
respondents’ tendency to misspell derivatives often (e.g., persistently and
persistantly were given with similar frequency). Although the verb sen-
tences were designed to require uninflected forms, we disregarded any
attached inflections, as our focus was on derivational, not inflectional,
suffixes. For example, “We decided to selected one car” was counted as
correct.


Analysis


Analysis focused on the words themselves rather than on the partici-
pants’ overall scores. To gain an indication of how many of the four
major derivative classes learners knew, we calculated the percentages of
words for which learners produced none, one, two, three, and four
derivative forms by dividing the number of derivative forms produced for
a target word (e.g., 0) by 1,656, the number of words included in the
analysis. For example, for 91 of the 1,656 words (5.5%), the participants
produced no correct derivatives. Because word knowledge was assumed
to be different for the ESL students than for the more advanced MA-ELT
students, we performed separate calculations for each group.


To find evidence about which of the derivative classes learners are
most likely to know productively, we calculated the percentages of
derivative forms produced correctly within the four major word classes
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based on the total (1,656 words). Finally, to look at the relationship
between knowledge of particular word categories and level of word
knowledge based on the TAL ratings, we divided the number of cases in
which the subjects produced the particular derivative by the total
number of words rated within a given TAL category, resulting in a
percentage. For example, the combined nonnative subjects rated 121
words at TAL Level A. In 24.8% (30/121) of the cases, they were able to
produce the correct noun derivatives.


RESULTS


Results did not support a strong facilitative effect for knowledge of
words within a word family. Instead, learners tended to know only some
members of a family, with nouns and verbs the most likely to be known.
Even for words rated as well known, word family knowledge was partial.


Number of Derivative Classes


The first question was how many of the four word forms learners in
this study could produce. For the whole group of participants, the mean
number of derivatives produced was 37.6 (SD = 9.84) out of a possible
64.0 (16 target words � 4 derivatives per word), or 58.8%. This means,
on average, that the participants produced two of the four possible
derivatives for a given word family. However, the number of derivatives
produced varied across groups, with the ESL students tending to
produce two or three forms and the more advanced MA-ELT students
tending to produce three or four forms.


The students failed to produce any derivatives for only a small
percentage of the target words (ESL, 6.6%; MA-ELT, 0.3%; see Table 1).
On the other hand, full mastery of the word family (all four forms) was
evident in a relatively small percentage of the cases, as even the advanced
postgraduate students produced fewer than 45% of the possible deriva-
tives for words they rated at Level D on the TAL (“I know this word and
can use it in my own speaking and writing”). These results indicate that
the data do not support the strong version of the facilitative effect among
word family members; knowing one member of a word family does not
imply productive knowledge of all (or even most) of the other word
forms.
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Which Derivative Classes?


The second question was which of the derivative classes participants
were most likely to know productively. The results indicate that the
participants knew some classes better than others (see Table 2). Verb
derivatives were the best known, with 67% produced; nouns were next, at
63%. Adjectives and adverbs were less well known (54% and 52%,
respectively). These results are roughly in line with previous research,
which generally shows nouns as the best known word class and adverbs as
the least known, with verbs and adjectives in between (Phillips, 1981;
Rodgers, 1969). The higher figure for verbs in this derivationally focused
study probably is due to the fact that verbs are usually word stems;
therefore, learners did not have to produce derivational affixes in
supplying grammatically appropriate verbs. The results are also congru-
ent with the results of other studies, which generally predict that noun
and verb classes will be less difficult to learn than adjective and adverb
classes. One explanation is that the class of noun or verb carries semantic
information (e.g., nouns are names of places, persons, or things, and
verbs represent actions) that is fundamental to meaning (see Braine,
1987, for a discussion of L1 word class acquisition theories).


TABLE 1


Words for Which Participants Produced Zero, One, Two, Three, and Four Derivative Forms


Derivative forms produced


0 1 2 3 4


Student Total no.
group of words No. % No. % No. % No. % No. %


For all prompt words (1,656)


ESLa 1,353 90 6.6 291 21.5 417 30.8 383 28.3 172 12.7


MA-ELTb 303 1 0.3 12 4.0 54 17.8 106 35.0 130 42.9


ESL & MA-ELTc 1,656 91 5.5 303 18.3 471 28.4 489 29.5 302 18.2


For prompt words rated at Level D (1,089)


ESLa 818 19 2.3 149 18.2 253 30.9 249 30.4 148 18.1


MA-ELTb 271 1 0.4 10 3.7 50 18.4 89 32.8 121 44.6


ESL & MA-ELTc 1,089 20 1.8 159 14.6 303 27.8 338 31.0 269 24.7
aN = 86. bN = 20. cN = 106.
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Derivational Knowledge and Global Vocabulary Knowledge


The third question asked to what extent a relationship exists between
reported knowledge of a word and productive derivational knowledge.
The percentages of derivatives produced by the participants increased
with the level of overall word knowledge they claimed (see Table 3). For
example, the two ESL groups combined rated 121 target words at TAL
Level A and produced the correct noun derivative for 30 (24.8%) of
these nouns. The percentage of correct noun derivatives produced
increases steadily across the TAL levels to 72.2% for words reported as
known. This relationship is evident for verbs, too, but not for adjectives
or adverbs, both of which participants produced in a less regular pattern.


The percentage of derivatives produced by all students was 36.8% for
words reported as unknown (Level A) and 65.5% for words reported as
known well (Level D). Learners produced a surprisingly large percent-
age of derivatives for target words they rated as fully unknown (Level A).
At the other end of the range, for words rated as productively known
(Level D), the less proficient ESL learners produced only 60.9% of the
possible derivatives, and the more proficient MA-ELT learners, 79.4%,
both far short of full mastery. These results support the notion that full
mastery of the word forms of a word family is difficult for L2 English
learners.


The performance of the native speakers indicates a high but less than
complete productive knowledge of the derivational morphology. Overall,
productive control of the complete range of derivative forms of a word
family seems to be advanced knowledge that even natives cannot be
guaranteed to fully master.


TABLE 2


Derivative Forms Produced According to Word Class


Derivative forms produced


Noun Verb Adjective Adverb


Student Total no.
group of words No. % No. % No. % No. %


ESLa 1,353 787 58.2 868 64.1 677 50.0 629 46.5


MA-ELTb 303 254 83.8 244 80.5 226 74.6 234 77.2


ESL & MA-ELTc 1,656 1,041 62.9 1,112 67.1 903 54.5 863 52.1


aN = 86. bN = 20. cN = 106.
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DISCUSSION


The results indicate that knowledge of one word in a family does not
necessarily imply productive knowledge of other forms in that family. If
learning the derivative forms in a word family were relatively automatic
once a student knew one member, the participants would have either (a)
marked prompt words and their derivative forms as unknown (Level A)
or (b) produced all derivative forms for prompt words reported as
known (Level D). All the values in the Level A column of Table 3 would
have been 0%, and all the values in the Level D column would have been
100%. Likewise, in Table 1, the highest percentages would have been in
the 0 (no forms produced) or 4 (four forms produced) columns.
Instead, the trend seems to be that the participants knew some, but not
all, derivatives. In fact, the combined nonnative participants had produc-
tive knowledge of derivatives in all four major word classes in only 18.2%
of the cases. This percentage was only slightly higher (24.7%) for words
that they indicated they could use in their speech and writing (Level D).


These findings are in line with the previously mentioned studies
challenging the facilitative effect of word family knowledge in the
productive mode. The figures in Table 3 indicate that a learner who
knows a word receptively or productively is likely to be able to produce
either two or three of its four word class derivatives. In addition, learners
are likely to know one or two of the derivative forms even for words that
they would rate as unknown. Like most (or perhaps all) other forms of
lexical knowledge, derivational knowledge seems to be learned incre-
mentally, with learners typically knowing some, but not all, of the
derivative forms in a word family.


Increases in the numbers of forms known are evident in the differ-
ences among the three groups of participants: The ESL students knew
the fewest derivative forms, the proficient and experienced MA-ELT
students knew more, and the native speakers knew the most. These
differences suggest that global mastery of derivative forms may increase
with general proficiency, although even very advanced users of English
are likely to have some gaps in their derivational knowledge.


The ESL learners showed clear, consistent improvement in their
ability to produce noun and verb derivative forms through the four
learning stages represented by the TAL scale. Conversely, their perform-
ance on the adjective and adverb word forms was more erratic. The data
indicate that the learning of adjective and adverb derivative forms does
not track as closely with improving general word knowledge as the
learning of noun and verb derivative forms.


Although learners seem to manage some derivational knowledge even
for words reported as unknown, extending this knowledge to all four
word forms seems to be difficult. Learners may plateau at a certain level
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of derivational acquisition owing to factors other than difficulty alone.
For example, Jullian (2000) suggests that advanced learners experience
a “lexical acquisition plateau” (p. 37) in which they manage to communi-
cate with a restricted vocabulary and therefore do not feel the need to
incorporate new terms. Similarly, Laufer (1991) has suggested that when
advanced learners can communicate adequately with restricted vocabu-
lary, they lack the “communicative need” (p. 441) to inspire them to
expend the effort to learn additional items. In terms of derivational
knowledge, this suggestion may be particularly relevant; learners can
often be understood when they use incorrect word forms. Furthermore,
in her active vocabulary threshold hypothesis, Laufer suggests that
learners’ productive and receptive vocabularies differ considerably:
“Even though our passive vocabularies develop throughout our lifetime,
long after the grammar of a language has been acquired, our productive
lexicon will grow only until it reaches the average level of the group in
which we are required to function” (p. 445).


IMPLICATIONS FOR TEACHING


This study indicates that teachers cannot assume that learners will
absorb the derivative forms of a word family automatically from expo-
sure. Rather, in this area, explicit attention to form may be of value. The
call for explicit instruction in suffixes is not new (see Thorndike, 1941);
Nation (1990, 2001) has long argued for the explicit teaching of word
parts. In addition, Laufer (1991) suggests that the teacher should create
the necessity for vocabulary enrichment, thus helping learners progress
beyond the average productive vocabulary level of the group in which
they are functioning. Although there is insufficient L2 research to
inform a comprehensive approach, the following set of suggestions
drawn from the literature may prove useful in setting up such instruction
(see Nation, 2001, chapter 8, for detailed pedagogical advice).


When presenting a new word to students, also introduce its derivative forms.
Learning lexical items with their derivative forms may help learners
begin thinking in terms of word families instead of individual words
(Schmitt, 1994). After learners gain some awareness of regularities in
English word formation, teachers can ask them to infer the derivatives of
a new word. Factors found to facilitate learning of new words include a
combination of unproblematic pronunciation, derivational regularity,
and morphological transparency (Laufer, 1997). A word family that does
not have these general characteristics—which can make learning its
various derivatives easier—might be a logical target for teaching.
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Instruct learners in English affixes. Instruction in affixes can involve work
with word formation regularities, such as those found in the Cambridge
International Dictionary of English (1995, pp. 262–264). Learners might
also memorize a list of key words as a mnemonic aid for the component
morphemes to use in new words (Nation, 1990, pp. 168–174). When
providing this instruction, teachers should remember that suffix use can
be deceptive, leading to inaccurate forms, such as the above-mentioned
*releasement and *survivtion. Learners need instruction in the use of
suffixes along with a healthy dose of caution.


Emphasize adjectives and adverbs as needed. Because adjective and adverb
forms appear to be the least likely members of a word family to be
known, teachers might logically emphasize them in explicit instruction
to the extent that other factors (e.g., frequency of use) suggest their
importance.


Suggest academic reading when appropriate. Identification of the relation-
ship between derivational knowledge and types of input was beyond the
scope of this study, but L1 research suggests that reading aids in the
acquisition of derivatives. Academic texts in particular provide exposure,
which facilitates acquisition (Chafe & Danielewicz, 1987; Nagy et al.,
1993; Tyler & Nagy, 1990). Academic reading might have a similar
beneficial effect for ESL learners.


CONCLUSION


An interesting finding in the research was that the responses of the
native-English-speaking participants showed a great deal of creativity and
sometimes a lack of consensus on the correct derivatives. Perhaps even
proficient speakers generate inappropriate word forms based on partial
derivational knowledge. This tendency can serve as a teaching opportu-
nity. When the creative forms may be acceptable, they should be
acknowledged as such; when they are not acceptable, teachers should try
to capitalize on the partial knowledge that these errors indicate. For
example, the teacher might explain that a certain suffix is correct for the
desired part of speech but not with the particular word given. A
reminder that the derivational system in English seems deceptively
regular but is in fact arbitrary may be useful; using derivative forms
accurately is no easy task, so the failure of ESL learners to use derivatives
correctly is not surprising.


Research on ESL learners’ writing suggests that derivational errors are
a significant problem even if they are not especially numerous compared
with other errors, such as article errors or verb inflection errors (Bardovi-
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Harlig & Bofman, 1989). Given the general state of incomplete deriva-
tional knowledge indicated by this study, why are derivational errors not
more widespread? We suspect that learners may avoid derivative forms.
Learners may prefer to use a particular word but realize they are unsure
of the appropriate derivative, or they may simply learn how to express a
particular idea without needing to attempt unknown derivatives. In this
case, a considerable portion of a learner’s lexicon may remain unused
due to the lack of requisite knowledge of derivation. This aspect of
lexical knowledge and use seems an opportune target for additional
research.
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APPENDIX A


Accepted Derivative Forms of Prompt Words


Noun Verb Adjective Adverb


assumption assume assumed X
X


authority authorize authorized authoritively
authorization authoritive authoritatively


authoritative


tradition traditionize traditional traditionally
X


selection select selective selectively
select
selected


access access accessible accessibly
accessibility accessed X


ethnicity X ethnic ethnically


philosophy philosophize philosophical philosophically
philosophic


inevitability X inevitable inevitably


liberality liberalize liberal liberally
liberalization
liberalness
liberty


release release released X


survival survive surviving X


ideology X ideological ideologically
X


precision X precise precisely
preciseness


minimum minimize minimal minimally
minimization minimum


coherence cohere coherent coherently
coherence X


persistence persist persistent persistently
persistency


Note. The most frequently occurring member of each word family is in italics; X indicates a
judgment that no typical form exists.
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APPENDIX B


Instrument


Section 1
Directions: For each of the words that is listed below, select the ONE blank that best describes
how well you know the word. IF YOU SELECT BLANK D, PLEASE WRITE A SENTENCE
WHICH USES THE WORD AND SHOWS ITS MEANING.


Make sure you show the meaning of the word in the sentence. If the meaning is unclear or
incorrect, you will be marked down. In addition, there are a number of imitation words
included with the real words. Carefully consider how well you know each word before marking
the survey, so that you don’t say that you know a word which does not exist.


A B C D


I don’t know I have seen the word I understand the I know the word and
the word. before but am not word when I see or can use it in my own


sure of the meaning. hear it in a sentence, speaking and writing.
but I don’t know [If you select this
how to use it in my blank, please write a
own speaking or SENTENCE which uses
writing. the word and shows its


meaning. ]


Section 2
Directions: Most words can be changed to different parts of speech. For example, the word
STIMULATE is a verb but can be changed to a noun form (STIMULATION) or an adjective
form (STIMULATING). In the case of STIMULATE, there is no adverb form, but many other
words do have an adverb form.


In this section, look at each word and write the correct form in each sentence. If there is
more than one possibility (e.g., more than one adjective form) you only need to write one. If
there is no form, put an “X” in the blank on the left. Sometimes the form will not need
changing, as it is already correct (such as STIMULATE in the example below).


EXAMPLE:


stimulate
stimulation Noun A massage is good _______.
stimulate Verb Massages can _______ tired muscles.
stimulating Adjective A massage has a _______ effect.
____X______ Adverb: He massaged _______.


1. assume
Noun He made an ___________________ that she likes meat.
Verb He can __________________ that she likes meat.
Adjective He had an __________________ idea that she likes meat.
Adverb He decided ___________________ that she likes meat.


2. authority
Noun The judge had the __________________ to let us view the tax records.
Verb He decided to __________________ the viewing of the tax records.
Adjective The __________________viewing of the tax records was unpopular.
Adverb All judges speak __________________.


3. traditional
Noun The celebration of Thanksgiving is an American __________________.
Verb Americans __________________ Thanksgiving.
Adjective Thanksgiving is a _________________ American holiday.
Adverb Thanksgiving is __________________ celebrated in American families.
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4. select
Noun There was a large __________________ of cars to buy.
Verb We decided to __________________ one car.
Adjective The best cars were bought by ___ car customers who chose carefully.
Adverb We looked at the cars ___________________.


5. access
Noun The university student was given __________________ to the library.
Verb The student wanted to __________________ the library.
Adjective The helpful librarians make it an __________________ library.
Adverb The library was __________________ located.


6. ethnic
Noun The people in his neighborhood shared the same _________________.
Verb The neighborhood _________________.
Adjective The people lived in __________________ neighborhoods.
Adverb The neighborhoods were divided __________________.


7. philosophy
Noun She explained her __________________ of life to me.
Verb She was known to __________________ about her life.
Adjective She was known as a __________________ person.
Adverb She discussed her life __________________.


8. inevitably
Noun A disagreement between the two politicians was an ________________.
Verb A disagreement __________________.
Adjective The __________________ disagreement between the politicians was loud.
Adverb A disagreement __________________ occurred.


9. liberal
Noun The __________________ of the law was opposed by some politicians.
Verb They did not want to ___________________ the law.
Adjective His __________________ opinions were not accepted by the politicians.
Adverb He voted __________________.


10. release
Noun The ____________________ of the prisoner was delayed.
Verb The police had to __________________ the prisoner yesterday.
Adjective The ___________________ prisoner left town.
Adverb The prisoner left town __________________.


11. survive
Noun A young child fought for __________________ after the accident.
Verb The child __________________ the accident.
Adjective The child was the only __________________ member of the family after the


accident.
Adverb The child lived __________________.


12. ideology
Noun The first politician had a different __________________ from the second


politician.
Verb The two politicians __________________ differently.
Adjective The two __________________ politicians differed.
Adverb The two politicians differed ___________________.


13. precise
Noun A doctor must work with ___________________.
Verb A doctor ___________________.
Adjective Medical care requires __________________ work.
Adverb Doctors must work __________________.
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14. minimum
Noun Advanced warning of the storm resulted in a __________________ of damage.
Verb The advanced warning of the storm helped to __________________ its


damage.
Adjective The storm caused __________________ damage.
Adverb The area was damaged __________________.


15. coherent
Noun The judge was impressed by the _________________ of the lawyer’s argument.
Verb The lawyer makes sure her points ____________with one another.
Adjective The lawyer made __________________ arguments.
Adverb The lawyer argued __________________.


16. persist
Noun The judge changed his mind because of the lawyer’s ________________.
Verb The lawyer would __________________ until the judge changed his mind.
Adjective The ________________ lawyer persuaded the judge to change his mind.
Adverb The lawyer argued __________________.
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Tests of ESL listening comprehension attempt to sample from language
that reflects what examinees will be expected to comprehend in the
relevant contexts, but most listening tests do not address the fact that
accented English is a normal part of ESL listening. To begin to explore
the issue, this study examined the extent to which native-English-
speaking and ESL listeners performed better on a test when the speaker
shared their native language. Four groups of 100 listeners, whose native
languages were Chinese, Japanese, Spanish, and standard American
English, heard brief lectures presented in English by speakers with
different native languages and answered questions based on the lec-
tures. The results indicated that both native and nonnative listeners
scored significantly lower on listening comprehension tests when they
listened to nonnative speakers of English, native speakers of Spanish
scored significantly higher when listening to Spanish-accented speech,
and native speakers of Chinese scored significantly lower when listening
to speakers who shared their native language.


Assessment of ESL listening comprehension requires test developers
to sample from the language that examinees will be required to


listen to in the contexts of interest to test users. For example, if tests used
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for admission to higher education in English-speaking countries (e.g.,
the Test of English as a Foreign Language [TOEFL]) are to include
authentic samples of language, test developers must carefully consider
the range of language varieties that examinees would eventually encoun-
ter and have to engage with in higher education. In sections of the test
requiring comprehension of spoken English, test developers must con-
front the fact that international students who come to North America to
attend a college or university encounter accents of English other than
standard American, as some college instructors may be nonnative
speakers (NNSs) of standard American English or may speak other
varieties of English, such as British, Australian, or subcontinental Indian.
In fact, beginning undergraduate courses in such subjects as mathemat-
ics, chemistry, and computer science—some of the most critical contexts
for listening comprehension—are often staffed by international teaching
assistants (ITAs).


If a test of listening comprehension is to reflect the authentic
language of important listening contexts at the university, it should
include accented English. However, accented language may affect the
listening comprehension of ESL listeners differently depending on their
native languages. Such effects would constitute test bias, which would be
considered evidence against the test’s construct validity. Do test develop-
ers need to sacrifice the construct validity of listening tests in order to
ensure their authenticity? Answering this question requires evidence
about the extent to which accented language differentially affects
listening comprehension. In this article, after reviewing existing evi-
dence concerning accented speech and listening comprehension, we
present the results of a study conducted as part of an effort to revise the
TOEFL (Bejar, Douglas, Jamieson, Nissan, & Turner, 2000).


THE EFFECT OF ACCENTS ON
LISTENING COMPREHENSION


Research on the relationship between accent and listening compre-
hension has had mixed results and has not directly addressed the
measurement issues at stake for ESL assessment. This research has been
inconclusive because listening comprehension is a complex construct,
comprising a range of processes and inferred by various responses from
the listener. The factors of familiarity and degree of exposure, attitude,
and stereotyping all appear to contribute to listening comprehension.
Despite its complexity, however, the research seems to suggest a connec-
tion between accented speech and listening comprehension.
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Accent and Comprehension


Flowerdew (1994) summarizes several studies supporting the view that
unfamiliar accents, both native and nonnative, cause difficulty in com-
prehension for both native and nonnative speakers (Anderson-Hsieh &
Koehler, 1988; Bilbow, 1989; Brown, 1968; Ekong, 1982; Richards, 1983).
Eisenstein and Berkowitz (1981) reported that ESL learners more easily
understood standard English than either foreign-accented English or
working-class New York English. One possibility is that learners have an
advantage in listening comprehension and intelligibility when the speaker
shares the listener’s accent (Flowerdew, 1994). This hypothesis is sup-
ported by Wilcox (1978), who concluded that Singaporean learners of
English found speakers of their own accent background easier to
understand than speakers from different accent backgrounds. Similarly,
in Brown’s (1968) study in West Africa comparing Twi, Ewe, and British
English Received Pronunciation, Twi and Ewe speakers understood
English better when speakers shared their native language. Smith and
Bisazza’s (1982) research only partially supports this hypothesis: In their
study, Japanese listeners more easily understood Japanese speakers of
English than they did U.S. speakers, but, surprisingly, subcontinental
Indians understood U.S. speakers better than they understood Indian
speakers.


Whereas modest support exists for the hypothesis that one’s own
accent is the easiest one to comprehend, stronger evidence exists for the
more general hypothesis that familiar accented speech is easier to
understand. Finding no support for the former hypothesis, Tauroza and
Luk (1997) argue that familiarity with a certain foreign accent is what
aids listening comprehension (p. 62). Gass and Varonis (1984) also
found that familiarity with a foreign accent was a factor in comprehen-
sion, in addition to the listener’s familiarity with the speaker, with
nonnative speech in general, and with a given topic. This finding is
consistent with that of Pihko (1997), who found that familiar standard
(native and nonnative) varieties of English were easiest for Finnish and
British participants to understand.


Accent, Attitude, and Perception


Another complication arises from the difficulty in conducting and
interpreting studies on the relationships between accented English and
listening comprehension. In such studies, researchers are limited to
observing participants’ reported comprehension, which is influenced
not only by the actual accentedness of the language they hear but also by
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their attitudes toward the perceived accent. The effect of attitude is
problematic for research in view of the clear findings indicating that ESL
speakers are often stereotyped based solely on their accents (Brennan &
Brennan, 1981; Cargile, 1997; Nesdale & Rooney, 1996; Rubin & Smith,
1990).


Stereotypes can include the perception that NNSs come from a lower
social status than native speakers (NSs) do (Brennan & Brennan, 1981;
Nesdale & Rooney, 1996). In Nesdale and Rooney’s study, Australian
children assigned lower status rankings to Italian- and Vietnamese-
accented Australian English than to native Australian English. The
authors claimed that, once the respondents recognized an accent, they
categorized the speaker as having lower status regardless of the degree of
that accent. Mackey and Finn (1997) also emphasize that untrained
native English listeners rate nonstandard native English accents as less
natural sounding than standard speech but as more natural sounding
than nonnative accented speech.


The studies of attitude and accent most relevant for this study are
those focusing on classrooms. In Gill’s (1991) study, native speakers of
English rated standard accents more favorably than they rated nonnative
accented speech, and Toro (1997) found that Puerto Rican students
rated standard American English more favorably than they rated the
English of Greeks, Puerto Ricans, and southern Americans. In a study of
ITAs (Rubin & Smith, 1990), negative stereotypes based on foreign-
accented speech prompted college students to judge instructors with
heavy accents as having poor teaching skills. Furthermore, “the degree to
which subjects believed the speech samples were accented (as opposed
to the level of actual accent) was a good predictor of how they rated
NESTAs’ [nonnative-English-speaking teaching assistants’] teaching abil-
ity” (p. 349). Cargile (1997) observed attitudes toward accented speech
and compared the acceptability of Mandarin-accented English in higher
education and in a job interview. Listeners rated the English of Mandarin
ESL speakers as less acceptable in a college classroom than in a job
interview.


If negative attitudes and stereotyping were confined to native English
listeners, the issue would not directly affect bias in an ESL test, but a few
studies have found that ESL learners also hold negative attitudes toward
nonnative accents. Finnish ESL learners accepted native varieties as
authentic English while perceiving nonnative speech as “strange En-
glish” (Pihko, 1997). ESL learners who had been exposed to the target
language had mixed attitudes toward nonnative accents (Dalton-Puffer,
Kaltenboeck, & Smit, 1997): Participants based their positive or negative
responses on their personal experiences in the target language environ-
ment. Thus, stereotypes regarding nonnative, accented speech seem to
exist as perceptual constructs in the minds of both NSs and NNSs of
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English, and these attitudes may have strong influences on listening
comprehension.


Assessment of Listening Comprehension


Because of the role of attitudes in listeners’ perceptions of what they
comprehend, researchers have found it useful to distinguish between
perceived comprehensibility—listeners’ perception of a speaker’s compre-
hensibility—and actual intelligibility, or how well listeners actually under-
stand the stimulus (Munro & Derwing, 1995a). A third construct
researchers have attempted to assess is accentedness, which refers to
degree of foreign accent. Munro and Derwing (1995a, 1995b) and
Derwing and Munro (1997) consistently found that intelligibility scores
were higher than comprehensibility scores, which in turn were higher
than accentedness scores. They claim that nonnative speech may be
highly intelligible even if the speaker has a strong foreign accent (Munro
& Derwing, 1995a, p. 74). Thus, foreign accent alone is not necessarily a
good predictor of intelligibility (p. 91). Listeners tend to award lower
comprehensibility scores to accented speech than the listener’s intelligi-
bility score would warrant (Derwing & Munro, 1997). This inconsistency
might indicate that even though NNSs may be relatively well understood
(i.e., intelligible), native-speaking judges tend to give foreign-accented
speech a relatively lower comprehensibility rating.


Collectively, the accent-related effects on comprehension found by
some studies suggest some cause for concern over the introduction of
varieties of English into a test of listening comprehension. At the same
time, the research has been difficult to conduct and interpret because of
the factors involved in assessing listening comprehension of language
varieties. In addition, interpreting this research brings many variables
into play. A prudent way to explore the question would seem to be to
obtain data directly from the context of interest using test materials
designed to investigate potential test bias for participants of known
linguistic backgrounds.


The study described here was designed to detect the most likely
instances of test bias as predicted from previous research. In view of the
finding that familiarity with the speaker’s accent aids comprehension,
one would expect NNSs of English to understand the spoken English of
NNSs who share their native language better than they understand the
spoken English of other NNSs; after all, many English language teachers
of NNSs are themselves NNSs and, in most cases, share the learners’
native language (Schmied, 1991). Our research question, one of many
raised by the Educational Testing Service (ETS) TOEFL 2000 Listening
Team (Bejar, Douglas, Jamieson, Nissan, & Turner, 1998), was: Do







178 TESOL QUARTERLY


listeners perform significantly better on a test of listening comprehen-
sion in English when the speaker shares the listeners’ native language?


METHOD


We investigated this question by constructing and administering a
specially designed version of the listening section of the TOEFL, called
the Listening Comprehension Trial Test. It included lectures delivered in
English by NSs of four languages; participants taking the test represented
the same language backgrounds.


Participants


The participants consisted of four groups of 100 listeners whose native
languages were Chinese, Japanese, Spanish, and standard American
English. We chose the three non-English languages because they were
among the most common native languages of TOEFL takers in 1997–
1998 (Chinese, 20.5%; Japanese, 18.4%; Korean, 13.4%; Spanish, 5.8%)
(ETS, personal communication, October 22, 1998). We included speak-
ers of Spanish (the only Indo-European language in this group) over
speakers of Korean because we wanted to investigate native languages
that are not genetically related (i.e., that do not descend from a common
ancestor language) in order to obtain results for representatives of
different typologies or language families; Japanese and Korean are
genetically related, but Chinese, Japanese, and Spanish are not. We
included NSs of English to provide a baseline for comparison with
nonnative-speaking participants and to make this research comparable
with other studies that included native listeners. The 300 nonnative-
English-speaking listeners were selected from potential TOEFL takers
residing in their home countries (100 participants each from China,
Colombia, and Japan). The 100 native-English-speaking listeners were
undergraduate and graduate students at Arizona State University and
Northern Arizona University in the United States.


Listening Comprehension Trial Test


To assemble the Listening Comprehension Trial Test (prepared by
Hagen’s Studio in Princeton, New Jersey, where the TOEFL is normally
produced), we recorded eight speakers (one male and one female NS of
Chinese, Japanese, Spanish, and standard American English) as each
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delivered eight lectures with similar levels of difficulty (based on results
from previous testing; see below).


Selection of Lecture Scripts


We selected the lecture scripts and questions from scripts (made
available to us by ETS) that had been used previously on institutional
and international TOEFLs. According to the standard statistical proce-
dure used by ETS to measure item characteristics, the items ranged in
difficulty (as indicated by mean deltas) from 7.0 to 13.8, and item
discrimination (as indicated by r -biserials) ranged from 0.27 to 0.70. We
selected eight scripts, one each on linguistics, geology, film studies, earth
sciences, communication studies, history, biology, and health sciences.
Each script took approximately 2 minutes to read aloud; the test
included four questions based on each script.


Selection of Speakers


The two NSs of standard American English selected to deliver the
lectures (one male, one female) had been previously employed as
speakers by ETS. To reflect the gender balance of the speakers who
deliver the lectures on the listening comprehension section of the
TOEFL, we chose three male and three female NNSs as speakers. We
determined that they should have moderate foreign accents, defined as
accents that would be acceptable for a U.S. ITA and would correspond to
a score of 50–55 on the Test of Spoken English (TSE) (although we
acknowledge that TSE scores are not based solely on accent).


Selecting appropriate NNSs was difficult. Eligible speakers were hard
to find, and we rejected a number of potential speakers after hearing
audio samples because their accents were too strong or too weak. We also
rejected speakers who failed to (a) sound conversational, (b) sound like
genuine speakers of a given dialect, (c) handle the terminology of the
scripts fluently and thus did not appear to be experts in the field
represented in the lecture, or (d) have the mature voice quality and
pitch of a professional or academic speaker. After considerable delibera-
tion, we selected six speakers who fit the above criteria and had
moderate foreign accents as assessed impressionistically by us and by the
recording specialist at ETS.


To obtain another indication of the speakers’ degree of accent, we
asked 76 native-English-speaking students at Arizona State University and
Northern Arizona University who did not take the Listening Compre-
hension Trial Test to rate the eight speakers’ accents from 1 (very heavy
accent) to 5 (no accent). They heard each speaker deliver the same







180 TESOL QUARTERLY


approximately 1-minute segment from the lecture on the test that
concerned the origin of language. The NSs averaged nearly perfect
scores of 5 (see Table 1); the Spanish speakers received the next best
scores. Interrater reliability was high (Hoyt reliability coefficient was .847
for the individual raters and .997 for the average ratings).


Test Administration


We administered the Listening Comprehension Trial Test at (a) the
School of English Language Communication, Beijing Foreign Studies
University, Beijing, China; (b) Centro Colombo-Americano, Bogotá,
Colombia; (c) the English Language Program, International Christian
University, Tokyo, Japan; (d) Arizona State University, Tempe, in the
United States; and (e) Northern Arizona University, Flagstaff, in the
United States. As an assessment of the participants’ general listening
comprehension ability, the participants took the listening section of a
disclosed form of the paper-and-pencil institutional TOEFL before
taking the Listening Comprehension Trial Test.


Each group of 100 participants was divided into two, for a total of
eight groups. In the test, which lasted approximately 32 minutes, each
group heard an audiotape of all eight speakers and all lectures, but each
group heard the lectures delivered by different speakers (see Table 2).
For example, Group 1, the first group of Chinese participants, listened to


TABLE 1


Ratings of Speakers’ Degree of Nonnative Accent


Native language and speaker M


Chinese
Female 2.21
Male 2.15
Overall M 2.20


Japanese
Female 1.62
Male 2.38
Overall M 2.00


Spanish
Female 3.80
Male 3.22
Overall M 3.50


Standard American English
Female 5.00
Male 4.99
Overall M 5.00


Note. 76 listeners; rating scale ranged from 1 (very heavy accent) to 5 (no accent).
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the first lecture delivered by the male speaker of standard American
English; Group 2, the second group of Chinese participants, listened to
the same lecture delivered by the female speaker of Japanese. Lectures
given by speakers with the same accent did not occur adjacently on the
audiotape, but the order of speakers was the same for each participant
group. This design allowed us to control for topic and to examine the
effect of speaker; it did not control for order effect, as all participant
groups heard the lectures in the same sequence.


Data Analysis


We analyzed the test results of the 400 participants by means of a two-
factor (four-by-four) analysis of variance (ANOVA) with one between-
subjects factor (four levels) and one within-subjects factor (four levels).
The between-subjects factor was the language of the listener (1, Chinese;
2, Japanese; 3, Spanish; 4, standard American English). The within-
subjects factor was the language of the speaker (with the same four
levels). To facilitate interpretation of the effects of each factor separately
on listening comprehension, we conducted a separate analysis for each
factor. There were a total of 12 contrasts, so the significance level was
adjusted to .004 (.05/12) to address the potential problem of Type I
error. The dependent variable was English listening proficiency as
measured by the listeners’ scores on the listening section of a disclosed
form of the paper-and-pencil institutional TOEFL.


TABLE 2


Order of Speakers Heard by Listener Groups


Listener group


Chinese Japanese Spanish English


Lecture 1 2 3 4 5 6 7 8


1 StM JaF SpF ChM JaM StF SpM ChF
2 JaF SpF ChM JaM StF SpM ChF StM
3 SpF ChM JaM StF SpM ChF StM JaF
4 ChM JaM StF SpM ChF StM JaF SpF
5 JaM StF SpM ChF StM JaF SpF ChM
6 StF SpM ChF StM JaF SpF ChM JaM
7 SpM ChF StM JaF SpF ChM JaM StF
8 ChF StM JaF SpF ChM JaM StF SpM


Note. Ch = Chinese-speaking; Ja = Japanese-speaking; Sp = Spanish-speaking; St = standard
American English–speaking; M = male; F = female.
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RESULTS


The study was designed to answer the following research question: Do
listeners perform significantly better on a test of listening comprehen-
sion in English when the speaker shares the listeners’ native language?
The two independent variables were the listeners’ native language and
the speaker’s native language (in both cases, Chinese, Japanese, Spanish,
or standard American English). The dependent variable was the score
achieved on the Listening Comprehension Trial Test.


The 96 native-English-speaking listeners performed better than the
287 nonnative-English-speaking listeners (Table 3; Figure 1). The ANOVA
for this repeated-measures design revealed significant overall differences
in performance based on the language of the speaker, F(3, 1137 df ) =
28.560, p = .000, and on the language of the speaker and the language of
the listener group, F(9, 1137 df ) = 5.257, p = .000.


FIGURE 1


Listener Groups’ Mean Scores on Subsections of
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The interaction of the speaker’s and the listeners’ language differed
depending on the listeners’ language. We conducted post hoc analyses to
examine these relationships further. With standard American English as
the basis of comparison, Chinese listeners performed significantly better
on lectures recorded by standard American English speakers than they
did on lectures recorded by Chinese speakers, F(1, 94 df ) = 9.907, p =
.002. Next, we made pairwise comparisons between Chinese listeners’
performance when the speakers were either American, Japanese, or
Spanish. The Chinese listeners did not perform significantly differently
on lectures recorded by Japanese speakers than they did on lectures
recorded by standard American English speakers, F(1, 94 df ) = 8.136, p =
.005). In addition, the Chinese listeners’ performance on lectures
recorded by standard American English speakers and on those recorded
by Spanish speakers was not significantly different, F(1, 94 df ) = .134, p =
.715.


With standard American English as the basis for comparison, Japanese
listeners’ performance was not significantly different on lectures deliv-
ered by Japanese speakers, F(1, 98 df ) = 4.785, p = .031. Pairwise
comparisons of Japanese listeners’ performance when the speakers were
either American, Chinese, or Spanish showed that the Japanese listeners
did not perform significantly differently on lectures delivered by Chinese
speakers, F(1, 98 df ) = .429, p = .514, or by Spanish speakers, F(1, 98 df ) =
.425, p = .516.


Again with standard American English as the basis for comparison,
Spanish listeners performed significantly differently on lectures deliv-
ered by Spanish speakers, F(1, 92 df ) = 29.632, p = .000. Pairwise
comparisons indicated that the Spanish listeners performed significantly
differently on lectures by Chinese speakers, F(1, 92 df ) = 15.606, p = .000.
In contrast, the difference between their performance on lectures by
standard American English and by Japanese speakers was not significant,
F(1, 92 df ) = .996, p = .321.


For standard American English speakers, the difference between their
performance on lectures by standard American English speakers and by
Chinese speakers was significant, F(1, 95 df ) = 12.789, p = .001. Neither
the difference between their performance on lectures spoken by stan-
dard American English and by Japanese speakers nor between their
performance on lectures spoken by standard American English and by
Spanish speakers was significant: F(1, 95 df ) = 2.654, p = .107, and F(1, 95
df ) = .255, p = .615, respectively.


Table 4 summarizes the significance of differences between the
listening comprehension scores according the native language of the
speaker and listeners, with standard American English as the basis of
comparison. When listeners shared the speaker’s language, only one
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group showed an advantage: Spanish listeners scored higher when
hearing English lectures by Spanish speakers.


In order to address two threats to the internal validity of the study, we
conducted two additional analyses. First, to investigate whether any
relationship existed between overall listening comprehension level and
the scores on the Listening Comprehension Trial Test according to
native language of the speakers, we divided each group of nonnative
listeners into three subgroups according to their scores on the institu-
tional TOEFL (Level 1, 0–29; Level 2, 30–41; Level 3, 42–50; a perfect
score is 50). The interactions among the speaker’s language, the
listeners’ language, and TOEFL level were not significant, F (15, 1113
df ) = .548, p = .914. Although we did not include the sex of the speaker
as a variable in our basic research question, we considered it in a post
hoc analysis. The overall effect of the sex of the speaker, taking all
listeners together, was not significant, F(1, 277 df ) = .794, p = .374, nor
was the effect of the sex of the speaker and the listeners’ language, F(2,
277 df ) = .151, p = .859.


DISCUSSION


Do listeners perform significantly better on a listening comprehen-
sion test when the speaker shares their native language? The answer to
this question was not a clear yes or no but, rather, sometimes (see Table
4 above). Listening to a lecture spoken by an NS of their language was an
advantage for the Spanish-speaking listeners, but it was a disadvantage
for the Chinese-speaking listeners (Figure 1; Tables 3, 4). The other
patterns also show no consistent trends regarding the effect of the


TABLE 4


Significance of Differences Between Comprehension of Standard American English


Speakers and of Speakers With Other Native Languages


Speaker’s native language


Listener group Chinese Japanese Spanish


Chinese – 0 0


Japanese 0 0 0


Spanish – 0 +


Standard American English – 0 0


Note. + = positive significant difference; – = negative significant difference; 0 = no significant
difference.
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lecturer’s native language: The Chinese listeners scored slightly higher
when hearing Japanese speakers than when they heard Chinese speak-
ers; the Japanese listeners scored lower—but not statistically significantly
lower—when hearing Japanese speakers than when they heard Chinese
speakers; the Spanish speakers scored lower when hearing Chinese
speakers than when they heard Japanese speakers.


However, all of the nonnative listener groups scored higher when
hearing Spanish speakers than when hearing any other NNS. In fact, the
scores of the Chinese and Japanese listeners when they heard Spanish
speakers were not significantly different from their scores when they
heard standard American English speakers. One possible reason is that
the Spanish speakers had less accent than the other two groups did (see
Table 1). The native-English- speaking listeners who rated the speakers
were residents of Arizona, where Hispanic English is very common, so
familiarity may have predisposed the listeners to rate the speakers as
having less accent. However, even taking this into account, the Spanish
speakers still scored well below the NSs (approximately 3.5 and 5.0,
respectively).


Why, then, should Chinese and Japanese listeners understand the
Spanish speakers just as well as they understood the standard American
English speakers even though the Spanish speakers had moderate
foreign accents? We can only speculate, as the focus of this study was not
to determine the source of difficulty in comprehension but rather to
uncover differences in comprehension of speakers with different ac-
cents. Familiarity with a Spanish accent was probably not a factor,
because the listeners were residents of Beijing and Tokyo, where presum-
ably Spanish-accented English is not readily encountered.


One possible explanation relates to the prosodic characteristics of
Spanish, Chinese, and Japanese, particularly rhythm. Producing seg-
mentals accurately is only one aspect of sounding nativelike. Prosodic
accuracy is also very important, as evidenced by the current popularity of
English pronunciation materials dealing with prosody. Spanish is a
syllable-timed language (among other things, syllables are of roughly
equal length with very little vowel reduction) whereas English is a stress-
timed language (i.e., stressed syllables are much longer than unstressed
syllables, which are frequently reduced).1 Chinese, though a tonal
language, is more like a syllable-timed language than like a stress-timed


1 The intricacies of different rhythms are much more complex than stated here and have
been disputed for decades. Some analysts (Lea, 1974; O’Conner, 1965; Shen & Peterson, 1962)
reject the notion of stress-isochrony altogether. That is, they claim that in so-called stress-timed
languages, the durations between major stresses are roughly equal regardless of the number of
intervening unstressed syllables, whereas others claim that there is a tendency to perceive
speech in isochronous units (Barnwell, 1971; Classe, 1939; Lehiste, 1977; Major, 1981; Uldall,
1971).
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language because its syllables are roughly of equal length and it has very
little vowel reduction (because each syllable must have a tone); Japanese,
a mora-timed language, also has very little vowel reduction and is more
like a syllable-timed language than like a stress-timed language. We
subjectively assessed the speech of the Spanish speakers to be syllable
timed (although no acoustic analyses were performed). In fact, in our
selection of speakers, we considered rhythm as an important characteris-
tic of a Spanish accent. The rhythm of the Spanish speakers’ language
may have aided the listening comprehension of the Chinese and
Japanese listeners. Thus, the little foreign accent of the Spanish speakers
(relative to the Chinese and Japanese speakers) coupled with a rhythm
similar to that of Chinese and Japanese may have helped these listeners
score higher. The possible effect of rhythm on comprehension suggests
that any given foreign accent may have other characteristics that aid (or
hinder) comprehension for listeners with a different native language. If
this study had considered other languages with different rhythms, the
results may have been different. For example, if NSs of Brazilian
Portuguese had been listeners, perhaps the Spanish advantage would
have not been present, because Brazilian Portuguese has a stress-timed
rhythm similar to that of English (Major, 1985).


Attitude is another possible reason for the greater comprehensibility
of Spanish speakers for Japanese and Chinese listeners. As we have
noted, positive attitudes increase comprehension whereas negative atti-
tudes decrease comprehension. The Japanese and Chinese listeners may
have denigrated their own English2 as a result of their more modest and
less self-congratulatory behavior, relative to Spanish speakers. If so, it is
not surprising that the Japanese and Chinese had difficulty understand-
ing the English of speakers who shared their native language. However,
because determining the attitudes of the listeners in this study was
beyond the scope of our research, we can only speculate that attitudes
played a role in listening comprehension.


Clearly, using speakers with different native languages might have
produced different results; thus, further research using different native
languages is called for. However, our research suggests that the speech of
NNSs of English may have phonological characteristics that advantage or
disadvantage listeners. Some of these characteristics may be associated
with speakers and listeners sharing a native language; others may not.
Thus, using NNSs as speakers on listening comprehension tests may
advantage some groups and disadvantage others. Because proficiency
level proved to be nonsignificant, we conclude that proficiency level is
neither an advantage nor disadvantage in considering the effect of
sharing the native language as the speaker.


2 An anonymous reviewer suggested this explanation.
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CONCLUSION


This study represents a first attempt at gathering data pertaining to
the question of whether including nonnative varieties of English on an
EFL listening test runs the risk of differentially advantaging and disad-
vantaging test takers of particular language backgrounds. The results of
this research suggest that a listening test including nonnative varieties in
the interest of authenticity may create test bias, thereby posing a threat to
construct validity. Due to the limitations of the study, however, we can
draw no clear implications for test development but can conclude only
that this issue is worthy of further investigation.


One limitation was the design of the study. We assumed that all the
lectures (and the associated four test items) would be of comparable
difficulty. In fact, however, because the listeners heard different lectures,
they did not all answer the same test items. The results might therefore
be attributable to the difficulty or familiarity of the lecture topics and the
difficulty of the questions rather than to the speakers’ accents. A second
limitation was the choice of accents included in the testing materials.
Although the greatest numbers of TOEFL takers annually are NSs of
Chinese, Japanese, Korean, and Spanish, the most common language
backgrounds of nonnative college instructors are unknown. Even if we
could estimate the numbers of university instructors from various
language backgrounds, another challenge would be determining the
extent to which a speaker’s degree of foreign accent is representative of
university instructors. In view of the results obtained, we believe that
future research should attempt to address these issues.
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Multimodality in the TESOL Classroom:
Exploring Visual-Verbal Synergy*


TERRY ROYCE
Teachers College, Columbia University Japan
Tokyo, Japan


� Communication through computer technology has increased the
intermingling of text, audio, video, and images in meaning making to
the point that Kress (2000) argues that it “is now impossible to make
sense of texts, even of their linguistic parts alone, without having a clear
idea of what these other features might be contributing to the meaning
of a text” (p. 337). Elaborating on this assertion, Kress and van Leeuwen
(1996) posit a comprehensive “grammar” of visual design and discuss the
development of visual literacy and its educational implications. They
juxtapose the rising importance of visual communication in the modern
world with the traditional and continuing dominance of the verbal (i.e.,
linguistic) over the visual in educational systems. They also advance the
view that, in spite of this revolution in communication modalities and
priorities, there is a “staggering inability on all our parts to talk and think
in any serious way about what is actually communicated by means of
images and visual design” (p. 16). This statement is interesting given that
Kress and van Leeuwen draw on a considerable body of research in such
areas as communication and media studies (Dondis, 1973; Dyer, 1982;
Fiske, 1982), the psychology of visual perception (Arnheim, 1969, 1974,


* This commentary is an extension of a presentation made at a colloquium on science discourse
and education at the American Association of Applied Linguistics conference in Vancouver,
British Columbia, Canada, in March 2000.
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1988; Gombrich, 1960), information design (Tufte, 1983) and visual
semiotics (Barthes, 1967, 1977; Eco, 1976; Saint-Martin, 1987).


If making sense of (and constructing) texts requires the ability to
understand the combined potential of various modes for making mean-
ing, TESOL professionals need to be able to talk and think seriously
about multimodal communication because they need to help learners
develop multimodal communicative competence. Gaining a better under-
standing of multimodal communicative competence will entail a broad
effort, but such an effort must include a means of analyzing the role of
the image vis-à-vis language: Does it entice, decorate, or merely please?
Does it perform a full communicational role in which it either repro-
duces language meanings, complements them, or realizes new mean-
ings? These questions have been much discussed amongst semioticians
(see Nöth, 1995, for a review), the most notable perhaps being Barthes
(1977). Recent attempts to explain the co-occurrence of image and
language in texts (see Royce, 1998, 1999a, 1999b, on intersemiotic
complementarity in The Economist magazine) have identified a range of
intersemiotic semantic mechanisms by which images and written lan-
guage can work in concert on the page. This analytic approach offers
insight into the semiotic interrelatedness of the two systems, and I
therefore illustrate it here as a means for understanding one aspect of
multimodal communicative competence.


In this commentary, I briefly illustrate the approach by analyzing a
multimodal text extracted from an introductory environmental science
textbook (Nielsen, Ford, & Doherty, 1996). Besides demonstrating that
while utilising the meaning-making features peculiar to their respective
semiotic systems, the visual and verbal modes complement each other to
realise an intersemiotically coherent multimodal text, I also suggest that
the intersemiotic resources used to realise this complementarity can be
readily explored for pedagogical purposes. As others (Halliday, 1994;
Halliday & Hasan, 1985; Kress & Hodge, 1979; Kress & van Leeuwen,
1996; O’Toole, 1994) have done, I draw on the social semiotic,
metafunctional view of communication advanced by Halliday’s (1994)
systemic functional linguistics model, with a specific emphasis on the
intersemiotic ideational meanings.


ANALYSING MULTIMODAL TEXT


High school science textbooks, like the textbooks used in many other
subject areas, are filled with combinations of visual and verbal (or
written) communication. Obviously, the authors and graphic designers
place the various kinds of images, as well as the writing, on the pages not
at random but for various semantic purposes. In Halliday’s systemic
functional linguistic model of communication, these purposes can be
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interpreted in terms of three metafunctions: the ideational metafunction
(introducing informational content on certain subject matter), the
interpersonal metafunction (involving various image acts and certain
attitudes), and the textual metafunction (involving the organization of
these features on the page in various ways and in accordance with
accepted compositional or layout conventions).


The theoretical approach that I use for this analysis assumes that,
although the visual and verbal semiotic systems utilize meaning-making
resources in ways that are specific to their particular modes, they also
collaborate to realise complementary intersemiotic meanings when they
co-occur on the page or the computer screen. They work together to
produce a coherent multimodal text for the viewers and readers, a text
characterised by intersemiotic complementarity (Royce, 1999a, 1999b).


MULTIMODAL SENSE RELATIONS


The brief analysis here focuses on the ideational (experiential)
meanings encoded in a multimodal text. It draws on and extends the
concept of sense relations as outlined by Halliday (1994) and Halliday
and Hasan (1976, 1985) in their discussions of lexical cohesion: repeti-
tion, synonymy, antonymy, meronymy (part-whole relations), hyponymy
(class-subclass relations), and collocation. I attempt to demonstrate how
meaning relations can occur across visual and verbal modes and to show
that these relations can therefore be characterised as intersemiotic. For
example, in a particular multimodal text both an image of some
recognisable person and his or her name, designation, or label may
appear in the verbal or written aspect. This co-occurrence can be
interpreted as a reiteration or reinforcement of experiential meaning
across modes, creating the sense that the same experiential meaning is
represented in each mode. This might be described as intersemiotic
repetition.


The aim of the intersemiotic ideational analysis presented here is to
account for an object or person represented both visually (i.e., through
visual representational techniques) and verbally (i.e., through semanti-
cally related lexical items) in a multimodal text. To analyze a typical
multimodal classroom text, one could start with an image and examine
its encoded ideational features by asking a series of questions, drawing
on Halliday’s (1994) functional categories of represented participant,
process, circumstances, and attributes:


1. identification: Who or what are the represented participants, or who
or what is in the visual frame (animate or inanimate)?


2. activity: What processes are there, or what action is taking place
between the actor(s) and the recipient(s) or object(s) of that action?
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3. circumstances: What are the elements that are locative (i.e., concerned
with the setting), are of accompaniment (i.e., participants not
involved with the action), or are of means (i.e., participants used by
the actors)?


4. attributes: What are the participants’ qualities and characteristics?
The answers to these questions can produce descriptive glosses,


referred to as the image’s visual message elements (VMEs). The next step is
to look at the writers’ lexical choices to see how the visual ideational
choices relate semantically to the verbal (written) ideational choices.
The focus here is on the ideational intersemiotic sense relations men-
tioned above, which may constitute the multimodal mechanisms by
which the visual and verbal modes can complement each other’s
experiential meanings.


The first of the sense relations explained above, intersemiotic repeti-
tion, involves the repetition of a lexical item that encodes the same
experiential meaning encoded in the visual. The other sense relations
that can be interpreted in this way are
• intersemiotic synonymy (similarity relations): The image of a scientist


can be glossed as scientist, which may be intersemiotically synonymised
by the lexical item researcher in the verbal aspect.


• intersemiotic antonymy (opposition relations): A graph showing in-
creased degrees of temperature, glossed as increases over time, may be
intersemiotically related through antonymy to the lexical item decreases.


• intersemiotic hyponymy (class-subclass relations): A sketch showing the
various types of marsupials in desert areas, glossed as marsupials, may
be intersemiotically related through hyponymy to the lexical item
kangaroo (a type or subclass of marsupial).


• intersemiotic meronymy (part-whole relations): A schematic diagram
showing an energy-efficient house, glossed as the meronym energy-
efficient house, may be intersemiotically related through meronymy to
the lexical item solar panels (referring to specific parts of the energy-
efficient house).


• intersemiotic collocation (expectancy relations): A visual showing the
effects of silting in harbours, glossed as silting, may collocate with the
lexical item dredging (these words can be reasonably expected to co-
occur in this topic area).


The following analysis illustrates how an examination and interpreta-
tion of a multimodal text in terms of its VMEs and associated lexical
items can constitute a rich source of meanings with which to engage in
the ESOL classroom.
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THE WATER CYCLE TEXT


The multimodal text analysed here, an extract from an environmental
science textbook (Nielsen et al., 1996), deals with subject matter com-
mon to textbooks in general science and physical geography texts: the
water cycle. The original text (see the Appendix) contains three sets of
visuals—a drawing of the water cycle, a monochrome photo of a dam,
and a series of six rainfall charts—but this analysis looks only at the water
cycle drawing and specific aspects of the text’s ideational features (see
the Appendix).


By asking the identification question given above, one finds that the
water cycle diagram reveals a range of VMEs both in terms of both the
whole diagram and in terms of the individual participants represented
within the visual frame. At the level of the whole figure (O’Toole, 1994)
is the VME the water cycle (realised by the verbal heading and the sketched
cyclical image), and at the level of individual represented participants
are the VMEs land, ocean, clouds, moist air, water table, vegetation, and sun,
which are realised by the verbal labeling and the line drawings of these
shaped features (e.g., land, clouds, sun). In terms of the activity, at the
level of individual represented processes are the VMEs precipitation,
evaporation, transpiration, solar energy, infiltration, condensation, surface
runoff, and groundwater runoff. These are realised not only through verbal
labeling but also visually by the vectors created by the graphic arrows,
which give direction as well as the sense that one participant is acting on
or with another or that some action or process is taking place (e.g., solar
energy acting on the ocean produces evaporation).


Taking the intersemiotic approach suggested above and using the
identified VMEs as the starting point, one can examine the various
sentences in the verbal aspect of the text to see how the visual
experiential meaning of the whole figure, the water cycle, is related to the
verbal experiential meanings. The results of this analysis can be ex-
pressed as an adaptation of lexical (cohesion) chain analysis (Table 1).
In this approach, however, each lexical item is identified by moving back
and forth from the visual to verbal, not from word to word through the
text as in traditional cohesion analyses demonstrating lexical chaining.
Almost every sentence in the verbal aspect of the text contains lexical
items that relate semantically in some way to the water cycle VME. If this
figure is seen as a whole, then the lexical items identified are largely
meronyms to the superordinate whole figure (e.g., various lexical items,
such as land, earth, water, rain, air, and plants, form lexically related parts
of the visually represented water cycle). There is one instance of
intersemiotic repetition in Sentence 9, where water cycle is mentioned. Of
interest here also is that, in a kind of voice print, the verbal aspect of the
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text speaks loudest on the visual topic, demonstrating degrees of the
strength in intersemiotic complementarity.


I turn now to the individual represented VMEs in the water cycle
diagram. A rich source of intersemiotic complementarity is associated
with the VMEs land, ocean, clouds, moist air, water table, vegetation, and sun
(conflating clouds and moist air). There are many instances of intersemiotic
meronymy in the ocean VME, which is the superordinate to the meronym
water, and of collocation in the water table VME, in which such references
as irrigation, salination, or seepage could be reasonably expected to co-
occur in this topic area. There are scattered instances of hyponymy in the
vegetation VME, in which trees are a type of vegetation, and in the land
VME, in which plains/flood plains are a type of land. There are scattered
instances of repetition and some of synonymy, but none of antonymy.


Other analyses of the diagram might focus on the process VMEs
represented—precipitation, evaporation, transpiration, solar energy, infiltra-
tion, condensation, surface runoff, and groundwater runoff—which also
reveal various degrees of intersemiotic complementarity. In addition, the
analysis here focuses only on the diagram, one of three sets of associated
visuals in the text extract, and only in terms of the whole image and the
represented participants. The other images (the photo and the six
rainfall charts) could be the focus of another intersemiotic analysis,


TABLE 1


Intersemiotic Meanings for the Whole Figure


Lexical item and Lexical item and
Sentence intersemiotic relation Sentence  intersemiotic relation


1–3 — 20 plains (M)
4 earth (M) 21 cycle (R), river (M)
5 land (M); rain (M) 22 land (M)
6 air (M) 23 water (M)
7 water (M) 24 water (M)
8 water (M), air (M) 25 trees (M)
9 water cycle (R), earth (M), water (M) 26 plants (M)


10 rainfall (M), rains (M) 27 river (M)
11 rainfall(M) 28 underground water (M)
12 water (M) 29 water (M), seepage (M), ground


water (M)
13 water (M); water (M) 30 artesian water (M)
14 water (M) 31 marshes (M), swamps (M), water


(M), water (M), plants (M)
15 water (M), water (M), rivers (M) 32 water (M); runoff (M)
16 water (M), water (M) 33–35 —
17 evaporation (M)) 36 water (M), rivers (M)
18 — 37 water (M), water (M)
19 flood plains (M) 38


Note. M = meronymy; R = repetition.
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TABLE 2


Intersemiotic Meanings for the Represented Participants


Represented participants


Clouds/ Water
Sentence Land Ocean moist air table Vegetation


1–3
4 earth (M)
5 land (R) rain (C) trees (H)
6 air (R)
7 water (M)
8 water (M) air (R) timber (C)
9 earth (M) water (M)


water (M)
10 desert areas (H) rainfall (C) rainforests (H)


rains (C)
wet (S)


11 inland (R) rainfall (C)
12 water (M)
13 continent (H) water (M)


water (M)
14 water (M)
15 inland (R) water (M) irrigation (C)


areas (C) ocean (R)
water (M)


16 water (M)
water (M)


17 Evaporation (C)
18 Siltation (C)
19 silt (C)


flood plains (H)
20 plains (H)


silt (C)
21
22 land (R)


places (S)
sites (S)


23 water (M)
24 water (M)
25 soil (M) irrigation (C) trees (H)


salination (C)
26 soil (M) plants (S)
27 drip (C) irrigation (C)
28 underground (M) water (M) underground (C)


bores (C)
pumping (C)


which might reveal that the visuals have not been placed on the page
randomly but have been placed to work in concert with the verbal aspect
to project a richly coherent multimodal text.


Continued on next page
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TABLE 2, continued


Intersemiotic Meanings for the Represented Participants


Represented participants


Clouds/ Water
Sentence Land Ocean moist air table Vegetation


29 ground (S) water (M) seepage (C)
water (M) ground water (R)


30 water (M) artesian water (R)
31 water (M) marshes (C) plants (S)


water (M) swamps (C)
32 water (M) runoff (C)
33 discharge (C)
34 aquatic (C)
35
36 inland (R) water (M)
37 water (M)


water (M)
38


Note. C = collocation, H = hyponymy, M = meronymy; R = repetition, S = synonymy.


METHODOLOGIES FOR ENGAGING
WITH MULTIMODALITY


How can TESOL professionals explore with their students the co-
presence of visual, linguistic, and other modes in the textbooks, teaching
resources, and computer screens they use in their classrooms to help
learners develop multimodal communicative competence? I do not
suggest that students carry out semiotic interrelatedness analyses in the
classroom; any such analysis would need to be adapted for the students
and evaluated in terms of its pedagogical efficacy in specific contexts.
Nevertheless, because almost every image can be analysed in terms of
what it presents, whom it is presenting to, and how it is presenting, the
Hallidayan concept of metafunctions suggests ways for the ESOL teacher
to develop pedagogical resources targeted to help students extract what
visuals are trying to say and relate these messages to the linguistic aspect
of the meaning. Some methodological suggestions arising from this
approach follow.


Reading


Students might ask questions about visuals and use the answers to
assist in their reading development. The richest source of information
would be questions about the ideational aspects of a visual. Because
many school subjects involve information, its organisation, and its
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relationship to other information, many classroom activities could centre
on extracting what information the visuals are intended to convey to the
viewers. The water cycle diagram, for example, is a typical expository
visual that can be used in developing skills for reading science textbooks.
The VMEs derived from asking these questions of a visual could then
become the focus of further reading, writing, and speaking activities
(and, indirectly, listening activities).


In developing reading readiness, for example, asking these kinds of
questions about visuals can activate the students’ background knowledge
and thus reduce so-called text shock. By using the image to get some idea
of what to expect, students can ease themselves into a reading. The
process of reading the text then either confirms their expectations or, in
rare cases, introduces areas of ambiguity between what they derive from
the visual and what they read. The class can then explore these areas in
more depth through discussion and written follow-up activities.


Activities based on multimodality can enhance students’ understand-
ing of a plot when they read narrative genres. For example, if a short
story includes a sequence of visuals, as is common in many graded
readers and abridged versions of novels used in schools, the students
could look only at the visuals in sequence and try to figure out who the
actors are, what they are doing, and why they are doing so. Before
reading the story, the students could write what they think the actual
story is and explain or discuss why. This kind of activity can help develop
students’ understanding of story and narrative structures: The image
sequences and the writing activities arising from them could be used to
introduce the students to other genres (e.g., description), with a focus
on how visuals are organised. In expository writing development, an
expository visual like the water cycle diagram could be used to explicate
the way the cycle operates, as the visual tells a story, in a sense. The
students could tell the story of the water cycle, with the sun (solar
energy) as a starting point, for example. The story could serve as a basis
for changing the writing to a more commonly used scientific form of
writing, thus showing the students the differences between narrative and
expository writing.


Writing


A closely related area for activities involving multimodality is writing
development, especially narrative writing. Using a sequence of pictures
extracted from a required reading, students could construct their own
story individually or in groups and write the story in class, in a journal, or
as the basis for a class magazine. The story writing or magazine
production could become a writing process activity in which students
draft and redraft in consultation with teachers or in peer-editing groups.
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This kind of activity may help students develop an understanding of
story/narrative structures: The image sequences and the writing activi-
ties that arise from them could be used to introduce the students to
various genres (e.g., narration, description) based on the ways visuals are
organised. For example, using visuals that readily tell a story with either
one or a number of possible plots, the teacher could work with the
students to answer questions about who the main characters are; what
they are doing; with whom, why, and how they are doing it; and so on.
Following on from this, the students could try to organise the pictures
into a sequence reflecting their own spoken and then written story—an
activity that gives free rein to students’ creativity and often has interest-
ing results.


Speaking and Listening


The reading and writing activities described above could also be used
in developing listening and speaking skills, as they provide ample
opportunities for students to converse with the teacher and peers. After
the reading readiness activities, for example, students could report back
to the class, give short speeches, explain, or describe, with the rest of the
class serving as listeners; the listening could be targeted and perhaps
evaluated through follow-up worksheets.


In a testing format, images can be used in evaluating speaking skills:
The evaluator could show students a picture from a story they have read
and ask them to talk about it in the allotted time. This activity, which tests
both production and understanding of the reading’s content, could
serve as part of a classwide evaluation to see which students understand
a story’s content and sequence best and, if required, as the basis for the
allocation of grades.


Vocabulary


The interpretation of a visual in relation to any associated writing will
necessarily involve encounters with new words. The students can imme-
diately associate the words with a visual representation, which sets up
cognitive associations that facilitate vocabulary learning. The use of
visuals can also engender skills such as skimming and sight recognition
of vocabulary. Skimming a reading and identifying words that relate to
the visual as participants, processes, and circumstances can also stimulate
students’ prereading vocabulary development. Practice in pronuncia-
tion, both of single words and for fluency development, is a related
possibility.
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CONCLUSION


Analysis of the interrelatedness of semiotic resources has the potential
to conceptualize pedagogical approaches and should provide a founda-
tion for research into how learners interact with multimodal material in
the classroom. One area for exploration is students’ and teachers’
attitudes toward nonlinguistic modes. Tang (1991) comments on stu-
dents’ negative attitudes toward graphics such as charts and tables. This
point applies equally to other visual modes, such as video and images: Do
teachers need specific, systematic ways to help raise students’ conscious-
ness of the fact that alternative ways of communicating information and
attitudes exist and that those alternatives can be interpreted in concert
with language?


Teacher education has a role to play here. A number of graduate
schools (e.g., the Teachers College off-campus MA in TESOL program in
Tokyo, Japan) offer courses on how various visual media enrich the
language learning experience and work in concert with other modes in
both ESL and EFL contexts). I hope that this brief multimodal text
analysis will stimulate further inquiry into teacher education that focuses
how best to define and develop multimodal communicative competence.
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APPENDIX


Water Cycle Diagram and Text


From Science and Life: Work, Leisure, Technology and the Environment (pp. 191–193), by A. Nielsen,
S. Ford, and F. Doherty, 1996, Melbourne, Australia: Oxford University Press. Copyright 2002 by
Ann Nielsen. Reprinted with permission.
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1. Management of natural resources
2. Natural resources, both renewable and non-renewable, need to be conserved for use today


and for future populations.
3. Let’s first look at renewable resources.
4. We would expect that renewable resources would always be available, but if people


continue to damage the earth it will not be able to continue producing these resources.
5. In some countries people are poisoning the land with pesticide residues and killing off


trees with acid rain.
6. Air pollution levels of many major cities are frequently higher than is considered


acceptable by health authorities.
7. Water as a renewable resource
8. The management of fresh water will be considered but there are many other renewable


resources that can be investigated, such as timber, air, food and wool.
9. Figure 8.12 shows the water cycle but it doesn’t show where water falls on the earth.


10. For example, desert areas get very little and irregular rainfall, and tropical rainforests get
fairly constant heavy rains in the wet season.


11. Australia is known for its low rainfall, especially in the inland.
12. Water, therefore, should be considered precious and be managed carefully at all times.
13. To make better use of the water falling on the continent, dams are built to hold the water


back.
14. They can be: dams to supply large cities with water for both domestic and industrial use


such as Eildon reservoir for Melbourne and Warragamba dam for Sydney;
15. dams for diverting water away from flowing to the ocean so they flow inland for irrigation


such as the Snowy Mountains Scheme—the water flows into the Murray and Murrumbidgee
Rivers and irrigates vast areas;


16. farm dams, which are very small but extremely important as they supply drinking water for
animals and supplement tank water for household use on farms.


17. Some adverse effects of dams are these: Evaporation from the reservoir can be very high,
especially in summer time.


18. Siltation can occur in reservoirs.
19. This doesn’t allow the silt to be carried downstream during a flood and be deposited on


the flood plains.
20. Consequently the plains are deprived of this rich, fertile silt.
21. Migratory fish can have their life cycle disturbed and they may disappear from the river.
22. Fertile land, homes or places with heritage value such as Aboriginal sacred sites may be


drowned during the formation of the dam.
23. Necessity for better water management
24. People are now able to control and use water more efficiently, but with this have come


more problems.
25. Some are: Overuse of irrigation, which together with removal of trees results in salination


of the soil.
26. This high salt level makes it impossible for plants to grow, so the soil becomes useless.
27. This is a serious problem in parts of the Murray River Valley but has been partly remedied


by drip irrigation.
28. Taking too much underground water by putting down bores and pumping it out.
29. This water is constantly being replenished by seepage from ground water.
30. However, if it is taken too rapidly the supply may run out as no-one knows how much


artesian water there is.
31. This could result in drying up of marshes and swamps, which are the home of many birds,


fish and other water animals as well as water plants.
32. Polluting of water by runoff of chemicals from factories and refineries.
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33. There are strict laws about the amount of discharge allowed, to protect the environment.
34. Sometimes though, these laws are broken, either knowingly or unknowingly, and many


aquatic organisms die.
35. Many less developed countries do not have the same strict laws that Australia has and very


serious pollution occurs.
36. New South Wales has had a deterioration of its water quality in inland rivers as well as the


ones near big cities like Sydney.
37. To help counteract this problem, schools all over NSW are getting involved in a program


called Streamwatch to monitor water quality, and through government and community
action they are trying to improve the water quality for themselves and for future
generations.


38. Schools as far afield as Bombala in the south, Tweed Heads in the north and schools out
west such as Wilcannia, Bourke, Brewarrina and Broken Hill are all involved in the
Streamwatch program.
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Narrative Research in TESOL


Narrative Inquiry: More Than Just Telling Stories


JILL SINCLAIR BELL
York University
Toronto, Ontario, Canada


� Narrative inquiry rests on the epistemological assumption that we as
human beings make sense of random experience by the imposition of
story structures. That is, we select those elements of experience to which
we will attend, and we pattern those chosen elements in ways that reflect
the stories available to us. Although the notion of story is common to
every society, the stories themselves differ widely—one of the defining
features of a culture is the story structures through which it makes sense
of the world. The shape of our stories, the range of roles available, the
chains of causation, and the sense of what constitutes a climax or an
ending are all shaped by the stories with which we were raised. A key way
of coming to understand the assumptions held by learners from other
cultures is to examine their stories and become aware of the underlying
assumptions that they embody. This makes narrative inquiry a particu-
larly valuable approach for members of the TESOL profession, though
narrative approaches to understanding are becoming increasingly popu-
lar in a wide range of disciplines.


Some useful introductions to the approach come from the field of
literary criticism, where narrative work originated (e.g., Mitchell, 1981).
Historians have made clear that narrative has an inherently temporal
thread in that current events are understood as rising out of past
happenings and pointing to future outcomes (Carr, 1986; White, 1981).
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In psychology, Polkinghorne (1988) explores narrative knowing in
relation to the human sciences; Riessman (1993) offers a clear introduc-
tory methodology; and Lieblich, Tuval-Mashiach, and Zilber (1998) draw
on individual case studies to demonstrate ways in which stories can be
deconstructed. Josselson (1996) provides a good review of ethical issues
in the use of narrative in therapeutic fields, with strong implications for
education.


In the education field, the work has focused mostly on teacher
education, looking at the ways in which teachers’ narratives shape and
inform their practice. The recent emphasis on reflective practice (Schön,
1983) and teacher research has strengthened the focus on listening to
the voice of teachers and hearing their stories (Bell, 1997c; Gallas, 1997;
Jalongo & Isenberg, 1995). Connelly and Clandinin (e.g., 1987, 1988;
Clandinin & Connelly, 2000) have led the way in adapting narrative
inquiry for educational purposes, and their work offers an excellent
introduction to the field for teachers or teacher educators. A good
critique of the role of story in teacher education can be found in Carter
(1993).


In the field of language education, the tradition of providing narrative
accounts of patterns of language use is well established. Ethnographers
such as Heath (1983), Willett (1995), and Toohey (2000) do not claim to
be narrativists but nonetheless produce powerful narratives that have
helped inform the understanding of language use. Narratives also
feature in learner autobiographies (Davidson, 1993; Kaplan, 1993; Mori,
1997), diary studies (Lvovich, 1997; Numrich, 1996), life history (Hatch
& Wisniewski, 1995; Kouritzin, 2000), and case studies (Angélil-Carter,
1997; Lam, 2000; Spack, 1997). Of particular interest are narrative
accounts of language learning gathered from language educators, allow-
ing for explicit analysis and reflection (Belcher & Connor, 2001; Casanave
& Schecter, 1997).


In its fullest sense, narrative inquiry requires going beyond the use of
narrative as rhetorical structure, that is, simply telling stories, to an
analytic examination of the underlying insights and assumptions that the
story illustrates (Bell, 1995, 1997a, 1997b; Conle, 1992; Golombek,
1998). Narrative inquiry is therefore rarely found in the form of a
narrative. Hallmarks of the analysis are the recognition that people make
sense of their lives according to the narratives available to them, that
stories are constantly being restructured in the light of new events, and
that stories do not exist in a vacuum but are shaped by lifelong personal
and community narratives.
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ADVANTAGES AND LIMITATIONS OF NARRATIVE INQUIRY


Narrative inquiry involves working with people’s consciously told
stories, recognizing that these rest on deeper stories of which people are
often unaware. Participants construct stories that support their interpre-
tation of themselves, excluding experiences and events that undermine
the identities they currently claim. Whether or not they believe the
stories they tell is relatively unimportant because the inquiry goes
beyond the specific stories to explore the assumptions inherent in the
shaping of those stories. No matter how fictionalized, all stories rest on
and illustrate the story structures a person holds. As such they provide a
window into people’s beliefs and experiences.


Narratives allow researchers to present experience holistically in all its
complexity and richness. They are therefore powerful constructions,
which can function as instruments of social control (Mumby, 1993) as
well as valuable teaching tools (Egan, 1988). Canagarajah (1996) argues
that narratives function in opposition to elitist scholarly discourses and
that their use in research offers an opportunity for marginalised groups
to participate in knowledge construction in the academy.


What value does narrative offer as a research approach, and what does
such an approach allow researchers to discover? To illustrate the ad-
vantages, I draw on a research project of my own, examining L2 literacy.
Baffled by the disjunction between research claims that L1 literacy skills
are easily transferred and my own experience of the difficulties encoun-
tered by adult literacy learners, I sought a richer understanding of the
issues involved than seemed possible with most research methods. For
the reasons detailed below, I decided to study my own attempt to develop
Chinese literacy using a narrative approach (Bell, 1997a).
• Narrative allows researchers to understand experience. People’s lives


matter, but much research looks at outcomes and disregards the
impact of the experience itself. In my case, the narrative approach
highlighted the unexpected physical impact of the learning struggle.


• Narrative lets researchers get at information that people do not
consciously know themselves. Analysis of people’s stories allows
deeply hidden assumptions to surface. My efforts to develop Chinese
literacy allowed me to discover assumptions about the goals, pur-
poses, and methods of literacy that I had no idea I held. As
reflections of standard Western stories of literacy, these assumptions
had direct implications for teaching and learning.


• Narrative illuminates the temporal notion of experience, recogniz-
ing that one’s understanding of people and events changes. In my
work, this was demonstrated by my shifting interpretation of my
Chinese tutor’s actions and my changing notions of good teaching
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practice (Bell, 1997b). Other research methods would have captured
understandings at certain points, not at the important intervening
stages.


Any research method, of course, has its limitations, and narrative is
not suitable for all inquiries. The time commitment required makes it
unsuitable for work with a large number of participants. It also requires
close collaboration with participants and a recognition that the con-
structed narrative and subsequent analysis illuminates the researcher as
much as the participant. Ethical issues are some of the most serious ones
to be addressed. Exchanging stories is often understood within a larger
story of friendship, so researchers may find disengagement difficult at
the end of the research project. More seriously, when researchers take
people’s stories and place them into a larger narrative, they are imposing
meaning on participants’ lived experience. Although good practice
demands that researchers share their ongoing narrative constructions,
participants can never be quite free of the researcher’s interpretation of
their lives. The effects of this imposed re-storying can be powerful
( Josselson, 1996).


Stories are inherently multilayered and ambiguous, so the constructed
nature of truth and the subjectivity of the researcher (Peshkin, 1988) are
particularly evident in this work. This subjectivity raises the question of
what the criteria should be for the assessment of narrative research
(Carter, 1993; Josselson, 1996; Lieblich et al., 1998). Although this topic
was well explored during the 1990s, definitive criteria are still under
discussion. Connelly and Clandinin (1999) summarise the issue as
follows:


Narrative researchers are concerned with the representation of experience,
causality, temporality and the difference between the experience of time and
the telling of time, narrative form, integrity of the whole in a research
document, the invitational quality of a research text, its authenticity, ad-
equacy and plausibility. Currently in narrative inquiry, it is important for each
researcher to set forth the criteria that govern the study and by which it may
be judged. It is also the case that others may quite legitimately adopt other
criteria in support of, or in criticism of, the work. (p. 139)


CONCLUSION


As a new research method, narrative inquiry offers promise but also
pitfalls. For the field of L2 education, the promise holds particular
appeal. Elbaz (1983) has demonstrated that teachers’ knowledge is
largely held tacitly in holistic, often narrative, forms, suggesting that
narratives of teaching will allow new ways to understand the experience
of L2 classrooms. Narrative also offers teachers the possibility of under-
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standing their students in new ways. Communicating through story is
arguably less linguistically demanding than setting out propositional
knowledge, increasing the chances of teachers’ being informed by their
learners. In addition, issues that directly affect the ways in which learners
experience immigration, settlement, and language learning are wrapped
in the stories they hold. For these reasons, narrative seems a natural tool
for the L2 researcher. However, the difficulty of assessing narrative
inquiry via traditional methods makes it unlikely that conservative
stakeholders, such as school boards, will easily embrace insights drawn
from such work. Finally, the deliberate attempt to seek out the voice of
women and other marginalised groups carries with it the inherent risk
that serious research will be dismissed for its failure to conform to
previous research standards. Furthermore, for ethical reasons, the voices
of research participants should be explored in a respectful manner.
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� In the past three decades, narratives and, in particular, stories people
tell about their lives have become the focus of the evolving interdiscipli-
nary field of narrative study (Bruner, 1990; Linde, 1993; Ochs, 1997;
Rosenwald & Ochberg, 1992; Sarbin, 1986), which posited narrative as
the central means by which people give their lives meaning across time:
“We dream in narrative, daydream in narrative, remember, anticipate,
hope, despair, plan, revise, criticize, gossip, learn, hate and love by
narrative” (Hardy, 1968, p. 5). Consequently, narratives have gained
increasing stature outside the fields of literature and folklore, becoming
both a focus of research and a rich source of data in several areas of
linguistics, in particular L1 acquisition, linguistic anthropology, socio-
linguistics, and language education (e.g., Berman & Slobin, 1994; Chafe,
1980; Johnstone, 1996; Tannen, 1980, 1982, 1993). Recently, narrative
study, in particular language learner narratives, has also received in-
creased attention in the fields of TESOL and second language acquisi-
tion (SLA). Researchers acknowledge that narratives elicited from the
learners, as well as published language learning autobiographies, are a
legitimate source of data in the hermeneutic tradition, complementary
to more traditional empirical approaches (Kanno, 2000a, 2000b; Kouritzin,
1999, 2000; McMahill, 2001; Norton, 2000; Pavlenko, 1998, 2001a,
2001b, in press; Pavlenko & Lantolf, 2000; Schumann, 1997).


Whereas Bell (this issue) offers an introduction to narrative inquiry, I
focus on narrative study and discuss ways in which teachers and research-
ers can examine personal narratives, regardless of whether the outcome
is also a narrative or a more traditional academic article, or simply
enhanced understanding in the classroom.1 There is no doubt that
recent developments that legitimize personal narratives are extremely
important for the TESOL field, as they allow for both teachers’ and


1 Narrative inquiry is usually understood to be a an ethnographic approach to eliciting
understandings, whereas narrative study has a greater focus on narrative construction from a
variety of perspectives.
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learners’ voices to be heard on a par with those of the researchers. As a
result, researchers can gain rare insights into learners’ motivations,
investments, struggles, losses, and gains as well as into language ideolo-
gies that guide their learning trajectories. Explorations in critical and
feminist pedagogy also demonstrate that the telling of life stories in a
new language may be a means of empowerment that makes it possible to
express new selves and desires previously considered untellable (cf.
McMahill, 2001). At the same time, many scholars, myself included, have
issued warnings against treating narratives simply as factual data subject
to content analysis. Recent research convincingly demonstrates that
narratives are not purely individual productions—they are powerfully
shaped by social, cultural, and historical conventions as well as by the
relationship between the storyteller and the interlocutor (whether an
interviewer, a researcher, a friend, or an imaginary reader).


To acknowledge this co-constructed nature of narrative, I have pro-
posed an approach to the study of language learning narratives that
combines sociohistorical, sociocultural, and rhetorical analyses of the
data and allows for a complex, theoretically informed investigation of
social contexts of language learning and of individual learners’ trajecto-
ries (Pavlenko, 2001a, 2001b, in press). In what follows I will describe the
key aspects of this approach, illustrating them with examples from my
own and others’ research.


SOCIOCULTURAL INFLUENCES


Explorations in linguistics show that narrative traditions differ signifi-
cantly across cultures—in structure, schemas, rhetorical styles, storytelling
conventions and devices, and embodied cultural values that are particu-
larly evident in judgments as to which events are considered salient and
tellable (Berman & Slobin, 1994; Brewer, 1985; Chafe, 1980; Holmes,
1997; Linde, 1993; Mistry, 1993; Polanyi, 1985; Scollon & Scollon, 1981;
Tannen, 1980, 1982, 1993). Of particular importance for the study of
personal narratives is the fact that historically autobiography has evolved
as a Western construction. Thus, life stories may not even exist as a genre
in particular cultures, or, when they do exist, they may be told or written
in ways quite different from temporally structured Western narratives
(Hokenson, 1995; Wong, 1991). These differences are of primary
importance in the TESOL field, which deals with speakers of more than
one language, because a story elicited in one language may be shaped by
conventions of another and thus may not be heard as such or may be
misunderstood.


Such misunderstandings and the privileging of one narrative style
over another have been primarily explored in the elementary classroom
context as factors that may work against children from working-class and
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minority cultures (Heath, 1983; Michaels, 1981; Scollon & Scollon,
1981). Riessman (1991) argues that differences in narrative conventions
are extremely important to acknowledge in research as they may lead to
the privileging of some participants’ stories over those of others. Her
study shows that a middle-class, European American interviewer was
easily able to follow a story—and collaborate in the storytelling—of a
middle-class European American woman who organized her narrative of
marital separation temporally. In contrast, when interviewing a working-
class Puerto Rican woman, who organized her narrative episodically, the
interviewer was confused both by the lack of shared narrative norms and
by unfamiliar cultural themes, and experienced several communication
breakdowns. This line of research forces a consideration of the role of
teachers and researchers in legitimizing particular narrative styles and
conventions while possibly silencing other, nonconforming voices.


SOCIOHISTORICAL INFLUENCES


Clearly, sociocultural influences cannot be considered separately from
sociohistoric contexts. Contrastive comparisons of changes in narrative
conventions occurring across time in the same interpretive community
suggest that narratives are also “written for us by law, literature, politics,
and history” (Zaborowska, 1995, p. x).


Historical influences are particularly visible when contemporary U.S.
language learning narratives are compared with immigrant narratives
published at the beginning of the 20th century (Pavlenko, in press).
Early 20th-century immigrant writers typically drew on the trope of the
self-made man and on the rags-to-riches plot, creating didactic luck-and-
pluck stories. Their memoirs rarely discuss language issues, instead
focusing on economic and employment concerns and cultural assimila-
tion. These narratives reflect ways in which national identity at the turn
of the last century was constructed through the mythology of individual
achievement. Only later, in the xenophobic atmosphere of the war and
postwar years, did the country began to aspire to the one nation, one
language ideal. Consequently, having immigrants learn English was no
longer enough; they also had to abandon their former ethnic and
linguistic allegiances. Narratives written in the 1920s and 1930s respond
to this shift, with some authors, like Bartholdt (1930), questioning
monolingual assumptions underlying 100% Americanization. In turn,
the change in immigration policies coupled with the revival of ethnic
and racial consciousness, which occurred in the 1960s and 1970s,
inspired new language learning narratives that focused on the multiple
links among ethnic, cultural, and national identities and languages and
allowed their authors to construct mixed and hybrid identities for
themselves and their readers (Pavlenko, 2001b).
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SOCIAL INFLUENCES


As mentioned above, narratives—in particular what is salient to
individuals and what is tellable where the audience is concerned—are
also shaped by race, ethnicity, class, gender, and sexuality. Michaels
(1981), Heath (1983), and Riessman (1991) emphasize that race, class,
and gender—and most important, power relations—play a significant
part in socialization into narrative conventions and in narrative perform-
ance and collaboration.


The view of narrative performances as gendered is particularly impor-
tant for the study of SLA. In a recent examination of a corpus of
language learning autobiographies published in the United States, I
found that whereas male narrators in the corpus link gender and
language learning only marginally or not at all, for female narrators this
connection is a dominant theme (Pavlenko, 2001a). Far from suggesting
that gender as a system of social relations does not play any role in
language acquisition by male learners, this disparity leads me to two
conclusions. On the one hand, it appears that U.S. cross-cultural
autobiography—a narrative tradition in which contemporary language
learning memoirs are located—is a conventionalized genre that may
legitimize or devalue certain topics and themes in the process of
constructing gendered voices. On the other, it is becoming obvious that
it is the learners disempowered by specific dichotomies—such as major-
ity/minority, male/female, or heterosexual/homosexual—who are more
likely to see a particular issue—whether gender, ethnicity, sexuality, or
race—as salient. The latter conclusion leads me to posit that narrative
study in the TESOL field should go beyond what particular narratives are
saying and examine whose stories are being heard and why, and whose
stories are still missing, being misunderstood, or being misinterpreted.
For instance, turn-of-the-century immigrant memoirs were typically
authored by arrivals from Europe who aimed to write European immi-
grants into the U.S. national identity narrative (Pavlenko, in press). In
contrast, Asian immigrants, ineligible for U.S. citizenship, did not
consider U.S. culture their own and thus did not contribute to this
genre. In turn, contemporary published language learning memoirs
provide a wealth of observations about learning experiences of middle-
class Caucasian, Asian, and Latin American females, but observations
about the role of gender in language learning of heterosexual males,
homosexual learners, working-class individuals, or African immigrants
are rather scarce (Pavlenko, 2001a).


In sum, I suggest that informed narrative study has great potential for
the field of L2 learning as it will permit us as researchers and practitio-
ners to approach narratives and, in particular, language learning mem-
oirs as discursive constructions rather than as factual statements. Such an
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approach will allow us to uncover multiple sociocultural, sociohistorical,
and rhetorical influences that shape narrative construction and thus to
understand better how the stories are being told, why they are being told
in a particular way, and whose stories remain untold—or, for that matter,
not heard—for a variety of reasons. This approach will also enable us to
uncover how particular configurations of power relations allow some
learners, but not others, access to linguistic resources, whether to learn a
language or to tell their own story. Most important, such an approach
will allow us to examine our own roles in privileging certain narrative
styles over others and in silencing certain voices while emphasizing
others—thus moving us forward in the implementation of more critical
approaches to TESOL research and practice.
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� Language assessments requiring examinees to produce written or
spoken language are recognized as essential for measuring some aspects
of language ability; however, both researchers and practitioners recog-
nize that such tests pose challenges for raters (e.g., Turner & Upshur,
2002). As a consequence, trainers are constantly trying to improve rater
training and calibrate raters to the scoring guidelines. One persistent
question that arises in this work is whether different raters derive scores
of the same response for the same reasons. Raters may score a given
response differently, or may score a response the same but for different
reasons.


This study attempted to understand raters’ reasons for their ratings of
performance on an oral English test through the use of concept mapping,
a graphical method for showing meaningful relationships among con-
cepts. In their efforts to improve the validity of decisions based on test
scores, rater trainers can use the information gained from concept
mapping to emphasize key rating criteria that raters have deemphasized
or overlooked.


RESEARCH ON RATING


Examinees’ test scores are influenced by both their performance on
the test and the raters’ interpretation and summary of that performance.
Human raters who make judgments about examinees’ complex linguistic
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performance are asked to apply criteria specified by the test constructor.
However, the fit between test constructors’ specifications and raters’
judgments is a constant source of concern for the validity of test results.
McNamara (1996) points out, “Judgments that are worthwhile will
inevitably be complex and involve acts of interpretation on the part of
the rater, and thus be subject to disagreement” (p. 117). Tests of written
and spoken language attempting to assess communicative competence
are complex and are therefore open to raters’ interpretations and to
disagreements among raters. Because important decisions are often
based on the results of these tests, rater biases must be identified and
reduced to an acceptable level. Reed and Cohen (2001) suggest that
sources of potential rater bias would include the rater’s native language,
the rater’s occupation, the gender of the rater, and the personality fit
between the rater and the examinee, and point out that raters must also
weigh the test participant’s characteristics, the test task, and language.
The examinee’s performance may not fit precisely into the assessment
criteria, and raters must therefore derive a score by interpreting the
performance in view of the criteria given for the range of scores. Rating,
therefore, is itself a performance just as important as the examinee’s
performance and is thus worthy of investigation (Reed & Cohen, 2001).


Researchers have taken a number of different approaches to the
problem of how different raters apply the same rating criteria. Douglas
and Smith (1997) suggest that defining score bands for a holistic test in
such a way that raters will agree on the precise meaning is not possible,
presumably because of individual interpretations of scoring criteria and
because no one knows exactly how the components of communicative
language ability actually come together (Douglas, 1994). In a study of six
Slovak subjects, Douglas used a semidirect test of spoken English to
analyze local and global grammar errors, risky versus conservative
response strategies, style and precision of vocabulary, fluency, and
content and rhetorical organization. Raters’ scores showed little relation-
ship to the language produced by examinees, leading Douglas to suggest
that better interpretation of scores requires more knowledge about how
raters derive those scores.


Chalhoub-Deville’s (1995) research involving Arabic learners also
provides evidence that different raters emphasize different aspects of
rating. She divided raters into three groups of native Arabic speakers:
teachers of Arabic as a foreign language in the United States, nonteachers
living in the United States, and nonteachers living in Lebanon. Her study
indicated that the teacher group emphasized communicative assess-
ment, the nonteacher group in the United States was mixed in its rating
emphasis, and the nonteacher group in Lebanon focused on grammar
and pronunciation. This suggests that raters’ backgrounds may play a
role in how they perform the task of rating.
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McIntyre and James (1995) investigated the ways raters weight various
criteria in order to come up with an overall score. He asked undergradu-
ate students to rate six vignettes of professors in six categories of
teaching effectiveness as well as to give an overall score. His results
indicate that individual differences among raters influenced the ways
they weighted and combined performance in the six categories to derive
an overall score. Furthermore, his results suggest that negative informa-
tion influenced raters more than positive information did. The same
questions McIntyre and James asked can be applied to language rating:
How do raters weight and combine scoring criteria, and do raters tend to
unduly emphasize language errors? Douglas and Smith (1997) believe
that human raters have the ability to weigh multidimensional character-
istics of language performance although they may not always agree
precisely on how to do so. McNamara (1990) found that raters tended to
rely more on a “resources of grammar” criterion over a genre-related
“appropriateness” criterion when assessing “communicative effective-
ness” (pp. 60–61) with a field-specific test for health professionals.


In order to probe raters’ reasons for assigning scores, Merion (1998)
used verbal protocols, written retrospectives, and questionnaires with
novice and experienced raters of the new Speaking Proficiency English
Assessment Kit (SPEAK), an oral test of general English used by U.S.
universities to screen potential international teaching assistants (ITAs).
(The old SPEAK was given an overall score based on fluency, grammar,
and pronunciation; the scoring of the new SPEAK is based on the theory
of communicative competence.) Although the SPEAK is scored holisti-
cally, the scoring rubric is divided into four competencies: functional,
discourse, sociolinguistic, and linguistic. Merion’s findings indicate that
different raters may take different approaches to rating, such as focusing
on a specific feature, like grammar, or taking a more global approach.
Her findings also show that, even when examinees had different pro-
ficiency levels, raters tended to focus on similar linguistic features rather
than on salient features of the response and that some raters focused on
features that were not specifically noted in the scoring guidelines.


This study also investigates how raters score responses on the SPEAK.
Specifically, do SPEAK raters who have undergone similar training end
up with differing concepts of rating? Weigle’s (1994) study of four
inexperienced raters of ESL placement compositions before and after
rater training suggested that training on the given scoring criteria
helped raters come in line with more experienced raters by clarifying
scoring criteria, modifying raters’ expectations, and raising awareness of
the need for interrater agreement. Do trained SPEAK raters’ concepts of
rating diverge from the intended scoring guidelines, and, if so, how?
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CONCEPT MAPPING


One way of investigating raters’ interpretations of scoring guidelines is
through the use of verbal protocols and written retrospectives (e.g.,
Merion, 1998), but this method tends to be very time-consuming. This
study explores the use of a concept map as a quick, efficient way to
uncover the same information. A concept map is intended to graphically
represent meaningful relationships among concepts or ideas. Common
examples are organizational charts or flowcharts depicting a process.
Novak and his colleagues at Cornell University (Novak & Gowin, 1984)
developed the technique of concept mapping as a tool to investigate
learning in primary, secondary, and college students. One of their
sample concept maps is meant to help organize the instruction of the
novel in a literature class. In a tree diagram, under the main concept of
novel come form and content. Under form come style and structure, and
under content come theme, plot, character, and setting. Each subconcept
branches out further, and the map also depicts interrelationships among
subtopics.


Since the publication of Novak and Gowin’s (1984) work, concept
maps have been used to visually represent a student’s thinking and
understanding (Primo & Shavelson, 1996). Wilson (1998) suggests
giving small groups of students a list of key words to manipulate into a
concept map in order to “promote class discussion, correction of student
misconceptions, and learning and retention of complex concepts and
principles” (p. 8). Wesley and Wesley (1990) emphasize the value of
concept maps in uncovering misconceptions. Concept maps can “tap
into a learner’s cognitive structure and . . . externalize, for both the
learner and the teacher to see, what the learner already knows” (Novak
& Gowin, 1984, p. 40). Although Novak and Gowin do not claim that
concept maps give a complete picture of what a learner knows, they
provide a “workable approximation” (p. 40) that can be useful to both
learners and teachers.


METHOD


This study was conducted at a large public university in the Midwest.
Because state law and campus policy dictate that all instructors be fluent
in spoken English, prospective ITAs are screened for general oral
language proficiency by means of the SPEAK. (For background on
setting cutoff scores, see Papajohn, 1997, 1998.) The SPEAK consists of
retired forms of the Test of Spoken English (TSE), which Educational
Testing Service (ETS) distributes so institutions can do their own on-site
oral English testing (ETS, 1996). At the institution where the study was
conducted, approximately 500 examinees take the SPEAK each year,
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with tests given in the fall, spring, and summer semesters (Papajohn,
Alsberg, Bair, & Willenborg, in press). The test is administered in an
audio lab to approximately 30 students at a time. Responses are
recorded, and the audiotapes are scored by two raters. The data for this
study consisted of nine concept maps drawn by nine SPEAK raters-in-
training.


Raters and Assessors


Nine raters-in-training—six ESL professionals and three TESL gradu-
ate students—participated in the rating process for the research. Six had
been previously trained to rate the old SPEAK. All were native speakers
of American English and had experience teaching ESL. The assessors
were four experienced SPEAK raters (including the author), two of
whom were also experienced rater trainers. They served as interpreters
of the raters’ concept maps.


Procedures


Rater training. Rater training, which consisted of approximately 2 hours
of independent and 10 hours of group instruction and practice, was
based on the guidelines in the SPEAK Rater Training Guide (ETS, 1996)
mentioned above. The training covered basic information on strategic,
functional, sociolinguistic, discourse, and linguistic competencies and
gave general and specific guidelines for scoring unusual responses. The
raters became familiar with the format of the new SPEAK and the rating
criteria, listened to sample responses, and read expert rationales for
scored responses for eight training tapes. After raters had worked
through the training tapes, they received six test tapes to rate outside the
training sessions as a way of evaluating how well they had learned and
could apply the rating criteria. (In SPEAK rater training, raters whose
scores differ from the official scores by more than 5 points receive
further training and rescore the test tapes.)


Concept map production. The raters produced the concept maps as the
final stage of a rating session. Before rating the test tapes, the raters each
received a form on which they were to draw a concept map depicting
how they rated a response. A trainer explained that a concept map of
rating was a visual representation of the process they went through in
scoring a SPEAK response, likening concept mapping to a step-by-step
process or a flowchart. In addition to drawing a concept map, the raters
were encouraged to comment on the maps they drew. Because original
work from the raters was desired, they were not shown sample concept
maps of rating.
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The raters were allowed to take the concept map form home and work
on it at their own pace. Each rater drew his or her own concept map
individually. Because the raters-in-training were professionals who took
their training seriously, it was assumed that they would use their best
efforts to create concept maps that accurately represented their rating
processes. Raters-in-training who did not pass the initial training had an
opportunity to review and discuss all of the concept maps before
retaking the test to qualify as raters.


Analysis and interpretation of concept maps. Each assessor was asked to
review the SPEAK rating guidelines used in training raters before the
assessment meeting. At the assessment meeting, we reviewed and dis-
cussed each of the concept maps.


By experimenting with a number of approaches, we formulated a
method for analyzing the concept maps. For example, we individually
reviewed the ETS rating criteria and listed all the rating principles, but
our lists varied widely. The most successful approach turned out to be a
hermeneutic approach (Moss, 1994), which is often used by search,
dissertation, and tenure review committees. In this approach, assessors
are chosen based on their knowledge of the context and are asked to use
this knowledge to interpret the available information through rational
debate. The hermeneutic approach brought the assessors together,
which allowed us to agree on what rating principles were most important
and which maps contained these principles. Because the ETS guidelines
do not provide a single, correct concept map for raters to follow, a
number of different concept maps may all effectively carry out the intent
of the scoring rubric. The hermeneutic approach permitted this flexibil-
ity and allowed us to search for commonalities among good maps.
Instead of independently arriving at a set of scores, we reached a
consensus based on discussion regarding the strengths and weaknesses
of each concept map.


RESULTS


Results consisted of the concept maps, their evaluation, and the
principles drawn from the process of their evaluation.


Concept Maps


Four of the raters’ concept maps, originally drawn by hand, are
reproduced in typeset form for the purpose of clarity (see Figures 1–4
below).
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Evaluation of Concept Maps


The four assessors agreed on an overall rating for each concept map
(see Table 1), with a positive rating indicating a concept map that
conformed to the rating guidelines and a negative rating indicating a
map that diverged from them. Of the nine maps, the assessors gave
positive ratings to the concept maps of Raters 3, 6, 7, and 9. Of these four
raters, only Rater 7 passed the rater training (by rating six test tapes
within specified limits; see the Method section) at the time they drew the
concept maps. Six raters (2, 3, 5, 6, 8, and 9) needed additional training.
Thus three raters-in-training with positively rated maps (Raters 3, 6, and
9) did not pass the training the first time; conversely, two raters-in-
training with negatively rated maps (Raters 1 and 4) passed the training.


Possible reasons for these anomalies include an individual’s ability,
first, to analyze his or her own rating process and, second, to express that
process in the form of a concept map. People’s perceptions of what a
concept map is and what it should contain also vary. Some raters’
concept maps were merely outlines, others depicted networks of rela-
tionships, and still others represented hierarchies. Novak and Gowin
(1984) comment that because concept maps are an externalization of an
internal understanding, it is difficult to judge how accurate an individual’s
concept map is. Interestingly, in this study the seven raters who had been
trained on the old SPEAK (Raters 2, 3, 4, 6, 7, and 8) did not appear to
be at an advantage or a disadvantage in learning to rate the new SPEAK;
only three passed the training for the new SPEAK test the first time
around.


TABLE 1


 Assessors’ Ratings of Concept Maps


Concept map


Rating principles 1 2 3 4 5 6 7 8 9


Holistic rating or effectiveness
of overall communication – – + – – + + – +


Effort required from speaker
and listener – + – – + – – – –


Salient features of a response – – + – – + + – +


Reference to rating criteria + – + + – – + + +


Sustainability + – – – – – – – –


Internalization of rating criteria – – + – – – + – +


Overall rating – – + – – + + – +







226 TESOL QUARTERLY


Rating Principles


Through discussion of the concept maps and criteria, the assessors
identified six key rating principles as guiding their review of the concept
maps:
• use of holistic rating or rating of the effectiveness of overall commu-


nication
• attention to the effort required from the speaker and listener
• focus on the salient features of a response
• reference to rating criteria
• sustainability
• internalization of rating criteria
The assessors agreed that the most important principle for rating SPEAK
responses appropriately is to rate them holistically—that is, to listen for
overall communication before focusing on details—and, relatedly, to
assess the amount of effort involved for the speaker to produce a
response and for the listener to understand it. The importance of the
holistic score was evident as assessors expressed their concern when
raters failed to refer to holistic scoring principles in many of the concept
maps. The starting points of the concept maps of Raters 2 and 3 illustrate
the difference between holistic and nonholistic rating. Rater 2’s first step
was to ask, “How many words are understandable?” (see Figure 1), but
Rater 3 first “listen[ed] holistically to get a ‘feel’ for the speaker” (see
Figure 2). These two starting points may give the rater a different initial
impression of a response. Rating holistically also includes listening for
what Rater 6 referred to as what “seems saliently wrong and right” with a
response. Alternatively, Rater 4 endeavored to listen for numerous
features, including errors, transitional markers, organizational cues,
sophistication of response, appropriateness of vocabulary, stress, and
intonation. Perhaps as a result of side-stepping the holistic approach of
listening for salient features, Rater 4 described the process of rating as an
“arduous” and “almost overwhelming” task.


The assessors also noticed that raters with maps judged as positive
tended to focus on listening for salient features—that is, aspects of the
language that made the response either easy or hard to understand—
rather than on each of the communicative competencies separately.
Even though raters are trained to listen for salient features, their concept
maps do not always reflect this. Perhaps individual background comes
into play. Rater 5 stated that her first step in rating was to look at
functional competence (see Figure 3); she believed this focus was due to
the rater training she received. However, she felt that her personal
background in pronunciation instruction influenced her second step in
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FIGURE 1


Rater 2’s Concept Map


Concept Map:


� How many words are understandable?


All/almost all Most Some None/almost none
60–50 50–40 40–30 20


� Do they convey a meaningful message?


Yes, completely Most No/not really
Higher band lower band lower score


(of range above) by one band


� How effortful is the speech?
(either for the speaker to produce or for the listener to understand)


No/little effort Some effort A lot of effort
higher band lower band lower score


by one band


Comments:


This is really oversimplified, but I think it covers my main criteria. In step 1 I try to place the
sample into a two-band range, and then I decide on which band by applying criteria in steps
2 and 3.


rating, which relates to linguistic competence. Furthermore, this back-
ground seems to have influenced her to rate more harshly than ETS
raters do, which led her to ask herself at the end of the rating process
whether she needed to adjust her personal rating “to be the same as
ETS’” rating.


Concept maps assessed positively also made reference to the rating
criteria, such as the SPEAK Band Descriptor Chart, the Item Level
Guidelines, or the appropriate test form. For example, after Rater 3
listens holistically and narrows the score range to two bandwidths, she
refers to the SPEAK Band Descriptor Chart to determine the score that
best matches the response (see Figure 2). Sustainability of language
performance may refer to variability in performance of specific compe-
tencies (functional, discourse, sociolinguistic, and linguistic) or to one
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competency that varies across score levels. Rater 1 mentions sustainability
in her concept map. After listening to the beginning of a response, she
chooses an appropriate score and, as the response continues, she listens
to see if this level is maintained and whether the score should be
adjusted or not.


Perhaps the most ambiguous of the rating principles is the internaliza-
tion of the relationship among the five competencies (strategic, func-
tional, discourse, sociolinguistic, and linguistic), of which the last four
are represented in the SPEAK scoring bands. Because language experts
are still struggling to understand how individual competencies come
together in language performance, this concept would be particularly
challenging to specify in a rating criterion and such a criterion would be
difficult for raters to implement. Rater 7 (see Figure 4) mentioned a
“‘gut’ filter” that helped her analyze a response against a “mental model”
she had internalized for each score band. Rater 3 (see Figure 2)
described this internalization of scoring criteria as getting a “feel” for the
speaker and going with an “intuitive response.” This stands in contrast
Rater 5 (see Figure 3), who needed to monitor her own personal or
intuitive rating based on how she felt ETS would rate a response.


FIGURE 2


Rater 3’s Concept Map


Concept Map:


1. I listen holistically to get a “feel” for the speaker.


2. I ask myself: How well do I understand this person?
I holistically assign a range. Hmm— this seems like a
20–30, or a 50–60.


3. I listen for salient features and sometimes note them
down. I match those features to the Chart. I read the
Chart briefly & try to match the speaker to the place on
the chart that best describes his/her competencies.


4. I listen holistically again (rather than so specifically) and
narrow my range to a specific band.


5. I take the plunge! This person is an “X.” I have to go
with an intuitive response after sufficiently analyzing the
speaker intellectually. I guess I’m both a left brained &
right brained rater.


Holistic Listening


Range Check


Matching to SPEAK
Band Descriptor Chart


Holistic Check


Take the dive:
Write down the score


➤
➤


➤
➤
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Internalization of scoring criteria can go awry, however, when raters
deviate from the given rating principle or create their own. For example,
Rater 7 commented that when she was uncertain how to rate a number
of responses of a given examinee, she would move her scoring alternately
up and down in an attempt to be fair. Though pragmatic, this approach
to rating hard-to-rate responses deviates from the rating principle of
listening to each response independently.


Although both holistic rating and internalization of rating principles
seem to be significant in the rating process, they remain somewhat of a
mystery. Yet if the concept maps do not shed sufficient light on these
areas, perhaps this is a reflection of the ETS rating criteria themselves.
The ETS (1996) guidelines state, “Raters should be aware that the five
competencies do not necessarily bear equal weight in each test item; they
interact and overlap to a large degree and sometimes may be indistin-
guishable from each other” (p. 13). In fact, the TSE and SPEAK are
designed on the premise that different raters may approach rating
somewhat differently (Douglas & Smith, 1997). The concept maps seem
to highlight the fact that ETS does not provide guidelines for under-
standing holistic rating other than through comparison with benchmark


FIGURE 3


Rater 5’s Concept Map


Concept Map:


➛ Is the person answering the question?


➛ Can I understand every word?
—how much effort am I using to understand this person?


➛ Is the answer organized?
—can I follow?
—are there transitions?


➛ Is the answer appropriate in terms of audience and language choice?


➛ How would I rate this person?
—is my rating going to be the same as ETS?


Comments:


I find myself asking a lot of questions during and after the answers. Depending on the length
of the answer, I find myself, even though I shouldn’t—thinking of a rating or matching them
to a band before the answer is complete. The question about whether or not they are
answering the question is first based on what I learned in the training. The second question
about linguistic competence is, I think, from my background. The following questions help
me to place answers into the prescribed bands.







230 TESOL QUARTERLY


FIGURE 4


Rater 7’s Concept Map


Concept Map:


Comments:
I chose a flow chart model as the most accurate depiction of the way I rate a tape. My
thinking process is not always this linear, but after coming up with this chart and then rating
the Test Tapes, I can truthfully say that I do, for the most part, follow this model.


There are times when I only need to listen to a response once in order to assign a score. If
the response is not coherent or if I don’t think the assigned language task was performed, I
give a rating of 20 or, if the task was avoided, an NR. If these two basic criteria are met, the
response goes through my “gut” filter. Based on past rating experience and familiarity with
the training materials, I have a sort of mental model of each score. If the response I’m
listening to fits that mental model, I go ahead and assign a score based on what I guess could
also be called “expert opinion.” If anyone asked me at that point why I assigned a particular
score, I would have to take a minute to reconstruct the response in my head and find details
to support my opinion — the “gut” filter relies primarily on intuition and experience.


If a response doesn’t closely fit any mental model I have, I listen to it again. The second
time I refer to the Band Descriptor Chart and the Item-Level Guidelines before, during, and
after listening, and enumerate some salient features of the response that “mark” it and place
it somewhere in the Band Descriptor Chart. If I can find enough features to place the
response within a particular score, I rate it. If the salient features I find lie between two
scores, I listen to the response a third time.


As I listen to the response one last time, I recheck the features I enumerated from the
second listening and weigh their importance before deciding between two scores. If I’m still
really uncertain about what to rate, I think back to previous responses given by the same
student. If other responses on the same test were problematic for me, did I rate up or down?
Sometimes, if I’m really on the fence, I try to balance my uncertain ratings throughout a
particular test, rating more generously on some questions than on others. In this way I hope
to be fair in the face of doubt.


Listen


Task
performed?


Basic coherence?


yes


no 20/NR


yes


no 20


Mental model; Gut:
“Expert Opinion”


Assign Score


yes


no


Listen #2


Refer to Band Descriptor Chart,
Item-Level guidelines, Enumerate
Salient Features


yes no


Assign Score


Listen #3


Recheck salient features
enumerated in Listen #2


Assign Score


➤


➤


➤


➤


➤


➤


➤
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responses. This omission reinforces the magnitude of the challenge that
language testers face in developing objective criteria for assessing the
complexities of language.


CONCLUSION


Universities and employers base decisions about admissions and
employment on speaking test scores because test users assume that raters
have adhered to the defined rating procedures and therefore that such
uses of the scores are valid. It is essential to investigate this assumption by
probing the processes raters use to arrive at their ratings of examinees’
speaking performance on a test. If raters fail to carry out the intentions
of the rating criteria, then validity of score use is at risk.


A hermeneutic approach to analyzing the concept maps of nine raters
who were just completing training in rating the SPEAK revealed that
individual raters, even when they had gone through a standardized
training process, developed individualized concepts of the process of
rating that reflected the emphasized rating principles to varying degrees.
In general, then, rater trainers should not assume that raters interpret
scoring criteria in the same way, even after similar training. The research
also found that experienced raters and rater trainers who served as
assessors could agree on fundamental principles of rating and could
assess concept maps based on these principles. Specifically for the
SPEAK, key concepts for rater trainers to emphasize in rater training
include holistic rating, the effort required from speaker and listener,
salient features of a response, reference to rating criteria, sustainability,
and internalization of rating criteria.


 Concept maps may be useful as a rater training tool. This initial
exploration showed that concept maps may help rater trainers discover
where raters may be deviating from the given rating principles. Although
verbal protocols serve as an excellent tool for researchers to collect
detailed data, rater trainers seldom have the time or money that verbal
protocols require. The raters in this investigation who did not pass the
initial training saw and discussed the concept maps created before
additional training took place. The discussion provoked by the strengths
and weaknesses of the various concept maps gave the struggling raters-in-
training a fresh perspective on how to apply the rating principles.
Examination of concept maps also revealed positive rating strategies that
had not been taught but that, once discovered, could be taught in the
future. One such strategy, mentioned by a number of raters-in-training
with positively assessed maps, was narrowing the score range to two
bands before deciding on a final score, thus allowing the rater to focus
on a specific area of the SPEAK Band Descriptor Chart. The assessors
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believed that this could help raters manage the large amount of score
descriptors in the scoring rubric.


Future research on concept maps may alleviate some of the method’s
limitations. One limitation is that the concept maps drawn by raters
generally refer to standard rating situations; such maps may not address
how to handle an exam response that deviates from the expected.
Another area for exploration is whether raters’ concept maps change
over time.


A second limitation of concept maps is the potential mismatch
between what raters think they are doing and what they are actually
doing when they rate a response. This mismatch may be due to
unfamiliarity with concept maps or to the inability of a rater to draw an
accurate concept map. Giving subjects a fuller description of what
concept mapping is or even providing sample concept maps from other
fields might help raters understand how to draw a thorough concept
map. Additionally, researchers could combine verbal protocols or follow-
up interviews with concept mapping in order to detect errors and fill in
the gaps of less developed concept maps.


A third limitation is related to the rating criteria themselves. If rating
criteria are not outlined in sufficient detail, raters may find it difficult to
focus on the exact intentions of the test developer. Despite these
limitations, this study indicates that language researchers and rater
trainers alike can benefit from the use of concept mapping in rater
training.
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Vocabulary in Language Teaching.
Norbert Schmitt. New York: Cambridge University Press, 2000.
Pp. xv + 224.


� Vocabulary in Language Teaching, part of the Cambridge Language
Education series, edited by Jack C. Richards, is a wonderful blend of
technical research information and practical approaches to and ex-
amples of vocabulary teaching. The entire book is written in a very
readable, friendly tone for teachers of second or other languages
(specifically English) and others who are interested in how vocabulary
works and can be taught. The author explains in the Preface that the
overall theme of the book is making research and theory accessible
enough to influence classroom practice. Toward this end, each of the
nine chapters presents research on a topic in relatively uncluttered
terms, relates it directly to practical applications for teaching, and goes
on to include a summary, exercises for vocabulary expansion, and
suggestions for further reading. Appendixes with additional examples
and answers for some of the exercises, a large reference section, and an
index are other useful features.


The book contains three sections, with the first two chapters being
background and history of vocabulary knowledge and teaching. The
next five chapters address meaning, form and grammar, use of corpora,
discourse, and acquisition. The final two chapters concentrate on
teaching and assessing vocabulary.


Schmitt combines research, knowledge, and teaching to move the
reader into unexpected territory. For example, chapter 4, titled “Aspects
of Knowing a Word: Word Form and Grammatical Knowledge,” covers
the predicted word class (part of speech), important for understanding
and useful for recognizing word roots. The chapter also explains how the
written form of a word—its shape and characteristics—plays a role in
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reading skill and speed. It goes on to discuss speaking/listening applica-
tions (slips of the ear), in which people interpret a phrase as having
different divisions than intended (e.g., lettuce or let us) or remember only
parts of a word (e.g., tip-of-the-tongue and bathtub effect).


The numerous examples and exercises make Vocabulary in Language
Teaching an appropriate textbook for future ESL and EFL teachers and a
good reference or source of updates for current teachers. The only
drawback might be that the wealth of information and abundance of
useful suggestions could overwhelm the teacher, particularly the eager
novice.


Schmitt does an excellent job of making technical research informa-
tion accessible to and directly usable by the nontechnical reader. Using a
relatively conversational style and including significant and appropriate
examples, the book succeeds in bringing the reader up-to-date on the
latest vocabulary research, terminology, and knowledge base, and imme-
diately applying it to a teaching approach or situation. Vocabulary in
Language Teaching would be a valuable assistant for new and experienced
teachers alike and is a remarkable example of how to apply information
from research to everyday classrooms.


LAURA L. MEYER
Perry High School
Perry, Iowa, United States


Language Crossings: Negotiating the Self in a Multicultural World.
Karen Ogulnick (Ed.). New York: Teachers’ College Press, 2000.
Pp. vii + 180.


� We live in a world of “language crossings.” It is a world of changing
political borders, shattering empires, de- and postcolonization, eco-
nomic and technological globalization, and migration. This world of
intense intercultural communication is the arena for complex linguistic
relationships and negotiations performed by postmodern individuals,
whose Proteanism (Lifton, 1999)—after Proteus, the Greek sea god of
many forms—reflects these historical processes. Language and culture
are at the heart of these complex negotiations. Language minority
students, foreign language learners, immigrants, and travelers—
multicultural/multilingual people—are the creators and main protago-
nists of the multicultural drama. Their voices are heard in Ogulnick’s
book of 25 personal stories, face[t]s (Kouritzin, 1999) of language and
culture learning, and accounts of what it means to live in two (or more)
languages and cultures. They are stories not of peace but of conflict—
between the native and the dominant language and culture, between the
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standard language and the dialect, and among the many complex
emotions that form people’s perception of Self and of Other—the
manifestations of the contradictory aspects of sociocultural identity
formation and struggle.


A valuable addition to the existing personal accounts of language and
culture learning and some eloquent examples of modern Proteanism
(Dorfman, 1998; Hoffman, 1990; Kaplan, 1994; Lvovich, 1997; Ogulnick,
1998; Rodriguez, 1982, Sante, 1998), Ogulnick’s collection of narratives,
written by people from a variety of cultural, linguistic, educational, and
social backgrounds, creates a multifaceted lens through which to exam-
ine the process of inter- and intracultural phenomena translated in
language learning. Such a lens is especially useful for language/culture
researchers and educators.


The personal essays in the volume are compiled thematically by
psychological and sociocultural areas of the learner’s identity. In the first
section, “Dislocations,” the ever-changing sense of self during various
geographic moves reveals the conflicting issues of second language
acquisition and performance as deeply personal yet socially loaded.
“Mother Tongues” reclaims family language and culture and raises
sociopolitical concerns about native language loss. “The Difficulties of
Language Learning” addresses a number of in-depth causes of U.S.
monolingualism, such as some pitfalls of the U.S. educational system and
profound sociopsychological dramas underlying language learning fail-
ures. “Our Love Affairs With Languages: Stories of Multi-Language
Learners” emphasizes the opportunity to transcend oneself, be different,
act, and play while exploring cultures and personal emotional reper-
toire. “Close Encounters With Other Cultures: Learning Language While
Living Abroad” demonstrates how specific linguistic realities translate
into cultural clashes and how personal image, gender bias, and national
identity can be revealed and transformed.


Ogulnick’s volume, unlike many others, clearly demonstrates the
myriad cultural identity issues experienced by second and foreign
language/dialect speakers. These issues are illuminated vividly and
holistically through autobiographical accounts. Although some readers
may view these as nongeneralizable stories and subjective methodolo-
gies, they provide researchers and teachers with rare insight into the
learning and social processes in their classrooms and in the world.


REFERENCES


Dorfman, A. (1998). Heading South, looking North: A bilingual journey. New York:
Penguin Books.


Hoffman, E.(1990). Lost in translation: A life in a new language. New York: Penguin
Books.







238 TESOL QUARTERLY


Kaplan, A. (1994). French lessons: A memoir. Chicago: The University of Chicago Press.
Kouritzin, S. (1999). Face[t]s of first language loss. Mahwah, NJ: Erlbaum.
Lifton, R. J. (1999). The Protean self: Human resilience in an age of fragmentation.


Chicago: The University of Chicago Press.
Lvovich, N. (1997). The multilingual self: An inquiry into language learning. Mahwah, NJ:


Erlbaum.
Ogulnick, K. (1998). Onna rashiku (like a woman): The diary of a language learner in


Japan. Albany, NY: SUNY Press.
Rodriguez, R. (1982). Hunger of memory: The education of Richard Rodriguez. Boston:


Godline.
Sante, L. (1998). The factory of facts. New York: Vintage Books.


NATASHA LVOVICH
Kingsborough Community College, City University of New York
Brooklyn, New York, United States


Teaching Collocation—Further Developments
in the Lexical Approach.
Michael Lewis (Ed.). Hove, England: Language Teaching Publications,
2000. Pp. 245.


� Teaching Collocation is Lewis’s third book on the lexical approach.
Unlike the first two, this one is an edited volume. Although collections of
papers, as worthy as they or their components may be, sometimes lack
coherence, this volume is not open to such criticism; it pursues the
single-mindedness characteristic of Lewis’s first two books on the lexical
approach, promoting the basic tenet that language is grammaticalized
lexis rather than lexicalized grammar.


This volume, aimed at an audience of second and foreign language
teachers, focuses exclusively on teaching collocation, the most important
type of multiword expression. Its 11 chapters are divided into two parts:
(a) “In the Classroom,” and (b) “Background Theory.” The first five
chapters of Part 1, including, for example, “Revising Priorities: From
Grammatical Failure to Collocational Success” ( Jimmie Hill) and “En-
couraging Learner Independence” (George Woolard), are replete with
practical suggestions, some repeated by several authors; this repetition is
neither surprising nor annoying, as important principles and good ideas
bear repeating and reassure the reader that they are worthy avenues to
pursue. Suggestions include, among many others, brainstorming colloca-
tions tied to a topic before writing on that topic, using grids that indicate
which words on the vertical axis can combine with which words on the
horizontal axis, and extending known vocabulary with collocations.
Teachers can integrate such ideas into classes to help students become
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more aware of collocation and multiword expressions without discarding
all that they have been doing (as described in, e.g., Jane Conzett’s
chapter, “Integrating Collocation Into a Reading and Writing Course”).
Readers also get a sense of the potential benefits of this view of lexis: that
it can get students beyond the so-called intermediate plateau and help
increase fluency, for example. Several authors also point out the value of
language corpora, which illuminate the role of multiword expressions
and are increasingly available to both teachers and learners. The sixth
chapter in Part 1 is O. Henry’s “Calloway’s Code,” a short story that
demonstrates the pervasiveness of collocation, particularly in journalistic
language, an unusual and entertaining way to make a point.


Part 2, “Background Theory,” consists of five papers, three authored
by Lewis. Ironically, this half of the book is perhaps the weaker one. It
provides practitioners with background on the lexical approach if they
have not read Lewis’s (1993) work, but on scholarly grounds it suffers
from lack of rigor in providing empirical evidence and citing sources.
(Nor is Part 1 entirely free of this drawback.) Some readers might excuse
such scholarly shortcomings in the name of the priority given to
practicality, but one does not have to be sacrificed for the other. Chapter
10, on testing (Peter Hargreaves), may disappoint teachers expecting
ideas for classroom tests. Chapter 11, “A World Beyond Collocation . . .”
(Michael Hoey), makes several interesting points but adds little theoreti-
cal strength to the section.


Discussion questions at the end of each chapter are an asset to the
book; they guide teachers to think about issues in terms of their own
practices and perhaps to look at their students’ work somewhat differ-
ently. Overall, this volume provides plenty of useful ideas for teachers
and is a logical third step in the “way forward” begun by Lewis in 1993
and continued with Implementing the Lexical Approach (Lewis, 1997).
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New Perspectives on Grammar Teaching
in Second Language Classrooms.
Eli Hinkel and Sandra Fotos (Eds.). Mahwah, NJ: Erlbaum, 2002.
Pp. viii + 272.


� At a time when the long-standing debate of whether or not grammar
should be taught and how it should be taught in ESL/EFL classrooms is
still forging ahead, the publication of New Perspectives on Grammar
Teaching in Second Language Classrooms is important and timely. Contain-
ing contributions from prominent grammar advocates and scholars in
the field who represent multiple perspectives on grammar instruction in
L2 classrooms, the book is “intended as [a] foundational text for second
language grammar pedagogy courses at the advanced undergraduate
and master’s levels” (back cover).


New Perspectives has 12 chapters divided into three sections devoted to
general orientations, pedagogical practices, and research, respectively.
Part I offers a general background to grammar instruction. It includes
Rod Ellis’s argument on the place of grammar instruction in second/
foreign language curricula, Jack C. Richards’ examination of accuracy
and fluency using communicative tasks, Michael McCarthy and Ronald
Carter’s discussion on criteria for a spoken grammar based on corpus-
based data, and Martha C. Pennington’s presentation of four theoretical
approaches to grammar instruction. Part II presents specific strategies
and pedagogy in grammar instruction inside the classroom. Diane
Larsen-Freeman explores the context of and motivation for communica-
tion, which always involves the choice of grammatical forms; Marianne
Celce-Murcia investigates the context of discourse in which grammar
should be taught. Fotos demonstrates classroom practice on a structure-
based interactive task for grammar learners, Ellis addresses the issue of
methodological options in grammar teaching materials, and Hinkel
examines issues of tense and cohesion in writing classes. Part III contains
two chapters drawing on research in grammar structures: one by Peter
Master, on relative clause reduction in technical research articles, and
the other by Hinkel, on teaching and learning English passives.


The enduring challenge remains how grammar should be presented
and taught in classrooms. New Perspectives meets this challenge by
presenting multiple perspectives and practical suggestions for classroom
practice. The experts in this collection agree that grammar should be
taught communicatively, meaningfully, and in the context of use and that
it should not be treated or taught separately from discourse. Beyond this,
the authors chart new directions for language education from theory to
practice and make a strong and convincing argument that grammar in
ESL/EFL instruction is not only necessary but also beneficial. The book
links acquisition theory to grammar instruction to illustrate its necessity
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and benefits, and advocates grammar instruction as a useful means
through which learners can achieve fluency, accuracy, and overall
communicative competence. New Perspectives leaves no doubt that gram-
mar can play an important role in the process of second language
acquisition and learning.


Although New Perspectives is an excellent and important book, some
perspectives remain unexplored. For example, to what extent are adult
learners dependent on grammar as a guide in their new linguistic
system? Among those whose “bioprogram” (Bickerton, 1984, p. 173) may
have already advanced past the stage of acquiring language, there is a
“lack of general guaranteed success” (Bley-Vroman, 1989, p. 41). Might
grammar instruction serve to compensate? Might the learners’ existing
knowledge of abstract grammatical concepts in a new language consti-
tute a type of internalized competence, which becomes an advantage in
L2 learning? How should language educators utilize this advantage to
determine what can be taught in discourse situations and what can be
explained in context-free situations (Celce-Murcia, 1990) without resorting
to lengthy discourse texts? These perspectives have significant relevance
to grammar instruction in L2 classrooms, and they need to be explored
and addressed.


New Perspectives is a useful reference that offers second/foreign lan-
guage students and professionals new directions and multiple perspec-
tives in grammar instruction from theory to practice.
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Teaching Large Multi-Level Classes.
Natalie Hess. Cambridge: Cambridge University Press, 2001.
Pp xi + 197.


� Teaching large mixed-ability classes is challenging; students can be-
come bored or uncontrollable, and teachers can feel stressed. Hess’s
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eight-chapter book provides solutions to these and other difficulties
through practical advice and targeted activities.


In chapter 1, “Getting to Know Our Students,” the author attempts to
persuade teachers that it is important to learn students’ names and
something about their lives, and provides 15 related activities for getting
acquainted. In the second chapter, “Motivation and Activation,” Hess
suggests that “our job as language teachers is to help students gain
competence in language and provide the support and encouragement
that will raise their confidence and motivation” (p. 34). She highlights
the need to offer choices of expression for every activity and permit
students to share their opinions about relevant topics. The chapter also
contains 24 activities to promote exchange of opinions among students.


The next two chapters move the reader into some of the nitty-gritty
problems of large classes: addressing multilevel needs, teaching writing,
and orchestrating group work. Chapter 3, “Reviewing While Maintaining
Interest and Momentum,” focuses on activities that provide review to
students who need it while not neglecting those students who are doing
well, and includes 14 activities. Chapter 4, “Dealing With Written Work,”
gives advice on teaching writing and overcoming difficulties in large
classes. For example, because correcting each student’s written work
every day can be exhausting, Hess advises checking over or correcting
two or three pieces of written work a day but not telling students whose
written work will be collected. The chapter includes 26 related activities
designed to encourage students to produce good written work without
exhausting teachers. In chapter 5, “Working Well in Groups,” Hess
advocates using group work as a means to promote students’ learning
from one another. In addition to providing 23 related activities, she
offers advice on group work problems, such as “students daydreaming,
passing notes and doing their own thing” (p. 113), in addition to
providing 23 related activities.


But even in large classes, students are individuals, and the next two
chapters deal specifically with this point. In chapter 6, “Individualizing
and Personalizing Student Work,” Hess points out that there are two ways
of adapting activities for students: permitting students to approach an
activity on a number of different levels and giving students the chance to
express their ideas no matter what their level is. This section includes 23
related activities. In chapter 6, “Making Students Responsible for Their
Own Learning,” Hess makes clear that learning is contingent on stu-
dents’ being aware of their own learning process and responsible for
their progress. Eighteen activities are included to encourage indepen-
dent learning. The last chapter, “Establishing Routines and Procedures,”
advises teachers to establish routines in classes so students feel secure
and know what is expected, and offers 11 related activities.


One particularly helpful feature of the book is that each activity is
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classified by level. Only a few activities are strictly for beginning- or
advanced-level learners; some 57 are for intermediate- to advanced-level
learners, 25 are for mixed-ability levels, and 58 are appropriate for all
levels. A bibliography provides additional helpful resources for teachers.
Unfortunately, no section includes advice on how to design formal tests
for mixed-ability classes, which would have been a useful addition. Apart
from this minor critique, I have nothing but praise for Hess’s book.


CARMEN-PILAR SERRANO BOYER
Torreón del Alcázar Secondary School
Ciudad Real, Spain


Linguistics for L2 Teachers.
Larry Andrews. Mahwah, NJ: Erlbaum, 2001. Pp. xvii + 146.


� Even for teachers who have a background in comparative and descrip-
tive linguistics, Linguistics for L2 Teachers provides a useful and concise
review of terms and concepts. For student teachers just learning about
ESL and bilingual education, this short book serves as a cogent,
nontechnical introduction not only to linguistics but also to some of the
political issues that have recently surfaced regarding the teaching of
English.


The book is divided into six concise chapters, each with subdivisions
and research exercises sprinkled throughout and accompanying sum-
mary exercises at the end. In chapter 1, “Some Basic Features of
Language and Communication,” ESL is redefined as English as a new
language (ENL). Andrews advocates teaching ENL students the appropri-
ate how and when of language rather than strict prescriptive grammar.
He reviews various theories of the origin of language and defines some
linguistic terms that are used throughout the book.


Chapter 2, “Words and Dictionaries,” delves into the origin of words,
the way terms are narrowed or made more general through time and
use, and the changing meaning of vocabulary via processes such as
compounding, blending, clipping, conversion, and back-formation. He
also gives examples of words that are culturally specific (e.g., slam dunk,
punt) and related to current events (e.g., vocabulary from current
television programs and movies).


The third chapter, “English Use and Usage,” focuses on the difference
between the students’ knowledge of grammar rules and vocabulary, on
one hand, and their performance, on the other. Andrews briefly explains
that English has prescriptive grammar rules (e.g., not splitting an
infinitive, not ending a sentence with a preposition) that originated in
Latin language conventions but no longer apply to modern English. He
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completes the chapter with a discussion of the definition of standard
English versus good English.


In chapter 4, “Social Conventions and English Use,” Andrews again
touches on how and when to use particular forms by describing various
social situations (e.g., conducting business, using the telephone) and
giving examples of appropriate adjacency pairs and utterance pairs.
Good English is further defined as “the ability to make appropriate
linguistic choices so that the fewest number of participants will be
distracted by those choices” (p. 83).


Andrews wrestles with the definition of standard English in his
discussion of “American English Variations,” in chapter 5. He defines it
as “the variety of language use that enjoys the greatest degree of status or
prestige in a nation or a community, as it is used by those persons in
positions of authority and power” (p. 90). The discussion moves through
the topics of phonological, grammatical, and lexical variations; regional
dialects; social tolerance to variation; social conventions; and language
change.


The final chapter, “Meaning and Signification,” provides a brief
overview of linguistic hot buttons, terms with deeply emotional meanings
for some groups (e.g., Redskins for a sports team), and word magic (e.g.,
formulaic responses to events, such as Gesundheit or God bless you when
someone sneezes). The chapter also addresses general semantics and
euphemisms. Andrews concludes with brief discussions of the philoso-
phies of several important linguistic figures, including Alfred Korzybski
and Noam Chomsky.


 Andrews’ writing style is informal and conversational, and his humor-
ous examples personalize linguistic concepts. The book, short as it is,
serves a dual purpose: Not only does it give beginning language teachers
an overview of and introduction to linguistics, but it is also likely to pique
the interest of long-time instructors, help them rethink how English is
changing, and help them apply those thoughts to their teaching.


BETTE BRICKMAN
Community College of Southern Nevada
North Las Vegas, Nevada, United States


ERRATA


In TESOL Quarterly,Vol. 36, No. 1, page 116, the name of the reviewer of The
Politics of Language: Conflict, Identity, and Cultural Pluralism in Comparative
Perspective should have read “Teresa Wise.” On page 119, the title of the
Sarah Benesch’s book should have been Critical English for Academic Purposes:
Theory, Politics, and Practice.


TESOL Quarterly regrets the errors.
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BOOK NOTICES
TESOL Quarterly prints brief book notices of 100 words or less announcing books of
interest to readers. Book Notices are intended to inform readers about selected
books that publishers have sent to TESOL and are descriptive rather than evaluative.
They are solicited by the Review Editor.


Phonetics.
Peter Roach. Oxford: Oxford University Press, 2001. Pp. x + 116.


� Like the other texts in the Oxford Introductions to Language Study
series, edited by H. G. Widdowson, Phonetics is designed to be a brief,
four-part summary for readers new to the formal study of language. The
book begins with an up-to-date summary of phonetics. This introduction
is followed by a series of short readings with study questions designed to
introduce the reader to the main areas of phonetics, including articula-
tion, classification, transmission, the International Phonetic Alphabet,
tones and intonation, acoustics, sounds in systems, connected speech,
and variation in accents. The book also includes a selection of annotated
references and a glossary of terms.


Closing the Achievement Gap.
Yvonne S. Freeman and David E. Freeman with Sandra Morceni.
Portsmouth, NH: Heinemann, 2002. Pp. xiv + 162.


� This book is directed at educators and administrators who want to
develop effective programs for struggling older ESL learners, specifically
those students from upper elementary through high school whose
education may be limited or interrupted or who are struggling to
succeed academically. The book is directed at helping teachers and
administrators design programs to help students catch up academically.
The authors review the research on effective practices and then show
how three teachers put their theory into practice, including thematic
units they have developed, their daily routines, and specific strategies
they use to scaffold instruction. These three practices, along with the
creation of confident students who see themselves as learners, are
presented as the four keys to achievement.
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Resounding Voices.
Gloria Swindler Bontte (Ed.). Boston: Allyn & Bacon, 2002.
Pp. xiii + 363.


� This collection includes stories written by successful educators from
diverse cultural backgrounds (African American, Asian American, biracial
American, European American, Latin American, and Native American)
with external editorial commentary from Bontte. Each chapter of the
textbook tells a story to illustrate the school and home connection and
includes reflections by the author as well as discussion and implications
for teachers. The text includes activities for readers and useful resources,
including World Wide Web resources on multicultural education.


Film.
Susan Stempleski and Barry Tomalin. Oxford: Oxford University Press,
2001. Pp. xi + 163.


� Film, part of the series Resource Books for Teachers, edited by Alan
Maley, is designed to guide classroom teachers in key aspects of language
teaching by presenting both current issues and examples of classroom
materials and techniques. Stempleski and Tomalin’s volume helps teach-
ers select, structure, and teach lessons around films and includes
activities for all levels of students. The authors address how to integrate
film into a course and how to set up film projects. The book includes
photocopiable worksheets and diagrams, a glossary of film terms, Internet
resources, a video player troubleshooting guide, a list of international TV
standards for video, and a bibliography.


The SSR Handbook.
Janice L. Pilgreen. Portsmouth, NH: Boynton/Cook, 2000.
Pp. xviii + 142.


� In this short text, which includes a foreword by Stephen Krashen,
Pilgreen provides an overview of research on and the rationale for
sustained silent reading (SSR) with special emphasis on ESL programs.
Based on a formal study the author conducted as well as the experiences
of other researchers and teachers, the book describes factors that make
for a successful SSR program and tells how to implement them. Also
featured are resources to help teachers begin a similar program, includ-
ing book titles, reproducible student and parent inventories, surveys,
and logs.
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Learner Contributions to Language Learning:
New Directions in Research.
Michael P. Breen (Ed.). London: Longman, 2001. Pp. xxii + 218.


� This book is part of the Applied Linguistics and Language Study
series, which explores key issues in language acquisition and use. This
volume focuses on the learner’s contributions to the language learning
process, including the learner’s personal attributes, thinking, feelings,
and actions that research has suggested influence language learning.
The volume contains nine original chapters, each written by a leading
name in the field of research on learner contributions.
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INFORMATION FOR CONTRIBUTORS


TESOL QUARTERLY Vol. 36, No. 2, Summer 2002


EDITORIAL POLICY
TESOL Quarterly, a professional, refereed journal, encourages submission of
previously unpublished articles on topics of significance to individuals
concerned with the teaching of English as a second or foreign language and
of standard English as a second dialect. As a publication that represents 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. testing and evaluation
learning and teaching; issues in research 4. professional
and research methodology preparation


2. curriculum design and development; 5. language planning
instructional methods, materials, and 6. professional standards
techniques


Because the Quarterly is committed to publishing manuscripts that contrib-
ute to bridging theory and practice in our profession, it particularly
welcomes 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 addressing 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.
TESOL Quarterly is an international journal. It welcomes submissions from
English language contexts around the world.


GENERAL INFORMATION FOR AUTHORS
Submission Categories
TESOL Quarterly invites submissions in five categories:


Full-length articles. Contributors are strongly encouraged to submit manu-
scripts of no more than 20–25 double-spaced pages or 8,500 words (includ-
ing references, notes, and tables). Submit three copies plus three copies of
an informative abstract of not more than 200 words. If possible, indicate the
number of words at the end of the article. 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. Submit manuscripts to the Editor of TESOL
Quarterly:
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Carol A. Chapelle
Department of English
203 Ross Hall
Iowa State University
Ames, IA 50011-1201 USA


The following factors are considered when evaluating the suitability of a
manuscript for publication in TESOL Quarterly :


• The manuscript appeals to the general interests of TESOL Quarterly’s
readership.


• The manuscript strengthens the relationship between theory and prac-
tice: Practical articles must be anchored in theory, and theoretical articles
and reports of research must contain a discussion of implications or
applications for practice.


• The content of the manuscript is accessible to the broad readership of the
Quarterly, not only to specialists 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 and research design 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. TESOL Quarterly invites succinct, evaluative reviews of professional
books. Reviews should provide a descriptive and evaluative summary and a
brief discussion of the significance of the work in the context of current
theory and practice. Submissions should generally be no longer than 500
words. Send one copy by e-mail to the Review Editor:


Roberta Vann
rvann@iastate.edu


Review Articles. 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.
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Brief Reports and Summaries. TESOL Quarterly also invites short reports on
any aspect of theory and practice in our profession. We encourage manu-
scripts that 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 quantitative investiga-
tions. 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, or 3,400
words (including references, notes, and tables). If possible, indicate the
number of words at the end of the report. Longer articles do not appear in this
section and should be submitted to the Editor of TESOL Quarterly for review. Send
one copy of the manuscript to:


Carol A. Chapelle
Department of English
203 Ross Hall
Iowa State University
Ames, IA 50011-1201 USA


The Forum. TESOL Quarterly welcomes comments and reactions from
readers regarding specific aspects or practices of our profession. Responses
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 7–10 double-spaced pages or
3,400 words. If possible, indicate the number of words at the end of the
contribution. Submit three copies to the Editor of 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 or make
known their availability as contributors by writing directly to the Editors of
these subsections.


Research Issues: Teaching Issues:


Patricia A. Duff Bonny Norton
Department of Language Department of Language


and Literacy Education and Literacy Education
University of British Columbia University of British Columbia
2125 Main Mall 2125 Main Mall
Vancouver, BC V6T 1Z4 Vancouver, BC V6T 1Z4
Canada 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 or make known their availability as
guest editors should contact the Editor of TESOL Quarterly. Issues will
generally contain both invited articles designed to survey and illuminate
central themes as well as articles solicited through a call for papers.
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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 American Psychological Association,
Book Order Department, Dept. KK, P.O. Box 92984, Washington, DC
20090-2984 USA. Orders from the United Kingdom, Europe, Africa, or
the Middle East should be sent to American Psychological Association,
Dept. KK, 3 Henrietta Street, Covent Garden, London, WC2E 8LU,
England. For more information, e-mail order@apa.org or consult http://
www.apa.org/books/ordering.html.


2. All submissions to TESOL Quarterly should be accompanied by a cover
letter that includes a full mailing address and both a daytime and an
evening telephone number. Where available, authors should include an
electronic mail address and fax number.


3. Authors of full-length articles, Brief Reports and Summaries, and Forum
contributions 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. 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 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 TESOL Quarterly have not
been previously published and are not under consideration for publica-
tion elsewhere.


7. It is the responsibility of the author(s) of a manuscript submitted to
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 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 TESOL Quarterly do not necessar-
ily 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.


Informed Consent Guidelines
TESOL Quarterly expects authors to adhere to ethical and legal standards for
work with human subjects. Although we are aware that such standards vary
among institutions and countries, we require authors and contributors to
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meet, as a minimum, the conditions detailed below before submitting a
manuscript for review. TESOL recognizes that some institutions may require
research proposals to satisfy additional requirements. If you wish to discuss
whether or how your study met these guidelines, you may e-mail the
managing editor of TESOL publications at tq@tesol.org or call 703-535-7852.


As an author, you will be asked to sign a statement indicating that you have
complied with Option A or Option B before TESOL will publish your work.


A. You have followed the human subjects review procedure established by
your institution.


B. If you are not bound by an institutional review process, or if it does not
meet the requirements outlined below, you have complied with the
following conditions.


Participation in the Research


1. You have informed participants in your study, sample, class, group, or
program that you will be conducting research in which they will be the
participants or that you would like to write about them for publication.


2. You have given each participant a clear statement of the purpose of your
research or the basic outline of what you would like to explore in
writing, making it clear that research and writing are dynamic activities
that may shift in focus as they occur.


3. You have explained the procedure you will follow in the research project
or the types of information you will be collecting for your writing.


4. You have explained that participation is voluntary, that there is no
penalty for refusing to participate, and that the participants may
withdraw at any time without penalty.


5. You have explained to participants if and how their confidentiality will
be protected.


6. You have given participants sufficient contact information that they can
reach you for answers to questions regarding the research.


7. You have explained to participants any foreseeable risks and discomforts
involved in agreeing to cooperate (e.g., seeing work with errors in
print).


8. You have explained to participants any possible direct benefits of
participating (e.g., receiving a copy of the article or chapter).


9. You have obtained from each participant (or from the participant’s
parent or guardian) a signed consent form that sets out the terms of
your agreement with the participants and have kept these forms on file
(TESOL will not ask to see them).


Consent to Publish Student Work


10. If you will be collecting samples of student work with the intention of
publishing them, either anonymously or with attribution, you have
made that clear to the participants in writing.
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11. If the sample of student work (e.g., a signed drawing or signed piece of
writing) will be published with the student’s real name visible, you have
obtained a signed consent form and will include that form when you
submit your manuscript for review and editing (see http://www.tesol.org
/pubs/author/consent.html for samples).


12. If your research or writing involves minors (persons under age 18), you
have supplied and obtained signed separate informed consent forms
from the parent or guardian and from the minor, if he or she is old
enough to read, understand, and sign the form.


13. If you are working with participants who do not speak English well or are
intellectually disabled, you have written the consent forms in a language
that the participant or the participant’s guardian can understand.


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 explained
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 accommodate both of these
requirements, authors of statistical studies should present the following.


1. a clear statement of the research questions and the hypotheses that are
being examined;


2. descriptive statistics, including the means, standard deviations, and
sample sizes, necessary for the reader to correctly interpret and evaluate
any inferential statistics;


3. appropriate types of reliability and validity of any tests, ratings, ques-
tionnaires, and so on;


4. graphs and charts that 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
and sufficiently large sample sizes so that the results are stable;


9. tests of the assumptions of any statistical tests, when appropriate; and
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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 TESOL Quarterly
should reflect a concern for controlling Type I and Type II error. Thus,
studies should avoid multiple t tests, multiple ANOVAs, and so on. 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, authors 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 associa-
tion 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 correla-
tional 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 impres-
sionistic and superficial. Reports of qualitative research should meet the
following criteria.


1. Data collection (as well as analyses and reporting) is aimed at uncovering
an emic perspective. In other words, the study focuses on research
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 interviewing,
and collection of relevant or available documents.
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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 emic 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 descrip-
tion” 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 ensuring
participant anonymity, and data collection strategies, and a description
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 representative
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 behaviors that are salient to
participants 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


� As guest editor, Numa Markee has collected a fascinating sample of
TESOL-related development work in this issue, which helps define the
domain of language in development as it pertains to TESOL. Taking readers
from the detailed perspectives of learners and development workers to those
of theorists and business people, the articles attest to the complexity of
language-related development issues, which transcend the traditional bound-
aries of academic areas and geographical regions. On behalf of the TESOL
Quarterly readership, I thank Numa for his insight in defining language in
development as a topic for a special-topic issue of TESOL Quarterly and for
shaping it in a way that speaks directly to the concerns of the TESOL
profession.


Carol A. Chapelle


In This Issue


� The eight articles in this issue lay out some of the major theoretical and
practical issues that face L2 specialists working in the area of language in
development.


• Arguing that the most important goal of development work is poverty
reduction, Paul Bruthiaux examines the microlending literature in
economics to make the case that the poorest of the poor—usually
women—need direct access to relatively modest lines of credit to
improve their own lives. The linguistic dimensions of this position are
that the most important educational priority for borrowers is to
become literate in their own native languages. Conversely, Bruthiaux
argues that English-medium education is an expensive luxury that is
largely irrelevant for the majority of the population in poor countries.
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• Eddie Williams and James Cooke provide an extensive review of the
literature on the links that exist among language, literacy, education
and economic development. The authors compare and contrast how
the trajectories of economic development and literacy differ in rich
and poor countries, and raise the important question of whether
literacy is a cause or by-product of development. They, too, argue that
the use of an L2 (typically English or French) as a medium of
instruction by poor countries is likely to have a negative impact on the
quality of the education students receive.


• Roslyn Appleby, Kath Copley, Sisamone Sithirajvongsa, and Alastair
Pennycook explore the political, ethical, and professional dilemmas
faced by ESL professionals working in the context of Australian
language aid projects in Laos, East Timor, and Cambodia. The authors
use each of these environments to illuminate how language aid
practitioners have to deal with issues of language choice, ownership,
and political context. Based on these practical experiences, they
develop the beginnings of a theoretical framework for understanding
the sociopolitical context of language in development work.


• Ailie Cleghorn and Marissa Rollnick examine how teachers and
learners in eastern and southern Africa code switch between English
and their L1s in science and mathematics lessons. The authors use
empirical classroom data to show that code switching is a valuable
linguistic resource for education. More specifically, this behavior
enables teachers and learners to discuss abstract concepts that would
be difficult to communicate about if they restricted themselves to using
English only in the classroom.


• Frances Vavrus provides a critical analysis of the language-in-education
situation in Tanzania, documenting how teachers and learners per-
ceive English as a resource for personal development. She argues that
“knowing English” (however imperfectly) is viewed by Tanzanians as an
essential symbolic attribute of being an educated person. Thus, a
critical issue for ESL researchers and teachers working in language-in-
development contexts is to negotiate a delicate balance between the
actual and symbolic properties of English as a medium of instruction in
Tanzania.


• William M. Martin and Anne E. Lomperis develop a framework for
specifying and evaluating clients’ needs in English for occupational
purposes programs in terms of cost-benefit analyses. The authors show
how government agencies and nongovernmental organizations in-
volved in language in development work can develop language pro-
grams in terms of likely returns on investment and evaluate program-
matic impacts on learners, organizations, and the larger community.


• Betsy Rymes reports on a community-based teacher education project,
in which preservice ESL teachers developed language curricula for a
Latino community in the United States. Rymes shows how many of the
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issues that characterize language in development work in poor EFL
countries also affect ESL instruction in the United States and other
rich countries. This suggests that all ESL teacher educators, whether
they are geographically based in rich or poor countries, are potentially
engaged in language-in-development work.


• Mark Warschauer reports on a U.S.-funded language aid project in
Egypt that trained Egyptian ESL instructors to integrate information
technologies with language instruction. Warschauer argues that lan-
guage and technology are both tools for individual and societal
development. Accordingly, he frames his study within a diffusion-of-
innovations perspective and analyzes the developmental processes and
products of the project.


Numa Markee, Guest Editor
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Language in Development:
Questions of Theory,
Questions of Practice
NUMA MARKEE
University of Illinois at Urbana-Champaign
Urbana, Illinois, United States


This article reviews three main themes that come into focus in this
special-topic issue on the emerging subfield of language-in-development
studies: (a) basic definitional issues, (b) issues of the locus and scope of
language in development, and (c) the role of English and other
languages in language in development. The article proposes a working
definition of language in development as the resolution of practical
language-related problems in the context of individual and societal
development, where language is defined in terms of communicative
competence, and development, as a reduction in participants’ vulnerabil-
ity to things they do not control. It then recounts the genesis of this
definition in terms of the author’s research and professional field
experience in language aid and curricular innovation work in rich and
poor countries. A critical summary of the second and third issues
identified above then shows how each contributor’s paper extends or
critiques these preliminary insights.


What is language in development ? This special-topic issue of TESOL
Quarterly provides a preliminary account of the kinds of theoretical


and practical questions that constitute language-in-development work.
More specifically, the authors who have contributed to this issue address
the following concerns:
1. What are the important definitional and terminological issues in


language in development?
2. What are the locus and scope of language in development?
3. What is the role of English and other languages in language in


development?
In order to situate the articles that make up this special-topic issue, I


offer a working definition of language in development and outline its
genesis. I then show how this issue extends and critiques the definition.
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A DEFINITION OF LANGUAGE IN DEVELOPMENT


Language in development focuses on the resolution of practical
language-related problems in the context of individual and societal
development, where language is defined in terms of communicative
competence (Halliday, 1971/1979; Hymes, 1972/1979), and development,
as a reduction in participants’ vulnerability to things they do not control
(Goulet, 1971).


This definition may seem intimidatingly abstract, so let me describe its
genesis in terms of my own and others’ research and experience in this
area (see, e.g., Crooks & Crewes, 1995; Holliday, 1994a, 1994b; Kennedy,
1988, 1999; Kennedy, Doyle, & Goh, 1999; Kenny & Savage, 1997).


Genesis of the Definition


I first became interested in the role language plays in individual and
societal development in 1981, when I saw an English for specific
purposes (ESP) job advertised in the newspaper by the British Council.
The job description was standard enough—ESP materials design and
teacher training designed to provide language support for a larger
project in engineering education—except for the intriguing information
that this particular project was part of Britain’s program of aid to
developing countries. This description raised the obvious question in my
mind: What is language aid?


I applied for the job to find out, and a few months later, I duly arrived
in Sudan, officially designated as a language aid expert. Upon arrival, I set
about surveying the needs of the institution where I worked, developing
communicatively oriented ESP materials for the College of Engineering,
piloting preliminary versions of these materials in my own classes, and
training my Sudanese and junior British colleagues in their use. The
materials that I produced pleased both the Sudanese institution’s
administration and the British Council, and were included in annual
reports to the British government funding agency as evidence of the ESP
project’s success.


Nonetheless, I came to realize over time that the language situation at
this institution (indeed, in all Sudanese higher education) was very
complex. Based on the results of a prototype version of the International
English Language Testing System’s (IELTS) test, the proficiency levels in
English of first- and second-year students varied from 0 (did not attempt the
test) to 9 (expert user). Most students achieved scores of 4 (limited user).
This proficiency band is glossed as follows: “Basic competence is limited
to familiar situations. Has frequent problems in understanding and
expression. Is not able to use complex language” (IELTS, n.d., n.p.).
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From an educational language policy perspective, English was a sacred
cow. Sudanese faculty and students (even those who had little, if any,
proficiency in the language) viewed being educated through the me-
dium of English as an indicator of individual and societal development,
even if the actual level of ESL proficiency attained by learners was in
reality quite low. English was the official medium of instruction, meaning
that all textbooks were in English, as were all examinations. But given the
linguistic realities of the situation, the use of English as a medium of
instruction necessarily varied tremendously. Even in the College of
Engineering, which probably had one of the highest levels of English use
in the institution, Arabic was widely used to varying degrees as the
unofficial medium of instruction (Markee, 1986).


To complicate matters further, although students’ oral proficiency in
English improved somewhat during their studies, this improvement was
not necessarily attributable to the formal ESL instruction provided by the
British expatriate staff and our Sudanese ESL colleagues. Students
received 2–4 hours of ESL instruction and 20–25 hours of content
instruction a week. To the extent that this content instruction was at least
partly mediated through English, learners may have learned most of
their English from their Sudanese content lecturers, not from the ESL
staff. Students therefore learned a Sudanese variety of English, through
a traditional lecture, question-and-answer format. More specifically, the
methodology of content classes frequently involved instructors’ writing
excerpts from course textbooks (which students did not possess) on the
blackboard. Students copied this information into their notebooks.
Instructors provided commentary on these texts in either English or
Arabic, and students asked questions, almost always in Arabic. Instructors
answered these questions in either English or Arabic.


These complex pedagogical and linguistic practices obviously had
serious implications for the language component of this aid project.
Even if the reading-oriented ESP courses that I had developed repre-
sented a viable interpretation of learners’ needs, we expatriate, so-called
aid experts were not only linguistically but also professionally and
culturally marginalized within the institution (Markee, 1993). The
Sudanese language instructors for whom these ESP materials had been
written generally found the communicative methodology implied by the
materials culturally unfamiliar and often too difficult to use, as did the
learners. Thus, even as I introduced these materials into the curriculum,
instructors either avoided using them altogether or reinterpreted their
methodological intent so as to be able to continue using more familiar
methodologies.


By the time I left Sudan in 1983, I realized that I had gone through a
defining, though enormously confusing, intellectual and professional
experience—at considerable expense to my Sudanese hosts. Clearly,
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whatever expertise in aid or development work I had acquired came
from the job itself, not from my experience and education before going
to Sudan. Equally clearly, I had found out that aid and development were
not synonymous. The aid project’s explicit aims of modernizing the
institution’s educational capacity to deliver Western-style ESL instruction
had probably failed. On the other hand, this did not mean that
graduates of the institution could not parley their officially English-
medium degrees into opportunities for self-improvement.


Upon graduating, most male graduates went to work in the oil-rich
economies of the Persian Gulf, where their technical and multilingual
skills were highly valued. After working 5 or 10 years in one of these
countries, during which time they likely supported their families in
Sudan, most of these graduates were able to return home with enough
money to buy a house and car and to start their own families. For female
graduates, the same qualifications opened more limited opportunities in
the local economy, perhaps working with English-using international
organizations in Khartoum.


This brief example illustrates how difficult it is to formulate direct
cause-and-effect relationships or define success in what I am now calling
language in development. Developing such a formulation requires going
beyond the important, though ultimately relatively mechanical, curricu-
lar concerns of how to plan and implement ESL curricula and looking to
more interdisciplinary approaches to how language and education fit in
with broader societal and individual aspirations.


An Interdisciplinary Approach


From a language sciences perspective, Hymesian (1972/1979) and
Hallidayan (1971/1979) notions of communicative competence clearly pro-
vide a viable definition of language. Kachru’s (1985) seminal work on
world Englishes is also highly relevant to understanding the ongoing
transformation of English from a colonial language to the world’s
leading language of wider communication, particularly in science,
technology, medicine, business, transportation, and education. Kachru’s
work problematizes fundamental linguistic categories, such as native
speaker and nonnative speaker. It also raises important ethical questions
about who “owns” English. This perspective has also led to fruitful
discussions of the linguistic rights of non–English speakers to maintain
their own languages (Kontra, Phillipson, Skutnabb-Kangas, & Varady,
1999; Skutnabb-Kangas, 2000) and to various postcolonial critiques of
the ESL profession (Canagarajah, 1999; Pennycook, 1994, 1998, 2001;
Phillipson, 1992; Tollefson, 1989, 1991, 2001).


Insights from the field of language planning are also relevant to the
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formulation of a linguistically oriented definition of language in devel-
opment (Kaplan, 1998). Historically speaking, language planning was
probably the first of the language sciences to address how questions of
language status and standardization might interact with social, primarily
economic, development (see Fox, 1975; Rubin & Jernudd, 1971).
Furthermore, the planning perspective of this early work provides a
useful intellectual and methodological context that can connect ESP
work with wider societal concerns (Kaplan & Baldauf, 1997; Kennedy,
1982; Markee, 1989). On the other hand, this early language-planning
tradition was characterized by a now-discredited reliance on centralized
planning at the national level. Furthermore, until recently, language
planning has had little to say about the connection between national
policy and classroom practice, what Cooper (1989) has called acquisition
planning.


In another sense, Cooper’s (1982, 1989) work is particularly impor-
tant for a definition of language in development because he explored
the relationships between language planning and other forms of social
change, such as marketing, decision making, and the management of
innovation. This work is the principal source for my own subsequent
work in curricular innovation in the United States (Markee, 1997). One
of the implications of this work is that managing innovation and
development in a U.S. research university and doing so in a Sudanese
teaching institution are remarkably similar (for other work on the
management of innovation in a variety of educational contexts and
countries, see Gorsuch, 2000; Henrichsen, 1989; Kennedy, 1988, 1994,
1999; Kennedy et al., 1999; Li, 1998; Rea-Dickins & Germaine, 1998;
Salaberry, 1999; Stoller, 1994, 1995; Wall, 1996). This insight allows the
explicit linking of educational and sociological notions of innovation
(Fullan, 1982, 1993; Havelock, 1971; Miles, 1964; Rogers, 1995) and
Goulet’s (1971) thesis that development is both a change process and an
end state, which involves individuals or large social groups working to
control their own destinies.


These concerns go far beyond what is normally considered to be
within the scope of applied linguistics. Nonetheless, the advantage of this
multidisciplinary perspective is that it provides a backdrop for a broad
range of questions that are highly relevant to ESL specialists. For
example, is language in development a cause or an effect of poverty
reduction? This question formulates the issue of vulnerability reduction
in macroeconomic, product-oriented terms. On the other hand, asking
how and why ESL teachers decide to adopt certain teaching methodolo-
gies and techniques while they reject others is an attempt to understand
developmental processes from a qualitative, ethnographic perspective.
Both types of questions are valid, and both suggest important lines of
research.
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THEMES OF THE SPECIAL-TOPIC ISSUE


Both lines of research are represented in the articles in this issue. The
first two articles, by Bruthiaux and by Williams and Cooke, respectively,
focus on literacy. The third article, by Appleby, Copley, Sithirajvongsa
and Pennycook, explores the ethical, political, and professional dilem-
mas that are illuminated by three examples of Australian language aid
projects in southern Asia. The fourth and fifth articles, by Cleghorn and
Rollnick and by Vavrus, respectively, analyze educational language policy
issues in the multilingual contexts of eastern and southern Africa. The
sixth article, by Martin and Lomperis, shows how to use cost-benefit
analysis as a technique in designing English for occupational purposes
programs. The seventh article, by Rymes, discusses the developmental
issues involved in a community-based ESL program for a Latino commu-
nity in the United States. And the final article, by Warschauer, discusses
the evolution of a U.S. aid project to introduce information technology
as a resource for ESL into Egyptian schools.


Definitional and Terminological Issues


Judging from the way these eight authors have approached the
definition of language in development, achieving a consensus on this
matter is a work in progress. There is substantial agreement that a
definition of language in development needs to be couched in rather
broad terms to capture the complexities of human resource develop-
ment (see the articles by Bruthiaux and by Williams & Cooke). However,
only four of the articles (those by Bruthiaux, by Rymes, by Vavrus, and by
Warschauer) draw specifically on the language of the definition pro-
posed at the beginning of this article. Williams and Cooke, Appleby
et al., Cleghorn and Rollnick, and Martin and Lomperis are essentially
neutral on the proper breadth for a definition of development. In fact,
Bruthiaux provides an incisive critique of the inclusiveness of the
proposed definition, arguing that language-in-development work has to
prioritize the needs of the poorest of the poor. From this perspective, the
articles by Cleghorn and Rollnick and by Vavrus take on particular
significance, because the African continent is the poorest in the world.
At the same time, Rymes demonstrates in her article that language-in-
development issues are central to the work of some ESL teachers even in
the richest country in the world.


These articles also show clearly that terminological issues are impor-
tant. Country descriptors like Third World, developing, underdeveloped,
developed, rich, poor, low income, and high income are not neutral. They are
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invested with particular meanings, some of which, if used carelessly, may
be viewed as demeaning (see in particular the articles by Bruthiaux, by
Appleby et al., by Cleghorn & Rollnick, and by Vavrus). Similarly, as
Appleby et al. point out, although language development (in the sense
of language acquisition) may be an important actual or symbolic
component of language in development (see Vavrus’s article), they are
not synonymous. Thus, language in development (or, following Kenny &
Savage, 1997, language and development) probably includes a number of
subordinate terms such as language as development and language for
development. Time will tell whether further subdivisions are necessary to
capture the range of activities subsumed by language-in-development
work.


The Locus and Scope of Language in Development


As this collection of articles attests, language in development is a
worldwide phenomenon. Its scope includes both the informal educa-
tional sector (as portrayed by Bruthiaux, by Williams & Cooke, and by
Rymes in this issue), the formal educational sector (as portrayed by
Appleby et al., by Cleghorn & Rollnick, by Vavrus, and by Warschauer)
and the public and private business sectors (as portrayed by Bruthiaux
and by Martin & Lomperis). Development work may be funded either by
governments (see the articles by Appleby et al. and by Warschauer) or by
nongovernmental organizations (see the articles by Bruthiaux and by
Vavrus). The ideologies that may inform development work potentially
span the entire political spectrum (see the articles by Bruthiaux and by
Vavrus). Last but not least, questions of access to literacy, education, or
technology by the most disadvantaged members of society are high-
profile issues in language-in-development work, as are a variety of ethical,
political, and professional problems (see the articles by Bruthiaux, by
Appleby et al., by Cleghorn & Rollnick, by Vavrus, by Rymes, and by
Warschauer).


The Role of English and Other Languages in
Language in Development


Finally, probably the clearest and (from the perspective of ESL
specialists) the most controversial theme to emerge from this issue is
that, despite its widespread diffusion as a language of wider communica-
tion, the role of English as a resource for development remains highly
ambiguous and controversial (see the articles by Bruthiaux, by Williams
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& Cooke, by Cleghorn & Rollnick, and by Vavrus). English has never
completely shed its colonial and elitist baggage (see Appleby et al.’s
article). The costs and benefits of using English as a medium of
instruction must always be assessed in terms of the broader linguistic
resources that characterize a given situation. The younger or the more
disadvantaged the participants are, the more likely it is that the L1 will
provide the most viable means of access to development. The world
remains a highly multilingual place, and as ESL professionals, we must
remain mindful that we do not blindly assume that English necessarily
provides a one-size-fits-all solution to fundamental issues of individual
and societal development.


THE AUTHOR


Numa Markee has taught ESL or applied linguistics in Britain, the United States,
Switzerland, Spain, Algeria, Mexico, and the Sudan. In addition, he has lectured
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This article argues that discussion of the role of English in development
fails to recognize the success of narrowly focused community-based
projects, in which basic L1 literacy rather than English education is the
goal. The argument centers on analysis of economic realities of the
informal economy, in which absence of clear title to tangible assets in
low-income countries prevents the entrepreneurial poor from using
these assets as collateral and acts as a brake on economic development.
I show how microlending offers an effective route around this problem
and argue that literacy is essential in transforming the poor’s percep-
tion of their own economic potential. I also argue that, because literacy
should encourage a sense of greater empowerment on the part of
recipients, its acquisition should occur in a local vernacular as opposed
to a potentially unfamiliar language of wider communication. Finally, I
suggest that unsubstantiated faith in the supposed benefits of English
language education for all may divert precious resources from urgent
language education for development tasks and ultimately benefit mostly
the relatively well-off at the expense of the poorest.


The role of English language teaching in economic development is a
confusing issue for many TESOL professionals. Critical theorists


articulate the need for professionals to recognize the hegemony of
English in the process of development and globalization, and therefore
to reflect on their role in perpetuating the inequities associated with
English as the language for development. Other applied linguists see
English in development in more neutral terms, suggesting the inevitabil-
ity of the spread of English and noting the value English holds for
individuals and societies in need of development. In this article I argue
that both of these perspectives are based on a narrow view of develop-
ment that is all but irrelevant to the development needs of the many
people who live in poverty. The analysis of development I present
suggests that for the large majority of the poor, L1 literacy is the essential
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factor because they need the basic literacy skills to participate in their
local economies, not the English that some argue is needed for participa-
tion in the global economy.


I articulate this analysis through discussion of development in general
and then of how economic development can be implemented through
either a top-down or bottom-up approach, the latter relying on poverty
reduction in the informal economy. I describe the dearth of clearly
recorded assets in many low-income countries and argue that this acts as
a major brake on economic development. I show how the concept of
microlending offers an effective route around this problem. I stress that
the acquisition of basic L1 literacy is essential to encouraging a transfor-
mation in the poor’s perception of their own potential. I argue that the
acquisition of basic literacy must take place in a local vernacular as
opposed to a potentially unfamiliar language of wider communication,
whether an imported language such as English or a language of wider
communication used nationally, including areas where it is not indig-
enous (e.g., Hindi in non-Hindi-speaking parts of India, such as Tamil
Nadu). Finally, I suggest that undue faith in the supposed benefits of
English language education may divert precious resources away from
more urgent development tasks and ultimately benefit only the relatively
well-off at the expense of the poorest.


LANGUAGE IN DEVELOPMENT DEFINED


An understanding of the role of language education in economic
development should begin with a definition of the concept of develop-
ment that all parties concerned can agree on. Unhelpfully, two of the
principal protagonists in this process, namely, economists and language
educators, tend to operate independently of each other (Abbott, 1992;
Bruthiaux, 2000). In studies of language and economics, references to
economic models tend to be limited to rich countries, as in discussions of
the benefits of bilingual education in North America or the promotion of
minority languages in Europe (Grin & Vaillancourt, 1997). A review of
the literature on the role of language education in economic develop-
ment reveals that mainstream economists and language educators tend to
operate on the basis of different conceptions of what economic develop-
ment entails (Bruthiaux, 2000). Mainstream, classically trained econo-
mists often charge social scientists (and, by implication, language educa-
tors) with advocating worthy but unrealistic development goals and
methods. Language educators, meanwhile, often reject what they see as
the corporate-friendly stance of mainstream economists and the dehu-
manizing mathematical models they use to gauge economic development.


Yunus (1998) stresses that the process of development should be seen
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in human, not just economic, terms. In essence, economic development
is above all a search for means to reduce poverty, which should be viewed
as an insult to human dignity and a violation of basic human rights (Huq
& Sultan, 1991). Just as important, it entails an attempt to increase
participants’ control over the very process of economic development.
Although this broad view of development covers both quantifiable and
qualitative aspects of the process, it has the disadvantage of covering all
potential recipients of development policies regardless of their current
economic standing (i.e., the moderately well-off as well as the severely
poor). Thus, economic development of the most urgent kind should be
viewed more narrowly as a process of societal change leading to tangible
improvements in and greater control for the most disadvantaged mem-
bers of a society over their living conditions. These societies are conven-
tionally labeled low-income in sources such as World Bank studies, and I
adopt this descriptor throughout this article in preference to alternatives
such as developing (which masks the regrettable fact that some low-
income nations are actually regressing) or underdeveloped (which suggests
a fixed standard and can be seen as demeaning). To be sure, measures of
income such as comparisons of gross domestic product (GDP) (even
when adjusted for purchasing power parity) are hardly fine-grained. Yet
they are objective enough for the purpose of this discussion in that no
one disputes the proposition that by any measure Myanmar is poorer
than Malaysia, for example.


ROUTES TO ECONOMIC DEVELOPMENT


Beyond terminology, the devil is in choosing among the different
routes to development on offer and in implementing the policies that
flow from these choices. At least since scores of new nations gained
independence after World War II and especially since the 1960s, the
poor world has seen the implementation of many large-scale develop-
ment projects. Many have been conceived largely by technocrats and
development experts whose own models of economic development are
often colored by experience gained in geographically and culturally very
different contexts (Mihevc, 1995; Rich, 1994). Over the decades, na-
tional governments, financial institutions such as the World Bank, and
myriad nongovernmental organizations (NGOs) have tended to pro-
mote heavily theory-dependent projects and, implicitly or explicitly, left
it to potential beneficiaries to adapt to these models. Yet, despite being
welcomed by national elites in recipient countries, these donor-driven
development policies have often brought about only marginal rates of
economic growth (Huq & Sultan, 1991).


I do not suggest that the earlier experience of economically developed
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countries is of no relevance to low-income nations or that development
should, as many social scientists and demonstrators at gatherings of
international bodies such as the World Trade Organization often argue,
be insulated from what is seen as the pernicious influence of Western
models and of globalized trade in particular. As Coulmas (1992) sug-
gests, there is no serious alternative to the proposition that economic
development implies some combination of key factors such as the
accumulation of capital, an educated workforce, legally enforceable
contracts, institutionalized relations between capital and labor, and a
largely free (though not unregulated) market. Key concepts for eco-
nomic development and individual participation in the process must be
imported from the West, Coulmas argues, not because the process serves
the exclusive interests of the Western exporters of these concepts
(though this will inevitably occur) but because no low-income society can
hope to emulate the West’s earlier successes without adopting—with
local adaptations, of course—some of the fundamental principles that
led to that development. Moreover, the societal features most in need of
change if economic development is to take place are often the tradi-
tional structures that local vested interests are most keen to preserve,
because the hallmarks of economic deprivation, from hunger to illit-
eracy and low productivity, are inextricably bound up with the traditional
societal structures that gave rise to them and ensured their perpetuation
(Bruthiaux, 2000).


Top-Down or Bottom-Up?


The objective of pulling the severely poor out of absolute poverty has
met with obvious success in places as varied as Malaysia, Botswana, and
Mauritius. In some cases, these tangible improvements in the living
conditions of the poor have been achieved through—among other
factors—the systematic implementation of policies conceived by experts
and imposed top-down with little consultation of potential recipients at
the grassroots level. In many parts of the poor world, however, economic
development policies—no matter how sensible—have often been hon-
ored mainly in the breach. Language education policies, for example,
have often been characterized, in the words of Bamgbose (1991), by
“avoidance, vagueness, arbitrariness, fluctuation, and declaration with-
out implementation” (p. 111).


A built-in difficulty with a top-down approach to development policy is
that, because it tends to be the preserve of a relatively small number of
technocrats and civil servants seeking maximum effectiveness for their
efforts and expenditure, it often leads to large-scale projects designed to
influence the lives of vast populations. In many cases, the policy in
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question (land reform, say) may turn out to have mainly beneficial
consequences. However, if the policy proves to have been wrongheaded
and calls for modification, or if confusion or corruption sets in within the
command system, a hugely inefficient allocation of resources is likely to
result, with corrective measures correspondingly difficult and slow to
implement. Moreover, even in the happy event of top-down policies
having beneficial effects, it is not generally in the nature of policy makers
to overly involve potential recipients in the design, implementation, or
evaluation of these policies (local power brokers, because they will not;
foreign experts, because all too often they cannot). As a result, the
chances of a top-down approach to development empowering potential
recipients and reducing their vulnerability to processes they do not
control (see Markee, this issue) are severely limited.


Yet bottom-up, community-based paths to development exist, with
appropriate language education playing a major role in this process, as I
explain below. The key process consists of identifying a narrow set of
socioeconomic factors that has led to the perpetuation of poverty,
proposing a specific remedy involving self-determination on the part of
the poor themselves, specifying the part language education may play in
this process, and finally making appropriate policy choices over which
language is most likely to bring about a successful educational and
economic outcome.


Poverty Reduction and the Informal Economy


As Chickering and Salahdine (1991) argue, poverty is not primarily an
issue of lack of skills, to be remedied by the application of appropriate
doses of education. Nor should poverty be seen through metaphors
borrowed from medical practice representing it as a symptom of dysfunc-
tional or pathological societal conditions, with the poor viewed as passive
victims of a disease. In fact, the poor are proactive participants in a
dynamic process, with multiple skills and vast potential, and their survival
skills born of dire necessity make them some of the most entrepreneurial
individuals in low-income societies. In the view of Chickering and
Salahdine, the misapplication of the mechanistic assumptions of a
Newtonian world view has encouraged Western-trained technocrats to
see development as a machine, to be analyzed for signs of what needs
fixing, typically top-down, through some form of central planning and
control of entrepreneurial forces within the system.


In one sense, the poor in low-income countries are not always poor in
that they often have claims to substantial assets, such as land or a house,
a situation less often seen among the wage earners of wealthier coun-
tries. The difficulty is that because the poor rarely have formal title to
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these assets, they cannot use them as collateral to raise capital, which
consigns the poor to small-scale activities with limited potential for
growth. Typically, these small-scale informal operations employ no more
than 10 people who have little or no schooling and who are drawn mostly
from the immediate household; they generally avoid social and other
government regulations; they do not operate at fixed hours; they are
itinerant or occupy provisional (typically unrecorded) premises; they do
not use electricity or other forms of mechanical energy; and they are
characterized by relative ease of entry (Butler, 1998; Salahdine, 1991).


By all accounts, the size of the informal economy in low-income
countries is huge, possibly involving 50% of the labor force and
accounting for 40% of total GDP (Montiel, Agenor, & Haque, 1993). In
Morocco, typical informal sector activities include transport and con-
struction, and involve perhaps as many as 75% of the active urban
population (Salahdine, 1991). In Bangladesh, 70% of the urban workforce
is engaged in some form of informal income-generating activity whereas
large-scale industry accounts for only 5% of GDP and 2% of the total
workforce, and in the Philippines the informal sector accounts for 73%
of nonagricultural employment, 78% of construction, 86% of transporta-
tion, and 93% of trade (Chickering & Salahdine, 1991). Even more
important, these figures appear to be on the increase with no end to the
trend in sight, especially as numbers of employment seekers continue to
grow. Meanwhile, because informal operators of this type do not have
access to bank credit, informal loans account for 45% of all lending in
urban settings in the Philippines and 57% in India, and in rural areas of
the Philippines the figure exceeds 66% (Ghate, 1992). In Zambia, the
activities of as many as 80–90% of working adults are supported by
informal loans, and informal lending accounts for 87% of farm loans in
Zimbabwe and 95% in Nigeria (Murinde, 1996).


Yet, despite overwhelming evidence that the informal economy plays a
large and dynamic role in the process of economic development,
mainstream economists and formal education providers tend to regard it
as a marginal phenomenon, of interest mainly to aid workers and the
police (de Soto, 2000). According to Yunus (1998), this marginalization
of the informal economy stems in large part from the misguided notion
that economic activity is primarily driven by a small group of uniquely
gifted individuals, namely, the entrepreneurs. The corollary is that
everyone else must make a living from wage labor in the service of this
select group. In fact, in most low-income countries, the informal
economy is far larger than its formal counterpart. According to de Soto,
the collective value of the fixed assets owned without title by the poor in
low-income countries is a staggering 93 times the amount of develop-
ment aid poured into these nations by rich countries in the past three
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decades, or 46 times as much as all the World Bank loans of the past
three decades.


In many ways, the dominance of the informal sector in low-income
countries is not the symptom of development failure it is often taken to
be. Instead, this vitality, self-reliance, and endless capacity for adaptation
contrasts favorably with the vast subsidies from governments and donor
agencies needed to sustain large-scale enterprises that provide formal
employment for the relatively few (Chickering & Salahdine, 1991). Even
if larger scale industrialization were an unmitigated blessing, there is no
realistic hope of the formal sector absorbing the current number of job
seekers, let alone the increase in the labor force projected for the
coming decades. Moreover, wage employment by itself does not necessar-
ily alleviate poverty. Instead, it can create a mechanism that perpetuates
poverty by depriving workers of adaptability in changing circumstances,
such as periodic financial crises (Huq & Sultan, 1991), and often forces
many wage earners to labor under even more inhumane conditions than
in the informal economy. As Bearak (2001) tells it, the 1.5 million jobs
created in Bangladesh by the U.S.$4.3 billion garment industry that
accounts for 76% of the country’s exports have come at the cost of 3,300
inadequately regulated factories, many operating under sweatshop con-
ditions on a Dickensian scale.


By contrast, the informal sector is a ready-made context for creativity
and initiative as well as a key basis for increased earning power and
empowerment through self-employment. As Chickering and Salahdine
(1991) argue, it thrives on the naturally self-governing capacities of
societies to flourish while minimizing the bureaucratic structures that
most governments in low-income countries cannot yet sustain. It pro-
vides enterprising individuals with the freedom to set up income-raising
commercial activities with minimal interference from ineffective and
often corrupt governmental agencies or from transformation-averse
traditional hierarchies. Because in such adverse circumstances collective
endeavor is more likely to succeed than individual effort, it finds in the
extended family unit a ready-made, homegrown structure in which to
flourish. As such, the informal sector constitutes an essential bridge
between traditional collective values and entrepreneurship anchored in
the best available unit of analysis and implementation, namely, the
family, with its culture of work sharing and collective decision making.
This culture contrasts with typically anonymous and often ill-fitting top-
down schemes (domestic or imported) and with irrelevant notions of
relationships between management and wage workers, in which often
only men are ever considered as breadwinners (Butler, 1998; Yunus,
1998).


Naturally, entrepreneurship in the informal sector tends to alarm
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vested interests on both left and right. On the conservative right, an
entrenched oligarchy fears the competition posed by informal entrepre-
neurs as well as the destabilizing effect and greater social mobility that
entrepreneurship implies, especially once the education of women is
added to the mix. On the idealistic left, critics make no distinction
between informal entrepreneurs and industrial wage earners and insist
on seeing them all as the passive victims of a class struggle. In fact, far
from being a sign of a dysfunctional economy, a lively informal sector is
an indicator of a healthy society in transition from feudalism and
endemic poverty to empowerment and more humane living conditions.
As such, the sector deserves all possible assistance in areas such as
provision of basic management training and credit (Salahdine, 1991). To
these areas should be added that of language education and more
specifically the provision of basic literacy, an issue that I explore further
below.


Microlending


As de Soto (2000) shows, assets without title are of little help beyond
immediate survival—especially to those ambitious or desperate enough
to plan an escape from the grip of economic deprivation—because
absence of clear title to assets prevents them from being offered as
collateral. In the informal economy of Thailand, for example, money-
lenders lend only to people they know and trust, and even they must put
up some form of collateral (Poapongsakorn, 1991). Often, the only
tangible alternative to land or property consists of household appliances,
which are seized by the lender until the debt is repaid, thereby reducing
the borrower’s standard of living from the start (Ghate, 1992).


Grameen Bank’s Approach


One well-documented response to this conundrum is the concept of
microlending, an approach to making capital available for small-scale,
community-based projects such as operating a neighborhood bakery,
manufacturing basic furniture, buying and operating a rickshaw, trading
rice, or raising cattle for milk production. Pioneered in Bangladesh in
the 1970s through the work of the Grameen Bank, this approach to
financing economic activity for the very poor is characterized by the
typically tiny size of the loans it makes, the fact that it lends mostly to
women because of their demonstrably better record at achieving both
effective use of capital and timely repayment, and reliance on peer
pressure rather than the provision of collateral. Today, Grameen oper-
ates in more than half of all rural communities in Bangladesh, where it
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lends to 2.3 million borrowers and boasts a repayment rate of 95%
(Yunus, 1998). It also requires borrowers to undertake to keep their
families small, educate their children, and renounce traditional practices
such as the provision of dowry and child marriage (Auwal, 1996). In
addition, the bank offers literacy classes that feature not only reading,
writing, numeracy, and accounting but also functional education focused
on awareness raising in areas such as family planning services, health
care, and nutrition (Khan & Ahmed, 2001).


The emphasis placed by Grameen on lending to women without
collateral is especially important given that inheritance by women is rare
under customary tenure systems in many cultures. In southern Africa, for
example, women are often driven away at the death of a husband from
land they have been occupying (Joekes, 1999). In Bangladesh, main-
stream banks actively discriminate against women, and any woman
wanting to borrow money from a formal lender has to have a male
relative provide collateral for the loan (Huq & Sultan, 1991), a practice
resulting in the high degree of correlation between divorce rate and
extreme poverty (Wahid, 1994). Given that the competition between
mobility and reproduction—among other factors—has traditionally barred
women from wage employment, the microlending concept allows women
to bypass traditional obstacles to realizing their income-generating
potential and begins the process of confidence building and empower-
ment (Butler, 1998; Kelly, 1996).


Although feminist commentators such as Stromquist (1995) and von
Massow (1999) deplore the recasting of women into roles supposedly
constructed for them by men, it would be churlish not to welcome the
greater involvement of women in income-raising economic processes at
which they obviously excel. A study of Grameen operations in Bangladesh
(Pitt & Khandker, 1998) reveals that capital tends to be spent by male
borrowers on leisure and by female borrowers on household goods. In
addition, daughters of Grameen borrowers were more likely than others
to be enrolled in school. As a work of fiction with more than a ring of
truth puts it,


The women, they’re the only hope of Africa, man. . . . We give food only to the
women. The men, we don’t trust those idiots across a road. No sir. They sell
our porridge in the markets. They have their women make strong drink with
it. They buy cigarettes, guns, girls. The men are bums. The women make the
homes, the men make the wars. The whole of Africa, that’s one big gender
fight, man. Only the women do God’s work around here. (Le Carré, 2001,
p. 456)


While a woman becomes accustomed to transacting independently of
her male relatives and managing an income visibly her own, part of the
microlending vision is that membership in a self-help group will deliver
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continued learning about investment and organizational skills shared
among women with similar needs and aspirations. Thus, the expectation
is that this practice will lead to a greater sense of solidarity, self-
awareness, and decision-making capacity (Fairley, 1998; Huq & Sultan,
1991).


Over time, the Grameen venture has generated numerous studies.
Wahid (1994) finds a link between dedicated bank loans and a measur-
able improvement in housing conditions as well as a higher proportion
of land devoted to high-yielding crop varieties. Auwal (1996) claims that
the bank is less prone to corruption than traditional financial institu-
tions—especially governmental ones. Hassan and Renteria-Guerrero
(1997) conclude that unsecured lending is a viable aid in the fight
against poverty and an appropriate tool for bottom-up community
development.


Criticism of Microlending


Naturally, microlending is not without its critics. Papa, Auwal, and
Singhal (1995) charge that bank prophecies can become self-fulfilling as
bank workers coerce potential borrowers into meeting lending targets.
Rahman (1999) points out that pressure to repay or to meet savings
targets can put borrowers at the mercy of loan sharks, a step backward
that bank balance sheets do not capture because they show only that
funds were somehow secured and loans serviced or repaid, not how and
at what cost funds were secured. Auwal (1996) suggests that Grameen’s
success may be difficult to replicate in sparsely populated countries,
where personal contact and peer pressure are less easily applied, a view
echoed by Nienhaus and Brauksiepe (1997). Wahid (1994) notes that
the bank continues to be dependent on foreign funding agencies (does
this matter if disbursements are generally more efficient and less
corrupt?) and male participation to be far lower than female and
declining (a blessing in disguise, perhaps, given male borrowers’ undis-
tinguished record of financial management). Morduch (1999) claims
that high repayment rates have not necessarily translated into profits for
the bank. Fairley (1998) notes the difficulty inherent in making the
concept of interest acceptable in Islamic societies. Rahman (1996),
Fairley (1998), and Navajas, Schreiner, Meyer, Gonzalez-Vega, and
Rodriguez-Meza (2000) argue that, though successful among the less
poor, the concept cannot address the needs of the truly destitute because
they will never be viable borrowers for banks and that attending to these
needs will continue to be the responsibility of governments and NGOs.


Despite these reservations, the Grameen concept has spawned many
imitators, including—with major adaptations—projects in the United
States and Canada (Conlin, 1999), though comparable experiments
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have typically taken place in countries such as Malaysia (Auwal, 1996),
Mali (Cerven & Ghazanfar, 1999), Guatemala (Kelly, 1996), and espe-
cially Bolivia (Navajas et al., 2000). In the process, as Salahdine (1991)
notes, microlending has led to a degree of income redistribution, not
through taxation or the top-down application of a centrally conceived
master plan, but by tapping the energy and creativity of individuals.
Overall, microlending has a track record of focused resource manage-
ment. At the very least, it offers participants a chance to escape the
poverty trap to which birth and traditional social structures had seemed
to confine them. Though no panacea, it represents a willingness to apply
a fresh approach to an age-old problem that entrenched interests and
sluggish bureaucracies have been all too happy to ignore. What part
language education and in particular the acquisition of basic literacy can
play in the process is an issue to which I now turn.


ECONOMIC DEVELOPMENT AND LITERACY


The informal economy in low-income countries and the concept of
microlending should be of interest to language educators on two counts.
First, the logistics of effective microlending suggest that the model calls
for an approach to language education that emphasizes the acquisition
of basic literacy by borrowers. Although literacy can by itself constitute a
powerful symbol of a yearning for change, without a practical function in
everyday life, it can often appear mysterious and inaccessible (Carrington,
1997; Kell, 1996). Only when it is linked to specific development
activities—such as borrowing in order to expand a business and gaining
a degree of practical control over one’s affairs—can the acquisition of
literacy begin to socialize participants into new and potentially life-
transforming roles. In practice, the successful management of all but the
tiniest of businesses requires record keeping of a kind not possible
through memorization alone. Although many recipients of microloans
in fact start out illiterate, microlending projects typically offer—and in
many cases require—literacy training, including basic numeracy and
record-keeping skills (Auwal, 1996; Fairley, 1998; Hossain, 1998; Rahman,
1996), the medium-term aim being to prepare recipients for the man-
agement of larger loans once they have successfully negotiated the first
steps.


Even more important, however, the model and the type of basic
literacy training that typically accompanies microlending has built-in
consciousness-raising implications. In many ways, what counts is less what
gets written than the act of writing itself. As Norman (1993) notes, the
act of writing itself focuses the mind and forces the writer to reflect on
the event being recorded so intensely that, at the conclusion of the
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event, the record itself can sometimes be discarded. If this is true for the
graduate student taking notes or the rocket scientist at work, there is no
reason to suppose that it will not be true for the operator of a tiny poultry
business in Dhaka or Cairo. Thus, the practice of literacy by the poor
cannot take place for long without alerting participants to a range of
interrelated economic, social, and intellectual issues related to poverty.
Key among these are the practical causes of vulnerability and lack of
control, rationales and methods for medium- and long-term planning
and management to deal with them, accountability, and, crucially, the
direct involvement of women in a type of decision making traditionally
denied to them. As Auwal (1996) notes, the collective nature of
microlending projects and the literacy effort that typically parallels them
ensure that, by interacting among themselves, participants learn from
one another and become aware of their social, economic, and political
status as well as their rights, responsibilities, and opportunities.


To be sure, the acquisition of literacy gives neoliterates access to
practical and previously privileged information on topics such as basic
financial control as well as hygiene, diet, and sex education (Carrington,
1997; Trudell, 1995). Yet literacy is not a neutral practice that merely
allows the creation and interpretation of written records. As Street
(1995) writes, “change brought about by literacy involves profound
changes in people’s sense of identity and in what they take to be the basis
of knowledge” (p. 31). Elaborating on this notion, de Soto (2000) argues
that literacy is at the heart of economic development in that it enables
users to conceptualize what they know exists but cannot see, especially
assets. Property is of limited use as long as it remains in immovable,
unrecorded form, in the form of an untitled house or a plot of land, for
example. To grow to the point at which its operation begins to make a
noticeable difference to standards of living, capital needs to become
virtual; that is, it needs to be handled via an abstract representational
system, a process in which literacy plays a key role. In practice, for the
poor to progress beyond the most basic economic level, their assets need
to be represented in writing—whether in the form of a title, a security, a
contract, or some other record—while the object of the record is
typically not present. In effect, representing ownership in writing—
especially that of increasingly large amounts—allows the user to step
from the material into the conceptual realm where capital lives and
economic development begins.


The written representation of ownership is standard practice in the
rich world, where assets can be traded in various combinations, and every
piece of land, building, piece of equipment, or inventory is recorded in
a document that is the only visible evidence of a vast hidden process
connecting these assets to myriad others in the rest of the economy. In
the virtual world of capital, people can buy from strangers goods they
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cannot see, property can be divided so that risk can be shared, co-owners
can be bought out so that land does not have to be divided into ever-
smaller plots, and information can be centrally recorded and made
widely available. By contrast, the poor remain trapped in the physical
world of rigid, nontradable forms, a world from which they are unlikely
to escape because there is a practical limit to what can be accumulated
and traded physically and, most importantly, because they are in effect
barred from making the conceptual leap from an object-based to an
asset-based economy. Because writing is in essence a representational
system that reduces the need for physical enumeration, literacy consti-
tutes an essential component of the process of facilitating that concep-
tual leap and of promoting change in perceptions and practices. In this
sense, literacy can help narrow the poverty gap, not between the haves
and the have-nots, as folk economics has it, but between the fortunate
conceptual haves and the disadvantaged physical haves.


Perversely, there is a risk that increased levels of literacy could retard
economic development in that it might encourage the proliferation of
bureaucratic hurdles such as multiple requirements for paperwork, as in
the notorious case of the 289 days and U.S.$1,231 in fees (or 31 times the
monthly minimum wage) needed to formally set up a small business in
Lima, Peru (de Soto, 2000). Similarly, it is mistaken to assume that more
education automatically leads to more economic development and that
the educational effort must increasingly concentrate on technical train-
ing (McGrath & King, 1999; United Nations Development Program
[UNDP], 2001). Clearly, economic development is not a single-factor
process, and making it come about requires much besides literacy,
including development-friendly macroeconomic policies, the encour-
agement of a business ethic, the provision of transparent governance
and of a judicial system capable of enforcing contracts predictably and
reliably, and investment in infrastructure (Fairley, 1998; Gustafsson,
1991). Moreover, the jury is still out on the issue of whether literacy is in
general a precondition for development, a by-product of a development
process already under way, or (as seems most likely) a key component in
a bidirectional process, whether at the grassroots level (La Belle, 2000)
or as part of a top-down language-planning effort (Djité, 1993).


VERNACULAR VERSUS
ENGLISH LANGUAGE EDUCATION


What is uncontroversial is that literacy will sooner or later become a
feature of any society that is serious about economic development. Thus,
the question becomes one of choosing an appropriate linguistic vehicle
for that literacy, and the discussion must now turn to language education
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and in particular to potential competition for scarce resources between
basic vernacular language education and English language education.


I have argued that for the enterprising poor, literacy constitutes both
a practical tool for handling the increasing complexities of economic
transactions and a conceptual tool for visualizing hitherto inaccessible
opportunities. Given that a key objective of economic development
policy is poverty reduction in societies with severely limited resources,
the overall objective must be to deliver basic literacy as efficiently as
possible. In practice, this objective points to language education in a
local vernacular rather than in one of the languages of wider communi-
cation on offer, including former colonial languages such as English or
French (Djité, 1993; Gfeller & Robinson, 1998), and national or official
languages such as Hindi, Filipino, or Bahasa Indonesia in areas of the
country where these languages are not spoken indigenously. I do not
mean to suggest that these languages have no useful role to play in the
overall process of economic development. However, I stress that their
promotion should not come at the expense of language education for
localized development needs.


The Language Policy–Language Use Mismatch


In many cases, economic development projects have been tied to
educational efforts delivered via a language with national or interna-
tional reach rather than in a local vernacular, reflecting a mismatch
between language education policy and language use in the communi-
ties. With rare exceptions such as Singapore, dependence on a non-
indigenous language correlates strongly with continued poverty (Abbott,
1992). As many have argued—and I concur—development is essentially
about individually and collectively initiating and controlling beneficial
change and increasing personal and societal involvement in that process.
As Robinson’s (1996) ethnography of a rural community in Cameroon
demonstrates, such changes require language education policies that
permit the recipients themselves to negotiate a compromise between
current local attitudes and practices and development-enhancing alter-
natives. What comes across most strongly from Robinson’s research is the
fact that in a setting where a local language (here, Nugunu) competes
with a language of wider communication with a colonial history (here,
French), each code carves out for itself a role linked to specific
socioeconomic factors. Whenever development issues are being dis-
cussed at the level of the parish council and higher, especially when
officials and outsiders are present, men tend to play dominant roles and
the language of business tends to be French. By contrast, when issues are
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discussed at the village level and the driving force consists of women, the
dominant language tends to be Nugunu. As Robinson notes, most
development-related interaction thus occurs among the more educated
(as evidenced by their command of French), whose access to resources
and power is already greater because of gender or status. In effect, then,
the discourse practices of large-scale, top-down development do not
match those of community-based development projects of the type I have
discussed. Given the need to encourage community-based development
projects and the evidence from the Grameen experience that men have
a less-than-scintillating record of responsible management of such projects,
it is all the more essential for language education for economic develop-
ment to favor the code of those who are most involved at the community
level and who have the better record of bringing small-scale, community-
based projects to fruition, namely, women. Moreover, communication
among these key participants in community-based development activities
must be as free and open as possible. Clearly, this is not likely to occur as
long as basic education is delivered in someone else’s language. If, as
Abbott (1992) puts it, “teachers have to minimize strangeness and
encourage ownership of the process of change, . . . what words could be
less strange that those of one’s own spoken language?” (p. 175).


For the vast majority of the severely poor, that language is not English.
Nor are those in most need of poverty reduction policies likely to
become part—except in the most indirect of ways—of globalized ex-
changes with the potential to contribute to rising living standards.
Globalization essentially involves international trade and the communi-
cation networks that make trade possible. This fact increases the chance
that—because economic growth is not a zero-sum game, with one
participant destined to lose out if another gains—the wealth born of
increased exchanges will accrue to the community of participants in
these exchanges. Clearly, English plays a key role in this process, and its
position as the tool of choice for worldwide communication is probably
unassailable (de Swaan, 1998). Thus, it is proper for English language
educators to concern themselves not only with designing appropriate
pedagogies for each setting but also with guarding against the negative
side effects of bringing languages and cultures of unequal power into
contact.


However, language education for economic development need not be
synonymous with English language education. Throughout the 1990s
and increasingly today, development efforts have become inextricably
linked in governmental and academic circles as well as in the media with
English language education (see, e.g., the range of topics in Kenny &
Savage, 1997). To quote Savage (1997), language education for eco-
nomic development should be
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a critical pedagogy because of the operation of five notable characteristics:
change-oriented, experiential, proautonomy, collaborative, and communica-
tive. It is impossible to engage in these without also engaging an open,
critical, and dynamic approach to the wider educational experience and to
life itself. (p. 323)


However, for language policy makers and language educators alike, and
of course for the intended beneficiaries of language education policy for
economic development, the danger is that this approach may—acciden-
tally, perhaps—be restricted to English language education.


Is English Really Dominant?


To be sure, the recent expansion in the role of English in interna-
tional communication has been little short of spectacular. Around the
world, boardrooms echo with the sounds of English even though the
setting may be Belgium or Brazil and none of the participants may be
native speakers of the language. As witnessed by the abrupt displacement
of Russian by English as the dominant L2 in Central and Eastern Europe,
this demand for English language education is widely seen as motivated
by a desire to break with past deprivations and to share in the fruits of
globalization (Laitin, 1996; Petzold & Berns, 2000). Meanwhile, the
more reflective element among providers of English language educa-
tion, such as Clayton (1999), and critical theorists such as Fairclough
(1999), Phillipson (1997), and Pennycook (1999) struggle to reconcile
their desire to contribute to development efforts with their reluctance to
serve as vehicles for what they see as hegemonic forces they cannot hope
to resist or even influence.


Yet this debate is largely irrelevant to basic economic development
because it applies to an altogether different audience. In most markets,
the consumers of English language education are the relatively well-off,
already far beyond the stage of mere survival. To the extent that the
severely poor are aware of it at all, the global spread of English is a
sideshow compared with the issue of basic economic development and
poverty reduction. Indeed, perceptions of the impact of the worldwide
spread of English may well reflect the relatively fortunate circumstances
of its beneficiaries, including the English language teaching profession
itself. Warschauer (2000), for example, predicts that “the shift toward a
global informational economy will intensify . . . , integrating more
countries and regimes into the global market and further spurring the
need for workers worldwide in diverse occupations, from Webmaster to
food server, to learn English” (p. 529). In practice, far less English is used
in most cultures than many observers in the rich English-speaking world
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imagine. Although estimates of the number of English speakers world-
wide vary hugely, the number of those who use English as an L1 or to a
high level of proficiency for a substantial part of their daily activities as an
L2—as opposed to the vast numbers who merely know some English—
probably does not exceed 10% of the current population of the planet
(600 million of 6 billion). Even among such clearly successful partici-
pants in the global economy as France, Spain, and Italy, fewer than 3% of
those recently polled by European television companies were reported to
have an excellent command of English, and only in small markets such as
Scandinavia and the Netherlands did that number exceed even 10%
(Parker, 1995). Moreover, the ratio of users to nonusers of English is
likely to be affected in the foreseeable future in one direction by
undeniable growth in international communication and in the other by
lower birth rates in the wealthier countries that have English as their
primary language (e.g., the United Kingdom) or a strong second (e.g.,
Scandinavia) and among the urbanized middle class in countries that
have English as a major L2 (e.g., India). As a result, the trends may
cancel each other out, keeping the number of English users as a
proportion of world population steady, at least for the foreseeable future.
A third likely counterweight to the current spread of English is the fact
that, as more speakers acquire a workable command of the language,
reduced scarcity may drive down the current premium afforded by
possession of that skill and increase demand for alternative languages as
markers of economic potential and social achievement (Grin, 2001).


For Americans, this assumption that the world speaks English—or
soon will—has led to a reluctance to address issues relevant to each local
setting and in particular the inability to gather reliable intelligence on
which to base foreign policy. It should after all be self-evident that
governments and—post–September 11, 2001—underground organiza-
tions alike prefer to work in their own language. Yet falling language
teaching budgets and tepid interest in foreign language courses among
U.S. college students—with, as Brecht and Rivers (2000) noted some-
what prophetically, just nine students graduating in Arabic in 2000—
cannot be unrelated to major security failures such as the inability of U.S.
intelligence to spot forthcoming nuclear tests in India and Pakistan and,
of course, the September 11 attacks on U.S. cities. Meanwhile, in less
turbulent times and places, the daily existence of a large, prosperous
middle class in vibrant cultures such as Brazil, Italy, or Japan takes place
in the dominant local language, and, for most, the need to use English
on a regular basis remains very low. Even for the most wired and globally
aware in these cultures, recourse to English remains a last resort. Among
their children, Harry Potter—that archetypal globalized cultural phe-
nomenon—is experienced in translation, not in English.


The severely poor, of course, are feeling little or no effect of the global
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spread of English because they are barely touched by the globalization
that underpins it. Defined as a rise in the ratio of trade to national
income, globalization has since the 1980s spread from rich countries to
a relatively small number of nations with large populations, such as
China and Mexico, and has correlated with relatively high rates of
economic growth in those countries (World Bank, 2001), an observation
that—incidentally—argues for more, not less, globalization. Yet even
those countries that have benefited overall from increased internal and
external trade have clearly not succeeded in eliminating the most
extreme kinds of poverty. It follows that those nations—many of them in
Africa—that have stayed out of the process of greater economic integra-
tion and whose ratio of trade to national income has fallen have even
further to go in tackling extreme poverty. Thus, these nations are at the
greatest risk of falling victim to inappropriate development policies, and
appropriate language education policies that favor viable development
projects should be designed and implemented with precisely these
populations in mind.


Fund Basic Literacy First


In practice, the cause of the exclusion of the poor from greater
participation in wider trade possibly involving a language of wider
communication such as English is largely that their current daily
activities are geared primarily toward survival and that any surpluses they
may take to market are unlikely to find their way into the wider process
of economic exchanges. In principle, English language education has
the potential to facilitate communication between commercial operators
large and small, thereby contributing to wealth creation and poverty
reduction for many. However, this process must be framed within a
broader language education policy that does not divert scarce resources
away from the severely poor, who are not yet part of this process, but
instead channels public funds first and foremost toward primary educa-
tion, and in particular the provision of basic literacy. The stated aim of
such a policy should be to facilitate the growth of community-based
projects likely to lead to tangible poverty reduction along with a process
of reflection and consciousness-raising leading to greater self-reliance
and empowerment. Meanwhile, tertiary education should be encour-
aged to place correspondingly greater reliance on private funding
(UNDP, 2001). For deeply poor populations in many countries, educa-
tion of the most basic type remains a pipe dream, and English language
education an outlandish irrelevance. In a world where, it is said, half the
population has never made a telephone call, talk of a role for English
language education in facilitating the process of poverty reduction and a
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major allocation of public resources to that end is likely to prove
misguided and wasteful.


In brief, what the more reflective element among providers of English
language education should agonize about is less the notion of linguistic
imperialism propagated through English language education than the
likely diversion of scarce resources in the direction of English at the
expense of vernacular language education in those poor countries that
succumb to hyperbole and take dreams of soon plugging into the global
village for reality. To be sure, carefully targeted English language
education is appropriate for specific populations that have a realistic
chance of participating in international exchanges soon. However, given
that, as Markee (1993) shows in the context of English-medium college
education in Sudan, success is far from guaranteed even for student
populations headed for roles of leadership, a trade-oriented English
language education policy for everyone is all the more likely to run the
risk of draining scarce resources from primary education and basic
literacy, especially for women, who, as Haq (1995) shows, are so often the
losers in many low-income societies. As Abbott (1992) comments, “in
many countries, the teaching and use of English at primary school level
is less a cultural invasion than an unnecessary invitation” (p. 175).


For the severely poor, the village is local, not global. In these societies,
it is members of the relatively affluent urban middle class who stand to
benefit most from English language education because they are already
closer to the opportunities offered by increased trade and communica-
tion. Meanwhile, the poor have no lobbying power with which to redress
the blatant subsidy of the better-off by the worse-off such a misallocation
of resources constitutes. For the poor, the appropriate educational
approach lies in facilitating the acquisition of basic literacy in a local
vernacular with specific, practical, user-driven needs in mind, such as
recording assets to make them available as collateral or carrying out
small business transactions, thereby contributing to a greater sense of
empowerment among its recipients. For these populations at least, the
rhetoric of English language education as a path to economic develop-
ment through participation in a globalized economy will remain irrel-
evant for the foreseeable future.
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Because much education through ESL takes place in broader contexts
of development, this article explores the links between areas often dealt
with separately, namely, language, literacy, education, and develop-
ment, particularly national economic development. We characterise the
contrasting histories of rich and poor countries and discuss definitions
of development, poverty, literacy, and L1. We review evidence showing
that education and literacy are more effectively achieved in a known
language, and that effective education contributes to both economic
and human development. Education in poor countries, however, is
ineffective, one reason being that students have an insufficient under-
standing of the instructional medium (typically English or French).
Unfortunately, the status quo is maintained because of political priori-
ties of unification and modernisation, and parental pressure. Develop-
ment depends on an interdependent complex of economic, social, and
educational factors that combine to produce vicious or virtuous circles:
Effective education at the primary level, implying the use of a language
understood by the students, is therefore crucial.


In the opening years of the 21st century, an estimated 150 million
school-age children are not in school, more than 900 million adults


are not literate, and 1.3 billion people live in extreme poverty on under
U.S.$1 a day (Department for International Development [DFID],
1997). Those who are not literate are in the main the same people as
those living in poverty, and they are also the parents of the children who
are not in school. On the surface, therefore, language, education, and
development appear to be related. However, the nature of the relation-
ship is rarely examined critically. The academic literature in language,
education, and development typically does not draw links among these
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areas because research tends to focus on one area rather than looking at
interrelationships. Through their work, many TESOL professionals
participate in development projects within larger educational initiatives
and therefore need to attempt to understand the interplay between their
work and issues of development.


SEPARATE FIELDS, SEPARATE RESEARCH


The literature dealing with development has paid remarkably little
attention to the issue of language in education (Institute of Develop-
ment Studies, 1998, p. 1). Arcand (1995) notes that there is nothing on
language in the two-volume Handbook of Economic Development (Chenery &
Srinivasan, 1988), and the same is true of An Introduction to Development
Economics (Elkan, 1995). Robinson (1996a), speculating on this lack of
attention, surmises that for the developed world “development problems
are not experienced first-hand, but rather seen from a macro perspec-
tive, for instance as a matter of international trade, of large climatic
regions, of disaster or famine” (p. 6) and suggests that governments in
poor countries with limited resources may choose priorities other than
communication.


Development economists’ lack of interest in language is reciprocated
by an almost complete neglect of development economics on the part of
language educationists. Although the titles of some volumes suggest a
link between language and development, notably Language and Develop-
ment, edited by Kenny and Savage (1997), and an identically entitled
collection edited by Crooks and Crewes (1995), the volumes are largely
concerned with language education in developing countries rather than
with the exploration of the linkage between language, literacy, and
development. A number of publications also attest interest in macro-
sociolinguistic and ideological issues (e.g., Hall & Eggington, 2000;
Pennycook, 1994; Tollefson, 1991) but eschew engagement with eco-
nomics. However, interest in the links is now growing: Coulmas’s (1992)
Language and Economy looks at these human phenomena from a capitalist
perspective, and Rassool (1999) looks at literacy for sustainable develop-
ment in poor countries. Review papers oriented toward setting agendas
for language and development have also appeared, some of a general
nature (e.g., Arcand, 1995; Grin, 1996; Robinson, 1992) and some with a
local orientation (e.g. Bunyi, 1999; Heugh, 1999; Webb, 1999), and
Wagner (1995), though focusing primarily on adult literacy and develop-
ment, raises a number of language education issues.


Given the plethora of papers in other areas of ESOL, however, the
number of papers by language educationists that engage with develop-
ment economics is still relatively small. Bruthiaux (2000), in a vigorous
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exploration of the intellectual causes for this neglect, sees it as a function
of the historical antipathy of educationists toward market capitalism
from the 1930s depression onward. To this one might add hostility
toward the statistical approaches of economic modeling on the part of
many language educationists, whose background is generally in the
humanities, and their suspicion that an interest in economics betokens a
right-wing perspective.


More unexpected than language educationists’ neglect of economics
is the large amount of work in development education that evinces little
concern for language (e.g., Pennycuick, 1993; Postlethwaite & Ross,
1992; Thomas, 1992). Education reports from developing countries also
say little about language: Education Now (Oxfam International, 1999)
devotes fewer than 2 of 240 pages to language questions, and
Machingaidze, Pfukani, and Shumba (1998), less than 1 page in a 95-
page report on education in Zimbabwe. Although there are exceptions
(e.g., Treffgarne, 1986), the general impression is one of neglect, due,
according to Watson (1999, p. 5), to the field’s domination by education-
ists with a background in policy and planning rather than in language.


Despite the lack of interdisciplinarity on the part of those working in
language, literacy, education, and development, in this article we suggest
that there are sufficient data from past experiences to attempt a critical
descriptive account of links between them. In the remainder of this
section, we briefly review the role of language in the development of rich
and poor countries and define some basic terms.


A Historical Perspective


Languages are identified and standardised as a result of human
actions in the past. As Blommaert (1999) points out, “one cannot define
a speech community in purely synchronic terms” (p. 7). A current
understanding of language in development requires a look at the
contrasting histories typical of rich and poor countries.


In the history of rich countries (especially, but not only, of Western
Europe), three simultaneous, interdependent processes have typically
operated: (a) the consolidation of the political unit; (b) the consolida-
tion of the economic network; and (c) the development and dissemina-
tion of the standard language, accompanied by literacy in that language.
Literacy in this context does not necessarily mean mass literacy, for, as
Graff (1995) says, “More important than high rates or ‘threshold levels’
of literacy . . . have been the educational levels and power relations of key
persons” (p. 15). Likewise, the great majority of the population may not
be proficient in the standard language, although it is normally a symbolic
reference point for those who claim it. The legitimisation of the state and
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its institutions inevitably involves the legitimisation of the language of
the state. This so-called standard language variety is that of the dominant
group or one to which that group has ready access.1 There is a
concomitant tendency to marginalize other language varieties (Skutnabb-
Kangas, 2000).


In many colonised parts of the world, on the other hand, the internal
development of states in terms of these political, economic, and linguis-
tic dimensions was largely curtailed. Africa provides extreme examples.
Following the General Act of Berlin in 1845, European powers estab-
lished boundaries for the colonies. The preeminent colonial powers,
France and the United Kingdom, installed their own economic and
political institutions in their colonies, operating in their own languages.
The use of colonial languages meant the short-circuiting of functional
development, standardisation, and the spread of literacy for almost all
African languages (see Coulmas, 1992, p. 50; Mazrui, 1996). Although
many African languages developed orthographies and were used for
religious texts (thus qualifying as standard varieties in terms of pre-
scribed orthography, lexis, and grammar), their functions as vehicles of
public written communication were largely limited to the religious
domain.


Issues of language identification and standardisation are therefore
most problematic precisely in many of the ex-colonial areas of the world.
In Zambia, for example, Grimes (1992, p. 433) identifies 35 indigenous
languages, whereas Kashoki (1990) identifies 80 “dialects” with approxi-
mately “20 mutually unintelligible clusters or ‘languages’” (p. 109), and
the 1990 Zambian population census (Central Statistical Office, 1995)
states that “the country has 72 tribes, each with its own unique language
or dialect” (p. 34). Although the immediate reasons for such discrepan-
cies stem from differing criteria (i.e., local political vs. linguistic) for
defining a language, this indeterminacy is bound up with colonial history
and the consequent marginalisation from power of indigenous popula-
tions and their languages. The extreme power differentials in colonial
regimes generally inhibited any integration of indigenous institutions
(economic, political, or linguistic) into those of the colonisers. Decolon-
isation, if and when it came, did not allow for reruns of history, and at the
moment of independence the new nations often had no realistic
alternative to the use of ex-colonial languages in the institutions of the
state, thereby effectively disadvantaging citizens with little or no proficiency
in the language. (Globalisation, dominated by the United States, fol-


1 To expect otherwise is to mistake the nature of power. Dominant groups by definition do
not put themselves at disadvantage, although they may extend a degree of tolerance provided
the minority group does not threaten their interests.
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lowed close on decolonisation; for anglophone ex-colonies, this but-
tressed the status of English.)


In rich European countries such as France and the United Kingdom,
on the other hand, the emergence of a standard language and the
consolidation of the state in economic and political terms had been in a
symbiotic relationship for several centuries of preindustrial as well as
industrial development. The key word, however, is symbiotic—literacy
alone did not cause development. Graff (1995, pp. 19–22) claims that
industrialisation in parts of 18th-century Europe was accompanied by a
temporary decline in literacy rates, whereas in Sweden and Scotland,
Protestantism generated high levels of literacy that were not an immedi-
ate cause of industrialisation, although they may have facilitated the
eventual transition.


Nearer the present, the experience of the Experimental World
Literacy programme, organised by the United Nations Education, Scien-
tific and Cultural Organization (UNESCO) in 11 countries (Algeria,
Ecuador, Ethiopia, Guinea, India, Iran, Madagascar, Mali, Sudan, Syria,
and Tanzania) from 1967 to 1972, provides further evidence that
attempts to establish large-scale literacy with no immediate socioeco-
nomic functions are likely to fail (see Lind & Johnston, 1990, p. 71).
Reflecting on the failure, the programme assessors observed that, if
development is to occur, “literacy must often be linked to changes in
other fields, such as economic and social reforms” (United Nations
Development Programme [UNDP]/UNESCO, 1976, cited in Lind &
Johnston, 1990, p. 75). In short, history suggests that the role of language
varies according to socioeconomic conditions.


Definitions


The lack of agreement on the definition of central terms in the fields
of education and development can be an obstacle in discussion.


Development and Poverty


Almost a decade ago George and Sabelli (1994, p. 230) claimed that
the word development no longer conveyed an agreed concept. King (1998)
put forward the view that categorising countries as developed and develop-
ing is of doubtful validity because all countries in the world face
development problems and are in some sense developing. Nevertheless,
the literature includes two differing conceptions of development:
1. development conceived of as increased prosperity, measured in terms of


economic growth (e.g., Arndt, 1987). There are two views on the
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preferred means of achieving this conception of development. In the
neoliberal view, the forces of supply and demand in free markets are
the most efficient way to set prices for maximum absolute gain.
While recognising that much of this gain accumulates with a minor-
ity, neoliberals claim that wealth also “trickles down” to benefit the
poor. The second view, namely, the structuralist, recognises the
efficiency for growth of industrial capitalism but values state inter-
vention in markets in the interest of equity, or to reduce the
dependency of poor countries on rich countries, for example, by
protecting infant industries through price-fixing or import quotas.


2. development conceived of as the meeting of human needs, which enables the
potential of human personality to be realised (Thomas & Potter, 1992). In
this conception, development is equated not only with reduction in
material poverty and in inequitable distribution but also with in-
creases in such factors as democratic participation, levels of educa-
tion, levels of health, mortality rates, the status of women, and
environmental sustainability. The human needs conception is also
compatible with the view that vulnerability, powerlessness, and
isolation are important aspects of deprivation.


It is, however, the development-as-economic-growth view that has risen
to global dominance today, and free-market economics forms the
backbone of the new world order, with the promotion of the view that
human development ultimately depends on national economic develop-
ment. Like development, the term poverty is notoriously relativistic. The
term itself is a point of contention, with de Haan (1999) pointing out
that in France the phrase social exclusion is preferred, the term poverty
being discredited as a result of its association with charity and liberal
individualism while French Republicanism favours solidarity and social
integration. However, because this concept has not to date featured
prominently in analyses of international development, we avoid it here.
By contrast, a considerable literature is devoted to defining the term
poverty, the following being two of the more common approaches:


1. poverty line: In the simplest definition, poverty is income below a
certain level. In the Poverty Reduction Handbook, the World Bank
(1993a, p. 11) used a poverty line of the equivalent of U.S.$370 per
person per year. Obtaining cross-society comparability is, of course,
difficult.


2. poverty profile: This notion highlights dimensions of welfare such as
health, female fertility (i.e., birth rate), life expectancy, child mortal-
ity, nutrition, access to clean water, and school enrolment rates to
provide a profile for a given population (Crow, 1992, p. 28).
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Either of these definitions will capture a common core of poor
people, but the total numbers may vary depending on the definition
adopted. Tabatabai (1995), using the income-centred approach of
setting a dollar-a-day poverty line, estimates that


about one third of the population of developing countries live in poverty. The
incidence of poverty is now highest in South Asia and in sub-Saharan Africa
(50–60 percent of the population), and lowest in East Asia (about 15
percent). (p. 30)


He adds that although most of the poor currently live in Asia, particu-
larly in South Asia, “there is an unmistakable trend towards the Africani-
sation of poverty” (p. 31). Of the 36 countries estimated by UNDP (2001)
to have “low human development” (p. 1), 29 are in Africa, 6 are in Asia,
and 1 is in the Caribbean.


National economic growth and poverty reduction are obviously linked,
but no consistent relationship exists between them. Intranationally,
although a state’s average per capita income may rise through economic
development, the benefits may be disproportionally allocated (cf. DFID,
1997, paragraph 1.3), so the population of poor people remains unaf-
fected. Economic development may therefore coincide with an increase
in the number of people in absolute poverty (Tabatabai, 1995, p. 28).
Internationally in the past 50 years, formerly poor countries, such as
Thailand and Malaysia, have become relatively rich while those that
remain poor face further decline (Ilon, 1997, p. 413). Additionally, many
poor countries are burdened by debt incurred because of the oil crises of
the 1970s and 1980s, rising interest rates, and declining terms of trade.
Corrupt or inefficient officials have in some cases aggravated debt and
poverty, as was the case in the former Zaire, and chronic civil conflict has
hampered countries such as Angola, Burundi, Sierra Leone, and Somalia.


Disagreement is widespread on how the effects of the globalisation of
the world economy, stimulated by trade deregulation and facilitated by
the communication revolution, relate to development and poverty.
Although international business executives (e.g., Sutherland, 1998)
claim that the effects “have been overwhelmingly good” (p. 62),
globalisation has left some 1.3 billion people, of whom about 70% are
women, in extreme poverty, with less than U.S.$1 a day to live on (DFID,
1997, paragraph 1.9). In short, economic growth approaches to develop-
ment, though successful in the so-called Asian tiger economies, have to
date failed to alleviate poverty (DFID, 1997). Aspirations are now under
review, and there is an increasing emphasis on human needs. The World
Bank is currently “defining a new role for itself as a global welfare agency
and placing education firmly at the centre of its strategy” (Ilon, 1997, p.
414), and it claims that “poverty alleviation and environment [have]
moved center-stage” (World Bank, 1994, cited in Ilon, 1997, p. 416).
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Literacy


A simple definition of literacy, provided by Carrington (1997), is the
following:


That person is literate who, in a language he speaks, can read with under-
standing anything that he would have understood had it been spoken to him;
and can write so that it can be read, anything that he can say. (p. 82, citing
Gudschinsky, 1968, p. 147)


As Carrington notes, this definition is applicable to any cultural setting;
it is nonetheless essentially a psycholinguistic view of literacy, focusing on
the creation of meaning through writing or reading. However, literacy
may also be seen in a more relativist social perspective as “a set of
individual skills, but these skills may be thought to be sufficient or
insufficient, depending on the social, cultural and political context of
any given society” (Wagner, 1995, p. 350).


Although the two views are not incompatible, in this review we adopt
the narrow psycholinguistic interpretation of literacy, not the broad
social one, and we focus on reading acquired through formal education.
More radical conceptualisations of literacy, as embodied in new literacies
work (e.g., McKay, 1996; Street, 1993), focus on literacy practices (i.e.,
forms of social behaviour) rather than on literacy competence (i.e., pro-
cesses of individual understanding). Although such studies offer insight-
ful analyses of the social value of literacy (Street, 1995, p. 29), the
conceptualisation of ideological literacy is too abstract and the ethno-
graphic instantiation too local and contingent to be readily applicable to
general reviews such as this one (e.g., choral reading or reciting aloud
without understanding is a literacy practice that is ubiquitous in schools
in poor countries but one that we wish to distinguish from reading with
understanding).


In compilations of literacy statistics, operational definitions of literacy
vary from country to country. In some it is calculated on the basis of years
of school attendance; in others, on the basis of self-reports or the ability
to write one’s name. Such reports use the term illiterate to refer to those
who do not meet the criteria. According to one set of criteria, estimates
of literacy in adults aged 15 or over in developed, developing, and least
developed countries over 20 years show generally increasing rates
worldwide (UNESCO, 1995; see Table 1). However, because of increases
in population, the absolute numbers of illiterate people have not fallen
commensurately, particularly in the least developed countries. Currently
women account for approximately two thirds of adult illiterates, al-
though the rate of difference between men and women is closing.
Wagner (1995, p. 349) points out that even in families in which some
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members are illiterate, one or two may have some degree of literacy, so
the family as a unit has access to literacy. In passing, we note that, from a
development perspective, numeracy (which may be best regarded as a
type of literacy) is probably as important as, if not more important than,
literacy (cf. Wagner, 1995, p. 352).


LINKING LANGUAGE AND DEVELOPMENT


Despite the unidimensionality of both development and language
perspectives, some important connections emerge from analysis of work
in each area under the broader umbrella of education in developing
countries. From an instrumental perspective, education is intended to
turn students into citizens and workers, and to promote the spread of
knowledge, with the classroom typically seen as a teacher-dominated site
for transmission of information. The personal-growth perspective, on
the other hand, sees education as a student-centred process in which
learners not only acquire information but actively manipulate, integrate,
and create knowledge. Although in reality the education that takes place
in many classrooms falls somewhere between these perspectives, in both
cases language is clearly crucial.


Education and Language Labels


The oft-cited view of UNESCO (1953) that “we take it as axiomatic
that the best medium for teaching is the mother tongue of the pupil” (p.
6) is at face value entirely reasonable, but in practice it poses a number
of difficulties. First, the term mother tongue is problematic for a host of
reasons. One is the context in which the student has acquired language.


TABLE 1


Estimated Frequency of Illiteracy and Estimated Literacy Rates by Area (UNESCO, 1995)


Illiterate adults (millions) Adult literacy rate (%)


Area 1980 1995 2000a 1980 1995 2000a


World 877.4 884.7 880.8 69.5 77.4 79.4
Developed countries 29.0 12.9 10.7 96.6 98.7 98.9
Developing countries 848.4 871.8 870.0 58.0 70.4 73.4
Least developed countries 135.4 166.0 178.0 36.5 48.8 52.7


aProjected.
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Some children are exposed to two—or more—languages from infancy
and have “bilingualism as a first language” (cf. Swain, 1972; see also
Zentella, 1997), particularly in situations of language contact in urban
areas of developing countries. Second, a student’s chronological L1 may
have atrophied, and the chronological L2 may have become dominant—
a not uncommon eventuality for children from minority communities.
(Mother tongue here, of course, refers to the chronological L1.)2


Moreover, to assume that mother tongue education is taking place
simply because the same language label is applied to the students’
language and the medium of instruction may be mistaken if the two are
different varieties of what is considered the same language. This issue is
critical in poor countries where highly divergent rural varieties and
urban contact varieties may share the same linguistic label as the
standard language (e.g., in Zambia, urban Nyanja is very different from
the standard Nyanja of schoolbooks; see Williams, 1998). Literacy studies
need to be especially alert to language variety because most texts are
written in a standard language, whether Arabic, English, Spanish, or
another language. Researchers must always bear in mind the possibility
of variety mismatch in reading lest they attribute difficulties with literacy
skills to individuals who simply lack proficiency in the standard variety of
their language. Primary-school children in Zambia, for example, are well
aware that their own Town Nyanja differs from the standard Nyanja of
their course book, as the words of one child attest: “I don’t know Nyanja
so well. The way we read is different from the way we speak” (Williams,
1998, pp. 59–60).


Education, Language, and Reading


We take the position that literacy, especially reading, is an important
factor in formal education.3 A wealth of research supports the view that
education in a language already known to the learners, typically their
mother tongue, is more likely to succeed than education in a language
children meet for the first time as they enter the classroom. Greaney
(1996), in his review of developing countries, concludes that “research
findings suggest that initial instruction should be offered in a child’s first


2 Mother tongue in sub-Saharan Africa may refer to the unacquired language of the group to
which a person belongs, yielding anomalous claims such as “I have never learned my mother
tongue.”


3 Scribner and Cole (1981), however, were able to separate literacy and education in
research with the Vai people of Liberia and showed that it was not literacy itself but schooling
that produced cognitive changes. In this review, however, we focus on literacy in schooling, and
“to have schooling without literacy is not possible” (Cook-Gumperz, 1986, p. 41).
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language” (p. 24). Elley (1994), reporting on a survey of 32 countries,
found that pupils whose home language differed from the school
language performed less well on reading tests than those who were
tested in their home language.


The situation in sub-Saharan Africa, where exoglossic languages (i.e.,
English, French, and Portuguese) dominate primary education, gives
particular cause for concern (see Bamgbose, 1991, p. 81; Rubagumya,
1990, p. 2; Schmied, 1991, pp. 102–104). Studies of individual African
countries likewise present a gloomy picture. In Zambia ample evidence
shows that the vast majority of primary school pupils cannot read
adequately in English, the sole official language of instruction (Nkamba
& Kanyika, 1998; Williams, 1996), and Machingaidze et al. (1998)
conclude that in Zimbabwe between 60% and 66% of pupils at Grade 6
do not reach “the desirable levels” (p. 71) of reading in English. Similar
findings for Zanzibar (Nassor & Mohammed, 1998), Mauritius (Kulpoo,
1998), and Namibia (Voigts, 1998) are reported on the basis of large-
scale research (carried out on behalf of UNESCO by the Southern Africa
Consortium for Monitoring Educational Quality).


Conversely, beneficial effects flow from use of the mother tongue, or
a known language, in reading. Research from Nigeria, Mali, Kenya, and
Tanzania, summarised by the Association for the Development of African
Education (1996), supports this view, and in Burundi, Eisemon et al.
(1993) found that Year 6 students scored significantly higher on Kirundi
versions of tests of comprehension than on French versions. Williams
(1996) found from a variety of quantitative reading tests and qualitative
reading investigations that Year 5 pupils in Malawi primary schools had
largely achieved reading proficiency in their local language, Chichewa
(the language of instruction for Years 1–4). One reason for the positive
findings for reading in an L1 (or a familiar language) is almost certainly
that the initial stages of beginning reading are much easier because
students can bring into play psycholinguistic guessing strategies based on
knowledge of that language.


Other evidence, however, runs counter to the view that children will
succeed in reading only if they are taught in their mother tongue.
Wagner, Spratt, and Ezzaki (1989) traced Berber L1 and Arab L1
children in Morocco from Years 1 to 5, administering annual tests of
Arabic reading. Although there were differences in favour of the Arab L1
children in Year 1, these differences had almost disappeared by Year 5,
and Wagner et al. dispute the view that learning to read in an L1
“enhances a child’s achievement relative to that of children obliged to
learn to read in a second language” (p. 32). However, the Berber L1
children were clearly using Arabic informally outside the school, and it
had probably become their dominant language by Year 5. Such a shift in
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language dominance is not uncommon for numerically submerged
marginalised peoples, and the term L1 is misleading in such situations.


Further counterevidence to the view that successful reading instruc-
tion must take place in the L1 is provided by the well-known French-
medium immersion programmes in Canada. Longitudinal evaluation
from kindergarten to Grade 8 suggests that, for the first three grades, the
French immersion groups (i.e., English groups taught through French)
lag behind the control groups (i.e., English groups taught in English) in
English reading but that the immersion groups catch up to and overtake
their English control groups thereafter (Cummins & Swain, 1986, pp.
60–61). It would, however, be misleading to generalise from Canadian
immersion to situations in less developed countries, given the differing
background factors that operated in Canada. Parents there deliberately
opted for the immersion schools for their children and could withdraw
their children if the latter experienced problems; the schools were also
relatively well provided for, and all the teachers were trained (see Serpell,
1989, p. 102, on the inapplicability of the Canadian immersion model to
Zambia).


Education and Economic Development


The consensus is that, at national levels, education and development
as economic growth tend to correlate. A number of studies, many of
which inevitably confound formal education and literacy, have demon-
strated this relationship. Lewin (1993) cites one such study by Harbison
and Myers (1964), who found that indicators of human resource,
including literacy, correlated closely with levels of economic develop-
ment. Causal interpretations of these correlations were investigated by
Hicks (1980, cited in Lewin, 1993), who compared historic economic
growth rates with literacy levels (not education) in 83 countries. The 12
developing countries with the fastest rates of growth were found to have
literacy levels 12% above the average for the 83, leading Hicks to suggest
that literacy indeed contributes to growth. This finding is supported in a
study by Wheeler (1980, cited in Lewin, 1993), who examined longitudi-
nal data from 88 countries and concluded that 20–30% increases in
average literacy rates led to rises in gross national product of 8–16%.


The conclusions of the above studies are compatible with the histori-
cal evidence that education contributes to but is not a causal factor in
development. This view of education as contributory is supported by the
work of Azariadis and Drazen (1990), who looked at the development
history of 32 countries from 1940 to 1970 and from 1960 to 1980. They
concluded that a threshold level of economic state variables, including
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the educational quality of the labour force, was a necessary but not
sufficient condition for rapid economic growth. At the start of the study,
the fastest growing countries ( Japan, Greece, Mexico, Finland, Guate-
mala, and Nicaragua in the first period, and Korea, Japan, Greece,
Portugal, Spain, and Thailand in the second) all had a highly qualified
labour force relative to initial per capita income. Other countries in
Azariadis and Drazen’s survey, where the necessary conditions pertained,
experienced less dramatic growth, and still more (many in Latin America)
had up to that point failed to capitalise on their well-qualified labour
force, experiencing slow or even negative growth. Azariadis and Drazen
speculate that the failures were due to “wasteful economic policies, wars
and other political upheavals” (p. 519), together with flaws in the
working of credit markets and differences in birth rates. However, what
they saw as significant is that not one of the countries in which the labour
force lacked the threshold level of educational quality managed to
achieve rapid growth.


Azariadis and Drazen’s (1990) conclusion leads them to speculate
whether a threshold level of literacy in an adequate proportion of the
population is necessary for economic takeoff. Anderson (1966) earlier
estimated that “about 40% of adult literacy . . . is a threshold for
economic development” (p. 347), although the claim begs many ques-
tions and attracts criticism from Rogers (1990, p. 3), Street (1984, p. 2),
and Rassool (1999, p. 81). However, in fairness to Anderson, we note that
most critics (Graff, 1995, p. 52, being an exception) fail to mention his
statement that “that level of education would not be a sufficient
condition in societies lacking other support systems” (Anderson, 1966, p.
347).


Support for the importance of a threshold level of education comes
from Moock and Addou’s (1994) analysis of a number of studies from 12
countries in Asia, Africa, and the Americas. They concluded that, overall,
formal schooling was positively related to agricultural productivity over-
all, although there were variations in the relationship between the two.
They also found evidence for a threshold number of years of education
(3–6 depending on the country) and propose that this threshold
represents a level of education at which the literacy and numeracy skills
attained are sufficient to be retained and rewarded later in life.4


4 In alternative explanations, Graff (1995, p. 54) claims that the purpose of schooled literacy
is to train the masses for factory work, and screening theory says education has no productivity-
related impact, school credentials simply acting as signals for employers. However, Colclough
(1993, p. 29) adduces evidence from the nonformal employment sector in support of the view
that the increased cognitive abilities brought about by formal schooling raise productivity.
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Education and Human Needs Development


From the development-as-meeting-human-needs perspective, a num-
ber of benefits are associated with education, the most important
probably being the improvements in health status and birth rates
associated with female education (Subbarao & Raney, 1993). The evi-
dence comes from a wide variety of sources. Caldwell (1979, cited in
Hobcraft, 1993) found that in Nigeria the impact of maternal education
on child survival was significant even with controls for the husband’s
educational level and occupation. After analysing data from 88 coun-
tries, Wheeler (1980, cited in Lewin 1993, p. 21) concluded that literacy
contributed to reduced birth rates, and Puchner (1995) found maternal
education to be closely related to child nutritional status and mortality.
Lomperis (1991), using data from Colombia, found that maternal
education significantly affected preschool children’s nutritional health,
and she claims that investment in maternal literacy would have a more
effective, longer term impact on child nutritional health than do food
transfer programmes, the effects of which are only short term.


Hobcraft (1993) reviews evidence on the effects of the education of
women from a number of major studies in the United Nations World
Fertility Survey programme. He confirms the findings that educating
women significantly improves health and lowers fertility, and found that
these effects survive controls for a range of other potentially significant
variables. As well as the immediate disadvantages of poor child health,
evidence shows, predictably, that good health is a positive factor in
school achievement, as healthy children are more likely to be able to pay
attention in class whereas unhealthy children are more likely to be
absent (Puchner, 1995, p. 307). Hobcraft notes, however, that the effects
of maternal education on increased chances of child survival appear
much weaker for countries in sub-Saharan Africa than in other poor
regions of the world, a finding for which he has no convincing explana-
tion. Cochrane and Farid (1989) also observe that in sub-Saharan Africa
the birth rates of the rural uneducated and the urban educated show
smaller differentials than in other regions (particularly Latin America), a
point we return to below.


Attitudinal as well as health-related changes are claimed to result from
women’s achieving literacy. The changes appear to derive from greater
self-confidence and a new identity (e.g., Bown, 1990), and they may also
have the potential to alleviate poverty by, for example, increasing
readiness to participate in small businesses or contribute to making
family decisions (Archer & Cottingham, 1996).


Summers (1994) maintains that education also yields environmental
benefits. The most significant effect of female education on the environ-
ment is likely to flow from a reduction of birth rates and the consequent
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slowing of population growth, resulting in less pressure on the land.
Large numbers of rural poor live on marginal land that is particularly
vulnerable to degradation. For all its educational excellence, however,
the developed world has hardly set an example of efficient environmen-
tal management, and the thesis that environmental degradation has
marched with the growth of formal Western-style education is, sadly,
quite plausible.


One of the biggest obstacles to development in sub-Saharan Africa is
HIV infection and AIDS. Of the total estimate of 16.3 million deaths
attributed to AIDS globally by the end of 1999, 13.7 million had occurred
in sub-Saharan Africa (Bartholet, 2000, p. 19). Apart from the human
tragedy, the epidemic has devastating consequences for national eco-
nomic development, the loss of skilled members of the workforce being
of particular concern (e.g., Malawi’s minister of education claimed that
the country was losing 50 teachers a month, mainly to AIDS-related
deaths; “50 Teachers Die Every Month,” 2001). According to Subbarao
and Raney (1993, p. 4), research has been unable to quantify the
importance of literacy and education in combating HIV infection and
AIDS. Although Uganda, where the rate of HIV infection has fallen from
15.0% to 9.7% of the population (Bartholet, 2000, p. 17), provides
limited grounds for optimism, the drop occurred in the context of a
prolonged government campaign. World Development Report 1993 (World
Bank, 1993b) notes that “when the AIDS epidemic began, infection was
initially concentrated among well-educated élites” and goes on to point
out that “these same groups were the first to change their lifestyles as
information became available about the disease and its prevention”
(p. 44).


The power of formal education to combat the significant problems of
environmental degradation and HIV/AIDS may be in doubt. Overall,
however, the research evidence indicates that, whether one interprets
development from the perspective of national economic growth or of
human needs, education is a necessary (but not sufficient) condition for
development to take place.


LANGUAGE IN SUPPORT OF EDUCATIONAL QUALITY?


Given the evidence reviewed above for the potentially positive impact
of education on development, one might conclude that efforts to extend
primary school access to all children in developing countries should be
pursued without further ado. However, research on the quality and
effectiveness of formal education reveals that, in developing countries,
much of the potential is not being realised, even for those children who
attend school. Oxfam International (1999), for example, claims that “it is
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clear that much of what passes for education in the developing world is
of abysmal quality” (p. 12). Much of the educational provision in
developing countries is ineffective for a variety of reasons, including
language access and language teaching.


Lockheed (1993) draws attention to the contrast between primary
school provision in developed and in developing countries as well as
between what is officially provided in developing countries and what
takes place in reality. A primary school student in a developed country is
likely to be healthy and well nourished and to receive instruction in a
class of 30 or fewer children in a well-equipped school with


a curriculum that is well thought out in terms of scope and sequence. On
average they have 900 hours a year of learning time, $52 a year of non-capital
material inputs, and a teacher with sixteen years of formal education.
(Lockheed, 1993, p. 20)


In low-income countries, many children attend


a shelterless school or have class in a poorly constructed and equipped
building, and their curriculum is likely to be poorly designed. On average
they have only 500 hours a year of learning time, $1.70 a year of non-capital
material inputs, and a teacher with ten years of formal education. Typically,
the student will share a resource-poor learning environment with more than
fifty other children, many of whom are chronically undernourished, parasite-
ridden and hungry. (p. 20)


Even such bleak descriptions as these fail to reveal the full extent of
the current ineffectiveness of many schools in developing countries. The
difference between levels of subject-matter knowledge for teachers in
developed and developing countries is likely to be far greater than
suggested by the ratio of 16:10 years spent in formal education, as each
year of education in a poor country, with all its inefficiencies, may result
in very little learning—and teachers’ subject-matter knowledge has been
shown to be a key determinant of student achievement in developing
countries (Lockheed, 1993, p. 28).


As for quality in the context of literacy, Postlethwaite and Ross (1992),
in a survey of 9- and 14-year-olds in more than 4,000 schools in 26
(mainly developed) countries, concluded with respect to reading meth-
ods, “The more effective school is one where the teachers emphasise,
above all the understanding of what is read” (p. 46). However, most sub-
Saharan primary schools teach reading through rote repetition in a little-
known language, as shown in the following extract from a third-year
reading class in Zambia:
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Teacher: We are going to read the story that is Chuma and the Rhino. That
is paragraph three and four, which has been written on the board.
Who can read the first sentence in paragraph three? Yes?


Pupil: Look at that hippo’s mouth father
Teacher: Read aloud.
Pupil: Look at that hippo’s mouth father.
Teacher: Once more.
Pupil: Look at that hippo’s mouth father.
Teacher: Yes. The sentence is “Look at that hippo’s mouth father.”
Class: Look at that hippo’s mouth father.
Teacher: Look at that hippo’s mouth father.
Class: Look at that hippo’s mouth father. (Williams, 1996, p. 199)


The lesson continues in this vein, with no attention to the presentation
or checking of meaning. Such rote repetition of written text without
comprehension is a readinglike activity, but it is not reading according to
our definition (although it qualifies as a literacy practice). Likewise,
copying from the blackboard without comprehension is writinglike but is
not true writing, and has a similar implication for effective education.


If children in developing countries have little exposure to the lan-
guage of instruction (whether English, French, Portuguese, or another
language) outside the school, and if teaching the language of instruction
is ineffective inside the school, then low-quality education is inevitable.
Reading cannot fulfill its intended major role in formal teaching and
learning, primarily because, for the vast majority of children, lack of
language competence short-circuits the reading process. In such cases,
the school experience runs the risk of being stultifying rather than
enlightening.5 Indeed, the above-mentioned findings that education had
weaker effects on child survival in sub-Saharan Africa relative to develop-
ing countries in Latin America (Cochrane & Farid, 1989; Hobcraft,
1993) are likely to be the result of the lower effectiveness of education in
Africa. It was less effective there partly, we suggest, because the students
lacked proficiency in the language of instruction; the Latin American
students, by contrast, had acquired proficiency in Spanish.


The cognitive gains from investment in inadequate education are
negligible, as one would expect (Knight & Sabot, 1990). Simply provid-
ing access to schools therefore may not encourage the poorest parents to
enrol their children. To sacrifice the valuable productive labour of their
children to education (the opportunity cost), such parents must perceive


5 Another risk is the negative impact of English on national self-esteem. Kapepwe, at the
time vice president of Zambia, said in 1969, “We should stop teaching children through English
right from the start because it is the surest way of imparting inferiority complex in the children
and the society. It is poisonous. It is the surest way of killing African personality and African
culture” (as cited in Serpell, 1978, p. 432).
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education as a valuable investment. Crucially, then, it is effective educa-
tion that enables individuals to acquire knowledge and skills that in turn
can contribute to development. The glaringly obvious point is that
education is unlikely to be effective for the majority when schools
employ an unfamiliar language such as English as a medium of instruc-
tion without effective means for increasing learners’ language proficiency.


POLITICAL PRIORITIES


Educationists who advocate a central role for African languages in
primary education (from the United Missionary Conference in Kenya in
1909 to the Intergovernmental Conference on African Language Poli-
cies in Africa in 1997) have repeatedly stated the overwhelming case for
educating children in a familiar language. Governments have largely
ignored these calls, invariably citing the need for national unification
and development. In Zambia, the Ministry of Education (1976) clearly
laid out the postindependence role of schooling in promoting this unity
through English:


For the sake of communication between Zambians whose mother tongues
differ and in order to promote the unity of the nation, it is necessary for all
Zambian children to learn the national language [i.e., English] as early as
possible, and to use it confidently. (paragraph 47)


Although opting for English may have prevented conflict in the
educational arena between competing language groups in countries
such as Zambia, the language has divided, on the one hand, those who
have access to it, typically members of reasonably well-off urban groups
and, on the other hand, those who do not, typically the members of poor
urban and especially rural groups. Far from being a source of unity, the
use of English in education in many poor countries has become a source
of national disunity.


Likewise, far from being a bridge to development, the dominant role
of English in primary schools (the only form of education for the vast
majority of people in poor countries) has proved to be a barrier, because
most students fail to acquire adequate competence in the language. Not
surprisingly, then, whether one looks at development in terms of the
national economy or in terms of human needs, poor countries that use
English as a means of accessing development have not hitherto made
great strides. For example, Zambia’s gross domestic product had a real
growth rate of minus 2% in 1998, and 86% of the population was
estimated to be living under the poverty line in 1993 (World Factbook,
1999). Life expectancy at birth was just under 37 years, and 19% of the
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15- to 49-year-old population was affected by HIV/AIDS (Bartholet, 2000,
p. 17). This bleak picture is repeated in many other African countries;
Zambia is ranked 153 of 174 countries in the Human Development
Index (UNDP, 2001, p. 1).


Djité (1993) concludes that


reliance and dependency on superimposed international languages to achieve
development in Africa over the last three decades has proven to be a failure.
Instead of leading to national unity, this attitude has significantly contributed
to the socioeconomic and political instability of most African countries.
(p. 149)


Although such views are widespread, governments, especially in Africa,
have shown little will to change their policies, and their favouring of
exoglossic languages such as English is generally supported by local
communities, for whom English equals education. Families see English
as a “strong” language and primary-school English as the first step toward
a coveted white-collar job. Hornberger (1987) notes similar community
resistance to the use of Quechua in rural Peru; Davies (1996) notes the
insistence of parents in Nepal that children be taught through English.
What governments and families appear not to appreciate is the consider-
able amount of time, effort, and resources necessary to learn a language
to a point, for example, at which independent reading of more than the
simplest texts is possible. Although it would be unrealistic and unhelpful
to expect governments to abolish the use of English, its dominance in
the primary system in Africa should certainly be reduced if children are
to engage affectively and cognitively with their schooling. However,
political will in the matter of local languages is crucial, and as Heugh
(1999, p. 309) points out, in the absence of demand from the communi-
ties themselves, change is unlikely.


CONCLUSION


There is no clear pathway whereby literacy leads to an acceptable
standard of life; there is a labyrinth in which the best intentioned can
lose their way. Literacy, education, and economics are not linked by
simple one-way, causal connections but interact in complex ways in
contexts of conditionality. The above-mentioned failure of UNESCO’s
1967–1971 World Literacy programmes, which were not connected to
economic or social change, contrasts with four successful, nationally
inspired mass literacy campaigns (in Cuba, Nicaragua, Vietnam, and
Somalia) in the 1960s and 1970s (Lind & Johnston, 1990, p. 89). All four,
however, were associated with social change, and there was accordingly a
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use for literacy; furthermore and, in our view, crucially, these successful
campaigns took place in countries with one principal majority language
(see Archer & Cottingham, 1996, on projects that successfully integrated
local language literacy and local development on a smaller scale). Such
episodes support current development thinking, which holds that three
general conditions, involving economic, social, and human capital, are
necessary if poor countries are to develop in the modern world.


Global economic conditions should not be a barrier to poor countries’ acquiring
economic capital. Declining terms of trade and debt burdens interact to
hinder the efforts of poor countries to establish the sound economic
base they need to build up necessary infrastructures. A particularly
contentious issue is trade liberalisation: One view is that it will increase
the globalisation of poverty; the opposing view, championed by a small
number of rich countries in the World Trade Organisation, is that
strengthening the global economy is the only way to help the poor.
Stewart (1996, p. 332) concludes from a study of 16 countries that
education is implicated in both virtuous and vicious circles in economic
globalisation: Stewart’s successful countries (China, Hong Kong, Indone-
sia, Malaysia, Singapore, South Korea, Taiwan, and Thailand) start with a
well-educated population, which helps them succeed in the global
economy, thereby generating further income to resource more educa-
tion and enabling them to keep competing in the global economy.
Stewart’s unsuccessful countries (Bolivia, Ethiopia, Madagascar, Mauri-
tania, Niger, Peru, Sierra Leone, and Zambia) start with a poorly
educated population, which contributes to economic failure and reduces
these countries’ capacity to sustain educational resources, leading to a
downward spiral. To compound their problems, their key skilled people
are attracted to the successful countries.


To ensure social capital, a critical mass of a country’s citizens must be
committed to the polity. Many working in development (e.g., Edwards,
1999, p. 66; Robinson, 1996b, p. 170) claim that development requires
not certain economic factors but the transformation of countries from
within into states that have generated social capital, that is, a critical level
of trust and reciprocity between citizens, with institutions and individuals
who are committed to the welfare of their fellows, so that the state
coheres as a polity. Sachs (1996, cited in Edwards, 1999, p. 68) maintains
that it is the level of social capital that marks out the Asian tiger
economies from most of Africa, and over two decades ago President
Kaunda of Zambia was wont to complain of the need for civic responsibil-
ity in his country.
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Provision of effective education is crucial in contributing to human capital. The
crucial phrase here is effective education: It is a grotesque paradox that
poor countries, who can least afford to, often operate expensive educa-
tion language policies that involve home-school language switching and
are generally ineffective. Rich countries, on the other hand, usually
operate relatively cheap, largely monolingual language policies that are
reasonably effective. Although no simple causal connection exists be-
tween the language of education and the well-being of the state, the
weight of evidence suggests that learners acquire literacy skills more
easily in a familiar language, leading to more effective education; in turn,
effective education can contribute to poverty alleviation and develop-
ment. The crucial point here is that education should be effective. It is
abundantly clear that education in a language that few learners, and not
all teachers, have mastered detracts from quality and compounds the
other problems of economically impoverished contexts.


These three capitals—economic, social, and human—are, we suggest,
multiplicative in the sense that if the value of one is close to zero, then
the other two do not operate. Thus a weak economic base has a
debilitating effect on education (human capital) and ultimately on the
cohesion of the state (social capital); a weak social base means that
economic life (economic capital) suffers through corruption and fraud
and state education is neglected; a weak base in education means that
neither economic or human development is sustainable, and again the
cohesion of the state will suffer.


The interrelatedness of the economic, the social, and the human
requires simultaneous action on all three fronts from people who are
both sympathetic and knowledgeable. Although many citizens of the
global village are aware of the limitations of the power of education to
transform lives in countries where trade deregulation is stifling econo-
mies or where corruption and conflict are stifling civic society, language
educators are better placed than most to understand the connections
between language and the provision of effective education, which is a
crucial factor in economic and human development. It is up to TESOL
professionals to share this knowledge with politicians and economists in
both rich and poor countries who are in a position to influence matters.
The intricacies of economics, society, and education create a labyrinth,
but surely a world whose rich nations periodically summon up huge
military forces with apparent ease can find a pathway. Are we, as
language educators, playing our part in the search for that pathway?







318 TESOL QUARTERLY


ACKNOWLEDGMENTS


We thank the Centre for British Teachers for funding the preliminary research for
this article and Phil McCann of the Department of Economics at Reading University,
together with three anonymous reviewers, for their comments on an earlier draft.


THE AUTHORS


Eddie Williams has a PhD in reading research in developing countries and directs a
Literacy in Learning Unit in Reading’s School of Linguistics. He has worked on
bilingual literacy projects in many African countries.


James Cooke has qualifications in both TESOL and development, and has worked in
Laos and Thailand.


REFERENCES


Anderson, C. A. (1966). Literacy and schooling on the development threshold: Some
historical cases. In C. A. Anderson & M. J. Bowman (Eds.), Education and economic
development (pp. 347–362). London: Frank Cass.


Arcand, J.-L. (1995). Development economics and language: The earnest search for
a mirage? International Journal of the Sociology of Language, 121, 119–157.


Archer, D., & Cottingham, S. (1996). Action research report on REFLECT (Education
Research Serial No. 17). London: Overseas Development Administration.


Arndt, H. W. (1987). Economic development: The history of an idea. Chicago: University of
Chicago Press.


Association for the Development of African Education, Working Group on Educa-
tional Research and Policy Analysis. (1996, October). A synopsis of research findings
on languages of instruction and their policy implications for education in Africa. Paper
written for the Sixth Meeting of the Caucus of African Ministers of Education,
Accra, Ghana.


Azariadis, C., & Drazen, A. (1990). Threshold externalities in economic develop-
ment. Quarterly Journal of Economics, 105, 501–526.


Bamgbose, A. (1991). Language and the nation: The language question in sub-Saharan
Africa. Edinburgh, Scotland: Edinburgh University Press for the International
African Institute.


Bartholet, J. (2000, January 17). The plague years. Newsweek, 135, 12–28.
Blommaert, J. (1999). The debate is open. In J. Blommaert (Ed.), Language ideological


debates (pp. 1– 37). Berlin: Mouton de Gruyter.
Bown, L. (1990). Preparing the future: Women, literacy and development (ActionAid


Development Report No. 4). Chard, England: ActionAid.
Bruthiaux, P. (2000). Supping with the dismal scientists: Practical interdisciplinarity


in language education and development economics. Journal of Multilingual and
Multicultural Development, 21, 270–291.


Bunyi, G. (1999). Rethinking the place of African indigenous languages in African
education. International Journal of Educational Development, 19, 337–350.


Caldwell, J. C. (1979). Education as a factor in mortality decline: An examination of
Nigerian data. Population Studies, 33, 395–413.


Carrington, L. D. (1997). Social contexts conducive to the vernacularisation of
literacy. In A. Tabouret-Keller, R. B. Le Page, P. Gardner-Chloros, & G. Varro
(Eds.), Vernacular literacy: A re-evaluation (pp. 82–92). Oxford: Clarendon Press.







PATHWAYS AND LABYRINTHS 319


Central Statistical Office. (1995). Census of population, housing and agriculture (Vol.
10). Lusaka, Zambia: Author.


Chenery, H. B., & Srinivasan, T. N. (1988). Handbook of economic development.
Amsterdam: North Holland.


Cochrane, S. H., & Farid, S. M. (1989). Fertility in sub-Saharan Africa: Analysis and
explanation (World Bank Discussion Paper No. 43). Washington, DC: World Bank.


Colclough, C. (1993). Educating all the children: Strategies for primary schooling in the
South. Oxford: Clarendon Press.


Cook-Gumperz, J. (1986). The social construction of literacy. London: Cambridge
University Press.


Coulmas, F. (1992). Language and economy. Oxford: Blackwell.
Crooks, T., & Crewes, G. (Eds.). (1995). Language and development. Bali: Indonesia


Australia Language Foundation.
Crow, B. (1992). Understanding famine and hunger. In T. Allen & A. Thomas (Eds.),


Poverty and development in the 1990s (pp. 15–33). Oxford: Oxford University Press/
The Open University.


Cummins, J., & Swain, M. (1986). Bilingualism in education. London: Longman.
Davies, A. (1996). Ironising the myth of linguicism. Journal of Multilingual and


Multicultural Development, 17, 485–496.
de Haan, A. (1999). Social exclusion: Towards an holistic understanding of deprivation.


London: Department for International Development. Retrieved April 18, 2002,
from http://www.dfid.gov.uk/Pubs/files/sdd_socex.pdf.


Department for International Development. (1997). Eliminating world poverty: A
challenge for the 21st century (White Paper on International Development). London:
Author.


Djité, P. G. (1993). Language and development in Africa. International Journal of the
Sociology of Language, 100/101, 149–166.


Edwards, M. (1999). Future positive: International cooperation in the twenty-first century.
London: Earthscan/Kogan Page.


Eisemon, T. O., Schwille, J., Prouty, R., Ukobizoba, F., Kana, D., & Manirabona, G.
(1993). Providing quality education when resources are scarce: Strategies for
increasing primary school effectiveness in Burundi. In H. M. Levin & M. L. Lock-
heed (Eds.), Effective schools in developing countries (pp. 130–157). London: Falmer
Press.


Elkan, W. (1995). An introduction to development economics (2nd ed.). New York:
Prentice Hall.


Elley, W. B. (1994). The IEA study of reading literacy: Achievement and instruction in thirty-
two school systems. Oxford: Pergamon Press.


50 teachers die every month, says minister. (2001, July 19). The Nation, p. 5.
George, S., & Sabelli, F. (1994). Faith and credit: The World Bank’s secular empire.


London: Penguin Books.
Graff, H. G. (1995) Labyrinths of literacy. Pittsburgh, PA: University of Pittsburgh Press.
Greaney, V. (1996). Reading in developing countries: Problems and issues. In


V. Greaney (Ed.), Promoting reading in developing countries (pp. 5–39). Newark, DE:
International Reading Association.


Grimes, B. F. (Ed.). (1992). Ethnologue: Languages of the world. Dallas, TX: SIL
International.


Grin, F. (1996). Economic approaches to language and language planning: An
introduction. International Journal of the Sociology of Language, 121, 1–16.


Hall, J. K., & Eggington, W. G. (2000). The sociopolitics of English language teaching.
Clevedon, England: Multilingual Matters.


Harbison, F. H., & Myers, C. J. (1964). Education, manpower and economic growth:
Strategies of human resource development. New York: McGraw-Hill.







320 TESOL QUARTERLY


Heugh, K. (1999). Languages, development and reconstructing education in South
Africa. International Journal of Educational Development, 19, 301–313.


Hobcraft, J. (1993). Women’s education, child welfare and child survival: A review of
the evidence. Health Transition Review, 3, 159–75.


Hornberger, N. H. (1987). Bilingual education success, but policy failure. Language
in Society, 16, 205–226.


Ilon, L. (1997). The changing role of the World Bank: Education policy as global
welfare. Policy and Politics, 24, 413– 424.


Institute of Development Studies. (1998). Language, development and poverty alleviation:
A digest of the literature. London: British Council.


Kashoki, M. E. (1990). The factor of language in Zambia. Lusaka, Zambia: Kenneth
Kaunda Foundation.


Kenny, B., & Savage, W. (Eds.). (1997). Language and development: Teachers in a
changing world. Harlow, England: Longman.


King, K. (Ed.). (1998). Knowledge generation in higher education: New challenges
for North-South international cooperation [Special issue]. NORRAG News, 23.
Edinburgh, Scotland: University of Edinburgh, Centre for African Studies.


Knight, J. B., & Sabot, R. H. (1990). Education, productivity and inequality: The East
African natural experiment. Oxford: Oxford University Press for the World Bank.


Kulpoo, D. (1998). The quality of education: Some policy suggestions based on a survey of
schools—Mauritius (Southern Africa Consortium for Monitoring of Educational
Quality Research Report No. 1). Paris: United Nations Education, Scientific and
Cultural Organization, International Institute for Educational Planning.


Lewin, K. M. (1993). Education and development: The issues and the evidence (Education
Research Serial No. 6). London: Overseas Development Administration.


Lind, A., & Johnston, A. (1990). Adult literacy in the third world. Stockholm: Swedish
International Development Agency.


Lockheed, M. E. (1993). The condition of primary education in developing
countries. In H. M. Levin & M. E. Lockheed (Eds.), Effective schools in developing
countries (pp. 20–40). London: Falmer Press.


Lomperis, A. M. T. (1991). Teaching mothers to read: Evidence from Colombia on
the key role of maternal education in pre-school child nutritional health. Journal
of Developing Areas, 26, 25–51.


Machingaidze, T., Pfukani, P., & Shumba, S. (1998). The quality of education: Some
policy suggestions based on a survey of schools—Zimbabwe (Southern Africa Consortium
for Monitoring of Educational Quality Research Report No. 3). Paris: United
Nations Education, Scientific and Cultural Organization, International Institute
for Educational Planning.


Mazrui, A. (1996). Language policy and the foundations of democracy: An African
perspective. International Journal of the Sociology of Language, 118, 107–124.


McKay, S. L. (1996). Literacy and literacies. In S. L. McKay & N. H. Hornberger
(Eds.), Sociolinguistics and language teaching (pp. 421–446). Cambridge: Cambridge
University Press.


Ministry of Education. (1976). Education for development: Draft statement on educational
reform. Lusaka, Zambia: Author.


Moock, P. R., & Addou, H. (1994). Agricultural productivity and education. In
International encyclopedia of education (Vol. 1, pp. 244–254). Oxford: Pergamon
Press.


Nassor, S., & Mohammed, K. A. (1998). The quality of education: Some policy suggestions
based on a survey of schools—Zanzibar (Southern Africa Consortium for Monitoring
of Educational Quality, Policy Research Report No. 4). Paris: United Nations
Education, Scientific and Cultural Organization, International Institute for Edu-
cational Planning.







PATHWAYS AND LABYRINTHS 321


Nkamba, M., & Kanyika, J. (1998). The quality of education: Some policy suggestions based
on a survey of schools—Zambia (Southern Africa Consortium for Monitoring of
Educational Quality Research Report No. 5). Paris: United Nations Education,
Scientific and Cultural Organization, International Institute for Educational
Planning.


Oxfam International. (1999). Break the cycle of poverty: Education now. Oxford: Author.
Pennycook, A. (1994). The cultural politics of English as an international language.


London: Longman.
Pennycuick, D. (1993). School effectiveness in developing countries: A summary of the


research evidence. London: Overseas Development Agency.
Postlethwaite, T. N., & Ross, K. N. (1992). Effective schools in learning. The Hague:


International Association for the Evaluation of Educational Achievement.
Puchner, L. D. (1995). Literacy links: Issues in the relationship between early


childhood development, health, women, families, and literacy. International
Journal of Educational Development, 15, 307–319.


Rassool, N. (1999). Literacy for sustainable development in the age of information.
Clevedon, England: Multilingual Matters.


Robinson, C. D. W. (1992). Language choice in rural development. Dallas, TX: Summer
Institute of Linguistics.


Robinson, C. D. W. (1996a). Language use in rural development: An African perspective.
The Hague: Mouton de Gruyter.


Robinson, C. D. W. (1996b). Winds of change in Africa: Fresh air for African
languages? Some preliminary reflections. In H. Coleman & L. Cameron (Eds.),
Change and language (pp. 166–182). Clevedon, England: British Association for
Applied Linguistics/Multilingual Matters.


Rogers, A. (1990). Background to the seminar. In B. V. Street (Ed.), Literacy in
development: People, language, and power (pp. 2–4). London: Education for Develop-
ment/The Commonwealth Institute.


Rubagumya, C. M. (1990). Introduction. In C. M. Rubagumya (Ed.), Language in
education in Africa: Tanzanian perspectives (pp. 1–4). Clevedon, England: Multilin-
gual Matters.


Schmied, J. (1991). English in Africa. London: Longman.
Scribner, S., & Cole, M. (1981). The psychology of literacy. Cambridge, MA: Harvard


University Press.
Serpell, R. (1978). Some developments in Zambia since 1971. In S. Ohannessian &


M. E. Kashoki (Eds.), Language in Zambia (pp. 422–447). London: International
African Institute.


Serpell, R. (1989). The cultural context of language learning: Problems confronting
English teachers in Zambia. In C. Kennedy (Ed.), Language planning and English
language teaching (pp. 92–109). London: Prentice Hall.


Skutnabb-Kangas, T. (2000). Linguistic genocide in education—or worldwide diversity and
human rights? Mahwah, NJ: Erlbaum.


Stewart, F. (1996). Globalisation and education. International Journal of Educational
Development, 35, 327–333.


Street, B. V. (1984). Literacy in theory and practice. Cambridge: Cambridge University
Press.


Street, B. V. (Ed.). (1993). Cross-cultural approaches to literacy. Cambridge: Cambridge
University Press.


Street, B. V. (1995). Social literacies: Critical approaches to literacy in development,
ethnography, and education. Harlow, England: Longman.


Subbarao, K., & Raney L. (1993). Social gains from female education: A cross-national
study (Discussion Paper No. 194). Washington, DC: World Bank.


Summers, L. H. (1994). Investing in all the people. Washington, DC: World Bank.







322 TESOL QUARTERLY


Sutherland, P. (1998, February 2). Expand the debate on globalisation. Time, 151,
62–63.


Swain, M. K. (1972). Bilingualism as a first language. Unpublished doctoral disserta-
tion, University of California, Irvine.


Tabatabai, H. (1995). Poverty and inequality in developing countries: A review of
evidence. In G. Rodgers & R. van der Hoeven (Eds.), New approaches to poverty
analysis and poverty: Vol. 3. The poverty agenda: Trend and policy options (pp. 13–35).
Geneva, Switzerland: International Labour Office.


Thomas, A., & Potter D. (1992). Development, capitalism and the nation state. In
T. Allen & A. Thomas (Eds.), Poverty and development in the 1990s (pp. 116–141).
Oxford: Oxford University Press/Open University.


Thomas, R. M. (1992). Education’s role in national development: Ten country cases. New
York: Praeger.


Tollefson, J. W. (1991). Planning language, planning inequality. London: Longman.
Treffgarne, C. (1986). Language policy in francophone Africa: Scapegoat or pana-


cea? In Centre for African Studies (Ed.), Language in education in Africa (pp. 141–
170). Edinburgh, Scotland: University of Edinburgh, Centre for African Studies.


United Nations Development Programme. (2001). Human development index. In
Human development report 2001. New York: Oxford University Press. Retrieved May
19, 2001, from http://www.undp.org/hdr2001/hdi.pdf.


United Nations Education, Scientific and Cultural Organization. (1953). The use of the
vernacular languages in education (Monograph on Fundamental Education No. 8).
Paris: Author.


United Nations Education, Scientific and Cultural Organization. (1995). World
education report 1995. Oxford: Author.


Voigts, F. (1998). The quality of education: Some policy suggestions based on a survey of
schools—Namibia (Southern Africa Consortium for Monitoring of Educational
Quality Research Report No. 2). Paris: United Nations Education, Scientific and
Cultural Organization, International Institute for Educational Planning.


Wagner, D. A. (1995). Literacy and development: Rationales, myths, innovations,
and future directions. International Journal of Educational Development, 15, 341–362.


Wagner, D. A., Spratt, J. E., & Ezzaki, A. (1989). Does learning to read in a second
language always put the child at a disadvantage? Some counter-evidence from
Morocco. Applied Psycholinguistics, 10, 31–48.


Watson, K. (1999). Language, power, development and geopolitical changes: Con-
flicting pressures facing plurilingual societies. Compare, 29, 5–22.


Webb, V. (1999). Multilingualism in democratic South Africa: The overestimation of
language policy. International Journal of Educational Development, 19, 351–366.


Williams, E. (1996). Reading in two languages at Year 5 in African primary schools.
Applied Linguistics, 17, 182–209.


Williams, E. (1998). Investigating bilingual literacy: Evidence from Malawi and Zambia
(Education Research Paper No. 24). London: Department for International
Development.


World Bank. (1993a). Poverty reduction handbook. Washington, DC: Author.
World Bank. (1993b). World development report 1993: Investing in health. Oxford:


Oxford University Press for the World Bank.
The world factbook 1999. (1999). Washington, DC: Central Intelligence Agency.


Retrieved April 30, 2002, from http://www.cia.gov/cia/publications/factbook/
index.html.


Zentella, A. C. (1997). Growing up bilingual. Blackwell: Oxford.







323TESOL QUARTERLY Vol. 36, No. 3, Autumn 2002


Language in Development Constrained:
Three Contexts
ROSLYN APPLEBY, KATH COPLEY,
SISAMONE SITHIRAJVONGSA, and ALASTAIR PENNYCOOK
University of Technology Sydney
Sydney, Australia


This article highlights several issues of concern for language-in-
development programs through an examination of different aspects of
such programs in three contexts: (a) the needs of Lao People’s
Democratic Republic (PDR) as it seeks greater integration with South-
east Asia and the global economy; (b) the struggles over language
policy and education in East Timor, with its new mixture of economic
and political dependence and independence; and (c) the relationship
between local and external participants in a development project in
Cambodia. We argue that whereas countries such as Lao PDR seem to
have little choice in engaging in widespread English education, several
concerns emerge from East Timor and Cambodia: The discursive
context of development disallows participation both in the classroom
and in program development. By viewing their central concern as
language development rather than language in development, such programs
have frequently failed to confront the contexts in which they operate.
Together, these three contexts suggest that language development can
become language in development only when it faces up to these broad
political and discursive concerns.


We begin this article with three brief vignettes for two reasons. First,
our experience suggests that they may resonate with anyone who


has worked in the area of language in development in similar contexts.
And for those who are less familiar with such contexts, we hope these
moments provide both a small window on the varying contexts of work in
this field, and suggest encounters and contexts that are not so different
from others in language education. In addition, these three vignettes,
though small, raise a host of larger questions about work in language in
development.
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THREE CONTEXTS1


English for Lao Government Officials


Sitting next to a well-dressed woman at the closing ceremony of the
third 9-month English language teaching (ELT) program for senior Lao
government officials at the National University of Laos in July 1998, I
(Sithirajvongsa) was curious about what had brought this obviously
important government official to the program. She was president of the
Lao Women’s Union of Champasack, one of the southern provinces of
Laos, she explained, and had joined the program with a very limited
English background together with 50 other senior Lao government
officials, most of them holders of important positions in different
sectors, such as heads of provincial and district education departments,
high-ranking officials at the provincial level, directors of state enter-
prises, and representatives of mass organizations.


How important, I asked, was English in relation to her present and
future work? As she explained, English played a very important role in
the Lao civil service and had become one of the criteria for promoting
all government officials, especially those who held high positions. As far
as the Lao Women’s Union was concerned, she went on, English had also
become very important for participation in regional and international
conferences, seminars, and workshops on women’s issues. So far, she had
not been able to attend any of these conferences because of her level of
English. Learning English was hard and frustrating for her at 45, she
explained. If only they had known earlier that English would become
such a dominant language, they could have learnt it at school. But now,
in a new era of globalization and internationalization, and with Lao
economic and political policy orienting more toward integration into the
region, learning English was an inevitable burden.2


1 The three stories are all based on real events, though we have changed certain elements for
reasons of clarity, consistency, or confidentiality. Drawn from three much larger, ethnographic
research projects on (a) the role of English in the development of Lao PDR, (b) an English
language teaching development project in East Timor, and (c) local participation in develop-
ment projects in Southeast Asia, they are a way into the contexts that we want to discuss and a
representation of the common place from which many of our discussions about language in
development start.


2 Interestingly, when I met her again a year later, she had been elected a member of the
National Assembly, representing one of the southern provinces of Laos. She expressed her
gratitude for our work at the National University of Laos in organising ELT courses for senior
government officials, which had given her the chance to upgrade her English language
proficiency and receive promotion.
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The Donor’s Visit: East Timor


In a disused university campus in East Timor, I (Appleby) was teaching
a group of Timorese students in an English program supported by
overseas aid funds. The campus was surrounded by barbed wire and had
been used as a military headquarters during recent turbulent events
surrounding Timor’s vote for independence. The classroom was hot,
dusty, and noisy: Smells and smoke wafted in through the wall of broken
windows, and the noise of military aircraft and armoured personnel
carriers jangled amid the ever-present crowing of roosters. My aim,
according to the project contract, was to raise the students’ proficiency
in English by one level on an internationally recognised scale.


During the course, the students and I received two classroom visits
from representatives of the donor government funding the project. On
the first visit, a government official, accompanied by press secretaries
and bureaucrats, surveyed with satisfaction the students quietly attending
to lessons from the donor-supplied textbooks and to grammar points
explained on donor-supplied white boards. For the duration of the visit,
the students sat in silence at their desks, and the tension was not relieved
until the last members of the large entourage had left. At this early stage,
the students’ shyness and uncertainty masked their underlying vitality.


On the second visit, after the students and I had spent several weeks
together in the classroom, the government official, accompanied by two
politicians, made a return visit to show his continuing interest in the
students’ progress. But this time the students were thinking about their
future after the completion of the English program and my return to the
comfort of home. Rather than grammar, we had been discussing the
students’ difficulties in studying—difficulties that related to the recent
war, the many languages the students would need to continue their
studies or gain employment, the sufficiency of assistance being offered
by foreign governments and the United Nations administration, and the
students’ own enormous financial hardships. The students asked the
official whether the donor government would greatly increase the
number of scholarships for the students to study in overseas universities,
considering the part Western countries had played in accepting the
oppression of East Timor over the past decades. The government official
was rather taken aback, expressed concern that such political matters
were being openly discussed with the students, and hastily retreated from
the classroom. Outside the classroom, the official suggested to project
coordinators that continued political discussions could cause the project
to be closed, as project contracts proscribed involvement in Timorese
political affairs.
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“Do We Talk?”: Cambodia


At a conference I (Copley) met up with Visna, an ex-colleague on an
educational development project in Southeast Asia. I was one of the
foreign specialists; he was one of the local Ministry of Education staff
selected to work with us on this project. We had not seen each other for
a couple of years, and in the course of our catching up, he asked me what
I had been doing since we had worked together. I explained about my
research on discourse in the development workplace: “It’s about interac-
tion between partners in development projects like the one we worked
on together,” I told him. “It’s about how we talk to each other in
development projects.” There was a short, incredulous silence, and then,
with the split-second timing that a seasoned comedian might muster, he
asked, “Do we talk?”


On the second evening of the conference, I ended up talking to Visna
again. As he started telling me about difficulties he was facing in his
workplace, working with team members of various nationalities, many
issues that we had faced when we worked together arose: inequity of
remuneration, the expectation that local staff would work long hours on
the project but earn their second incomes on other (i.e., their own)
income-generating projects, a lack of communication and negotiation,
and unexplored assumptions on the part of many participants. As he
narrated his stories, I could see that he was feeling angry and frustrated.
He was speaking emphatically, lending weight to particular words,
gesturing and punctuating what he was saying with judgments about the
incidents he was recounting, such as “It’s disgusting, it’s really disgust-
ing!” I had never heard him sound so irate.


One story he told particularly caught my interest. It centred on a work
meeting in which an end-of-course exam had been under discussion.
Visna and his colleagues had experience of the course (they had all
trained on it), the trainees (who came from the same educational
context that they had done), and exam writing (they had written exams
within that Ministry of Education system). Nevertheless, the expatriate
team members decided that they would write the exam. The completed
exam was given to Visna and his colleagues for feedback. They consid-
ered the exam inappropriate for the context for three main reasons.
First, the time allotted for the exam was too short for the trainees to
manage the tasks. Second, the tasks were too difficult: The trainees were
being asked to produce a lot of work that was beyond their levels of
English and beyond the kinds of skills that they had covered in the
training course. Third, the instructions were confusing, and the task was
unclear. The original exam writers rejected the feedback, and when the
students took the exam, the majority failed.
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LANGUAGE IN, AS, FOR, AND OF DEVELOPMENT


The three vignettes in the previous section raise questions that point
to a set of problematic and largely unaddressed constraints on language
in development: Why is English so widely promoted in so many contexts?
What are the many possible consequences of such promotion? Why do
aid donors put such restrictions on what can and cannot be said and
done? What constitutes relevant and meaningful language use in local
contexts? What are the mechanisms by which project partners establish
their view of reality and their understandings of development as the most
valued? How do project partners become legitimate speakers in the
development process?


These questions interconnect at several levels. Asking what makes the
Lao government promote ELT and English language learning so widely
and what the effects of this ELT requirement may be means looking at
the relationship between the global spread of English and local (or
regional, national, or provincial) needs. According to the perspective of
the Lao government and public, English has already played and will
continue to play a significant role in Lao PDR’s socioeconomic develop-
ment (i.e., language in development). Yet the requirements for large-
scale ELT provision put considerable strain on the country’s economic
and educational resources, creating not only forms of economic depen-
dency but also educational dependency as Lao PDR turns to outside
assistance for ELT provision. As English is taught in more and more
contexts throughout the country, other questions arise about implica-
tions for other languages within the Lao education system and about the
possible social and cultural effects of such education.


As a new nation, East Timor has had to confront similar difficulties in
establishing a language policy and a balance between dependence on
the large political and economic forces competing for influence over its
people and resources and its determination to forge a degree of
independence for virtually the first time in more than 400 years. Here,
too, despite a decision to opt for Portuguese as the official language,
many, especially students and community members keen to access the
expected economic benefits of engagement with international agencies
and businesses, perceive English as playing an important role in the
country’s development. And plenty of aid money is available to support
ELT both as an end in itself (i.e., language as development) and as a tool
for other domains of development (i.e., language for development). But
as shown in the second vignette above, such ELT development comes
with a number of restrictions, one of which involves the possible domains
of talk in the classroom. Although the preferred model of ELT may be
one of transferring technical skills using the latest methodologies and
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materials, the context of countries under development3 can involve
cultural and political forces that significantly affect the institutions and
classrooms where language education programs are implemented. An
English language program limited to specific discourses and uncontro-
versial themes might be acceptable to donors in a development project;
however, a language program relevant to students’ cultures and needs
involves engagement with the social, historical, political, and economic
concerns that constitute their daily reality.


Thus, the second vignette raises questions about the relationship
between the broad agendas of development projects and the local
concerns of those for whom the projects are intended; the third vignette
raises related questions of local participation in the development project.
One way to resolve the problem of competing agendas in external
agencies and local bodies might be to increase local participation in
project design and implementation. Yet, as the third vignette suggests,
although projects often pay lip service to such participation, an indi-
vidual needs far more than language competence and the right to speak
at meetings to become a legitimate speaker in project management. In
part, this vignette raises the question of the language of development, or
the discourses that construct the ways in which development happens.
Indeed, the discourses of development cut across all three contexts,
constructing the need for ELT, silencing discussion of the context of
ELT, and delegitimizing speakers. We return to these concerns below.


English in Development in Lao PDR


Much has been made, particularly in work such as Phillipson’s (1992),
of the global imposition of English. At the very least there are certainly
good reasons, as Tollefson (2000) points out, to question whether
English will bring the benefits that are so often promised. But when yet
another country buys into the global English market, one should
understand it in terms of the local and regional forces that drive such
initiatives. The main concern here, then, is to look at the forces that
construct the need for ELT.


3 We are aware of the many problems with the terminology of development. We avoid the
patronizing overtones of underdeveloped, but the notion of development more generally remains
useful if also problematic. To avoid some of the problems with the terms so-called developing,
underdeveloped (in the active sense of something done to other countries; see, e.g., Phillipson,
1992), third world, and other such labels while disrupting the supposed transparency of the label
developing countries, we use countries in development and countries under development to signal both
the continuing use of the notion of development (as in this special-topic issue; see Markee, this
issue) and the continuing problematic of the relations different countries enter into as they
undergo change.
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Since the establishment of Lao PDR, English, which was previously
regarded as a language of colonialism and imperialism, has gradually
grown in importance there. Other languages are still taught and are used
in the Lao civil service: French (formerly more widely taught as the
colonial language and still important as the language that links Lao PDR
to the francophone nations), Russian (more widely taught when links
with the Soviet Union were stronger), Vietnamese and Chinese (the
languages of two significant neighbours), Spanish, German, and Japa-
nese (the language of a major power in the region and a large investor in
Lao PDR). But English quickly took the dominant position.


The need for English began to grow in 1986, when the government of
Lao PDR, regarding the old economic system as ineffective for the long-
term needs of the country’s socioeconomic development, determined to
proclaim its new economic management (NEM). The introduction of
NEM has switched the Lao economic system from a centrally planned
and nature-based economy to a more market-oriented economy. This
policy has been implemented in line with the effort for economic
cooperation among the countries of the Asian Pacific Economic Coop-
eration forum and the Association of Southeast Asian Nations (ASEAN),
which signaled the desire of the Lao government to open up trade with
the international community and establish a broader base of interna-
tional relations. For this reason, Lao PDR, which has been ranked 136 of
205 countries in the world in gross domestic product (Ministry of
Education, 2000), decided to join, or become a signatory to agreements
with, various regional and global economic organizations, such as
ASEAN, the Asian Free Trade Area, the European Union, and the World
Trade Organisation.


Because of Lao PDR’s need for increased involvement in international
economic organizations and in international relations and cooperation,
the nation needs to speed up its human resource development, which
includes upgrading the technical and technological knowledge of key
personnel as well as their foreign language skills, especially in English. As
a result of involvement in ASEAN alone, representatives of Lao PDR
must attend more than 300 meetings annually. As a result of the lack of
personnel with adequate English language proficiency, over the past few
years Lao PDR has missed out on a number of international meetings
and conferences, with negative repercussions for the country as a whole
(Zasloff, 1999).


The need for English is inextricably bound up with Lao PDR’s
socioeconomic development, which is reflected in the case of the
president of the Lao Women’s Union of Champasack Province, who, like
many other government officials, needs English to participate in meet-
ings, negotiate with her counterparts, and voice the interests of the
country. In particular, she needs English to help explain Lao concerns to
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the outside world; encourage participation in the country’s socioeco-
nomic development; and participate in conferences and meetings about
women in countries under development, agricultural and land reform,
and rural development.


The government’s decision to become involved in various interna-
tional communities led to the issuing of Decree of Order 94, on the
establishment of ELT facilities within the Lao civil service. Besides
emphasizing the importance of English for the nation’s socioeconomic
development, the decree stresses the need for English in the educational
system: For “the needs for future generations, English will be formally
introduced into the curricula of the lower and upper secondary schools
as well as the curricula of all faculties of the National University of Laos
(NUOL) and vocational schools” (Sithirajvongsa & Goh, 2000, p. 205).


The decision to promote English as the most important foreign
language in the Lao civil service, apparently the only option for the
government, was well received by many aid agencies and development
organizations. Since the launching of the ELT policy in the Lao civil
service, English has played a significant role in all areas, especially in
international relations and economic cooperation, trade, international
aid projects, education, investment, and tourism. As a result, demand for
ELT is growing in all sectors, which unfortunately does not match the
supply of teachers and facilities. To address short- and medium-term
needs, the government has urged all ministries, organizations, and
provinces to be more self-sufficient in establishing English language
facilities for their own staff, which led to the submission of more than 40
requests for assistance in and approval for the establishment of ELT
facilities by various ministries, organizations, and provincial authorities,
including ELT courses for senior Lao government officials at the
National University of Laos.


The Lao government at present has a limited capacity to deliver ELT
courses, so “Laos will have to develop immense resources with massive
foreign aid” (Sithirajvongsa & Goh, 2000, p. 206). Australia, Canada,
Germany, Japan, New Zealand, Singapore, Sweden, and the United
Kingdom (through the British Council) have all contributed significant
amounts of aid for ELT initiatives, but the amount falls far short of what
Lao PDR actually requires for its socioeconomic development (Sithiraj-
vongsa & MacLeod, 1997).


The situation in Lao PDR exemplifies the big picture of language in
development: As countries such as Lao PDR move from colonial forms of
limited elite French-Lao bilingualism, and from a centrally planned
economy and limited Russian-Lao bilingualism under the former rela-
tionship with the Soviet Union, to integration in new regional and global
formations, English looms large as the language to teach throughout the
school system. In becoming part of this new system of political and
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economic relations, Lao PDR increases its dependency on the ELT
donors, who are only too willing to provide English programs. This
dependency carries with it some constraints, as the situation in East
Timor shows.


Texts in Conflict in East Timor


In 2000, a major education project in East Timor funded by interna-
tional development agencies provided an English language course in
response to a request from 1,000 university students who had been out of
the education system for up to 7 years as a result of intense political
turmoil. The program was conducted in a university that had been
closed by occupying forces 2 years prior and was subsequently controlled
by a student organisation. The English language program was intended
to provide students with practice in using the language in meaningful
situations, as communicative language teaching contexts are commonly
called, and with the content and vocabulary for their area of study.
However, the program operated in a volatile, complex social and cultural
context, shaped by historical struggle, a precarious political setting, and
the intertwined language issues of East Timor.


These broader social issues, together with the discourses of ELT and
development, affected and were reflected in the microculture of the
classroom. An engagement with these discourses in the classroom led to
language work that often had a focus different from the one originally
intended by the funding bodies.


The political setting in East Timor evolves from a history consisting of
layers of colonial intervention. After centuries as part of the Portuguese
trading network and empire, followed by decades of oppression under
the Indonesian regime, resistance to foreign rule embedded in the
island’s social, cultural, and economic structures (Taylor, 1999) finally
culminated in the vote for independence in 1999. The departing
Indonesian forces left a trail of destruction across the country, killing
tens of thousands and leaving hundreds of thousands homeless. The
country was left in a state of collapse: The infrastructure was destroyed,
and all civil, government, and administrative functions ceased. Although
the majority of Western governments and the United Nations had de
facto recognized Indonesia’s occupation and military control of East
Timor (Taudevin, 1999), those same foreign agencies now had the task
of supporting a fragile independence with military, humanitarian, and
development assistance. At the turn of the 21st century, the country was
facing the task of rebuilding itself from ground zero: It struggled to
establish basic living conditions amidst the chaos, and despite the
overwhelming presence of military forces and the United Nations, the
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continuation of militia activities presented a security problem. The
country would be independent, as promised, but would be dependent
on international agencies to survive. At the same time, the intervention
of international agencies had brought with it a large group of privileged
individuals who spoke English, earned high salaries, and enjoyed lifestyles
far different from those of the local community.


The Timorese National Resistance Council, a coalition of resistance
parties, had recently reiterated the language policy of the country, where
at least 15 indigenous languages are spoken: The official language and
the medium of education was to be Portuguese (spoken by only 5–20%
of the population), the language of the small, educated elite that had
played a pivotal role in the fight for independence from the Portuguese
and Indonesians (Taylor, 1999); Tetum (an indigenous language spoken
by 60–80% of the population) was to be the national language (Hajek,
2000). English and Indonesian were to be taught as foreign languages in
secondary schools, and the languages of the new National University of
East Timor were to be Portuguese and English (Hull, 2000).


The university students, raised and educated with Indonesian as the
medium of instruction in schools and universities, had expressed some
resentment toward the imposition of Portuguese and requested that the
United Nations provide English language training in the months leading
up to the reopening of the university. The value of and demand for
English language education were linked to the obvious presence of
English-speaking military forces, aid agencies, and business ventures in
East Timor and the use of English as a medium of communication for
the United Nations’ transitional administration. The students saw En-
glish as a means to access employment opportunities and overseas study
scholarships and to connect East Timor to the perceived benefits of the
international community of modern technological development. Al-
though the precise role of English in the country was, and continues to
be, unclear, the configuration of present-day socioeconomic and politi-
cal influences may result in the de facto establishment of English as the
majority foreign language regardless of official language policies.


The influence of the university students in the inception of the
English language program was crucial. Following their key role in the
fight for national liberation, their struggle to find a voice in the
emerging nation manifested itself in a desire to control aspects of the
program that necessitated delicate negotiation with other project partici-
pants: so-called foreign language experts and representatives of a foreign
donor government. In a position of relative power in the nation’s profile
and as the intellectual elite, the university students were at a relative
disadvantage with respect to language issues. Although they had facility
in several languages, they viewed their lack of Portuguese and English,
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which had been imposed by the continuing effects of colonial intrusion,
as a barrier to employment and to participation in decision making.


When the English classes were finally established, they consisted of
students of mixed ability in English language and in general academic
skills, with many students suffering the effects of poor education in
Indonesian, their second or third language. Some students had com-
pleted only an elementary education in Timor and came from impover-
ished backgrounds. Others had completed a tertiary education in
offshore Indonesian universities and, while still suffering serious eco-
nomic hardship, displayed signs of higher socioeconomic status. Many
students were affected by illness, loss, and significant memories of
trauma.


English language professionals and project coordinators, who brought
with them expectations and set practices, had to confront the complex
context at the university. One challenge was to adapt the standard
positivist tenets pertaining to international ELT (Phillipson, 1992),
which embody accepted notions of universally appropriate, modern
materials and methodology, and to contextualise the program according
to the multifarious factors affecting it. As books and libraries had been
destroyed, very few local resources were available to use as teaching
materials. The textbooks supplied for the course or brought by teachers,
in common with most globally marketed textbooks, presented a materi-
alistic, middle-class lifestyle belonging to the English-speaking world
(Brown, 1990), which contrasted markedly with the cultural and eco-
nomic reality of East Timor. The situations in the textbooks clearly did
not fit the intense political concerns and basic economic needs of the
students.


Similarly, in terms of conventional ELT methodologies, common
practices such as the demand to use only English in the classroom, the
priority given to oral interaction over written communication, and the
presentation of certain culturally dependent games and activities, par-
ticularly prestructured, textbook-based information-gap activities, ap-
peared inappropriate, both culturally and educationally (cf. Pennycook,
1994, pp. 166–175). Students’ responses to these practices and expecta-
tions varied. Some students accommodated the different patterns of
thinking and acting required, becoming actively involved in tasks and
activities. Others responded with silence and confusion, interpreted
variously as opposition and resistance to alien discourses (Canagarajah,
1993), as a means of indicating the irrelevance of the teaching texts
(Auerbach, 1995), or as an indication that they lacked the legitimacy to
speak in this situation (Peirce, 1995).


Initially, much of the teaching involved relating the language-focused
activities to the less controversial aspects of community life, such as
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students’ daily activities, procedures for finding a job, and local foods. In
return, the students presented a parallel syllabus in the form of unstruc-
tured journal entries that often relayed their concern with more contro-
versial and challenging political and emotional topics. This meaningful
communication contrasted powerfully with the comparatively dry written
texts that resulted from an emphasis on generic structure and specific
grammatical patterns. Similarly, for most students, interest in political
and social issues lent a vitality to their spoken language in debates and
spontaneous discussions that was missing when the activities required
only practice of functional patterns or the completion of (locally)
inauthentic tasks. Interviews and debates on government policies gener-
ated interest and a will to speak; videos showing recent resistance
struggles provoked questions and discussion.


Over time, students and teachers shared ideas, knowledge, and
culture, negotiating and constructing texts that not only related to the
educational concerns of the students but also inevitably involved the
social, economic, and political issues shaping and being shaped by their
lives and activities. These texts and tasks drew on experiences of both
personal and national concern, such as the language debate, the militia,
the new government, the role of the United Nations, priorities for
development, the destruction and rebuilding of physical facilities, and
the students’ visions of the future. The difficulty remained, however, that
many of these topics not only were often confrontational but were also
viewed by agencies outside the classroom as inappropriately political and
outside the language learning agenda.


The development of appropriate, reflective methodologies for periph-
ery contexts has been extensively explored (see, e.g., Holliday, 1994;
Kramsch & Sullivan, 1996), and Kenny and Savage (1997) have de-
scribed experiential, proautonomy, collaborative approaches suitable for
development contexts “as a step forward towards listening to voices from
the periphery” (p. 317). However, this focus on relating classroom life to
the local world outside the classroom often avoids addressing the larger
ideological and political problems (Canagarajah, 1999) that can have a
significant impact on students’ lives and teachers’ roles. In a volatile
situation that has been shaped by the relationship between East Timor,
its closest neighbour, and the foreign interests that now cooperate in the
country’s reconstruction, these problems are evident everywhere, and
they permeate and interact in the classroom. The problems are, then,
inherent in the discourses of development: They influence relationships
between donor and recipient at all levels from the global to the
classroom and create expectations and tensions around questions of
ownership, control, and expertise within language and development
programs.
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Moments of Change: Talk and Text
in the Development Workplace


One way to address some of problems in the university English classes
in East Timor would be to ensure more consistent input from local
participants in the development and implementation of projects. Yet the
third vignette illuminates the problematic nature of discursive practice
and competing discourses in the development workplace. Visna’s ques-
tion, “Do we talk?,” raises a number of issues. But what does the question
mean? The project that Visna worked on, in theory at least, employed a
participatory approach to project management. It openly encouraged
the contributions and the active participation of local project partners,
but Visna’s question suggests that, at least in his perception, his contribu-
tion in fact carried no weight. His question indicates his frustration with
the way that his work was going. I (Copley) understood it to mean, “We
talk about talking, but I don’t think we do talk.” or “When we talk,
nobody listens or hears.” The fundamental issue is that Visna felt that his
words were not being considered and that, despite the rhetoric about
participation and the centrality of local partners’ voices in the decision-
making process, the project made no space for the input, expertise, and
experience of the local participants. Visna’s subsequent story about the
exam explains his initial reaction to my assumption that participants in
development projects indeed talk, listen, hear, and are open to being
influenced by one another.


Visna’s story is only his version of the events and thus is only one piece
of a complex whole. Nevertheless, his story is illuminating because it
foregrounds the frustration of many local participants on development
projects with the lack of regard for the opinions of host-country partners.
Even though Visna made several seemingly valid points in his feedback
to the exam writers, they did not incorporate that feedback, which was
based in his experience and expertise as a trainer, in the final draft of the
exam. In addition, the story reveals that local participants are limited in
the degree to which they can decide on the direction of a project.
Interestingly, others (e.g., Arnst, 1997; Porter, Allen, & Thompson, 1991)
have documented at length this failure to consider local understandings
of what is needed or how projects should proceed. Of particular interest
here, however, is the importance of language in this process, that is, how
language is used to promote certain world views and to gain and
consolidate positions of advantage within the development process.


This story raises issues of both language and discourses. Visna’s
question reflects a feeling that his voice is not heard. He thus echoes
Porter et al.’s (1991) questions about the “lack of inquiry into the
historical circumstances of the people [development practitioners’]
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interventions seek to assist” and affirms the concept of language as a “site
of struggle” (p. xv). From this point of view, language is more than just a
reflection of social reality. Rather, following Richardson (1994; cf.
Weedon, 1987), language is seen as central to the construction of the
social world:


Language is how social organisation and power are defined and contested
and the place where our sense of selves, our subjectivity, is constructed.
Understanding language as competing discourses, competing ways of giving
meaning and organising the world makes language a site of exploration, a site
of struggle. (Weedon, 1987, cited in Richardson, 1994, p. 518)


A number of assumptions are typically made about the possible impact
of learning English on people’s lives and about the expectations of
language learning held by both local and expatriate partners in develop-
ment. Local participants aspire to knowledge of English for a number of
reasons: to increase their chances of gaining well-paid employment; work
effectively in development projects with expatriate project partners;
attend and participate actively in international conferences where issues
around economic, political, and social development are on the table;
and benefit from exogenous sources of information. In the Lao context
described in the first vignette, many of these concerns drew the govern-
ment official to take English courses (although by that time learning
English had become a structural necessity). Thus, both local and
expatriate partners working with development agencies perceive a
knowledge of English as essential.


Holders of professional positions such as the one held by Visna are
often required to be competent English speakers (thus reproducing the
cycle of development by regarding English as the language needed for
development). Visna is highly skilled in his profession. He is articulate in
English, and presents himself as confident and authoritative. Yet his
feedback on the exam is discounted, and he fails to make the changes
that he wishes to make. Thus, even though English is seen as a skill that
enables the active participation of local participants and, indeed, possi-
bly as a gatekeeper for the development workplace, competency in
English (in addition to professional skills) may not guarantee that local
partners’ contributions are considered authoritative. The discourses that
construct the development workplace had already discounted Visna’s
contributions to the project. Invited to the table, he was still not
accorded the position of legitimate speaker. Visna’s story is typical of
accounts of other individuals working in the same field.


The work of Bourdieu (1991) on the dynamics of participant relations
is useful for further exploration of Visna’s story. Particularly interesting is
Bourdieu’s argument that authority does not stem from words alone but
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that “the authority that utterances have is an authority bestowed upon
language by factors external to it” (Thompson, 1991, p. 9). Despite the
possible legitimacy of Butler’s (1997) critique that Bourdieu problemati-
cally posits all power as external to language, the power relations that
infuse the development workplace make Bourdieu’s explanation look all
too feasible. Bourdieu uses the example of the skeptron that, in Homer, is
passed to the orator who is about to speak, thus nominating that person
as a legitimate or authoritative speaker whose words and opinions count.
Visna was passed the turn but not the skeptron. In other words, he could
speak, but his words carried no authority.


Bourdieu (1991) likens the authority invested in the speaker by the
passing of the skeptron to the outward markers of authority created by
the social institutions within which an individual operates. The most
obvious examples might include the justice’s wig, the professor’s gown,
and the priest’s robes, all of which lend authority to the individuals who
wear them. When these obvious markers are absent, more covert
markers often exist. In the development context, the obvious markers
might be race, ethnicity, nationality, managerial status within a project,
or status within a host government. In a situation that is supposedly
participatory, these outward markers may appear to be absent, but they
are deeply embedded in the hierarchies of discourses within which
participants operate and which are realised through language.


Visna was already marked by his ethnicity and the global stigma of
being a nonnative speaker of English. The fact that he was given his turn
to participate but was not passed the skeptron may have significant
implications for language learners and language programs in countries
in development. Learning English does not guarantee that local partici-
pants in interactions in the development workplace will be legitimate or
authoritative speakers. Visna’s story supports Bourdieu’s (1991) (and
others’) claims that it is not language per se and the way one expresses
oneself in it that guarantees authority in a given discursive event. More
important is the chance to grab the skeptron, and the very discourses of
development that bring these speakers to the table often deny them that
chance to graduate to the status of legitimate speaker.


LANGUAGE, DISCOURSE, TEXT, DEVELOPMENT


The three contexts discussed here raise a range of important ques-
tions for understanding language in development, questions that, we
would argue, have all too often been overlooked. A common shortcom-
ing of work in this area has been the tendency to conflate language in
development with language development (see Pennycook, 2000a). There is a
danger that language programs in the development context become
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ends in themselves rather than the means by which to significantly
improve education for the disadvantaged. Many English language pro-
grams designed specifically for recipient government personnel focus
solely on the more mechanical aspects of language. In part this emphasis
may reflect the fact that common conceptions of language education
focus too narrowly on the technical aspects of teaching, such as discus-
sions of objectives and goals (often unchallenged), materials, equipment
and methodology, assessment procedures, and instruction for teachers
and teacher educators (Pennycook, 1994). The assumption is that, if a
context is defined as one of national or regional development (by dint of
various lower social or economic indicators relative to other contexts),
and if language programs are seen as part of the development process,
then language development (i.e., improvement in language skills) must
contribute to broader social and economic development. Thus, once the
context is defined as a country under development, language programs
within that context are assumed to relate to development according to
the success or failure of those programs.


We have been suggesting, by contrast, that the situation is far more
complex than this and that at the very least language-in-development
programs need to address two key domains: the relationship between
language programs and other forms of development, and the ways in
which the discourses of development construct and limit the possibilities
for change.


Language Programs and Development


Language-in-development programs must first ask in what ways lan-
guage learning is contributing to the process of development. On the
front page of the EL Gazette of October 1999, a picture of laughing
children is accompanied by the subtitle “English is key to a better life for
the poor.” Inside, an article (Hurst, 1999) argues that the widespread
introduction of English into primary sectors around the world should
lead to the amelioration of poverty. But the key question here is how
English—or other languages—might be related to development.


On the one hand is the idea that language education, and particularly
English language education, may cause development. Such a notion is
problematic both because it overlooks the many possible negative effects
of the wholesale presence of English in the curriculum (e.g., pushing
other languages aside, contributing to a diminished education through
the L1) and because it fails to draw any real connections between
language and social, cultural, and economic change. If, on the other
hand, this notion is merely a suggestion that English may be correla-
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tional with development (contrary to evidence; see Tollefson, 2000),
then the questions of how learning English may help people “escape
from grinding poverty” (Hurst, 1999, p. 3) and how such an escape
might be beneficial in broader social and economic terms still remain.
Instead of framing the issue in terms of individual escape, any discussion
of a relationship between language and development needs to address
ways in which language education may be related to other forms of
positive change. Indeed, one might well argue that escape from poverty
through English (which still remains to be demonstrated) perpetuates
inequality and holds back development because it only provides access
(for some) to inequitably distributed resources instead of changing the
distribution of those resources. At the very least, these issues need to be
understood as related in complex, contextual ways.


Looking at the broad context of development and development aid,
one must also ask what different agendas are served by different types of
language program. In Lao PDR, even though the Lao government
appears to have little choice at this juncture in providing ELT to a large
proportion of its population, doing so clearly produces various depen-
dent relationships with other countries. And because English has be-
come the most important foreign language within the Lao civil service
and has contributed considerably to Lao PDR’s socioeconomic develop-
ment, one must take into account the possible effects of English on the
people’s social, cultural, economic, and political life: English may come
encumbered with Westernisation, modernisation, culture, technology,
and consumerism, which may have ideological as well as behavioural and
econotechnical consequences (Phillipson, 1992). English is not a cultur-
ally and politically free element. It brings with it a wide range of social,
historical, cultural, and political relationships (Pennycook, 1995, p. 35)
that may have long-term effects on the country’s social and cultural
identities, such as attitudes toward the learning of English as opposed to
the learning of local languages, toward Western culture and lifestyle, and
toward particular forms of economic and political organization.


In other parts of ASEAN, some critics have expressed considerable
concern about the role of English in relationship to global forces. As
Ordoñez (1999) put it in a discussion of the role of English for global
competitiveness at a 1995 conference in the Philippines,


English continues to occupy the place of privilege—it being the language of
the ruling system, government, education, business and trade, and diplomacy
. . . English for global competitiveness fits into the type of education that would
conform to the requirements of an export-oriented economy pushed by the
IMF–World Bank for the Philippines. (p. 19)


He goes on to suggest that
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the role of Philippine education . . . seems to be that of supplying the world
market economy with a docile and cheap labor force who are trained in
English and the vocational and technical skills required by that economy. As
it is we do have a decided advantage in the export market of domestic helpers
and laborers. Cite their knowledge of English as that advantage. (p. 20)


Santos (1999) suggests that


to push our global competitiveness as a people and as a nation with and
through English Studies, we must be sensitive to the cultural violence that the
pursuit of such a goal had wrought on our people in this ending century, and
must yet impose on majority of our people at the present time. (p. 25)


In the Philippines, where English is embedded in a deeply inequitable
social system and externally dependent economy, the role of English in
development is a highly contested area. Lao PDR is a very different
case—it has a different colonial history, a different economy, and
different social and political structures—but as it enters a new economic
and political world, it will need to examine carefully the unplanned
implications of using English to become globally competitive.


Discourses of Development


Language-in-development programs also need to understand how the
discursive construction of development positions its participants and
limits its possibilities. Although there is no space here to engage in an
extended discussion of development discourse (see Escobar, 1995a), we
note that not only does the Eurocentrism of development models
frequently lead to a vision of a singular path of upward development, but
it also simultaneously produces images of the Other—images of nonde-
velopment that position participants in particular ways. As Escobar
(1995a) argues, development discourse “has been the central and most
ubiquitous operator of the politics of representation and identity in
much of Asia, Africa, and Latin America in the post–World War II
period” (p. 214). According to Escobar, these areas of the world have
suffered “a succession of regimes of representation” (p. 214) that
originate in colonialism and continue into the discourses of modernity.
“From the will to civilization in the nineteenth century to today, violence
has been engendered through representation” (p. 214). Thus, as Escobar
points out, “in many places there are worlds that development, even
today and at this moment, is bent on destroying” (p. 226):


Until recently, it seemed impossible to get away from this imaginary of
development. Everywhere one looked one found the busy, repetitive reality of







LANGUAGE IN DEVELOPMENT CONSTRAINED 341


development: governments designing ambitious development plans, institu-
tions carrying out development programmes in cities and countryside alike,
experts studying development problems and producing theories ad nauseam,
foreign experts everywhere and multinational corporations brought into the
country in the name of development. In sum, development colonized reality,
it became reality. . . . Development proceeded by creating abnormalities (“the
poor,” “the malnourished,” “the illiterate,” “pregnant women,” “the landless”)
which it would then treat or reform. Seeking to eradicate all problems, it
actually ended up multiplying them indefinitely. Embodied in a multiplicity
of practices, institutions and structures, it has had a profound effect on the
Third World: social relations, ways of thinking, visions of the future are all
indelibly marked and shaped by this ubiquitous operator. (Escobar, 1995b,
p. 214)


The introduction of a notion of sustainable development has done little
to alleviate these problems. Indeed, in the same way that language
development is often conflated with language in development, so the
sustainability of language programs is conflated with sustainable develop-
ment, thus ignoring once again both the need to show a connection
between language and development and the need to understand the
discursive construction of development. As Adams (1995) suggests,
sustainable development may be seen “as simply one more transient
label on the trickle of capital flows of aid donors from the industrialized
North, and something that allowed ‘business as usual’ by international
capital” (p. 99). And equally importantly, as Escobar (1995b) argues,
sustainable development continues to produce the same discursive
relationship between donor and recipient. These relationships impinge
massively on the East Timor and Cambodian contexts described above.
The discourses of language in development create the abnormality of
the person who does not speak English. By failing to understand
themselves in terms of the discourses of development, and viewing
themselves instead only in terms of language development, language-in-
education programs have all too often failed to engage with the context
in which they operate. The discourses that disallow the political to enter
the classroom (as if one can keep it out) constrain language-in-
development programs, thus denying the significance of the local
context and the knowledge that students bring to class. And local
participation is also discounted by those discourses that construct it as
less developed. Visna is allowed to speak but is not passed the skeptron,
and the East Timorese program is threatened with closure if teachers do
not control discussion of economic and political relations between
donor and recipient countries.
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CONTRADICTIONS AND CONCLUSIONS


We have tried in this article to get at some of the deep tensions and
contradictions that underlie much work in language in development. By
drawing on three different but related contexts, we have endeavoured to
show both how language in development is contextually embedded (i.e.,
Lao PDR, East Timor, and Cambodia are very different places) yet how
the three are interlinked particularly by the discourses of the develop-
ment industry. Given the current ways in which globalization—and
discourses of globalization—operate, many countries have little choice
but to opt for large-scale investment in English education. One might
want the situation to be different, and one might want support for other
languages, but that is another battle (though one that is ignored at both
the peril of other languages and the peril of the possibilities of what it
means to be human; see, e.g., Skutnabb-Kangas, 2000). It is evident from
these and many other contexts that individuals and governments cur-
rently see access to English as a necessity. For government officials of Lao
PDR—as the country switches from a centrally planned economy and
relative political isolation to an economic and political member of
regional and international organizations—or for students in East Timor—
who see English as a potentially more useful language than the new
official language (Portuguese), the national language (Tetum), or the
dominant regional language and most recent language of colonization
(Indonesian)—English is viewed as a key tool for personal and national
development. Thus, ironically, even though until recently the view in
many of these contexts was that English was the unacceptable face of U.S.
imperialism and global capitalism, it is also seen as crucial for change
and development.


But with such an acceptance come other ironies and contradictions.
At the same time that both personal and national goals are aiming at
increased economic and political autonomy in the world, the demand
for English re-creates other forms of dependency on the wealthy
anglophone (and other) donor nations. Along with the implementation
of ELT programs come a number of other factors: The limited financial
resources of many countries are tied to a new set of so-called educational
deficiencies as countries become deficient in their ability to provide
adequate English language education. This situation produces a range of
dependencies, both economic and pedagogical, leading to a series of
potential changes to the social, economic, cultural, and political fabric of
the country. Meanwhile, the discourses of development and of ELT bring
about numerous exclusions in the process of curriculum change and
teaching. Although development programs sometimes give lip service to
encouraging local participation in the development process and promot-
ing contextually appropriate curricula, all too often in the language-in-
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development context, local participants—teacher educators, teachers,
curriculum designers, and students—are not viewed as, or are not able to
claim the space as, legitimate or authoritative speakers.


A similar issue emerges from the East Timor context. To bridge the
gap between the students’ experiences and the discourses represented in
conventional ELT texts and practices, we as TESOL professionals need
an approach to teaching and learning that engages with questions of
importance to the students, bringing the social and cultural politics of
the community into the classroom as a focus of meaningful language
work and discussion (Auerbach, 2000; Pennycook, 2000b). In develop-
ment contexts, bringing about this focus may include facing some of the
power relationships inherent in aid projects and confronting issues of
difference and inequality, politics and history. In this way, involvement in
language education, particularly in teaching a language that has eco-
nomic and political power, means that language teachers and students
inevitably become part of a political process (McKay, 2001). Clearly, the
conventional texts and practices used in ELT are also positioned within
particular political discourses, yet questioning the existing power struc-
tures embedded in language and development projects makes the
educational practices appear unacceptably political.


Although expression of political opinions may be manageable and
even unavoidable in the relative privacy of the classroom culture, where
only teacher and students interact, wider political realities, including the
nexus between political control and financial control in development,
which determine the right to speak and be heard, constrain the voicing
of these concerns in a more public arena. Language professionals
therefore need to problematise the way that many language programs in
the development context are designed and delivered: They draw heavily
on certain discourses while eschewing others, with the potential result
that they fail to equip learners with the skills and knowledge that they
need in order to become active and authoritative participants in the
development process. If the aim of such language programs is to
engender and facilitate participation in the development process, then
they need to take into account these wider sociopolitical and discoursal
aspects of interaction.


Although any reasonable appraisal of the context in which language-
in-development programs (particularly English programs) take place
would suggest that the walls of the classroom are indeed permeable
(Pennycook, 2000b)—the broader social, cultural, political, and eco-
nomic contexts in which they occur have major implications for what
occurs in the classroom, and what occurs in the classroom has great
significance for the outside world—such permeability is more often
denied than acknowledged. ELT is a controversial activity, and its
implementation in any context is shaped by, and shapes, cultural politics
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at multiple levels. Contextual complexity arising from the political
setting, language policy, development project agendas, and student and
teacher practices and expectations inevitably permeates classroom cul-
ture so that the classroom becomes a site for political expression. As a
result, not only must any of us involved in language in development ask
serious questions about the appropriateness of many language-in-
development programs, but we must also question whether programs
based on such delegitimizing of local participants’ interests, concerns,
beliefs, and politics can ever really be seen as engaged in a process of
developing language for the process of development.


Language programs have yet to fully explore certain discourses that
are central to the structure and functioning of development, including
such issues as the relationship between donor and recipient and their
participant representatives, the political motivations of development,
and the role of the English language in relation to other languages at
global and local levels in development contexts. For people to be able to
pursue an active role in the process of development and to achieve levels
of autonomy or independence, particularly when that development
depends on languages such as English, language-in-development pro-
grams need to think beyond the narrow confines of language as
commonly defined and take far more seriously the question of discourse.
Until such issues are addressed and accommodated throughout the
hierarchy of language-in-development projects, ELT risks remaining a
“sealed box” in situations where it is practised. Rather than deny such
issues, the planning and implementation of projects, and also the
education of teachers, need to account for them in order to make the
most of all participants’ efforts in and contributions to development
work.
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This article discusses sociocultural and other theoretical aspects of the
language-in-education debate in the light of their practical implications
for language policy and teacher education in linguistically diverse
school settings. We draw on studies carried out in African classrooms
where subjects such as science were being taught via English, an L2 for
most learners. Studies indicate that code switching offers an economi-
cal resource for constructing meaning in classrooms where teachers
and learners can use the same home or local language. Language use
within the classroom is thus seen in terms of the need to communicate
meaning with the goal of ensuring access to knowledge and thereby
fostering individual development. We suggest that meaningful learning
contexts are likely to increase the motivation to learn English, ulti-
mately fostering societal development within the larger global context.
The article concludes with a call for the TESOL field to identify the full
potential of code switching and categorize its functions so that teachers
may be helped to use it purposefully.


According to estimates (Crystal, 1997), more than 700 million chil-
dren throughout the world are taught in English, a language that


may not be used at all in the home or in the school community. Despite
this widespread use of English as an L2 for content instruction in
classrooms of the still-developing countries1 as well as in the increasingly


1 We use the term still-developing to refer to countries whose economies are struggling and
where a large percentage of the population is both rural and impoverished. The term more
developed refers to countries whose economies are strong and, like the United States, the United
Kingdom, and several European countries, wield considerable power internationally. Recently,
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diverse classrooms of the more developed regions of the world, educa-
tors remain uncertain about the issues of learning through an L2. At a
recent science and mathematics education conference in a southern
African country, for example, one paper after another revealed problems
stemming from the use of English as the instructional language and from
a lack of understanding of the importance of culture in African L2
classrooms. Despite over 15 years of work in this field, each new
generation of educators appears to stumble over the same language-
related problems, with insights from research on L1 and L2 development
or bilingual education failing to be incorporated into language-in-
education policies or included in teacher education programs. The role
of language and culture in education and in individual and societal
development is not getting through to those who establish language
policies or decide what preservice teachers should know.


Rather than applying current knowledge about language in educa-
tion, teachers and policy makers seem to be confused by the language-in-
education debate, which encompasses a variety of issues concerning
which language to use for content instruction in the schools. Despite the
fact that policy-practice connections are never direct, if professional
knowledge about language in education is to inform teacher education
and educational policy, TESOL professionals need to understand the
issues. The purpose of this article, therefore, is to discuss some central
theoretical and practical aspects of the language-in-education debate
with a view to their implications for language-in-education policy and for
teacher education in diverse school settings, where the students’ home
language and culture may differ from the language and culture of the
school (i.e., the multicultural/multilingual school settings that characterise
many cities in developed and still-developing countries in which English,
a former colonial language, remains the dominant language of instruc-
tion). We draw on the research in African ESL education settings, much
of which has been carried out in science classrooms at the primary,
secondary, and postsecondary levels in several southern African coun-
tries as well as in the east African country of Kenya. Science lessons are
an excellent window for observing the interplay between two functions of
language in the L2 classroom: (a) the development of knowledge, facts,
and skills and (b) the provision of linguistic input for students to acquire
the language of instruction—the target L2 (Wong-Fillmore, 1991).
Science lessons thus also provide a magnified snapshot of the complex
ways in which the home language and culture of the students encounter


these terms have begun to be replaced by the more numerically accurate terms majority world
and minority world to indicate that the majority of the world’s population lives in relative poverty.
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the culture of science along with its Western world view as carried via the
English language (Cobern, 1998).


Following a brief description of language in education in Africa, we
discuss two related macrotheoretical issues useful for understanding
culturally complex L2 situations, namely, sociocultural theories of learn-
ing and the complementary concept of border crossing. We then discuss
practical matters of classroom language use with particular attention to
the functions of code switching, giving examples from science lessons
and mathematics classes. Finally, we touch on the little-discussed matter
of the language and use of text materials (especially in science) before
concluding with a discussion of language-in-education and teacher
education policy matters.


LANGUAGE IN EDUCATION: THE AFRICAN CONTEXT


The language-in-education debate tends to centre on the choice of
language for initial instruction in countries such as Kenya and South
Africa, where many ethnolinguistic communities and therefore many
different home languages are represented. Kenya, for example, which
has English as the official language and Kiswahili as the national
language, is home to at least 40 different ethnolinguistic groups.
Depending on the region, speakers of different mother tongues may use
English, Kiswahili, or both for communication. South Africa now has 11
official languages and over 100 different languages and dialects. Due to
the sometimes total absence of text materials in local languages, in such
settings the former colonial language is often selected as the language of
instruction. English is the choice in most of the eastern and southern
African countries whereas French is the language of choice in the former
French colonies of West Africa. Although such choices are seemingly
logical because the selection of one local language over another might
result in rivalry between the different ethnic groups, the choice of a
language such as English raises difficult issues for individual and societal
development as well as for teacher education, depending on the culture,
economics, and other particulars of each education setting.


To briefly characterise a complex situation, we note that the sociocul-
tural contexts of schooling in African countries vary along a number of
dimensions according to, for example, a school’s location in a rural,
urban, or semiurban area. The language infrastructure of the school in
each type of locale varies accordingly. In addition, a sharp economic and
lifestyle gradient exists between urban and rural life in most parts of
southern and eastern Africa, the regions of concern in this article. Thus,
in urban school settings English may be considered an L2 because of its
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use in the immediate environment for business and commerce as well as
for communication between the speakers of different African languages
who populate the cities. Under these circumstances learners have
relatively frequent opportunities to use English for natural communica-
tion and increasingly through the media and the Internet, providing
evident reasons to acquire English. In contrast, English may be consid-
ered a foreign language in the rural areas because it is not often used in
the immediate environment of the learner and opportunities for the
practice of receptive skills through the mass media may be few, due to
persistent extreme poverty and the absence of electricity, for example.
Under these circumstances the teacher is frequently the learners’ only
source of English (Ringbom, 1987; Setati, Adler, Reid, & Bapoo, in
press). Though the second language/foreign language distinction may
seem too dichotomous for the situation we describe, it is important in
understanding the range of learners’ language experiences and in
thinking about language-in-education policies as they relate in particular
to the education of ESL and other teachers (Genesee, 1993; Johnson &
Swain, 1997).


Although the situation is changing in countries where the economy is
growing, numerous studies of instruction in African schools give evi-
dence of patterns of instruction that can be attributed to persistent
poverty as well as to culture (Cleghorn, 1992; Cleghorn, Merritt, &
Abagi, 1989; Dube & Cleghorn, 1999; Fuller & Snyder, 1991; Prophet &
Rowell, 1990; Shumba, 1999a). In Kenya, Zimbabwe, and Botswana, for
example, the demand for schooling in the past 20 years has far
outstripped the ability of governments to educate adequate numbers of
teachers and to provide enough spaces at the secondary level to allow
education for all children (United Nations Education, Scientific, and
Cultural Organization [UNESCO], 1999). Thus primary-level classes may
contain as many as 90 pupils, and teachers must sometimes be deployed
before they are trained at all, with 10–12 years of schooling being
considered enough to enable them to teach, at least until they can avail
themselves of in-service or distance teacher certification courses. In
addition, end-of-primary national examinations act as the sole or main
selection device for the approximately 30–45% of primary school gradu-
ates who can access the scarce secondary school seats (World Bank,
1997). The examination failure mark is thus set at about 60% (to provide
an exclusion device from secondary schooling), with an incalculable
impact on the many so-called failing learners’ self-esteem (Hewlett,
1995). There is fierce competition within and between schools due to the
publication of examination results by region and by school. Teaching is
therefore often oriented in the extreme to examinations, with old
examinations taking the place of lesson plans, teacher creativity, and
curriculum innovation. Because the examinations are often multiple
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choice in format or require short, fixed answers, instruction tends to
emphasise rote question-and-answer routines requiring single-word an-
swers so that students are prepared to recognize the key (English) words
on the examination. At times these routines are also a function of
teachers’ limited knowledge of English and limited understanding of the
content they are expected to teach.2 These practices contrast sharply
with our view of language use within the classroom, which holds that
language should communicate meaning in order to ensure the learner’s
access to knowledge and foster individual development.


SOCIOCULTURAL LEARNING THEORY
AND BORDER CROSSING


From a sociocultural Vygotskian (1978, 1986) perspective, teaching
and learning are seen in terms of linking social action with cognition.
Therefore, the principal goal of education is to provide


an environment in which students, however diverse their background, engage
collaboratively in productive, purposeful activities which enable them to take
over the culture’s toolkit of skills, knowledge and values so that they are able
to participate effectively in the practices of the larger society. (Wells, 1999,
p. 335)


While highlighting the intimate connection among language, meaning
making, and practice, this perspective also points to the complex role
that the language educator/teacher must play in guiding students
through the many different cultural, linguistic, and cognitive borders
that they encounter in the school setting, underlining the complexity of
the seemingly simple notion of the zone of proximal development
(ZPD).


In non-Western school settings in which a former colonial language is
the language of instruction and the content of the curriculum is largely
imported from the West, the question is, which culture’s toolkit of skills,
knowledge, and values is being taken over? And what is the nature of the
borders that need to be crossed by an African student who has one name
at school and another at home, one type of dress for school and another
for home, one language for school and another for home, and for whom
one type of behaviour is acceptable at school and another is acceptable
at home? Such a student becomes two people. Although schooling


2 Our intention is not to disparage teachers but to point to the harsh conditions under
which they must work. Although such question-answer routines are found in classrooms
everywhere (cf. Corson, 1993; Wells, 1999), the extreme restriction to examination require-
ments strikes us as particular to the African settings we know.
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everywhere requires a kind of border crossing (from not knowing to
knowing, at least), the borders are more easily observed in non-Western
school settings and especially in the teaching of a subject such as science,
which, as we explain below, contains many unfamiliar elements.


Sociocultural Facets of Science Learning


Recent investigations of language in science education have worked
within sociocultural perspectives of learning that, as noted above,
consider learning as an integral part of social practice. This perspective
contrasts with views that consider cognitive processes to be primary in
learning. For example, Lave (1997) contrasts what she calls the culture of
acquisition to understanding in practice. Lave and Wenger (1991) based
many of their ideas on studies of the apprenticeship of tailors in West
Africa. They refer to this apprenticeship as legitimate peripheral participa-
tion, which describes the relationship between newcomers and old-
timers. In moving from legitimate peripheral participation to full partici-
pation, the newcomers become part of the community of practice. This
process subsumes the learning of knowledge and skills. Lave (1997) sums
these ideas up as follows:


The idea of apprenticeship, or learning in practice reverses this relation
(between the learner and the problem) by making central the encompassing
significance and meaning—understanding that children have the opportu-
nity to develop about things they are learning. (p. 33)


Elsewhere in the literature are signs of a growing following of the
situated cognition paradigm, as evidenced in work by Scott (1998),
Duran, Dugan, and Weffer (1998), Kelly and Chen (1999), and Kirshner
and Whitson (1997). Their idea of culture is encompassed in a sociocul-
tural view of learning. Both Lemke (1997) and Gee (1997), for example,
have used the related idea of situated cognition in the context of
learning through language—Lemke coming from a science education
perspective and Gee from a language perspective. Even for L1 speakers,
Lemke (1990) has argued that reading, writing, and talking about
science are often difficult for middle school learners because the science
discourses and practices are new to them. Lee and Fradd (1998)
maintain that because science is a part of social practice, science learning
is mediated by social action and cultural practice and hence embedded
in particular discourses. The consequence of this, according to Moje,
Collazo, Carrillo, and Marx (2001), is that learners need to be engaged
in authentic science-learning experiences in which they answer ques-
tions that have meaning in their lives, allowing more informal discourse
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within the discipline in the learner’s main language3 to be linked to
formal science concepts in the language of learning and teaching.


Setati and Adler (2000) carried out a 3-year study of South African
teachers who were taking an upgrading course. The contexts of the
classrooms in which the teachers were observed ranged from rural areas
to townships (rurally based, high-density communities formed during
Apartheid for Blacks). The results suggest that in learning to cope with
the discourse of a particular subject (in this case mathematics), learners
have to move from their own informal, spoken language (L1 or main
language) to the precise, formal language of the discipline (English, the
target language). The goal of instruction, formal written mathematical
competence, thus needs to be reached from a position of informal
spoken mathematics rather than English, indicating an interplay be-
tween access to meaning versus access to English. Setati and Adler
propose a model, shown in Figure 1, that illustrates the possible routes by
which the informal-formal language shift could take place in the manner
suggested by the following teacher quotation:


During the maths period, students are expected to work in English, this has
been my policy in class since I started teaching them; I always thought that
they practised it, or at least I should say they gave me the impression that they
do. The video, however, revealed to me during that particular period, ten
groups out of twelve had their discussions in Tswana, Zulu or street language
(Tsotsitaal).4 (Setati, 1994, as cited in Adler, 1998, p. 28)


The dotted lines in the figure represent possible routes to follow in
teaching, and the solid lines, the routes observed as more likely to be
followed. The category formal written discourse, main language does not
appear either theoretically (dotted lines) or empirically (solid lines), as
written discourse would have to appear in English to conform to the
expected policy of English-medium instruction. Teachers would expect
all written work to be in English, both because of its susceptibility to
outside scrutiny and the idea that written work is in some sense a
preparation for formal examinations, which must be conducted in
English. Setati and Adler add another dimension by distinguishing
between conceptual and calculational discourse. In the lessons they
observed, switches from informal mathematical discourse to formal
calculational discourse were usually accompanied by a switch from the


3 We use the term main language rather than home language because South African students
are often adept in the use of several African languages.


4 So-called street languages, a mix of English as learned at school and elements of various
dialects and languages that are mutually intelligible, develop in urban areas of Africa where
children from many different language backgrounds come together. In Shona-speaking parts of
Zimbabwe this is referred to as Sheng.
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main language to English, whereas moves from informal mathematical
discourse to formal conceptual discourse took place first entirely in the
learners’ main language before switching to English. Apparently, for
these learners the formal and spontaneous concepts meet to form true
concepts (Vygotsky, 1986) at the interface of the two languages.


Border Crossing in the Science Classroom


The early work of Heath (1983) shows that learning through two
languages fosters the ability to operate in two different forms of social
practice and facilitates, especially in subjects like science—what Jegede
and Aikenhead (1999) and Cobern (1996, 1998) refer to as border
crossing, the ability to shift cognitively as well as culturally from one world
view to another. World view refers to culturally embedded presuppositions
about the natural world—a fundamental organization of the mind, a way
of looking and of understanding (Cobern, 1998). Together these con-
cepts further the understanding of the link between the cognitive and


FIGURE 1


Routes for Shift From Informal to Formal Language


Note. Dotted lines = possible routes; solid lines = routes observed as more likely to be followed;
LOLT = language of learning and teaching. From “Between Languages and Discourses:
Language Practices in Primary Multilingual Classrooms in South Africa,” by M. Setati & J. Adler,
2000, Educational Studies in Mathematics, 43, p. 250, Figure 1. Copyright 2000 by Kluwer
Academic Publishers. Reprinted with kind permission of Kluwer Academic Publishers.
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the social. They are thus also useful for understanding the adaptation of
students to school in light of the home culture and other individual
variables as mentioned above. In some urban settings the distance
between worlds may be small, smoothed over by children’s exposure
through the media or through preschool to what to expect in school. In
rural areas the disjunction may be great, creating a hazardous if not
impossible journey. In relation to learning situations in which essentially
foreign curricula are being conveyed via a colonial second/foreign
language, the concepts of border crossing and world view suggest that
teaching can be seen as cultural transmission and learning as cultural
acquisition, culture here being defined as a system of meaning and
symbols, including ways of thinking and views of the nature of phenom-
ena (Aikenhead, 1996; Geertz, 1973; Ogawa, 1998). Such a view of
teaching brings to mind Vygotsky’s (1978, 1986) thoughts on the main
purposes of schooling, again begging the question of whose toolkit of
skills, knowledge, and values—or simply whose culture and whose
science—is to be acquired (Clay, 1996; Shumba, 1999a).


Although there is controversy over the question of culture, language,
and science learning, a recent special issue of the Journal of Research in
Science Teaching (Kyle, 1999) contains three articles (Aikenhead &
Jegede, 1999; Shumba, 1999b; Waldrip & Taylor, 1999) that subscribe to
the world view theory. The findings of these studies, based on extensive
ethnographic data, mostly relate to conditions under which learners of
different cultures can cross borders into the scientific world. In this work
the concept of culture appears to encompass language, as it is not dealt
with separately. However, in the same issue others (Akatugba & Wallace,
1999; Dzama & Osborne, 1999; Rollnick, 2000) draw on Vygotsky’s
(1978) ideas to critique the world view hypothesis on the grounds that in
all cultures a gap exists between the culture of science and society.
Perhaps what is missing here is a distinction between science education
for young people and the conceptual world of the adult scientist.


Shumba (1999a, 1999b) warns against oversimplifying this discussion.
He notes the ways in which Zimbabwean cultural norms intersect with
what is taught in school and how it is taught. For example, traditional
rationality and Western scientific rationality are different but not neces-
sarily incompatible, but notions of cause and effect and the irrelevance
of hypotheses for explaining phenomena are deeply rooted in tradi-
tional culture and the norms governing interaction between young
people and adults. With reference to both the Shona and Ndebele
cultures in Zimbabwe, Shumba (1999a) writes,


Normal behaviour requires observing and respecting the linear hierarchy in
which younger members . . . have lesser privilege to query, criticise, and
contribute to decision making . . . . children who are inquisitive are often
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chided for being too clever. . . . although natural physical causes are accepted
to explain some experiences, there is always a belief in underlying causes of a
mystical nature. (p. 336)


Not only are young children and even college students in some African
cultures not inclined to ask why things happen the way they do, but
societal norms such as these are also likely to affect teachers’ instruc-
tional styles as well as teacher-student relations in the classroom (Serpell,
1993). The following exchange, quoted by Rollnick, Manyatsi, Lubben,
and Bradley (1998), illustrates the point:


T: I want us to look at how we can extract metals from their ores. I’m sure
you can remember that in Swaziland there was a mine at Ngwenya, do
you remember that?


P: Yes (chorus answer)
T: What was mined there?
P: Iron ore (chorus answer)
T: Recently you’re behaving more like people who’ve never been to school.


You don’t know that you’re supposed to raise your hands up? (p. 461)


Clark and Ramahlape (1999) show how cultural border crossing
intersects with classroom language use, also providing an example of
identity in practice—of Lave’s (1997) idea of moving from legitimate
peripheral participation to full participation in a community of practice.
Their study drew on South African students’ traditional beliefs about the
causes of lightning to entertain alternative explanations as rooted in
Western science. When students were permitted to use the home
language in class to discuss their beliefs about lightning and to speculate
about its causes, the discussion became lively and the students actively
engaged, an unlikely occurrence had the students been required to use
English, a language they had not mastered well enough for purposes
other than those relating to the particular question–single-word-answer–
response ritual seen in so many African classrooms. Clark and Ramahlape
note,


They were given the chance to talk about something that genuinely interested
them. . . . many of them were going “minds on” during the lesson. . . . being
able to express themselves in the mother tongue . . . students felt freer to
venture an opinion about something which is located in their everyday
experiences. . . . holding such a discussion in science served to value students’
traditional beliefs. (p. 17)


This account is important because it shows that social constructivist
teaching approaches can be used in school settings where students are
accustomed to rote learning within a hierarchical, authoritarian system
(Shumba, 1999a). It also suggests that if students’ prior knowledge is
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rooted in traditional knowledge that is not brought into the classroom,
only a form of collateral learning ( Jegede, 1995) can be expected to take
place. Collateral learning refers to the extent to which learners compart-
mentalize new knowledge alongside prior knowledge rather than inte-
grating the two, in what Cobern (1998) refers to as cognitive apartheid. We
point out, however, that some students become adept compartmentalizers
and perform well, especially on multiple-choice examinations that test
for recall of isolated facts. These students may be the ones who gain
access to scarce spaces in university but cannot cope once there
(Hewlett, 1995; Moyo, 1993; Rollnick & Manyatsi, 1997). As one student
said when asked about her feelings of inferiority upon entry to university,


When you hear somebody speaking English you feel I’m nothing since I can’t
speak like that and I have to keep alone. Our schools are poor. My English is
poor. Most of the time if they feel you do not speak English well they isolate
you. You come from a poor school and they come from a (formerly white)
school. (Rollnick & Manyatsi, 1997, p. 178)


To the extent that (a) what is taught in school reflects a Western form
of culture often associated with English speakers and (b) the content of
the curriculum violates indigenous norms, values, and beliefs, one can
say that English, the language of instruction, supports acculturation, if
not assimilation, into another way of looking and another set of societal
norms. Stated differently, a disjunction between the culture and lan-
guage of the home and the culture and language of the school occurs,
requiring the learner literally to cross borders in going from one to the
other. The school bag in such a situation can be seen as a kind of
metaphorical transitional object, rarely opened once inside a rural
African home because there may be many chores to be completed before
nightfall and no electric light under which to study.


CODE SWITCHING: A RESOURCE FOR
CONSTRUCTING MEANING IN THE CLASSROOM


Code switching acquired a bad reputation in the field of L2 learning
from assimilationists who sought to eradicate the use in school of so-
called socially inferior home languages. In addition, there has been
misinterpretation of the purposes of using the target language exclu-
sively in early immersion programs where the home languages are well
supported both in the environment of the learner and later on in school,
when instruction shifts to an L1 maintenance, bilingual model (Genesee,
1987; Johnson & Swain, 1997). In the latter case home languages were
(and are) sure to be well supported both in the environment of the
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learner and later on in school, when instruction shifted to an L1
maintenance, bilingual model. Although teachers often seem to hold
negative attitudes toward code switching, there is considerable evidence
that code switching can offer a natural, economical, and effective
resource for establishing meaning in classrooms where the teacher and
the students can communicate in the same home or main language
(Adendorff, 1996; Eastman, 1992).


Teachers and researchers working in African classrooms have ob-
served many instances of linguistically based confusion, giving evidence
of the need at all levels of schooling for a ready device to clarify meaning.
This need may be especially acute when teachers’ English vocabulary is
limited, making it difficult for them to reformulate ideas. For example,
in a Grade 3 science lesson on air in Kenya (Abagi & Cleghorn, 1990),
the English word gas was confused with the similarly sounding Luo word
ngas, which means ladder. The teacher simply met the confusion with an
admonishment, missing a chance to raise the learners’ metalinguistic
awareness. In another study, in this case of ways to improve the
prelaboratory preparation of first-year university chemistry students in
South Africa (Rollnick, Zwane, Staskun, Lotz, & Green, 2001), a teacher
reported that only during the discussion after the first part of the
practical did she realise many students had no idea as to the meaning of
the word brittle; no one had asked.


Because meaning can be said to belong to culture rather than simply
to language (Caldas-Coulthard & Coulthard, 1996), code switching can
facilitate the establishment of meaning by providing a linguistic and
cultural bridge to understanding in what Merritt (Merritt, Cleghorn, &
Abagi, 1988) has termed a process of dual translation. Sometimes only a
word or two in the local language are necessary to provide a familiar
image for a word that has no exact English translation, as in this
example.


T: You get the sweet potatoes from the shamba [local word for family garden
plot], . . . you cover this pot with a sufuria, or a plate.5


Often, switches occur with words that seem irrelevant to the discourse,
for example, phrases like, isn’t that so? or you know. Characterised first by
Gumperz (1982) as contextualisation cues, small switches such as these
capture the attention of learners and refocus their attention on specific
content. In the light of the high concentration needed to follow
instructions in an L2, the utterance of a few words in a familiar language
seems guaranteed to recapture attention. A clue to this function comes


5 Italics in excerpts indicate English translations of African languages.
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from the unsubstantiated impression that the shift tends to move from
the instructional second/foreign language to the home language, as in
this brief example from Rollnick and Rutherford’s (1996) study, carried
out in Swaziland:


T: They are made of air. Isn’t that so? [spoken in SiSwati]


A lesson in rural western Kenya on transmission of disease illustrates
how use of Luo, the learners’ home language, can help convey under-
standing of unfamiliar abstract ideas, such as the microscopic, invisible
quality of germs (Cleghorn, 1992).


T: Since these germs are not seen to our eyes, and since we cannot take a microscope
to help us see the germs all the time. . . . the safest way to protect ourselves from this
disease is by washing our hands . . . so we wash away the germs.


Analysis of discourse in Zimbabwe primary mathematics lessons (Dube
& Cleghorn, 1999) pointed to both cognitive and affective purposes of
code switching. In this case the teacher fostered understanding by using
Shona, the learners’ home language, for direct translation, for repeti-
tion, or to give instructions while retaining the English for the formal
terms and vocabulary for equipment that students had never seen but
would need to recognize on the examination.


T: So pens down. What numbers did I ask you to do?


And later,


T: OK, we want to multiply this eight hundred again by ten . . . .


In the next example, Shona was used for affective purposes, to reinforce
the rules relating to honesty.


T: OK, you mark yourself. We don’t want liars or those who cheat themselves.


In another lesson on division, Shona was used to draw attention to a
child’s incorrect use of English, again pointing to the ease with which
confusion could arise.


S: You are divided . . . ,
T: Do you say you are divided?! Mind your English!


In a study of South African Grade 12 learners in an urban context,
Mumba, Rollnick, and White (2001) observed teachers switching for the
purpose of recalling prior knowledge.
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T: How can you test for an acid?
S1: By using indicators
T: Of course, when the indicators are added to acids the colour changes
T: Next property . . . .
S2: They react with metals to give a salt and hydrogen gas
T: You must remember a metal and acid give you a salt and hydrogen gas.


The foregoing examples suggest the many forms and functions of
code switching as well as its potential. Code switching serves to clarify
linguistically based confusion, render the culturally unfamiliar familiar,
make the implicit explicit, provide English vocabulary needed for
examination purposes, provide contextualisation cues, and raise learn-
ers’ metalinguistic awareness. Clearly, single instances of code switching
often have more than one purpose. The full potential of code switching,
however, has yet to be fully identified and its functions categorised so
that teachers can use it systematically and with greater consciousness
than is usually the case.


THE QUALITY AND USE OF TEXT MATERIALS


Recent work by Peacock, Cleghorn, and Mikkila (in press) points out
that the role of text materials in the teacher-learner-text relationship is
often left out of discussions of language use between teachers and
learners. For example, the fact that the vast majority of the world’s
children are learning via a language they do not use at home seems to be
lost on the developers of text materials, who frequently write as if the
readers are L1 speakers of the language the text is written in. The way
teachers mediate between such text materials and the learners is critical
for understanding how to move the learners beyond what they can learn
on their own.


 The problem is not simply the paucity of reading and other text
materials in many African classrooms. Where materials do exist in
plentiful supply, as in diversely populated classrooms of North America
and Europe, they tend to be used in ways that may not be beneficial for
L2 learners; yet these ways tend to be exported, in the form of teachers’
guides, as the developing countries acquire more materials. The way
teachers mediate a text depends on their content knowledge, their
assumptions about the learners’ abilities and prior knowledge, and their
own predetermined understanding of how interaction in the classroom
should occur. When there is a marked discrepancy between the learners’
level of English and the level of language used in the text, serious
problems may arise, not the least of which is the tendency of teachers to
use the textbook to create oversimplified if not misleading worksheets.
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Further, a rote use of text, as described earlier, implies that the content
of the text lies outside the learners’—and in some cases, the teacher’s—
ZPD.


As Kress (1996, p. 15) points out, texts are potent cultural objects.
Peacock (1995) confirms the need to guard against unquestioningly
exporting not only the format of text materials but also the ways they
tend to be used. He found that the expository nature of science text
made it inaccessible to young L2 learners and that illustrations did not
always help because their conventions were rooted in an assumed
understanding of Western symbols. This tendency may be increasing
with the globalization of the textbook industry, which has meant an
increase in Internetlike visual formats and an assumed culturally free
subjectivity of the reader (Kress, 1996; McEneaney, 2000). Teachers thus
need to be attuned to the cultural aspects of visual literacy, both global
and local, in order to mediate effectively between the learners and
whatever texts might be available. The inappropriateness of many
available text materials adds an extraordinary burden to teachers, who
need to know how to interpret such materials to the learners. This
interpretation requires a process of triple translation—linguistic, visual,
and cultural.


The level of difficulty of the language in the text and the unfamiliarity
of certain visual symbols are only part of the problem. Clark (1997) not
only found that technical terms posed difficulty for students but, like
Peacock (1995), found that everyday words such as describe and observe
caused confusion, and Cleghorn and Shumba (2001) note that the same
word in Shona is used for something that is white and something that is
transparent. These seemingly simple findings point to the need for
attention to language matters per se and again to the potential of code
switching to clarify meaning. Furthermore, text materials for L2 and
multicultural school settings need to be developed with particular
attention to the way language and culture connect, so that teachers may
more easily guide students across the many different kinds of borders
they are likely to encounter in the classroom.


Culture also seems to play an important role in students’ ability to
produce written text. Although there is little research on the topic, the
traditional African valuation of speech over writing may impede stu-
dents’ ability to write in ways that go beyond the expected L2-related
problems of vocabulary and grammar (Caldas-Coulthard & Coulthard,
1996). For example, in a study of bridging students from disadvantaged
school systems in South Africa, where both science and language
background may be called into question, Inglis (1993) showed that the
written assignments in science produced by one student within a week
revealed vastly different degrees of language proficiency in English.
Inglis suggests that the quality of the writing may be closely related to the
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student’s declarative understanding of the content of the assignment.
Thus poorly written science assignments may be evidence either of poor
language proficiency or of poor declarative knowledge. Rollnick, White,
and Dison (1992), working with similar bridging students, also found
that extracts from the beginning of an essay showed that the concepts
were well understood, but extracts from the end of the same essay
showed problems in understanding concepts. Poor language proficiency
cannot thus be hastily judged as a weakness in knowledge of the
language but may be a symptom of problems stemming from compre-
hension of content. Further to this point, Chen and Donin (1997) found
in their work with Chinese university students studying in English that
domain-specific knowledge was a far more important factor in their
comprehension of text than language proficiency was. However, these
students may be assumed to have considerable knowledge of the situated
meanings of the text; that is, by that point in their education they would
have been familiar with the patterns and subpatterns of the texts.


THOUGHTS ON LANGUAGE-IN-EDUCATION POLICY
AND TEACHER EDUCATION


In this section we consider implications for language-in-education
policy as well as ways that teacher education might facilitate teaching and
learning in complex L2 school settings.


Establish Basic Literacy Skills in the Mother Tongue


An important part of the language-in-education debate concerns
when to introduce English as an instructional language for second and
foreign language learners. Depending on the sociocultural setting, the
choices include English-only from the start (i.e., submersion); mother
tongue first with transition to English only after the first few years (i.e.,
transition); English first followed by a balanced, mother tongue/English
bilingual programme (i.e., immersion); mother tongue throughout with
English as a second or additional language; and a dual-language ap-
proach that ensures the development of literacy in the L2 and in the
mother tongue (i.e., L1 maintenance). Based on the research in African
and North American classrooms, the ideal time to introduce learning via
English appears to be after, or at the same time as, the establishment of
basic literacy skills in the mother tongue (except in those places where
the learners’ mother tongue is so well supported at home and in the
community that there is no risk of it being lost, e.g., English in French-
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speaking Quebec or Spanish in some parts of the southwestern United
States); henceforth, a balanced bilingual/biliteracy programme for the
duration of the school years seems to be most effective for individuals
and for society as a whole. This scenario was first described as additive as
contrasted with subtractive by Peal and Lambert (1962) at the start of the
Canadian French immersion studies. Later Swain and Cummins (1979),
among others, confirmed that bilingualism can be cognitively as well as
socially additive because it can help the learner see different representa-
tions of the same idea.


Because the sociocultural conditions of schooling in rural Africa may
make a bilingual approach impossible or inappropriate for many learn-
ers, other models need to be considered. In light of the value placed in
many parts of Africa on oral language skills, and if oral skills are indeed
part and parcel of literacy (Gee, 1986; Street, 2001a), then an emphasis
during the initial years of schooling on oral skills in the home (first)
language may be an excellent precursor to later reading and writing in
the L2, if not also in the home language. Although there has been little
follow-up, a longitudinal study carried out in Nigeria (Bamgbose, 1984)
found that children taught in the home language performed signifi-
cantly better than a control group in all subjects, including English. A
smaller study carried out in Ghana (Collison, 1975) found that children
made statements at a far higher cognitive level in the home language
than in English. The results of the shift in some regions of Ethiopia to
Amharic as the main instructional language will not be known for some
time (Pillai, 2002).


Bunyi’s (1999) study in Kenya reinforces the position that, whenever
possible, home languages need to be developed in school. She found
that when the use of English dominated in science instruction, students
could not apply what they had learned to practical situations at home,
documenting the subtractive nature of English-only instruction both for
individuals and for society as a whole. Another study found that when
code switching into the home language was used to foster understanding
of key concepts, Grade 5 Kenyan students could use the home language
(in this case Kikuyu) to write about the contents of a science lesson on
water (Cleghorn, 1992). Although very tentative, this finding suggests
that the students were developing literacy skills in the home language
despite the official cessation of instruction via that language by Grade 3.
These preliminary observations further reinforce the rationale for in-
school support of the home language in order to foster a two-way
transfer of literacy skills between the home language and the target L2,
reinforce personal identity, and establish more equitable conditions with
regard to education (Carey, 1991; Phillipson, 1992; Roller, 1988; Street,
2001b; Swain, Lapkin, Rowen, & Hart, 1990; UNESCO, 1999).
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Although numerous studies (Cummins, 1996; Genesee, 1987, 1993;
Johnson & Swain, 1997; Lightbown & Spada, 1999; Rollnick, 2000)
support a bilingual approach, the so-called language debate quickly
becomes political. What is deemed best for societal development is often
at odds with what educators consider to be best for individual develop-
ment, suggesting the need for decentralized language-in-education
policies that allow for rural-urban differences in school populations and
the varied language infrastructures of schools. For example, because of
the widespread status of English, there is a popular perception that
maintenance of L1s will impede the learning of English. In Kenya’s rural
schools and in Zimbabwe, there was thus pressure from parents, school
heads, and teachers themselves to use English even as early as preschool
(Cleghorn et al., 1989; Prochner, in press). In Kenya’s urban schools the
constant presence of school inspectors guarantees that teachers use
English even when they might just as easily use Kiswahili as a lingua
franca. Different complexities exist in South Africa, Tanzania, Botswana,
Malawi, and Zimbabwe (Dube & Cleghorn, 1999; Fuller & Snyder, 1991;
Mateche, 1994; Rubagumya, 1994), but in each case the policy in place
cannot easily meet both individual and societal needs. And the situation
is no less political in the developed parts of the world. Cummins (1999)
found that the current push for all-English programmes in the United
States is politically motivated by a resurgence of concern about assimilat-
ing non-English-speaking immigrants as well as Spanish-speaking resi-
dents, who now constitute a numerical majority in a number of commu-
nities. Evidence that an all-English approach is not pedagogically justified
comes also from Cummins and Corson’s (1997) finding that students in
the United States acquired nativelike proficiency in English despite
considerable amounts of use of the home language during instructional
time.


Develop Materials in the Local Language


The problems associated with implementing a pedagogically sound
bilingual program in rural and urban African school settings cannot be
underestimated. Several studies carried out in Botswana, South Africa,
Kenya, Ethiopia, Zimbabwe, and elsewhere (Fuller & Snyder, 1991;
Hewlett, 1995; Swilla, 1992) have shown that when English is used for
instruction in a rote fashion simply to deliver disconnected facts, without
meaningful contextualisation, the development of English remains so
superficial that by the end of secondary school students are not prepared
for the language demands of university—such as taking notes, writing
term papers, and participating in class discussions of abstract ideas.
Under these circumstances the results serve neither the student nor the
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society because little knowledge is acquired and the input for L2
learning is too thin. The resulting high dropout rates (UNESCO, 1999)
of students who have come through such impoverished school systems
document how both global and local inequality is constructed and
perpetuated through schooling (Tollefson, 1991).


Thus, in addition to suggesting a nearly exclusive emphasis in the
early years of schooling on the development of L1 oral skills, we also
suggest that resources be put into the provision of local language text
materials. The argument that this would be too costly falls away when
one considers the extreme lack of text materials in any language in many
African classrooms: What goes on the blackboard and then is copied into
notebooks is often the only text. That this text inevitably appears in
English needs to be examined critically because most local languages
have written forms, as witnessed by the prevalence of local language
Bibles in most communities and households (in which it is sometimes
the only book). In school, home language stories, parables, and the like
could be transferred to the blackboard. That teachers can take a hand in
this process was successfully shown during the establishment of a
bachelor degree programme in early childhood education in Zimbabwe.
With an eye to addressing the shortage of children’s books, student
teachers were encouraged to record the traditional fables, myths, and
other stories that they had been told as young children. As one teacher
said with amazement, “I did not know these stories could be good for
children in our schools today” (field notes, 1995).


Educate Teachers About Code Switching


The main concern, as Adler (1998) points out, is the dilemma of
simultaneously providing access to content and to a prestigious instruc-
tional language, thereby providing access to the outside world. Again,
the answer would seem to lie in helping teachers develop systematic
strategies for code switching while not losing sight of the equal need for
effective means to develop English, the target language. If included as a
systematic part of teacher education, code switching might acquire more
legitimacy. For example, Setati et al. (in press) report that South African
teachers’ participation in a further diploma in education course gave
them more confidence in using code switching. In fact, the level of code
switching increased over the years of their participation in the programme,
much of it attributed to the increased use of group work in the lessons.
However, many of the teachers believed that code switching was not the
right thing to do, even though they were aware of its benefit in the
classroom.


The dilemma remains how to use code switching without reducing the
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necessary exposure to English, so that access to higher education and
participation in the wider world community is possible. Here the
implications for teacher education are evident: In the absence of ESL
specialists, all teachers are L2 teachers (Genesee, 1993). They need
extensive knowledge about how to integrate the learning of English with
the teaching of subject matter.


Educate Teachers About Border Crossing


Drawing again on Vygotskian (1978, 1986) thought, we believe that
the notion of border crossing also needs to be made explicit for teachers
so that they can expand their mediating roles to include that of cultural
broker. The concept of border crossing joins the cognitive with the social,
illuminating the importance of understanding the possible conflict
between world views that learners, as well as teachers, may experience as
they move from home to school and back again. Although teachers may
quite readily come to understand their role in the classroom as one of
guiding learners to an understanding that they could not achieve on
their own, learners need a similar intervention to guide them to a
cultural awareness that they could not achieve on their own. This kind of
intervention would help learners move comfortably among their various
worlds, acquiring an understanding of the culture of the school while
maintaining the integrity of the home culture (Bruner, 1996), allowing
them to understand which aspects of the toolkit belong to their own
culture and which aspects come from afar. As in the additive situation
discussed above with reference to in-school use of both the home
language and the L2, schools and teachers have a critical role to play in
the development of biculturalism. We would go further to suggest that
students are not likely to master what they learn in school without
explicit attention to home-school cultural differences. Thus, as Aikenhead
(1996) also points out, wherever different cultures and languages come
together in the classroom, teacher education needs to incorporate a
cross-cultural perspective to enable teachers to add cultural brokering
skills to their roles as teachers. Without this knowledge, it is hard to
imagine that Vygotskian principles can have any kind of universal
salience. However, even taking all these points into consideration, we
note that, to succeed academically, learners have to master formal
language, be it the main local language, English, or another interna-
tional language.
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CONCLUSION


Language-in-education issues touch both individual and societal de-
velopment in complex ways, especially because of the mixing of peda-
gogical, economic, and political concerns. Despite the research that has
contributed to a better understanding of these issues, practices in
science classrooms in Africa suggest that the language-in-education
debate remains relatively uninformed by results and insights. Perhaps as
researchers we fail to communicate with those who establish language-in-
education policies and those who decide what needs to be taught in
teacher education programmes. The research findings repeatedly em-
phasize the need to ensure that L2 speakers have equitable access to
what is being taught; research has demonstrated clearly the cognitive
(individual) and the social (societal) value of developing literacy in the
instructional language as well as in the mother tongue whenever
possible. In all this, however, we may simply be looking for research-
based solutions to political problems. Language policy is not a single
entity but, like all policy, is part of a system of knowledge and belief. We
may also be forgetting that the research-policy-practice connection is a
loose one and may always remain so (Myers, 1975). However, the steps
that a few developing countries are now taking to develop systematic
cooperation between various government sectors such as education,
health, and social services may provide new contexts for research, policy,
and practice to come together.


In conclusion, we ask what researchers can do better or differently to
assist teachers in helping students cross the linguistic and cultural
borders to access the knowledge and the language or languages they will
need in order to function in their home communities and in their
relations with the world beyond. Most educational research is applied; as
such, it becomes a form of discourse about social reality. The participants
in that discourse are many: The conversation must flow not simply from
the researchers to the policy makers but both ways. Perhaps more
effective education of preservice teachers about these matters will result
in change when some of these teachers take up policy positions.


This article has drawn on research in African school settings, but some
common principles should extend beyond African schools to the many
classrooms where children learn science and other subjects through an
L2. In these settings the strategic use of code switching appears to be a
feasible way to help establish meaningful learning contexts. Further,
meaningful learning contexts seem to underpin the motivation to learn
the L2, ultimately fostering societal development within the larger global
community.
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This article presents a case study of educational language policy in
postcolonial Tanzania. Drawing on qualitative and quantitative data
collected between 1996 and 2001 on Mount Kilimanjaro, this longitudi-
nal study of secondary school students’ lives after graduation sheds light
on the relationship between language and development. The profound
sense of economic hardship among these graduates was tempered by
their optimism that their knowledge of English would eventually help
them find employment or opportunities for further education. Current
economic conditions in the country appear to play an important role in
shaping secondary school graduates’ identity as educated persons who
know English and who can find ways to cope under these challenging
circumstances. The use of the term postcoloniality throughout the article
emphasizes the economic domain of everyday life in present-day
Tanzania, but an examination of the cultural dimensions of students’
support for English reveals the interconnection between the materialist
and nonmaterialist aspects of language policy. The study has implica-
tions for ESL practitioners and for applied linguistics research in the
areas of bilingualism, world Englishes, and language policy in
postcolonial countries.


The presence of English language teaching in development contexts
prompts TESOL professionals to probe the relationship between


language and development. Research on bilingualism investigates the
interdependence of language, cognition, and individual development as
well as studying societal development through bilingual education in
communities where the language used in the schools is distinct from that
in other social settings (Cummins, 2000; Cummins & Swain, 1986;
Dicker, 2000; Skutnabb-Kangas, 1981). Research on world Englishes
looks at the link between language and individual development among
nonnative English speakers, especially in the former British colonies,
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where English has undergone a complex process of linguistic nativization
leading to the creation of new Englishes (Kachru, 1983, 1990; Lowenberg,
2000; Pakir, 1991). Additionally, the study of world Englishes highlights
the potential for English to promote societal development through
enhanced communication in an increasingly transnational world (Kachru,
1986) and simultaneously signals the fact that English remains one of the
most enduring vestiges of colonialism (Canagarajah, 1999; Pennycook,
1998, 2000; Phillipson, 1992; Tollefson, 2000).


This article addresses the issues of bilingualism and the spread of
English in sub-Saharan Africa, but its focus is on a third dimension of
applied linguistics research—educational language policy—in the former
British colony of Tanzania. With 90% of the population identifying
themselves as bilingual in a vernacular language and in the national
language, Swahili, Tanzania serves as an ideal site to explore issues of
societal bilingualism (Rubagumya, 1990). Because Swahili and English
are official languages and are the only ones used in the education system,
the literature on world Englishes in “Outer Circle” countries (Kachru,
1988, p. 221) helps explain the desire among Tanzanian youth to learn
English for intranational and transnational communication. However,
the research on language policy in postcolonial societies is the most
central to this study because of its emphasis on the sociopolitical
dimensions of language in development that concern both critical
applied linguists and critical development scholars.1 From a critical
perspective, the political dimensions of language policy are as important
as its linguistic aspects because language can either impede or promote
development by changing people’s vulnerability to forces they do not
control (Markee, 1997). The notion of reducing vulnerability is central
to my definition of development and to my analysis of the support for
English among Tanzanian youth during a period of economic uncertainty.


My interest in the socioeconomic conditions that influence language
policy is revealed by my choice of the term postcoloniality for the title of


1 The term critical has been popularized by the work of scholars in the field of education
whose research and teaching advocate for social change (Apple, 1990, 1993; Giroux, 1988;
McLaren, 1989). TESOL Quarterly devoted a special-topic issue (Pennycook, 1999a) to the
development of a critical theory approach to language teaching in the hope that it will “help us
understand in much more complex ways the contexts in which TESOL occurs and offer the
prospect of change” (Pennycook, 1999b, p. 346). The work of two groups of scholars in
development studies shares with critical applied linguistics the goal of effecting social change by
analyzing relations of power: (a) Marxist and neo-Marxist researchers who examine the
economic dependency of Third World countries in the world capitalist system (Cardoso &
Faletto, 1979; Frank, 1967; Wallerstein, 1982) and (b) researchers working within a post-
structuralist paradigm that interrogates power/knowledge relations in development programs
designed to alleviate inequalities based on gender, race, or socioeconomic status (Escobar,
1995; Ferguson, 1994; Sachs, 1992).
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this article. I ascribe my use of the term to Pennycook (1998), who
defines it as the “material state after the end of colonialism” (p. 39).
According to Pennycook, postcoloniality differs from postcolonialism in
that the former examines the lasting impact of the “economic depriva-
tions of colonialism” (p. 39) whereas the latter explores the cultural and
ideological aspects of colonialism that continue to influence the present.
Pennycook does not propose a rigid distinction between the material
and nonmaterial dimensions of colonialism; instead, he suggests that
culture, ideology, and economics are interconnected without one domain
being prior to or constituted by the others. My analysis of educational
language policy in this article emphasizes the material aspects of
everyday life in present-day Tanzania, focusing on the use of English and
Swahili in school life, teachers’ perspectives on education, and students’
lives after graduation. These material conditions are intertwined with the
national economic conditions as well as with beliefs about language in
development in postcolonial Tanzania.


BACKGROUND


Language, Education, and Economic History in Tanzania


The United Republic of Tanzania, formed in 1964 with the union of
Tanganyika and the island of Zanzibar, is made up of 20 regions on the
mainland and 5 regions on the islands (Bureau of Statistics, 1997).
Although these regions consist of many different ethnic groups with
distinct mother tongues, Swahili serves as the language of intranational
communication because it is spoken by the vast majority of the popula-
tion (Rubagumya, 1990). Efforts to standardize Swahili began during the
British colonial period, which lasted from 1920 until independence in
1961. The Inter-Territorial Language Committee, formed in 1930, stan-
dardized Swahili orthography throughout British East Africa (which
included Kenya and Uganda) by publishing textbooks and dictionaries
(Whiteley, 1969). The greatest boost to the promotion of Swahili as the
national language occurred in 1954 with the formation of Tanganyika
African National Union (TANU), the party that would eventually govern
the country after independence. TANU and its successor, the Chama
Cha Mapinduzi (Party of the Revolution), have been in power since 1961
and have consistently supported the use of Swahili as the language of
national unity by making it the language for official government business
and for instruction in primary school (Abdulaziz, 1980; Mwansoko,
1990).


The use of Swahili in the education system was closely tied to the 1967
policy of Education for Self-Reliance (ESR), which was part of the
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country’s socialist development program known as ujamaa and pro-
moted by Tanzania’s first president, Julius Nyerere. Ujamaa was explicitly
opposed to the Western neoliberal model of development that privileges
urban development, free markets, and production for export (Gillette,
1977; cf. Apple, 2000; Mundy, 1998). The primary goal of ujamaa was
rural development because the vast majority of the population lived
outside the urban centers and made their living through agricultural
production. The policy of ESR was intended to complement this
comprehensive rural development strategy by emphasizing primary
schooling for the masses rather than secondary and tertiary education
for the elite. During the period of ujamaa, Swahili was seen as a symbol of
nonalignment with the West, adult literacy rates reached the highest
levels in Africa, and the achievement of universal primary education was
regarded as a sign of success for the new government’s policy of self-
reliance (Brock-Utne, 2000).


Although Nyerere’s socialist views were radically different from the
current neoliberal ideology of development discussed below, he, too,
placed great faith in the power of formal education to transform the
country from an underdeveloped nation to a developed socialist state.
His belief that primary schooling could instill unity and cooperation at
the village level has been described by some as “modernization by
traditionalization” (Mushi, cited in Hyden, 1980, p. 98). Yet “tradition-
alization” did not supersede pragmatism in all aspects of education, as
the strong nationalist ideals of ujamaa did not lead to a change in the use
of English as the medium of instruction at the secondary and tertiary
levels. Throughout the late 1960s and 1970s, the government made
declarations about its intention to use Swahili at all grade levels, but by
the early 1980s the plan to change the policy was all but abandoned
(Rugemalira, Rubagumya, Kapinga, Lwaitama, & Tetlow, 1990). The
1982 Presidential Commission on Education, for example, stated clearly
that “English will be the medium of education at post primary levels
where the teaching of Kiswahili as a subject will also be strengthened”
(Ministry of Education, 1984, p. 21).


The most recent comprehensive education policy, published in 1995,
reconfirmed the use of English at the secondary level and increased the
number of years in which primary students would study English, mandat-
ing that students start in the first year instead of the third. This policy
document did not explain the rationale for the increase in the number
of English periods, but it made clear that English would be a school
subject at the primary level and the medium of instruction in secondary
schools. The document also stated that the economic restructuring
underway in Tanzania since the mid-1980s, known as structural adjust-
ment, necessitated the privatization of schooling by allowing more
nongovernmental organizations to manage schools (Ministry of Educa-
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tion and Culture [MOEC], 1995). Another consequence of structural
adjustment was that students’ families began to pay fees and other
school-related costs that were once paid by the government (Brock-Utne,
2000; Maarifa ni Ufunguo, 2001). Because of the negative effect on
school enrollment (Brock-Utne, 2000; World Bank, 1999), the govern-
ment reconsidered this policy, abolishing school fees in 2002 at the
primary level but not at the secondary and tertiary levels (Kabale, 2001).


Theoretical Dimensions of Postcoloniality


Language and the Production of Human Capital


The privatization of schooling in Tanzania has led to the proliferation
of private secondary and tertiary institutions and to the intensification of
the national English-only language policy for postprimary schooling.
Many private schools now advertise themselves as English-medium or
international schools to attract fee-paying students, and some of these
schools have opted out of the national secondary school examination
process by offering the Cambridge International General Certificate of
Secondary Education instead. On a recent visit to two private schools on
Mount Kilimanjaro, I was surprised to see several students wearing signs
suggesting they had misbehaved in some way. These placards were
reminiscent of the moving description of colonial schooling by Kenyan
writer Ngu ]gı ] wa Thiong’o (1986), who wrote about the common
practice of children being forced to wear signs with “I am stupid” on
them if they spoke Gı ]ku ]yu] in school (p. 11). At one prestigious private
school, a girl was wearing a burlap vest with the words “Shame Upon Me”
written on it, and at another private institution a student had a wooden
sign on her chest announcing that she would not speak Swahili. When I
asked a teacher at the secondary school about the student’s offense, she
told me that the girl had spoken in Swahili during class and was being
punished for violating the school’s policy of using English only on school
grounds. Although tempted to point out that we were conversing in
Swahili, I inquired instead about the reason for such a strict language
code on campus. The response was a familiar one: “Educated girls know
English.” The teacher believed that the school’s strict adherence to the
government’s educational language policy would improve her students’
proficiency in English and provide them with advantages when they
began searching for jobs in an era of high unemployment.


This teacher’s views about language and individual development were
troubling to me as a former secondary school teacher in Kilimanjaro who
had watched her students struggle in their classes because of their
limited communicative competence in the medium of instruction,
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English. Moreover, the teacher’s remark highlighted the contradiction in
my roles as an English teacher and as a critic of the imposition of English
through international aid programs that is described so forcefully in
Phillipson’s (1992) Linguistic Imperialism. Perhaps most disturbing to me
about this teacher’s equating a knowledge of English with being edu-
cated was its apparent endorsement of the neoliberal economic theory of
human capital, which challenges critical theories of development. Ac-
cording to its advocates, human capital theory has “no genuine rival”
(World Bank, 1995, p. 21) in the field of development. Formulated
several decades ago by Schultz (1971), the theory contends that eco-
nomic growth depends on the health and education of the labor force—
human capital—in addition to improvements in a country’s physical
capital, such as roads, dams, and factories. From this perspective,
education not only increases productivity by teaching young people new
skills but also promotes development through the inculcation of so-
called modern attitudes about work, education, fertility, and health. The
World Bank, one of the most important institutions shaping educational
policy in the Third World, uses human capital theory to explain the
rationale for promoting education within its overall program of eco-
nomic development there.2 A recent World Bank publication explains
the relationship between human capital development and neoliberal
economic policies:


The emerging consensus favors encouraging private sector initiatives, reduc-
ing the presence of government, and allowing market forces to operate; in
short, a market-oriented approach to development . . . . Hence, investment in the
health, nutrition, and education of the people has high returns for society. It
raises their productivity, decreases the number of days they are ill and
prolongs their potential working lives. (Psacharopoulos & Nguyen, 1997,
p. 4)


It is certainly difficult to imagine individual and societal development
taking place in the absence of a healthy, well-educated populace, but
critical scholars are quick to point out that the presence of skilled human
capital does not guarantee economic prosperity for Third World coun-
tries. Furthermore, they contend that a country like Tanzania may invest
heavily in human capital development, but the international capitalist
system operates to maintain the country’s peripheral status and perpetu-
ate its state of underdevelopment (Frank, 1967; Rodney, 1982). Other


2 Although the term Third World is often used today as a synonym for underdeveloped, it was
first used by representatives at the 1955 Bandung Conference in Indonesia to express their
countries’ nonalignment with either capitalist or socialist world powers. I use it in Young’s
(1990) suggested dual sense of “a positive term of radical critique even if it also necessarily
signals its negative sense of economic dependency and exploitation” (p. 12).







POSTCOLONIALITY AND ENGLISH 379


critical researchers argue that education reproduces intranational social
inequalities rather than alleviating them because certain forms of
knowledge acquired in school, such as English, function as symbolic
capital to which only a minority has access (Bourdieu, 1991; Bowles &
Gintis, 1976; Fuller, 1991).


Language and the Formation of Identity


Despite their popularity, human capital and critical development
theories have been criticized for their common assumption that “people’s
lives are determined by economic relations” (Pennycook, 1994, p. 55).
Critical applied linguistics research on identity formation can help
remedy this problem by showing how one can explore the influence of
social, economic, and political relations on the lives of people in a
nondeterministic fashion. Norton’s (1997) definition of identity pro-
vides a useful point of departure: “I use the term identity to refer to how
people understand their relationship to the world, how that relationship
is constructed across time and space, and how people understand their
possibilities for the future” (p. 410). Central to Norton’s work is the view
that identity is dynamic, that it is affected but not determined by changes
in social and economic conditions, and that it derives largely from an
imagined view of one’s future place in the social world. This perspective
on identity construction as a fundamentally social process is shared by
Morgan (1997) and Toohey (2000), whose research also explores the
sociopolitical dimensions of language learning without reducing class-
room participation to examples of structural relations.


Canagarajah’s (1993) study of English and identity among Tamil
students at the University of Jaffna is particularly relevant to this research
on secondary school students’ identity in Tanzania. He contends that the
students’ loss of interest in the ESOL course he studied came from
multiple sources, including opposition to the textbook and pedagogical
practices, and also from their adherence to “the promise of social and
economic advancement English holds” (pp. 621–622). On the one hand,
the students felt that their English lessons posed a threat to Tamil culture
because they drew on Western culture and communicative pedagogy
rather than use the grammar-based approach some students preferred;
on the other hand, there was a recognition in the class that English
might prevent the spread of Sinhala nationalism and might assist the
students in seeking refugee status in the West. This tension surrounding
language and identity in Sri Lanka resembles the current situation faced
today by Tanzanian secondary school graduates, who are also aware of
the cultural costs that may result from using English in school and the
potential benefits that English may bring in creating job opportunities at
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home and possibilities for study abroad. These imagined future sce-
narios for Tanzanian youth represent the complex and at times contra-
dictory relationship among language, identity, and the current material
conditions of life in the country.


THE RESEARCH PROCESS


I conducted the research for this study during three different periods
of fieldwork between 1996 and 2001. The project began when I engaged
in a year of participant-observation research at Njema Secondary School3


on Mount Kilimanjaro in northern Tanzania. The school had approxi-
mately 300 male students, both boarding and day pupils, but all 45 girls
were day students in 1996 because a girls’ dormitory did not open until
2 years later. Njema has a history dating back to 1926, and for the past 15
years it has been managed by the Evangelical Lutheran Church of
Tanzania, which supervises many secondary schools for Lutheran and
non-Lutheran students in northern Tanzania and elsewhere in the
country.


During the 1996 school year, I taught Form 2 English (the second year
of high school) and communication skills (English writing, speaking,
and listening skills) for Forms 5 and 6, a 2-year program of advanced
secondary schooling that is roughly equivalent to the first year of college
in the United States. In my role as teacher, I prepared the year-long
syllabus based on the national curriculum, attended staff meetings and
school assemblies, supervised examinations, helped organize graduation
ceremonies, and served as faculty coordinator for the Girls’ Club. In my
role as researcher, I made formal and informal observations of classes at
Njema in all subjects and at all grade levels, and I observed classes and
held focus groups with students at four other secondary schools in the
Kilimanjaro region. Although participant observation was the primary
method of data collection, I also interviewed students, teachers, princi-
pals, and parents about their views on schooling. Some students and
teachers met with me again during focus groups toward the end of the
fieldwork year to discuss the themes that had emerged from earlier
observations and interviews.


I also developed a questionnaire and essay task that involved students
at Njema and at a neighboring coeducational school. Two hundred and
eighty-two students completed the questionnaire about their family’s
educational history and socioeconomic status, and they wrote essays in
response to five questions addressing themes that were central to the


3 The names of the school and all participants are pseudonyms.
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fieldwork. The students who completed the questionnaire in 1996 were
asked to write down their home address if they wanted to participate in
the research project in the future. In the summer of 2000, I returned to
Tanzania and sent a second questionnaire and essay task to 225 of the
original 282 students in the study. Fewer students participated in the
2000 study because some had not provided explicit written consent for
me to contact them in the future, and others had given the address of
their former secondary school rather than a home address. This second
questionnaire included questions about level of completed schooling,
current employment, marriage, and children, and the essay asked these
former students to write about the important events that had occurred in
their lives since 1996. They were also asked to indicate whether they
wanted to continue with the research project by participating in a focus-
group discussion the following year—2001—when I would be in Tanza-
nia again. All of the 125 people who returned the questionnaire agreed
to continue with the longitudinal study, so the 82 young women and men
who currently lived in the Kilimanjaro Region were invited to attend one
of four focus groups during June 2–10, 2001. A total of 20 people
attended these four sessions, each of which lasted 11/2–21/2 hours. The
topics for discussion came from the essays written the previous year,
which included the reasons for limited employment opportunities for
secondary school graduates, the impact of HIV/AIDS on education, and
English as the medium of instruction in the Tanzanian educational
system. The questions discussed during the focus groups varied, but the
following five were covered at all the session: (a) What benefits, if any,
have you gotten from completing secondary school? (b) Which language
would you have preferred for your secondary school studies, English or
Swahili? (c) What is the meaning of the phrase “I am at home and have
to work,” which appeared in many of the essays written last year? (c)
What are young people doing about their sexual relationships given the
current problem of AIDS? and (e) In what ways is life better today when
compared to 1996 and in what ways is life worse?


These multiple methods—participant observation, interviews, focus-
group discussions, and survey research—help capture the multifaceted
processes and relationships that affect language and development in
contemporary Tanzania.


EDUCATION IN THE KILIMANJARO REGION


Statistical Portrait


The Kilimanjaro Region is considered by many to be in the vanguard
of development in Tanzania. It has very high primary school enrollment
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rates compared with the rest of the country, and it has the largest
number of public and private secondary schools of any region in
Tanzania (MOEC, 1996). The strong support for schooling in Kilimanjaro
began over 100 years ago, when Chagga chiefs on the mountain vied with
each other for missionaries who would set up schools, churches, and
dispensaries in their communities (Bennett, 1964; Rogers, 1972). With
the introduction of coffee as a cash crop in the late 19th century, many
Chagga communities had money to invest in the building of roads and
clinics. Education, however, received the bulk of these new funds:


By far the most important cash investment the Chagga made in the new ways
was in paying school fees for their children. The demands for education on
Kilimanjaro grew from early mission times and a generation later became
unremitting. (Moore, 1986, p. 129)


The current education statistics for Kilimanjaro look good relative to the
other regions in the country, but schooling has been greatly affected by
the precipitous drop in the export price of Kilimanjaro coffee in global
commodity markets. From the time this study began in 1996 to the time
of writing, the price that farmers receive for their crop fell by 50%
(Maarifa Ni Ufunguo, 2001; Oxfam International, 2001), and fees at
private secondary schools more than doubled (Vavrus, 2001). As one
farmer in Kilimanjaro put it,


What has happened to the price of coffee is a disaster. Years back, when coffee
prices were good, we could afford to send our children to school. Now we are
taking our children out of school because we cannot afford the fees. (Oxfam
International, 2001, n.p.)


Similar sentiments were expressed to me by parents living near Njema
Secondary School who participated in eight focus groups held in June
2001. Not only had the drop in coffee prices affected their ability to pay
for schooling, but the costs of fertilizer and pesticides to care for their
coffee trees had also risen dramatically in recent years (Maarifa Ni
Ufunguo, 2001). In short, many families are finding it more difficult to
send their children to school, yet this has only heightened their desire
for their children to learn English because of the promise of advance-
ment the language holds.


Njema Secondary School: English and Swahili in School Life


The sign on the door of the English Department at Njema Secondary
School read “Speak English Only,” and Mr. Mwenge, the most senior
teacher at the school in 1996, used only English with students who came
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to speak with him. He was a member of the small cadre of young men
who had attended postprimary school (Standards 5–10) during the
British colonial period in Tanzania. He went on to study in the United
Kingdom in the late 1950s and eventually received a bachelor’s degree in
English. Although Mr. Mwenge had many complaints about the harsh
colonial school system, he had greater disdain for the current educa-
tional system, in which teachers and students do not take schooling
seriously. Mr. Mwenge, like most of the teachers I interviewed, laid the
blame for this situation on the poor economic conditions in Tanzania
since the mid-1980s:


The economy of the country plays a very big role in helping the administra-
tion of the school and the other developments, you know, of the academic
institutions of the country. And if the teaching materials are not there, if
there are no books and the buildings begin to decay, all of these things
contribute to the indiscipline of the students. The economy began to run
badly in this country. In those days, the economy wasn’t bad. Now we feel
economically that we are very poor, and we cannot afford to make our
institutions look attractive in such a way as to attract students. We cannot
make the students believe that whatever they are learning is good for their
lives. (interview, November 7, 1996)


Mr. Mwenge’s Form 4 English classes were the only ones at the lower-
secondary level (Forms 1–4) in which I never heard Swahili in use,
except in classes taught by visiting British or U.S. teachers who did not
know Swahili. In many classrooms, especially in bookkeeping and
science classes for Forms 1 and 2, teachers used Swahili to clarify
terminology and explain concepts, and students used it when asking
questions of their teachers and classmates. In several classes at Njema
and at other secondary schools I visited, Swahili, rather than English, was
the necessary medium of instruction because the students or teacher—
or both—did not have the requisite proficiency in English. The heavy
reliance on Swahili during the first 2 years of secondary school suggests
that teachers are well aware of the benefits of gradually introducing
English as the medium of instruction, which is a position consistent with
the recent research on bilingualism by Skutnabb-Kangas (2000a, 2000b).


Mr. Mwenge, however, was completely fluent in English and felt duty-
bound to uphold the official English-only language policy for the benefit
of his students, who would soon be taking the national Form 4 examina-
tion in English. If Mr. Mwenge heard students whispering to each other
in Swahili, he would shout at them, “Use English only!” He was also one
of the minority of teachers at the school who had his students work in
small groups, and he insisted that they discuss the reading passages in
English to give them a chance to improve their oral language skills.


Miss Mosha, a young English teacher at Njema Secondary School,
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provides a far more typical picture of teachers’ use of English and Swahili
in school. Although Miss Mosha greeted Mr. Mwenge and me in English
whenever we were in the English department office, she and I always
exchanged greetings in Swahili when we met off the school grounds and
when we discussed course content in the office. Miss Mosha expected her
Form 3 students to speak with her in English on campus, but they would
frequently be conversing in Swahili when I would walk past her class-
room. Miss Mosha did not seem comfortable talking with me in English,
and she used a lecture format in the classroom that left little time for
students to speak in English among themselves or with her. Instead,
English lessons consisted primarily of question-and-answer sessions about
the class readers or presentations of grammar topics from the national
curriculum, as exemplified in the following vignette:


Miss Mosha and I arrive for her third-period class. She asks one of the boys to
erase the board even though one of the girls is still writing down notes from
the previous class. Two other girls bring in a desk for themselves from the
classroom next door, while a boy goes to get a chair for me because there are
no extra ones in this class of 36 students. Miss Mosha begins writing
ENGLISH/Continuous Aspect (Progressive Aspect) on the board as a few more
boys walk in. She then writes He, She, It Examples and asks for sentences from
the students. A girl gives an example and then a boy gives one. “More
examples?” asks Miss Mosha. Another boy says, “He is playing football,” but
Miss Mosha doesn’t hear him properly so he repeats the sentence. “Speak
English,” she says to him and then asks the students to come up with
examples using we, you, and they. After a few examples with plural subjects,
Miss Mosha asks, “Any problems so far?” The students respond in unison,
“No.”


Twenty minutes into the lesson, Miss Mosha erases part of the board and
writes on it Past Continuous Tense. She then says to the class, “Yes, let’s go on
with another tense. It is past continuous tense. I can see you writing. You must
be sharp.” Miss Mosha provides a few example sentences: “She was eating
food. He was playing football . . . . Can you add more examples as far as
second person plural, singular? James?” James, one of the best students in
Form 3, responds to her question about the second person with “They were
going to church.” Miss Mosha indicates that this is correct and then calls on
several other students. After a few more examples from students, Miss Mosha
reads a definition of the past continuous tense from her notes and gives an
example of something that was happening during the night. She then
explains in Swahili the use of the past continuous and asks the girls in class
whether they have any problems. The girls remain silent, but Miss Mosha
replies with “no problems” and tells the students they have 6 minutes to
complete the seven fill-in-the-blank exercises she is going to write on the
board. After writing the exercises, Miss Mosha walks up and down the rows of
students and looks at their answers. She slaps the back of one male student
who has made a mistake and tries to pull the ear of another, but he puts his
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hand over his ear to guard it. Miss Mosha finally dislodges his hand and pulls
his ear, and then she takes another boy’s notebook, asks, “You can say ‘They
was’?”, and then pulls his ear, too, because of his mistake. She asks another
boy in Swahili who taught him English because he wrote “They will be eating”
to complete a sentence that required the past continuous. The pattern of
checking notebooks and pulling boys’ ears continues until the bell rings. Miss
Mosha spends a few minutes at the end of class looking at the girls’ notebooks
and talking to them in Swahili about their mistakes rather than using corporal
punishment with them. (participant observation, February 29, 1996)


When I returned to Njema in 2001, I learned that both Mr. Mwenge
and Miss Mosha had left the school, the former retiring after many years
of service and the latter getting married to someone who lived far from
the school. I also learned in the focus-group discussions with former
Njema students that they greatly respected Miss Mosha’s proficiency in
English. To my surprise, the students said that Miss Mosha had instilled
in them a love of English and served as a model of an educated
Tanzanian woman. She knew English well, they told me, because she
expected students to greet her in English and she was thorough in
grading their exercise notebooks. They also reminded me that she had
spent a lot of time in Kenya, a country that many people in Kilimanjaro
look to as the model for educational language policy because English is
used more extensively there. These former students also hinted at the
rumors I had heard in 1996 that Miss Mosha had had a Kenyan
boyfriend, which some of the female students found desirable because it
opened up opportunities for international travel.


These former students’ comments about English and educated women
helped me understand my problem of associating the content of Miss
Mosha’s lessons with the identity ascribed to her as a person who knows
English. Moreover, Miss Mosha’s connection to Kenya was significant to
her students in ways I had not appreciated because it indicated that she
knew English and was building the kind of “relationship to the world”
and “possibilities for the future” (Norton, 1997, p. 410) valued by these
secondary school graduates. As Stambach (1998) writes about the
teaching of home economics in Tanzania, “the influence of schooling
lies in what the school signifies locally, not in its literal content.
Schooling constitutes and provides an institutional forum through which
persons . . . might operate to shape and define their worlds” (p. 188). In
addition, Markee (1993) notes in his discussion of another former
British colony, Sudan, that the adoption of English as the official
language in the Christian Southern Region “provides an official counter-
weight to Arabic” (p. 350) spoken by Muslims in the North, even though
most southerners use a variety of Arabic rather than English for wider
communication. In a similar way, the situation at Njema Secondary
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School reveals the important symbolic dimensions of language policy
because knowing English did not necessarily mean speaking it like
someone who had studied in the United Kingdom, such as Mr. Mwenge.
Moreover, the designation of English as the official language in Tanza-
nian secondary schools may be inconsistent with research on bilingual-
ism and cognitive development, but it reflects the sociopolitical context,
in which English signifies an orientation to the future for individuals in
a transnational world.


Teachers’ Perspectives on Education


The contrast between Mr. Mwenge and Miss Mosha extended beyond
their proficiency in English and their teaching styles; it also included
their educational philosophies, which represented a shift from the child
development model introduced by progressive teacher educators toward
the end of the colonial period when Mr. Mwenge was in school to the
human capital model emphasizing education for employment that
became popular during Miss Mosha’s education. Mr. Mwenge was clear
in his conviction that teacher education was a lengthy process that
should only be pursued by those whose calling it is to teach because
teachers’ primary responsibility should be to encourage individual
development:


And I believe the training of teachers today does not emphasize the need to
take particular care, to become child centered. I think you understand what
I mean. If a teacher, a trained teacher—teaching is an honorable profes-
sion—knew that he was obliged to teach his child [student] good manners
and make sure he is growing properly spiritually, physically, and mentally, all
these things combined . . . I believe this would go a long way to minimize our
discipline problems. I remember during our course in teaching in this
country much attention was given to child development. Teaching meant to
develop a child to be a man. That was the theme of education we had in those
days. (interview, November 7, 1996)


Several of the younger teachers at Njema explained to me that they
had not chosen to become teachers but had had no other options
available to them when they completed Form 6. Such was the case with
Miss Mosha: She had wanted to study law but did not have a sponsor to
pay her fees, so she chose the shorter and less expensive option of a
diploma course in teaching. When I asked her about the qualities of a
good teacher, Miss Mosha explained (in Swahili except where italicized)
that it had to do with being well prepared: “She/he should have a scheme
of work, a lesson plan, and especially a lesson notice [for the students]. These
are the three things that make a good teacher.” We then talked about the
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reasons parents sent their children to school these days, and Miss Mosha
brought up a topic that I would hear in many interviews with parents,
namely, the idea that schooling kept children from becoming a burden
on their parents: “They [parents] only send their children to school so
that later they will have a better life. They don’t want them to bother
them like a child who hasn’t been to school and who is a burden”
(interview, April 15, 1996). This idea is quite different from the notion
that education provides spiritual, physical, and mental development, as
Mr. Mwenge described it. However, the emphasis on the instrumental
benefits of schooling is understandable in the context of postcoloniality,
where economic difficulties shape people’s perceptions about the benefits
of education.


Students’ Lives After Graduation


The belief in English leading to individual and societal development
was consistently expressed in my research on secondary school students’
lives after graduation, but this view was more complicated than the
optimistic theory of human capital development. It was also more
complex than the critical theories of language policy (e.g., Phillipson,
1992; Skutnabb-Kangas, 1981, 2000a) on which I had relied to justify my
opposition to the use of English as the medium of instruction in
Tanzanian schools. The focus-group discussions with my former students
helped me appreciate the ambiguous role of language in development
for multilingual societies and for multilingual individuals whose futures
are intimately connected to English.


The subtle complexity of language planning was evident during focus-
group discussions about the questionable benefits of secondary school-
ing that I perceived and the advantages that the students thought would
accrue to them in the years to come because of their knowledge of
English. Although they generally believed that knowing English created
numerous possibilities the world over, the students were also well aware
of the limitations for young people like themselves living in the Third
World. The students’ essays from 1996 showed that most of them hoped
to still be in school in 2000 or to be employed in the nonagricultural
sector of the economy. However, the follow-up survey conducted 4 years
later revealed that less than half of them were still students or were
engaged in steady employment. This situation of completing secondary
school but finding few postsecondary educational or economic opportu-
nities may explain why only 13% of the respondents said they were more
satisfied with their lives in 2000 than they had been 4 years earlier
(Vavrus, 2001). They recognized their good fortune in completing
secondary school in a country where less than 15% of the population
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receives a postprimary education (World Bank, 1999), but this educa-
tional experience neither satisfied their educational goals nor created
opportunities for steady employment. Given these findings from the
survey, I was eager to talk with the students about the reasons for their
dissatisfaction with life after secondary school.


The focus groups in the summer of 2001 provided an opportunity to
discuss the questionnaire and essay components of the 2000 follow-up
study. One of the most striking commonalities among the students who
participated in the focus-group discussions was their overwhelming
preference for secondary schooling over some other form of postprimary
education. In response to a question about whether they had received
any benefits from secondary school or whether they now wished they had
chosen to study at another kind of school, such as a computer school or
a vocational training program, only one young woman said that she
would have preferred a tailoring school rather than secondary schooling
because she would have found employment more easily after graduation.
Even though most of the young women in the focus groups were
unemployed, almost all of them insisted that they had received one very
important benefit from secondary schooling that they would not have
otherwise: learning English. The young women and men—except for the
few who were still in school—admitted that they were not using English
very much then, but they saw English as essential to connecting with the
world beyond Tanzania now and in the future because it is an “interna-
tional language,” as they said repeatedly. The following comments (in
Swahili except where italicized) illustrate these sentiments:


Another advantage of knowing English is that if you get friends from another
country you can communicate with them. (young woman, Focus Group 1,
June 3, 2001)


If you go to another country, you will discover that the language used to
communicate with others is English. (young man, Focus Group 3, June 9,
2001)


If you know English, you can use it for communication with people other
than Tanzanians. (young man, Focus Group 3, June 9, 2001)


Swahili is not an international language. It’s a language that is spoken a lot in
East Africa . . . but it’s only known here in East Africa. And it’s not everyone
in these countries who knows Swahili well. There are differences in the
Swahili of Kenya, Uganda, Burundi, and Zaire [Democratic Republic of
Congo]. If we use Swahili, we will be like an island. (young man, Focus
Group 4, June 10, 2001)


The focus-group discussions became quite animated at times, espe-
cially when I challenged one group on the idea that English is an
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international language because many people in the Third World do not
know it. Two of the participants responded strongly by saying that
Tanzanians needed to learn English to communicate with other Africans
and not just with Europeans and Americans. One young man admitted
that it was the colonial legacy of English that made some people oppose
its use, and he explained that there was growing opposition to English
among some groups of students at the national university in Dar es
Salaam. However, he was very concerned about the consequences for
transnational communication in Africa if Tanzanians do not know
English:


Last year, during the Uhuru [freedom] Torch celebration, there were a lot of
foreigners there along with [Tanzanian] university students. You know, many
university students are poor in English because there is no one there like Mr.
[one of the English teachers from Njema Secondary School] to make the
students speak in English because they are free there. They are fearful to speak
in English, but this is sad. There were students there from other countries like
Kenya and South Africa who were surprised that our university students don’t
know English well. There are Form 6 students who know English better than
they [university students] do. (Focus Group 3, June 9, 2001)


A young woman in the same focus group then added her pragmatic
assessment of the situation: “Because Africa depends on Europe, both of
these languages [English and Swahili] are important for us to know. Also,
at institutes and schools, teachers should give students advice about
knowing English well and Swahili well.” I then asked her, “But whose
language is English?” She gave this question some thought and replied
diplomatically to my query: “It is an international language.” She
explained that the status associated with knowing English is not because
it is the language of the United States but because it is a language that
invites respect: “When Africans see someone speaking in English, they
are very impressed and they respect them. Yes, even if they are not well
educated but only know this language, they are respected” (Focus
Group 3, June 9, 2001). The issues of respect and bilingualism were
central to this young woman’s identity because of her imagined future as
a respected Tanzanian woman who knows English well enough to study
overseas but who still feels strongly about the importance of Swahili for
intranational communication.


The significance of English as a language of wider communication was
apparent when participants discussed how English would provide them
with the means to participate in the international community in Africa
and beyond. Several people mentioned traveling to Uganda or Kenya
and using English instead of Swahili, and others talked about people
they knew who had found sponsors to support their studies in Europe or
the United States. A few of these young people mentioned specifically
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that they, too, wanted to study abroad, but most discussed the need to
know English as a way to benefit from the international development
and tourist industries closer to home. Tourism is a popular topic of
conversation in northern Tanzania because many English-speaking visi-
tors come to climb Mount Kilimanjaro and go on a safari at the nearby
Ngorongoro Crater or Serengeti National Park. The sentiments of one
insightful Form 6 graduate expressed the students’ general feelings
about the relationship between language and societal development
through tourism:


Because our economy is small and our strength as a nation is small, we can’t
make Swahili be an international language . . . . In other sectors, like tourism,
Tanzania is a country that has an abundance of traditional things that haven’t
yet been destroyed when compared to all other countries in the world.
However, because of the language problem, the tourists who come here
aren’t shown these things or the proper welcome, but how can you communi-
cate with them? You can’t. They don’t know Swahili and you don’t know
English or German or French. If you compare this to a country like
Switzerland, it’s a small country but those people are rich in terms of
languages. You might find someone there who knows eight languages, so all
the guests who go there can communicate with them [the Swiss] well and are
made to feel welcome. Tanzanians are hospitable, but the problem is language.
(Focus Group 4, June 10, 2001)


The strong feelings expressed by the focus-group participants about
Tanzanians learning to communicate with tourists may help explain why
the students overwhelmingly believed that English should be made the
medium of instruction throughout the entire education system, from
preprimary school to the university level. Some talked about a recent
study they had heard about showing that Tanzanian students did poorly
on their national exams because of their low proficiency in English.
Government sources appear to support this claim: A recent statistical
report from the Ministry of Education and Culture (1999) shows a
continuation of the pattern in which 70–79% of the students taking the
national Form 4 examination received a Division 4 (lowest division) or
failed completely. The reason for these disappointing results, according
to the Executive Secretary of the National Swahili Council in Tanzania,
was “students’ low level of understanding of the English language
resulting from the weak foundations of the subject in primary schools”
(Raphael, 2001, p. 1).


These former students were well aware of the barrier to learning that
English poses at the secondary level, but their solution was to intensify
the use of English rather than abandon it. They felt the problem lay
primarily in the poor foundation that students have in the language
when they begin Form 1 because most primary school teachers do not
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know English very well. My proposal to use Swahili as the medium of
instruction throughout the education system but offer English as a
subject taught by qualified bilingual teachers was roundly rejected.
These young people were unconvinced by my example of German
students who are taught in German but know English well even though
they study it only as a subject. The difference, according to one Form 6
graduate, has its roots in the economic conditions in Tanzania that make
it difficult to get the books in Swahili and English necessary to do a good
job of teaching English as a subject only:


It’s fine [to study English only as a subject] in countries . . . like Germany and
other European countries, but their foundation from the beginning of their
studies is good. They write their books in their own language from the
beginning, and English is taught as a subject. The books we have are in
English, but the language we use for everything is Swahili. For others in
Tanzania, for example, they use their mother tongue language although they
also know Swahili. So if we could do this [bilingual teaching] from the
beginning, there wouldn’t be a problem. The problem here is a result of our
poverty. Where will we get the money to change these books, to change
computers [laughter]? This is where our problem lies. Of course, it is good to
be taught in a language you know. You will understand well and succeed in
your studies. (Focus Group 4, June 10, 2001)


These comments and the previous ones suggest that young people
support an English-only approach to education because they do not feel
the country has the resources to implement a Swahili-medium curricu-
lum at the secondary and tertiary levels. If such resources were available
through governmental and nongovernmental channels, then students
would be likely to accept a bilingual approach to education rather than
the oppositional framework of using English or Swahili that has marked
educational language policy in Tanzania from the colonial era to the
present. However, this study also indicates that secondary school gradu-
ates want to capitalize on the social and economic benefits that may
accrue to them by knowing English. In general, these young people
appreciate the benefits of bilingualism for individual and societal devel-
opment because it would help them establish a solid academic founda-
tion in Swahili and transnational communication skills in English.


IMPLICATIONS FOR LANGUAGE SPECIALISTS


This article has explored some of the ways that sentiments about the
economic situation in Tanzania are reflected in people’s views about the
educational language policy in the country. I have argued that the
current condition of postcoloniality is marked by a decline in income
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and a reduction in educational options for many families as a result of
neoliberal development policies that increase the burden on individuals
to pay for social services. Learning English has become an important
form of symbolic capital that young people believe will help them
improve their material conditions through employment in tourism or
through higher education abroad. These optimistic possibilities for the
future are tempered by young people’s recognition of the difficulty of
achieving these goals when jobs are scarce, salaries are low, and language
skills are often limited even after 4 years of using English as the medium
of instruction. Despite these challenges, English remains inextricably
linked to secondary school students’ identity as educated persons during
uncertain economic times.


The principal goals of this article were to illuminate the problems
associated with language in development in Tanzania and to draw
attention to the more general issue of English in postcoloniality. In
particular, I sought to raise questions for critical applied linguists and
critical development scholars about the widespread view that the use of
English as the medium of instruction in postcolonial societies is synony-
mous with imperialism and imposed models of development. Using my
own pedagogical journey as an example, I have attempted to show how
one can maintain a critical approach to the study of language in
development by examining power/knowledge relations and advocating
for social change without being dualistic in one’s views of educational
language policy. My earlier notion of Swahili being the “good” language
for education and English being the “bad” one has given way to a
dialectical position that recognizes the contradictions between these two
ideas and seeks a resolution without negating the continued tension in
their interaction. The resolution in the case of educational language
policy in Tanzania could take the form of an official dual-language
program in the schools, but it would be naive to think that this solution
would completely resolve linguistic tensions due to the inherent com-
plexity of language in development. If language is defined in terms of
communicative competence and development as a reduction in partici-
pants’ levels of vulnerability over things they do not control (see Markee,
this issue), then people’s support for a language will change over time as
they seek competence in the language(s) that reduce their current sense
of being vulnerable to material and nonmaterial forces. I contend that a
critical theory approach to language in development should begin with a
bottom-up analysis of the ambiguous and often contradictory linguistic
strategies that individuals use to gain control over the economic and
cultural dimensions of their lives, coupled with reflections by the
researchers on the reasons why these strategies may be radically different
from their own a priori assumptions about how to enhance the commu-
nicative competence and reduce the vulnerability of others.
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The philosophical issues about language in development raised by this
study lead to several practical lessons that may help ESL practitioners
resolve professional dilemmas in similar teaching and research situations.


Bilingual Education as a Middle Ground


The first lesson is that bilingual education has the potential to create
a middle ground between the exclusive use of English or another
language as the medium of instruction. Despite the “belief in monolin-
gual teaching” (Pennycook, 1994, p. 137) that has characterized much of
the work in applied linguistics, research on bilingualism (Cummins &
Swain, 1986; Skutnabb-Kangas, 1981, 2000a) suggests that teaching an L2
through interaction with the L1 yields many academic, cognitive, and
cultural benefits. The extensive use of Swahili by Form 1 and 2 teachers
in this study draws attention to the fact that bilingualism is the de facto
educational language policy even when teachers are constrained by
monolingual textbooks and teaching aids. Official support for the
gradual introduction of the number of subjects taught in English at the
secondary level—or a dual-language approach—would alleviate some of
the conflict for teachers between engaging in pedagogical practices that
foster the immediate cognitive development of the individual and
following the language policy of the government, which may have long-
term societal development as its goal. ESL practitioners may need to
adopt a critical approach to teaching that “aims at transformation”
(Pennycook, 1999b, p. 341) of language policies hindering the educa-
tional success of their students in the present while still recognizing that
these policies may be maintained because of the symbolic functions they
perform for students, teachers, and government officials.


Critical Engagement


A second lesson that ESL practitioners might consider regards the
different views of teachers and students about the spread of English in
Outer Circle countries. My experience in the focus-group discussions
illustrates the problem of embracing a critical approach that assumes
agreement between teacher-researcher and participants on issues of
language and power in the teaching of English. Instead of expecting my
former students to share my critique of postcolonial language policies, I
would have been wise to heed the advice of Pennycook (1999b) in his
assessment of critical theory in TESOL: “A more plausible way forward is
through a critical engagement with people’s wishes, desires, and histo-
ries, that is, a way of thinking that pushes one constantly to question
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rather than to pontificate” (p. 343). One way to establish such engage-
ment is through longitudinal research with a group of students or
teachers that creates the possibility for the development of a meaningful
relationship over time and an open exchange of ideas about the
sociopolitical dimensions of language in development.


Critical Practice and the Colonial Legacy of English


A third lesson from this study concerns the tension for critical TESOL
practitioners surrounding the colonial legacy of the language they teach.
The economic and cultural deprivations of postcoloniality in many parts
of the Third World can never be completely divorced from their colonial
predecessors. Thomas (1994) cogently argues that as scholars and
practitioners, we cannot “complacently situate ourselves in a postcolonial
epoch. To do that, we would need to have transcended the cultural forms
and procedures associated with colonial dominance” (p. 195). Compla-
cency has seldom been a problem in the dynamic field of TESOL, but
practitioners still need to struggle with the colonial dominance associ-
ated with the teaching of English in some contexts and with the a priori
opposition to its use in others. Being aware of the sociopolitics of English
does not mean that one must necessarily abandon the teaching of
English in postcolonial countries because of fears of reproducing social
inequalities; instead, this awareness should heighten one’s ongoing
cultural critique of language and development policies for individuals
and societies in specific contexts.
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Businesses, government agencies, and nongovernmental organizations
that sponsor language training programs normally have specific, real-
world objectives for those programs, such as increased sales and
improved performance in overseas training. Current methods for
evaluating language training programs describe the participants and
the programs, provide statistics on the number of trainees undergoing
training and their pass-fail rates, and comment on the organization and
effectiveness of training, but they fail to provide data on the sponsoring
agencies’ objectives or on the cost-effectiveness of the program. This
article adapts methods used in general workplace training to obtain the
cost-benefit and return-on-investment information desired by agencies
that fund language training programs, particularly in the field of
English for occupational purposes. These evaluation methods attempt
to describe the impacts—both tangible and intangible—of language
training programs on the learners, the learners’ organizations, and the
community.


English language programs, especially English for occupational pur-
poses (EOP) programs, are often included as a component of


development projects. As a consequence, when funders examine the
evaluation of a particular development project, they ask to see evidence
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on the extent to which the language training has achieved its objectives
and the extent to which meeting these objectives has improved the
trainees’ job performance. Language program evaluations, however,
frequently deal only with whether or not learners have acquired the
language taught and sometimes with their attitudes toward the program,
two aspects of success that are important but limited relative to the
funders’ interests in the impact of the training on the learners, on their
organizations, and even on society in general. Moreover, funders are
interested in evidence that results have been achieved at the lowest price
possible. Weir and Roberts (1994) speak of “cost-effectiveness as a
criterion for judging merit” in order for “funding agencies . . . to
determine whether their money is being well spent” (p. 13). In our
experience, showing sponsors that a development program has been
cost-effective requires evidence of improved on-the-job performance,
not just language test scores.


Program evaluation has traditionally entailed the use of multiple
forms of evidence, so we begin by reviewing developments in evaluation,
focusing on workplace training programs. We then demonstrate how
methods of evaluation for workplace training can be adapted to EOP
language training and present case studies illustrating these methods in
use. The case studies, which come from both the public and private
sectors and from nongovernmental organizations (NGOs), show that
such evaluations attempt to describe all impacts—tangible and intan-
gible—that a language training program has on the learners, the
learners’ organizations, and the wider community. For example, one
evaluation revealed that increased effectiveness for a company translated
into higher profits, but increased effectiveness for one NGO equaled
improved dissemination of human rights information.


EVALUATION OF TRAINING AND
EDUCATION PROGRAMS


Workplace evaluation is situated within a tradition that Guba and
Lincoln (1989) described as having passed through three generations
and as entering a fourth in the late 1980s: (a) measurement, (b)
description, (c) judgment, and (d) responsive evaluation. The first
evaluations, in the last half of the 19th century, consisted largely of
measurements of learners’ progress. After World War I, reporting
measurements (i.e., learners’ test scores) was no longer sufficient;
learners became the subject of evaluations, which described the process
(e.g., the curriculum and the methodology) of learning in the hope of
replicating successful programs or improving unsuccessful ones. Tyler
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(e.g., Smith & Tyler, 1942) epitomized this school. By the mid-1960s,
evaluators (e.g., Scriven, 1973; Stake, 1975; Stufflebeam et al., 1971)
often judged the process in the hope of guiding the funding agency’s
decision to continue or cancel projects, or expand or contract them. By
their nature, the measurement and descriptive phases were limited to
quantitative research. With the arrival of the judgment phase, a conflict
arose between evaluators who accepted qualitative evidence and those
requiring quantitative evidence. Guba and Lincoln’s (1989) responsive
evaluation methodology is one attempt to forge a bridge between the
quantitative and qualitative schools; Mark, Henry, and Julnes’s (2000)
method for evaluating projects and programs in not-for-profit organiza-
tions is another such attempt.


Workplace Evaluations


While educational evaluators were gradually broadening the scope of
evaluations and increasing the involvement of more stakeholders, work-
place evaluators were moving in a different direction, focusing on the
impact—especially the financial impact—of the programs they evalu-
ated. Over a period of 40 years, Kirkpatrick (1996, 1998) developed a
four-level system (i.e., reaction, learning, behavior, and results; see
Table 1) that culminated in gathering evidence on whether training
courses had had an impact on business practices. Although the four
levels help systematize the process, in our view each has limitations in
practice. None of the four levels includes the calculation of the program’s
cost benefit (by means of a cost-benefit analysis [CBA]) or return on
investment (ROI) for the company. Without CBA, it is impossible to
determine whether the financial benefits of training outweigh its cost.
Without knowing the ROI, evaluators cannot determine whether the
benefits provided by one training program outweigh those provided by
another such program or whether the benefits of training outweigh
other uses of the same money (e.g., the purchase of new equipment).


Some analysts have looked at quantifying employees’ contributions to
the workplace (e.g., Bassi & Ahlstrand, 2000; Fitz-enz, 2000; Watson
Wyatt Co., 2000), and others (Bee & Bee, 1994; Phillips, 1997b, 1999a,
1999b; Phillips, Jones, & Schmidt, 1999; Phillips & Pulliam, 1998; Phillips
& Stone, 1999; Wade, 1994) have proposed formulas for calculating the
CBA and ROI of training. An entire publishing industry has grown up
around the practical applications of using these financial data for
evaluation, including case studies using both hard economic data and
estimates provided by knowledgeable corporate insiders (Hodges, 1999;
Phillips, 1994, 1997a, 1998; Sugrue & Fuller, 1999). A growing number of
how-to manuals have also appeared (Combs & Falletta, 2000; Fisher &
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Ruffino, 1996; Ford, 1999; Lapidus, 2000; Mondschein, 1999; Novak,
2000; Parry, 1997; Rothwell, 2000; Russell, 1999; Sharpe, 1999; Watson,
1992). Van Adelsberg and Trolley (1999) promote going one step
further and, in the words of their title, “running training like a business.”


Evaluation of General Education, Social Science,
and English Language Programs


Evaluators in general education and social science, though rarely in
English language teaching (ELT), have adopted similar methods for
studying the impact of programs (Horn & Miron, 2000; Hough, n.d.).
Culhane, Metraux, and Hadley (2002), for example, have compared the
costs of providing services to the homeless in New York City to the costs
of providing those services plus shelter. With few exceptions (Mitchell,
1992; Sarvi, Hamaimbo, & Kunda, 1992; Watson, Carlson, & Robinson,
1998; and see Lomperis, 1999; Lomperis & Martin, 2001; Martin, Craig,
ElTatawy, Gordon, & Lomperis, 2001; Martin & ElTatawy, 1999a, 1999b,


TABLE 1


Criteria and Limitations of Kirkpatrick’s (1996, 1998) Four-Level Evaluation Model


Level Criteria Limitations


Learners may have rated the trainer and the
refreshments highly, but they may not have
learned enough or may have learned
inappropriate content.


Learners may have mastered the content, but
(a) they may not apply what they have
learned on the job, (b) the content may not
have been based on course objectives, or
(c) the objectives may not have been based
on real needs.


Although this level begins to look at on-the-
job impact, it offers no proof, for example,
that the improved technical reports make the
company more effective or more efficient,
leading to increased profits.


Although this level discusses on-the-job
impact, it fails to provide sufficient financial
information to calculate the cost benefit or
return on investment.


Did learners enjoy the course?
Did they like the trainer?
Were the facilities adequate?


Did learners demonstrate
mastery of the training content,
as indicated by test results?


Has job performance changed?
(E.g., do learners apply what
they have learned in a technical
report writing course to write
improved reports?)


Has the organization benefited?
(E.g., have sales improved since
a training course in which
employees learned to improve
their marketing reports?)


1. Reaction


2. Learning


3. Behavior


4. Results
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2000a, 2000b), evaluations of language education and training programs
have not attempted to measure their impact.


Ten years ago, Alderson and Beretta (1992) noted the lack of
attention to evaluation in the field of L2 learning:


As a cursory glance at the publishers’ lists and the contents of the major
journals reveals, the discipline of second language education evaluation has
been afforded relatively little attention. By contrast, in general social and
educational spheres, provision is routinely made for evaluation, and this
emphasis is reflected in their respective literatures. (p. 1)


Beretta (1992), in the same volume, continued in the same vein:


To date, very few books have appeared on the evaluation of language teaching
programs in general. This compares unfavorably with the general fields of
educational evaluation, where dozens of titles appear annually in one
publishing house (Sage). (p. 5)


The appearance of a scattering of books dealing with the evaluation of
English language programs (Brown, 1989; Lynch, 1996; Rea-Dickens &
Germaine, 1992; Weir & Roberts, 1994) at or shortly after the time that
Alderson and Beretta were writing filled that gap to some extent, but
ELT is still underrepresented in the field of evaluation of training and
education. And, with the possible exception of the discussion of insider
participation in evaluations (Alderson & Scott, 1992; Weir, 1995), ELT
evaluation remains rather traditional. The majority of the literature on
ELT evaluation is derivative (as is the current article), applying tech-
niques used in other fields. In addition, there still appears to be little
awareness among ELT practitioners of the necessity—and benefits—of
conducting and using evaluations: The two major works on ELT manage-
ment (Impey & Underhill, 1994; White, Martin, Stimson, & Hodge,
1991), for example, scarcely mention program evaluation.


Much of the discussion of program evaluation in ELT has come from
work in development. In particular, eight papers in a collection from a
conference on language and development discuss some part of the
evaluation process (Coleman, 1995; Flew, 1995; Kafudji, North, & Finney,
1995; Martin & Balabanis, 1995; McGovern, 1995; Nangsari & Adlam,
1995; Smith, 1995; Weir, 1995). Development projects have also provided
some of the more innovative studies in evaluation (Alderson & Scott,
1992; Coleman, 1992; Weir, 1995). A September 1998 conference
sponsored by the British Department for International Development
even purported to look at the impact of language projects (McKay &
Treffgarne, n.d.). In addition, a number of papers on development
projects, while not claiming to be evaluations, actually perform an
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evaluatory function, including the evaluation of the impact of at least a
part of the project (cf. Williams, 1996).


The businesses and development agencies that fund programs such as
those for ELT are interested in intangible impact—for example, in-
creased customer satisfaction, the publicity value of a good safety record,
and increased exchange of information on human rights activities—as
well as tangible (financial) impacts, such as higher productivity as
measured by output per hour, lower defect rates as measured by
decreasing amounts of returned merchandise, and decreased training
costs as measured by faster learner progress through a training program.
Most traditional evaluations, particularly those for ELT, stop well short of
measuring financial outcomes. However, because an important aspect of
ELT is its financial return, we discuss how this return can be calculated.
Below, we explain how to calculate CBA and ROI, discuss the role of
needs assessment, and show how to classify and analyze factors to
evaluate. We then present two types of cases: minicases demonstrating
the classification and analysis of factors, and in-depth cases demonstrat-
ing the calculation of CBA and ROI.


CALCULATING THE FINANCIAL RETURN OF ELT


CBA, ROI, and Needs Assessment


CBA is necessary to determine whether the financial benefits of
training outweigh the costs of training. For example, has the ability of
training program graduates to read instructions led to a decrease in the
accident rate? Has this decrease improved profit margins by lowering
insurance, legal, and health care costs? Has the decrease led to increased
productivity because of decreased employee and equipment downtime
and less employee absenteeism for due to illness? And do these financial
benefits exceed the costs of providing training?


The formula for calculating a CBA is total benefits � training costs � net
benefit of program. For example, if a course for salespeople is deemed to
have increased sales by $15,000 annually, and the training program cost
$5,000, the net benefit to the company was $10,000 ($15,000 � $5,000 �
$10,000). (See the section Methodology for Calculating CBA and ROI
for ways of obtaining the data for these calculations.)


Calculating ROI, the return on a company’s investment in a program,
enables a comparison of the benefits of training with the benefits of
other potential investments. For example, would producing a new sales
brochure have been more profitable than investing in language training
for salespeople? Would bringing trainers into a developing country have
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been more cost-effective than sending managers from that country to the
United States for training? Had trainers been imported, would the
trainees’ lack of contact with the native-speaking target population,
market, and culture have had a measurable (negative) impact on results?


The formula for calculating ROI is (net benefit/costs) � 100 � return on
investment in program. For the training program discussed above, dividing
the benefit ($10,000) by the cost ($5,000), and then multiplying by 100
to yield a percentage, equals 200, meaning that the training program
brought the funders an ROI of 200%. This return can now be compared
with the return on other potential uses of the same funds. For example,
one might find that hiring additional salespeople brings an ROI of
150%, a less profitable use of the money, but that the ROI for a new
advertising campaign is 300%, a more profitable use of the money.


Evaluation, as shown in the cases we examine, must be set in the larger
context of a key element of training: needs assessment. Needs assessment
and evaluation are bookends of the teaching/training process. A sound
EOP program begins with a needs assessment that identifies communica-
tion problems related to job performance. Many of these areas for
improvement represent tangible or intangible factors, which are evalu-
ated at the end of a program to determine the cost benefit and ROI. The
purpose is to discover whether the program has met its objectives and
those of its many stakeholders, that is, whether the program has had an
impact at immediate, organizational, and societal levels. The results
guide decisions about renewing or expanding, canceling or downsizing,
or changing the program. Thus, data on costs, benefits, and ROI are
useful for measuring accountability to needs assessment (both initial,
organizational needs assessment and subsequent, instructional needs
assessment); these data are also key to evaluation and are even compel-
ling in marketing the program to new clients.


Classification and Analysis of Factors


To gather appropriate data for determining cost benefit and ROI, the
evaluator must first classify and analyze certain factors from the corpo-
rate or organizational, not the educational, perspective, although the
experienced EOP provider can glean language training information
from the data. The process consists of three phases: (a) classification of
industry sectors and subsectors, (b) analysis of impact factors related to
language, and (c) analysis of cost factors.
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Classification of Industry Sectors and Subsectors


The first step is to classify the industry sector of each case using a
standard system that allows for comparisons. Of the existing classification
systems, the broadest one is that of the United Nations, known as the
International Standard Industrial Classification System (United Nations,
International Labour Organization, 2000). It has four primary levels of
subdivision. The highest level identifies 17 main industry categories.
Examples of these categories follow, as correlated to the classification
framework we use in this article: agriculture, hunting, and forestry
(primary/extractive); manufacturing (secondary/manufacturing); hotels
and restaurants (tertiary/service); education (government—civilian);
public administration and defense (government—military); and health
and social work (development). In North America, the North American
Industry Classification System prevails. The European Union uses Nomen-
clature général des activités économiques dans les communautés européennes
(general industrial classification of economic activities within the Euro-
pean communities), and Japan uses the Japanese Standard Industrial
Classification. In this article, we use a simple classification framework
that blends the three traditional major industry sectors (i.e., extractive,
manufacturing, and service) with three others discovered in our fieldwork
(government—civilian, government—military, and development-related
endeavors undertaken by development organizations) (see Table 2).


The next level of classification, the industry subsector, identifies the
business activity. Examples are an oil exploration company (extractive), a
paper mill (manufacturing), a restaurant (service), a county transporta-
tion department (government—civilian), a peacekeeping mission (gov-
ernment—military), and a literacy project (development organizations).
The process continues with analysis of impact and cost factors, using a
cluster of questions (see Figure 1) related to each set of factors. Question
Clusters 1 and 2 address impact factors related to language; Clusters 3–6
address cost factors.


Analysis of Impact Factors Related to Language


Identify key impact categories, key impact factors, and language-related tasks.
Key impact factors fall into four categories: administration, perform-
ance, social responsibility, and human resources (see Table 3). The
factors in each category represent common business concerns. By asking
a client about initiatives to obtain certification of standards (administra-
tion), increase productivity (performance), improve safety (social re-
sponsibility), or make training more accessible (human resources), the
EOP professional gathers important information about a company.
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Subsequent questioning uncovers deeper layers of need that may lead to
language training implications or to language-related tasks that may
need to be addressed for any given impact factor.


For example, in the administration category, an enterprise that wants
International Organization for Standardization (ISO) certification must
document its work processes. Employees with limitations in the target
language may not be able to write well enough for this exacting task.
Probing this issue may uncover the need for a course in technical
writing. Similarly, in the performance category, a company facing
productivity problems may discover that language-limited employees
slow down processes because they take too long to accomplish routine
tasks, such as writing reports, answering customer questions, or referring
to a maintenance manual. In the social responsibility category, safety
issues may arise because language-limited employees do not give appro-
priate oral or written warnings. As for the human resources category,


TABLE 2


Industry Sectors


Sector Subcategories and examplesa


aLow to high end roughly follows a continuum from trades to professional functions.


High-end: research/design of
projects for agriculture, forestry,
fishing, hydrology, mining, oil
recovery


High-end: semiconductors,
biomedical equipment, automobiles,
telecommunications


High-end: banking, insurance,
medicine, law, commerce, real estate


High-end: military operations,
defense equipment


High-end: energy research, mass
transit planning, space exploration


International funding: social, health,
educational, environmental


Low-end: agriculture, forestry,
fishing, hydrology, mining, oil
recovery


Low-end: handicrafts,
garments, textiles, furniture


Low-end: hotels, restaurants,
gas stations, retail stores


Low-end: basic utilities, basic
infrastructure, social services


Low-end: military support,
domestic and international
emergencies


Domestic funding: social,
health, educational,
environmental


1. Primary/extractive
(from land or
water)


2. Secondary/
manufacturing


3. Tertiary/service


4. Government—
civilian


5. Government—
military


6. United Nations,
private voluntary
organizations,
nongovernmental
organizations,
community-based
organizations
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FIGURE 1


Question Clusters for Analysis of Factors


Language-Related Impact Factors


Cluster 1. Identify key impact categories, key impact factors, and language-related tasks.
• What exactly is the problem?
• What needs to be improved, increased, or reduced?


Cluster 2. Distinguish language-related dimensions and nonlanguage factors.
• How much of the problem is language related? What dimension can be isolated as


directly language related?
• What are nonlanguage factors or issues?


Cost Factors


Cluster 3. Determine standards for performance according to hard data and describe
substandard performance relative to the established standards.
• What is standard, good, expected job performance?
• What is the current level of performance vis-à-vis standard performance or


expectations?


Cluster 4. Analyze issues and identify research needed to determine cost figures.
• Are they tangible or intangible?
• How is the problem being handled now? How is the need for improvement being


handled?
• Who and what are directly involved (by cost center and department)? At what cost?
• Who and what are indirectly involved (internally and externally)? At what cost?
• What data are needed?
• What are sources for these data (for hard data; for estimates)?


Cluster 5. Determine appropriate interventions and related costs.
• What are possible, appropriate interventions?
• What are the costs of these interventions, especially the costs of language training?
• Which interventions are preferable, why, and for what time frames?


Cluster 6. Analyze the results of language training.
• What improvements (direct and indirect, tangible and intangible) occurred in key


impact areas over given periods of time?
• How was the change (improvement) measured?
• What sources of data were used to measure change (hard data, estimates)?


under personnel benefits, companies may experience problems with
medical insurance claims from language-limited employees who cannot
read and understand the benefits and restrictions in their policies. Or,
under training, these employees may not be able to access information in
training materials.


Each language-related problem presents an opportunity to address
the underlying impact factor through customized language training. If
the language-related problems are solved, the company can, for ex-
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TABLE 3


Key Impact Factors to Assess in a Workforce of Non-Target-Language Speakers


Key impact
category Key impact factors Sample language-related tasks


• Write documentation of work
processes for ISO certification


• Write correspondence,
proposals, reports, studies,
articles, brochures


• Repair equipment by
referring to a maintenance
manual


• Answer customers’ questions


• All factors: Recognize a
potentially dangerous
situation and give an
appropriate warning (verbal
or written description/
documentation)


• Management
• Strategic planning
• Financial planning, budget
• Growth and development: new or


expanded goods and services;
number of facilities; geographic
expansion or relocation


• Operations
• Certification of standards (e.g., ISO


9000 series)
• Pursuit of excellence (e.g., Malcolm


Baldrige National Quality Award)


• Marketing
• Sales
• Negotiations
• Productivity
• Quality
• Delivery
• Maintenance and repair of


equipment
• Record keeping
• Customer relations (internal and


external, including coworker
relations)


• Cross-cultural skills
• Teamwork
• Internal power structures and


dynamics (taken into account when
communicating)


• Meetings (i.e., leading and
participating in)


• Presentations
• Conference attendance (e.g.,


international; speaking, asking and
answering questions, networking,
socializing)


• Health, safety, and security
• Environmental protection
• Regulatory practices and agency


requirements
• Human rights practices, compliance,


and enforcement


Administration


Performance


Social
responsibility


Continued on p. 410
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ample, obtain ISO certification, increase productivity, enhance safety,
save time filing insurance claims, or make training more accessible. To
identify a company’s key impact categories, key impact factors, and
language-related tasks, the EOP professional would answer the questions
in Question Cluster 1 (see Figure 1) and organize the answers by impact
category and factor, listing language-related tasks as shown in Table 3
above.


Distinguish language-related dimensions and nonlanguage factors. In CBA and
ROI calculations, the effects ( i.e., benefits) of language training need to
be isolated from effects (i.e., benefits) caused by other variables. For
example, sales may have increased because of language that salespersons
learned or because of the improved economy. The questions in Question
Cluster 2 (see Figure 1) help the EOP professional analyze these
language and nonlanguage factors.


Analysis of Cost Factors


The analysis of cost factors involves four clusters of questions related
to four sets of factors.


TABLE 3 (continued)


Key Impact Factors to Assess in a Workforce of Non-Target-Language Speakers


Key impact
category Key impact factors Sample language-related tasks


Human
resources


• Personnel policies and benefits
• Employee satisfaction
• Hiring
• Training, cross-training (including


training abroad)
• Performance evaluations
• Leadership
• Greater responsibility, advancement,


promotion (e.g., pay rates and raises,
salaries and increases)


• Reassignments and retention
• Terminations
• Turnover
• Right-sizing, career and outplacement


support


• Read and understand benefits
and restrictions of medical
insurance policy


• Listen to and follow oral
instructions in on-the-job
training; comprehend and
interact about content in
formal training presentations
(e.g., in external courses
abroad)
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Determine standards for performance according to hard data or estimates, and
describe substandard performance relative to the established standard. In
calculating CBA and ROI, the basic question is how much cost a
company is currently tolerating because of language-limited employees.
For example, how much extra time does a certain task take? How many
product defects are there? How much waste is involved? Question
Cluster 3 (see Figure 1) deals with this area. The gap between standard
performance and actual performance should be calculated according to
hard data measures, such as baseline data for quantity, quality, time, and
costs or information from an accepted external database or standard
(Phillips, 1997b; see also Table 4 below). Sometimes using estimates
from experts, trainees, supervisors, senior management, or the human
resources department is more feasible (Phillips, 1997b; see also Table 4
below).


Analyze issues and identify research needed to determine cost figures. Every key
impact factor has associated costs. As mentioned, costs can be figured
from hard data, from internal data or accepted external databases, or
from expert, professional estimates (Phillips, 1997b). Cost factors can, in
fact, be almost infinite, and the lists developed can rival any created by
Munby (1981). Thus, for reasons of time and cost-effectiveness, the EOP
professional should limit the analysis of cost factors to the most impor-
tant and easily measurable impacts. The purpose of this analysis is to
begin thinking about the cost dimension, not to derive the most
exhaustive list possible. The fact that evaluations involving CBA and ROI
have been used repeatedly in general workplace training tends to
indicate that a balance between completeness of information and a
manageable process is possible.


Other data to collect relate to the tangible costs that result from the
way a language-related problem is currently handled. Substandard
performance involves human and nonhuman costs (i.e., the who and the
what of the performance) that may be direct or indirect, and internal or
external. Thus, the human factor—that is, a language-limited em-
ployee—may contribute directly to a cost factor in loss of sales. An
associated nonhuman cost may be the resulting waste of inventory.
Furthermore, this reduction in sales may indirectly affect other employ-
ees, whose hours may be cut back proportionally, or customers, who may
be limited in where they can purchase the desired product (an intan-
gible cost). Such indirect impacts are known as the downstream, ripple, or
domino effect. Documenting all the dimensions of these costs requires
gathering specific data and identifying the sources of these data, either
in hard figures or in expert estimates (see Figure 1, Question Cluster 4).
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Determine appropriate interventions and related costs. After the costs of the
current problem have been determined, the next step is to calculate the
cost of an intervention to address that problem. Note that nonlanguage
interventions may be necessary. For example, both immediately and for
the long term, posting signs describing sales items may be a low-cost way
to support employees who currently cannot fully answer questions about
these items. The more substantive costs of language training need to be
researched according to the needs and proficiency levels of the partici-
pants and the features of the program, such as the number of cycles of
training and, for each cycle, the number of weeks and the number of
hours per week. Question Cluster 5 (see Figure 1) shows the related
questions to ask.


Analyze the results of language training. The final cost-related factor to
analyze is the results of language training. This factor is the difference
between pre- and posttraining performance in relation to impact cat-
egory and impact factors, whether these changes are direct or indirect
and tangible or intangible. As in analyzing performance (Question
Cluster 3), the analysis should be based on hard data, such as changes in
quantity, quality, time, and costs, on information from external data-
bases, or on estimated data from experts, trainees, their supervisors,
senior management, and the human resources department (Phillips,
1997b). Sources for these data will also have to be identified. Question
Cluster 6 (see Figure 1) guides this analysis.


Methodology for Calculating CBA and ROI


CBA and ROI calculations draw on impact and cost factor data
collected through the six question clusters. Phillips’ (1997b) 10 ways of
calculating the cost benefit of training and the resulting ROI represent
the most fully developed system. This section describes methods we and
our colleagues (Lomperis, 1999; Lomperis & Martin, 2001; Martin &
ElTatawy, 1999a, 1999b, 2000a, 2000b; Martin et al., 2001) have devel-
oped to determine the direct and indirect, tangible and intangible
impacts of language training in the public and private sectors and in
NGOs in developing countries. To develop these methods, we have
adapted and expanded corporate training evaluation models to fit the
evaluation of language training programs. Here we collapse Phillips’
(1997b) 10 methods of collecting data for general workplace training
into 6, giving examples for business English programs (Table 4).


Methods 1–5 involve the use of hard data; Method 6 involves the use
of estimates by outside workplace (not language) experts or by insiders
from the funding organization. As noted above, such estimates have long
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been used and accepted in general workplace training (Phillips, 1997b),
and many of the case studies for workplace training cited above (Hodges,
1999; Phillips, 1994, 1997a, 1998; Sugrue & Fuller, 1999) make liberal
use of estimated data. Extending the use of such estimates to workplace
language training thus should not pose a significant problem. In fact, the
projected cost-benefit data cited in the second full case study below were
derived from estimates by the human resources manager of the head-
quarter organization (the funding source) and the manager on-site at
the trainees’ field location. Because the funder’s managers or employees
provide the estimates, they have inherent credibility:


Although this is an estimate, it is probably more accurate than data from
external studies, calculations using internal records, or estimates from
experts. And because it comes from supervisors who deal with the issue daily,


TABLE 4


Methods for Calculating the ROI of Language Training


Example from business English program


Method Pretraining Posttraining


Note. Methods 1–5 involve hard data; Method 6 involves the use of estimates.
aDatabase: National Association of Managers; average turnover cost = $2,867.


Managers’ estimated time value for accident-related costs affecting
loss of working time, e.g.,


Employees gawking at accident
Water cooler discussions
Equipment downtime
Completion of accident reports
Employees’ time at dispensary after return to work
Employees functioning at less than 100% efficiency after


return to work


11 insurance claims per day
processed by employee


3 calls per day misdirected by
operator


22 hours’ writing time per report
per employee


5 accidents per month per plant


Average cost of replacing 2
dissatisfied employees per year


10 insurance claims per day
processed by employee


10 calls per day misdirected by
operator


30 hours’ writing time per
report per employee


8 accidents per month per
plant


Average cost of replacing 5
dissatisfied employees per yeara


1. Change in quantity/
output


2. Change in quality


3. Change in time
needed to complete
task


4. Change in costs
(past to present)


5. Change documented
by external databases


6. Change estimated by
experts, trainees,
trainees’ supervisors,
senior management,
human resources
department
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it will usually have credibility with senior management. (Phillips, 1997b,
p. 126)


In fact, if judiciously used and acceptable to senior management,
estimates can make CBA and ROI calculations less cumbersome. Esti-
mates must come from the people who are most knowledgeable about
workplace issues; estimates made by a language training provider would
have little credibility.


For the case studies in the next section, we use the following questions
to identify cost figures for CBA and ROI calculations. The first set of
client-related questions relates to Question Cluster 4 in Figure 1 above:
1. What are the costs


• per person (or organization) for those directly involved?
• for nonhuman factors directly affected?


2. What are the costs
• per person for those indirectly involved?
• for nonhuman factors indirectly affected?


3. What is the total cost?
The questions below are used to identify training program–related costs.
Question 1 comes from Question Cluster 5. The remaining questions
expand on the analysis in Question Cluster 6 (see Figure 1).
1. What are the costs for a language training program in relation to


the costs resulting from the problem?
2a. What are reasonable expectations for progress from the language


training program, over given periods of time?
2b. What was actual progress over the given periods of time?
2c. How should the program or expectations be adjusted to address


any difference between expected and actual progress?
To complete the CBA and ROI calculations, the evaluator needs to


subtract the direct and indirect costs of the language training program
from its benefits. Direct costs include the trainer’s salary; materials
development and production; stationery and supplies; training room
rental and utilities; and transportation, food, and lodging for trainer and
trainees. Indirect costs include lost productivity while trainees are
attending the training program rather than working; the human re-
sources costs of supervising trainers, trainees, and the training program;
and the costs for conducting evaluation. Questions to ask are as follows:
1. Cost-benefit result: What are the savings or revenue realized from the


language training program (i.e., the revenue lost due to the problem
before the program minus the reduced revenue loss remaining after
the program) minus the cost of the program?
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2. ROI result: What is the net benefit expressed as a percentage (i.e., the
net benefit divided by the cost of the program and multiplied by
100)? Is this value higher than the projected ROI for other possible
uses of the same funds?


CASES


The four minicases presented here illustrate the classification and
analysis of factors. We then demonstrate the calculation of CBA and ROI
through two in-depth cases.


Minicases in Cost/Impact Analysis


The minicases, which are based on authentic data, illustrate how the
system of analysis we have described would work in actual programs. The
four cases have been selected to show a range of impact and cost factors.
The first three represent a period when data were collected primarily for
needs assessment purposes, not evaluation. No language training pro-
gram took place, so no impact could be measured. However, the data are
useful for identifying areas in which language training could be expected
to achieve results. The fourth case involves anecdotal data, not complete
financial information, collected as the first step in developing a complete
impact analysis as described in this article.


Though incomplete, the minicases illustrate the variety of data
needed for CBA and ROI calculations. Here we present the process for
pursuing such analyses, starting with needs assessment data. We correlate
the data on needs with impact and cost factors and present them in
terms of potential or actual results of language training, expressed as a
measurement of change based on hard data or estimates, and we identify
the sources for these data.


Minicase 1: A Restaurant-Boutique in Turkey


This restaurant-boutique is affiliated with the only English language
newspaper in Turkey. It serves a high-end clientele of diplomats, journal-
ists, and other expatriates who use English as a common language. The
wait staff feel customer satisfaction would increase if they spoke better
English. They can handle routine greetings, but they want to expand
their skills to include small talk, especially with repeat customers. They
have a hard time understanding the different accents of the customers’
English. They also need to be able to describe the ingredients in and the
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manner of preparation of dishes on the menu that represent local
specialty cuisine. Interestingly enough, the newspaper offers descriptions
of some of these dishes in its ads for the café, so creative and enterprising
wait staff could refer to these while also marketing the newspaper. This
establishment also includes a boutique, and the person in charge feels
the same need for better English to improve customer relations and
increase sales. Although she can handle routine, formulaic questions,
she needs to be able to respond to more complex questions. Figure 2
shows the analysis of factors for this business.


Minicase 2: A Paper and Pulp Mill in Egypt


This paper and pulp mill is a public sector manufacturing company
with an innovative method for using a raw material in processing pulp to
paper: rice straw, which would otherwise be discarded. Training in the
use of this rice straw waste is in increasing demand, particularly in Asia,
where rice is widely cultivated and forest timber is becoming scarcer.
Thus, this company needs English in many areas, but especially for
training. When going abroad for training, mill staff need English to
obtain knowledge and report back. Other staff need to discuss patents
and technology in English. The company needs English language


FIGURE 2


Minicase 1: Expected Results of Language Training


Industry sector: Tertiary—service


Business or organization: Restaurant-boutique


Location: Ankara, Turkey


Impact category Factor Measure of change Data source


Financial records


Customer surveys,
interviews


Observation, surveys,
news articles


Financial records


Increase in quantity


Improvement in
quality


Improvement in
quality


Increase in quantity


Tangible: Higher sales


Intangible: Better
customer relations


Intangible: Improved
diplomacy and news
among satisfied
customers


Tangible: higher
employee income
(salary, tips)


Performance
Direct impact


Social responsibility
Indirect impact


Human resources
Indirect impact
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training for internal staff, for example, so they can communicate with
Swedish specialists who come to Egypt. Egyptian staff, in turn, need
English to conduct transfer-of-technology training in areas such as the
Philippines, where English serves as the common language of communi-
cation. English is also needed locally for internal operations because it is
the language of manuals, general reports, and specific reports on
experiments in the mill laboratories. No Arabic materials about the
technical part of paper-pulp technology and the paper-pulp industry are
available.


The mill buys equipment from Germany. Unlike the other manuals,
the equipment repair manuals are written in German. When equipment
breaks down, repair is delayed until someone who can read German is
found. Productivity on either side of the broken-down machine stops
(immediately, all processes following this machine and, eventually, all
processes preceding this machine). A key consideration is thus training
key employees in German or translating the manuals into Arabic,
whichever (in the spirit of this article) proves more cost-effective. Figure
3 shows the analysis of factors for this business.


Minicase 3: A Cruise Line in the Caribbean


Each of this cruise ship’s 601 employees wears a name badge with a
safety number referring to the set of instructions the employee is to give
in the event of an emergency. The manager responsible for safety has
estimated that 95% of the crew, mainly nonnative speakers of English, do
not know their safety number instructions and could not deliver them in
English, putting the cruise line at enormous risk of injury and loss of life
as well as damage to the ship. After such disasters, the cruise line is at
further risk of lawsuits that could range from $1.0 million to $1.5 million
per victim and fines from regulatory agencies (e.g., the U.S. National
Transportation Safety Board). Widespread negative publicity could also
hurt business. Figure 4 shows the analysis of factors for this business.


Minicase 4: Legal Rights NGOs in Egypt


The main goals of the human rights organizations were to have staff
learn English to disseminate information about the human rights
situation in Egypt, to learn more about human rights by reading and by
attending international conferences, and to speak to international
representatives visiting Egypt. The English course concentrated on
reading and writing about legal rights topics, preparing for attendance
and participation at international conferences, and discussing or debat-
ing human rights issues. An unplanned benefit was that representatives
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of one NGO learned enough English to write a fund-raising brochure;
the resulting donations freed the organization from its earlier depen-
dence on foreign aid. Figure 5 shows the analysis of factors for this
organization.


Discussion


Minicase 1 (the restaurant-boutique) shows a need for customer
service English in a retail context. The calculation of CBA and ROI
focuses on the expansion of employees’ communication ability as a way
of increasing sales. In the second minicase (the paper mill), the firm
needs to train employees in English so that it can participate in global
business and so that employees can receive and give training. Another
issue is whether to train employees in reading German or to translate
equipment maintenance manuals into Arabic to minimize delays in
repairs and delivery of goods.


Minicase 3 (the cruise line) identifies serious safety consequences.
The CBA and ROI figures show the overwhelming advantage to develop-
ing the crew’s competence in safety language relative to bearing the costs


FIGURE 4


Minicase 3: Expected Results of Language Training


Industry sector: Tertiary—service


Business or organization: Cruise line


Location (ports of call): Bahamas, Jamaica, Mexico


Measurement
Impact category Factor of change Data source


Senior management
observation


Company records


Performance
evaluations


Customer surveys and
interviews


Senior management
estimate


Prevention of cost
increases


Improvement in
quality


Comparison with
cruise line industry
safety data


Tangible: improved
safety


Tangible: savings
resulting from
improved safety


Tangible: improved
job quality leading to
improved safety


Intangible: Positive
publicity value of good
safety record


Performance/social
responsibility


Direct impact


Social responsibility
Indirect impact
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of potential lawsuits, death benefits, regulatory agency fines, and lost
business due to negative publicity. Factors other than language, of
course, play a large role in a disaster at sea. (Although a cruise liner does
not represent a developing country context, its crew members come
almost exclusively from developing countries.) Minicase 4 (a human
rights group) shows significant increased donations through creation of
an English language fund-raising brochure and a greatly increased
Egyptian human rights presence on the world stage.


As the minicases show, the type of data collected varies enormously
depending on the needs analysis and the resulting course objectives. The
one constant is that all data involve real- world impact, not language use
per se, and are therefore expressed in terms of sponsor-desired out-


FIGURE 5


Minicase 4: Results of Language Training


Industry sector: Development organizations


Business or organization: Legal rights NGOs


Location: Egypt


Measurement
Impact category Factor of change Data source


Financial records


Records of
participating NGOs


NGO records on data
distribution,
calculation of the
number of times
representatives were
quoted in the
international press


Governmental and
NGO records


Governmental and
NGO records


Increase in quantity


Increase in quantity


Increase in quantity


Improvement in
quality


Improvement in
quality


Social responsibility
Direct impact


Indirect impact


Tangible: Improved
results from
fund-raising


Intangible: Improved
rate of acceptance of
trainees at human
rights conferences


Intangible: Wider
dissemination of
information about
human rights in Egypt


Intangible: Improved
human rights
situation?


Intangible: Less
political dissent
resulting from human
rights crisis?
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comes, such as increased sales, higher productivity, improved safety, and
better fund-raising. Improved language use helps attain the goals, but
the goals themselves, not language use, are measured.


Data for calculating CBA and ROI are difficult to gather and often
incomplete. In fact, the more complete the data, the more expensive
they are to collect, making calculation counterproductive. Even partial
results, however, impress funders of language training programs by
showing that their real-world objectives have been met.


Full Cases With CBA and ROI Calculations


As in the minicases, in the following two full cases we include
classification of industry sectors, but we add the specific data needed for
detailed calculation of CBA and ROI. Similar to the section on minicases,
in which three cases described anticipated results based on needs
assessment data and one case described final results, in this section the
first full case describes benefits derived from actual results, whereas the
second uses managers’ estimates of CBA and ROI for anticipated
outcomes based on the original needs assessment.


Full Case 1: A State Transportation Department


A Chinese-speaking environmental planner took 10 hours to submit
an acceptable technical report (4 hours to write the original and 6 hours
to make revisions) that should have taken 2 hours over 2 weeks. His
supervisor spent 5 extra hours editing the report. Thus, the total extra
time spent on the task was 13 hours (8 by the environmental planner and
5 by his supervisor). Two other planners were delayed in writing their
reports because they needed the information from the first planner.
Furthermore, the rest of the department was held up because all reports
had to be submitted at the same time to the external environmental
agency for approval before construction could begin on a particular
highway project. Thus, the project fell behind schedule. The calculations
in Figure 6 show that, after 20 weeks of a technical writing course, the
planner reduced the extra time taken by half, as did his supervisor. This
saving exceeded the cost of the language program, with a cost benefit of
more than $3,700 and an ROI of more than 500%.


Much of the CBA and ROI is based on personnel costs. Salary or
hourly wage information is hard to obtain, so for this case, salary data
were estimates from Business & Legal Reports’ Employee Compensation in
Maryland (Brady & Persson, 1999), which also contains national salary
scales. After the positions of the planner and supervisor had been
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FIGURE 6


Full Case 1: CBA and ROI Calculation


Industry sector: Government—civilian


Business or organization: State transportation department, district (county) level


Impact category: Performance


Factor: Improved productivity in report writing


Area Calculation Data source


Report writing and editinga


Pretraining
Environmental 10 hr total writing time � 2 hr normal time �
planner 8 hr excess time


8 hr � $25.53 per hr = $204 per 2 weeks


Supervisor 5.5 hr total editing time � .5 hr normal time �
5 hr excess time


5 hr � $27.09 per hr � $135 per 2 weeks


Posttraining
Environmental 4-hr reduction in writing time � $25.53 per hr �
planner $102 savings per 2 weeks


Supervisor 2.5-hr reduction in editing/advising time � $27.09 per hr �
$68 savings per 2 weeks


Total savingsb $102 � $68 � $170 per 2-week period
$170 � 26 2-week periods � $4,420 annually


Training


2 10-week cycles � $350 per participant � $700


Cost benefit $4,420 � $700 � $3,720


ROI ($3,720/$700) � 100 � 531%


aTime lost by other planners due to delays (not calculated here) could be estimated and
calculated as the planner’s and the supervisor’s were. bBased on savings during the year
following training. Some trainers calculate the savings on a 2-year basis (Phillips, 1997b), which
greatly increases savings, but here we use the more conservative 12-month standard.


Daily time
logs;
observation;
Brady &
Persson
(1999)


Daily time
logs;
observation


Contract
between
department
and language
training
provider


identified on the transportation department’s organization chart (State
of California, 1991), the editor at Business & Legal Reports reviewed
numerous scales to determine job descriptions and correlated salary
figures. These figures were then converted into hourly rates to use in
calculating the CBA and ROI.
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Full Case 2: An Oil Exploration and Production Company


In the second full case, estimates by the human resources manager
and senior management played a key role. Both individuals provided
data related to workover cost factors, and the human resources manager
provided the details for the design, staffing, and anticipated costs of the
language program and the expected benefits.


Expatriate supervisors tried to tell their workover crews which valves to
connect on the Christmas tree (an assemblage of valves, gauges, and
chokes at the top of a well that control the oil flow). If the supervisors
and crew members had been from the same background and had been
trained on the same equipment, they would have been able to perform
the task in 30 minutes. However, lack of familiarity and poor communi-
cation extended this period by at least 2 hours per well per year (a very
modest estimate, according to the managers) in a field of 250 wells, for
a total of 500 hours per year. After a language training program, the
managers estimated that, because of improved communication, 2 hours
of downtime per year per well would be recovered in a field of 250 wells
with 2 workovers per well per year. Calculations of the estimated savings
are shown in Figure 7.


Discussion


The ROI for the training program in the second full case was less
dramatic than in the first (147% vs. 531%), but the dollar amount of the
cost benefit was larger ($71,400 vs. $3,700). In both cases, the language
training provider could demonstrate that concrete, real-world objectives
had been met.


CONCLUSION


This article has focused on demonstrating the financial impact of
training to the satisfaction of funders. The methodology, however, is not
limited to financial impacts: The full cases and minicases cited also
uncovered evidence, for example, of improved job satisfaction. And, at a
minimum, the improved work-related language skills increased the
employees’ chances of retaining their jobs; a longer term study might
also reveal that improved language skills had financial impacts for
participants (e.g., higher pay, promotion) as well as for funders.


Impact data are valuable beyond individual programs and end-of-
program decisions. Program providers should compile data across indus-
try sectors, across types of organizations, and by impact and cost factors.
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Human resource
manager’s
estimates


FIGURE 7


Full Case 2: CBA and ROI Calculation


Industry Sector: Primary—extractive


Business or Organization: Oil exploration and production


Location: Russia (Siberia)


Impact category: Performance


Factor: Improved productivity in workover of oil well


Area Calculation Data source


Downtime due to language problems


Pretraining 2 hr per well � 250 wells � 500 hr per year


12 barrels per hr � 500 hr � $10/barrel � $60,000


$60,000 � 2 workover crews per year � $120,000


Posttraining 0


Total savingsa $120,000 � 0 � $120,000


Training


$23,744 (Phase 1) � $24,848 (Phase 2) � $48,592


Cost benefit $120,000 � $48,592 � $71,408


ROI ($71,408/$48,592) � 100 � 147%


aSee Figure 6, Note b.


Field records of
total downtime,
estimates by
acting director
general of time
related to
language
problems


Corporate
financial records


Time sheets


The information is then available for use in marketing, when references
to financially beneficial outcomes for similar programs can be compel-
ling. Being able to explain and discuss impact factors with language
training implications, and being aware of how training can solve a
business problem, increases the EOP professional’s credibility and
flexibility in the business world.


Outcomes are based on a needs assessment that identifies critical
training content, and relevant results for critical needs are, of course,
what evaluation aims to show. If an evaluation is to show that a program







DETERMINING COST BENEFIT, ROI, AND INTANGIBLE IMPACTS 425


has met these needs, a language training program must begin with a
needs assessment that identifies impact factors—such as safety, produc-
tivity, or customer relations—as areas to be improved. These factors are
evaluated at the end of training. Such impact evaluations are, in effect,
reverse needs assessments, determining to what extent the language
training program has met the needs of the learners and their organiza-
tions. Brown (1989) noted similarities between needs assessment and
evaluation:


Evaluation is defined in Richards et al. (1985) as “the systematic gathering of
information for purposes of making decisions.” This definition is perhaps too
broad for the purposes of this paper in that it could equally well be used to
define needs analysis. However, it is worth considering the possibility that the
difference between needs analysis and program evaluation may be more one
of focus than of actual activities involved. (pp. 222–223)


We would add that just as a needs assessment is a standard feature in
designing a good language training program, an impact study could
become a valuable tool for evaluating the success or failure of a language
training program.


We are not suggesting that every evaluation should include detailed
CBA and ROI calculations. Indeed, because of the cost, Kirkpatrick
(1998) does not advocate even Level 3 and 4 evaluations in all cases.
Phillips (1997b) states that calculating ROI adds 3–5% to the cost of
workplace training programs. Just as not all language training programs
require the same high level of needs assessment and customization of
materials, not all programs need the same degree of impact evaluation.
However, evaluating the impact of language training programs by
calculating CBA and ROI is a tool to use when needed, such as for large-
scale, long-term projects and pilot programs. Small-scale, one-off pro-
grams, in contrast, would almost certainly not call for a complete impact
evaluation. Businesses that use these methods to evaluate other types of
training might welcome similar evaluations for language training. Weir
and Roberts (1994), quoted at the beginning of this article, note
development projects’ demand for financial accountability. The methods
presented in this article would enable evaluators to provide data to
establish this accountability. At present, businesses and development
agencies sometimes make decisions based on the perceived cost-
effectiveness of a program; it would be preferable to have the tools to
demonstrate the actual cost-effectiveness when needed.


Although in this article we have limited our discussion to the use of
CBA and ROI data for EOP training, the methods described might be
used in other types of language training. Intensive English programs
might, for example, compare the cost-effectiveness of their programs
with that of competitors. Academic English programs might track the
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success rate of program graduates in their academic studies and com-
pare the rate with that of students who studied in competing programs
or who had no prior language training. The methodology used in the
cases cited here could be extended to the evaluation of the teaching of
languages other than English as well.
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Community is more important than English to many of the families at Valley View
and if I want to create English opportunities I can never do so at the expense of
community members.—master’s student in a field-based ESOL methods
class


Literature on globalization and language teaching generally points to
the potential of English to be simultaneously a colonizing threat to
language and culture and a resource for economic opportunity and
social change. This conflict translates into a dilemma for English
language teachers and for professors who teach methods classes. This
article discusses a teacher educator’s journey through these issues by
documenting curricular innovation in an adult ESOL methods course
for preservice teachers. In the course, preservice teachers engaged with
the community by spending the majority of course time in the commu-
nity of the language learners, that is, in the homes of a Spanish-
speaking community of primarily Mexican immigrants in the southeast-
ern United States. By taking part in the community of English language
learners and by developing an appreciation for the Spanish language
and for the customs and quality of life there, the preservice teachers
attained the resources and knowledge to teach English from a critical
perspective. The reflections of these novice teachers suggest that
practice in the context within which language teaching effects develop-
ment can provide preservice teachers some of the experience necessary
to think through their role in this process.


Hola. Buenas tardes. ¡Pasale, pasale!” Imagine hearing these phrases—
and not understanding a word—as you cross the threshold into


someone’s home to begin your first English teaching assignment. This is
what preservice teachers in my Adult ESOL Methods course faced as they


“
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embarked on teaching in Valley View, a community of predominantly
Mexican immigrants, many of whom found work in the chicken-processing
plants in a relatively affluent college town in the southeastern United
States. Few of the preservice teachers knew what these friendly words of
greeting and welcome meant, and, although they were there to practice
teaching English, many of them were shocked to realize that their
students spoke exclusively Spanish. They would soon find that teaching
English without using the L1 of their students would be nearly impos-
sible—and certainly uncomfortable and depersonalizing. They would
also find that, although they were speakers of the dominant language in
the United States, they felt like outsiders in this teaching situation.
Besides facing the challenge of the use of Spanish in the community,
many were intimidated by the overall experience of being outsiders both
linguistically and socially—of bringing themselves into homes of strang-
ers in a community about which they knew nothing. They were coming
face-to-face with the context and contradictions of teaching ESL.


As these preservice teachers would soon discover, despite the vocal
population who would like to claim English as the only language of the
United States, in increasing numbers of communities, like Valley View,
English seems barely relevant. From California, to Wisconsin, to Georgia,
these communities are growing much more quickly than those in which
only English is spoken (National Center for Educational Statistics, 1998).
Nevertheless, English is the language of power in the United States and
a tool of development that provides access to power outside the United
States (Cooke, 1999). People in the United States who do not speak
English are inevitably more vulnerable and more subject to forces they
cannot control. Teaching English can be a means of empowering
Hispanic communities like Valley View in the United States. But as the
first experiences of these preservice teachers suggest, the adult members
of Valley View already had a language—Spanish—that served them well
in most of their daily interactions, both in the home and the workplace,
and provided families with a secure sense of community.


The situation in Valley View exposes a disturbing contradiction in the
role of the English language. While granting power in one realm, it has
the potential to annihilate language diversity and communities that
function in languages other than English (Corson, 2001). English
provides both “threat and opportunity” (Cooke, 1999, p. 417), which
translates into a dilemma for English language teachers. Some analysts
have even suggested that English not be taught at all (Rogers, 1982).
How, after all, can language teachers recognize Hispanic communities as
important and powerful elements of society when the primary way these
teachers seek to give the communities power is to teach them English—
a potential threat to their students’ native language and speech community?


I have felt this underlying contradiction acutely as a professor respon-
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sible for teaching methods courses to future ESL teachers. As one who
respects linguistic diversity but is also responsible for spreading compe-
tence in English, I have wrestled with how to teach future English
teachers while emphasizing the human and political complexities that
prevent English from seeming important to many English language
students. Successful community-based language programs are typically
bilingual programs, conducted by community members who are bilin-
gual (cf. Auerbach, 1996; Freire, 1970; Rivera, 1999). However, most of
the preservice teachers in my classes neither come from the community
of their future English language students nor are bilingual in the
language of those students. Yet these future teachers are sincere in their
desire to become English teachers, and they are an important resource
for those who would like to learn. The paradox is, then, how to profess
methods of teaching English while honoring the community norms and
interests that may not include the learning of English.


In this narrative, I discuss my own journey (as a teacher educator)
through these issues by documenting a curricular innovation in an adult
ESOL methods course for preservice teachers. The innovation was to
ensure that preservice teachers would engage with the community of the
language learners by spending the majority of the course time there, that
is, in the homes of a Spanish-speaking community of primarily Mexican
immigrants in northeast Georgia. After summarizing some trends within
the field that initially made such a course seem relevant and possible, I
describe how, by taking part in the community of English language
learners and developing an appreciation for the Spanish language and
the customs and quality of life within the Valley View community, the
preservice teachers in my course attained some of the resources and
knowledge to teach English and help determine whether English would
take the form of threat or opportunity. I also discuss some of the
problems in the implementation and sustainability of the course.


SECOND LANGUAGE SOCIALIZATION,
GLOBALIZATION, AND LANGUAGE IN DEVELOPMENT


The curricular innovation in my course—holding an adult ESL
methods class in the homes of language learners—might not have been
considered valid during a different swing of the theoretical pendulum.
But several recent trains of thought within the language teaching
profession encouraged my decision to hold a course within the relevant
cultural context of language learning. First, because sociocultural factors
affecting L2 education are portrayed as increasingly salient theoretically
(Toohey, 1996; Willett, 1995), a practical application that takes these
factors into account seemed a likely and viable next step. If teacher
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educators believe that language is always learned in context—as an
apprenticeship into a culture (Roberts, 2001; Rymes, 1997)—then the
teacher education curriculum needs to reflect this belief. The methods
course in Valley View introduced preservice teachers to the idea that L2
learning, like L1 development, is a process of socialization into a new
community in and through discourse, a process of give-and-take like that
described in L1 socialization studies (Ochs, 1988; Schieffelin, 1990).
Rather than receiving lesson plan recipes or checklists of lesson compo-
nents, preservice teachers in this predominantly Hispanic and Spanish-
speaking community had to take part in this give-and-take as they
entered homes to teach English lessons to adults, and as they made
decisions about what local cultural routines accompany and facilitate the
learning of ESL.


Furthermore, the research and thought on English and its global
spread (Burns & Coffin, 2001) and a general interest in critical pedagogy
in the ESL field (Morgan, 1998; Pennycook, 1998, 1999) have generated
a call for a greater sensitivity to the larger social and political context of
teaching English. The time has come for English language teachers to
recognize and confront the possibility that “English is not a universal
panacea for social, economic and political ills, and that teaching
methods and materials, and educational policies, need to be adapted for
local contexts” (Graddol, 2001, p. 36). Teaching methods are also highly
politicized, and the advocacy of one method over another is often based
on a political history that teachers may not be aware of (Macedo, 2000).
So, in addition to introducing the preservice teachers to the local
contextual contingencies involved in socializing their students into an
L2, I wanted to raise their awareness of the global and political realities
that created the growing community of Spanish speakers in our univer-
sity town and that influence ESL teaching.


Additionally, terms like linguistic imperialism (Phillipson, 1998) and
linguicide (Skutnabb-Kangas, 1988) within the language teaching profes-
sion have drawn attention to the damage English language teaching can
do to minority languages and the communities that speak them. Rather
than teach English at the expense of an L1 (i.e., commit linguicide) or
with the implication that English is somehow superior to minority
languages (i.e., practice linguistic imperialism), L2 teaching that incor-
porates an L1 automatically communicates the value of that L1 as a
cultural and social resource. Furthermore, L1 use can play an important
facilitating role in learning the L2. As Corson (2001) has pointed out,
ignoring language learners’ L1 “stops them from making use of the best
vehicle available to them for engaging with their new culture: their first
language” (p. 111). This comment is consistent with current research
firmly linking L1 maintenance with successful L2 learning (Collier, 1992;
see also Krashen, 1999, for a review of recent studies). By situating this
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methods class in the midst of a community of Spanish speakers, I hoped
to make the importance of L1 use for L2 learning strikingly and
practically evident for the preservice teachers in the course.


By discussing my work as a teacher educator in one immigrant
community, I hope to show, more generally, that the issues surrounding
language in development are not important only to the work English
teachers do abroad in developing countries. As I developed a teacher
education course based on intensive field experiences in the increasingly
culturally and linguistically diverse United States, I faced some of the
same issues that international change agents have to address as they
develop curricula and teacher education programs abroad. Markee’s
(1997, 2001) work on resistance to innovation, among both preservice
teachers and students of English, is particularly relevant to this case.
Drawing from multidisciplinary research in the diffusion of innovation,
he has conceptualized some of the key challenges for innovative change
agents as not only reforming material and methods but also document-
ing how practitioners change their pedagogical values. Accordingly, in
the case documented here, I discuss innovations in curricula as well as
preservice teachers’ changing beliefs and pedagogical values as they
emerged in the context of language in development work in Georgia.


THE COURSE


Participants


The Preservice Teachers


As described above, I had practical goals that grew out of current
research and the learning context I inhabit as a professor of language
education. But these goals were not necessarily those of the 15 unsus-
pecting preservice teachers (10 graduate and 5 undergraduate) who
appeared in my course the first day. They were expecting to learn the
basics. None of the undergraduates and only two of the graduate
students had ever taught ESL. One graduate student was already
teaching in a public elementary school, and all of the preservice teachers
had plans to teach in the future. Some were finishing teaching creden-
tials; others were simply testing the idea of becoming an ESL or EFL
teacher. Two of the graduate students were working on their PhDs in
linguistics but were also interested in teaching adults.


The reasons for taking the course (as stated on the questionnaire I
passed out on the first day of class) ranged from the very practical and
self-interested (e.g., “required course”) to the practical and more teach-
ing oriented (e.g., “when I had a little girl in my class who spoke no
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English and I had no one in my school who taught ESL, I had no where
to turn”; “With the influx of foreign students I feel that I need to develop
a deeper understanding of nonnative speakers and what teaching
approaches work effectively”) to the more generally humanitarian (e.g.,
“There is a need for this knowledge in today’s society”). As would be
expected, and as indicated by the response on this questionnaire, these
preservice teachers, like those in other ESOL certification programs (cf.
Major & Celedón-Pattichis, 2001), appeared to share the assumption that
teaching English involved a decontextualized set of skills and that they
simply needed the practical education to go about doing it.


During the course, the participation of the four international preservice
teachers became particularly salient. As I discuss below, their responses
to the course were uncannily similar to each other and were distinct from
those of the other preservice teachers. Yet the international students
were on the surface a very diverse group. Two—one from Finland,
married with one child, and the other from Bulgaria, married and
childless—were in a linguistics PhD program and interested in second
language acquisition. The other two were in the TESL master’s degree
program; one, from Korea, was married with one child, and the other,
from Taiwan, was single, in her 20s.


The Community and Families


The preservice teachers did not receive their education in the
university classroom where we met the first day of the 15-week class. We
spent 12 weeks in the Valley View community, a cluster of duplex
buildings just 15 minutes from our university classroom. At the center of
Valley View is a four-room community center, an unassuming building
that closely resembles the houses in the community and would be hard
to spot if one were not looking for it. It serves as a gathering place for
social workers from the university and as a venue for an after-school
teaching program, Girl Scout meetings, and other events. The center
also maintains records on the families living in the area and is open every
day to meet ad hoc needs of community members, such as translating
documents and finding medical services. Working with another profes-
sor and one of the center employees, I went door-to-door to recruit
families to participate in the methods class. By the time my course began,
10 families had indicated an interest in having English teachers come to
their homes to teach.


Strolling through the neighborhood at dusk, a time when many
parents, teenagers, and children gather outside to talk and play, I
wondered how relevant the adults in the community would find the
learning of English: In Valley View, children, not adults, knew English.
The children loudly and confidently greeted me and people from the
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university in English and often spoke to each other in English. By
contrast, for many of the adults the teaching provided by the preservice
teachers in my course would be the first extended experience they had
had with the language. As researchers have noted (Valdés, 2000; Zentella,
1997), this division between the language practices of adults and
children occurs in other bilingual immigrant communities in the United
States. In Valley View, the experiences of adults and children most likely
reinforced these language practices. The adults for the most part either
stayed at home with their children in their predominantly Spanish-
speaking community or worked with other Spanish speakers at the local
chicken-processing plants or elsewhere. The children, on the other
hand, attended school every day with native English speakers, listened to
English-speaking teachers, and rode the bus home with English-speaking
peers.


The Curriculum


Even casual observations like those in the previous section became
important parts of the curriculum for this class. Phenomena like the
contrast between adults’ and children’s language practices became
springboards for further discussion, reading, teaching strategies, and
research. In addition, this nontraditional teaching context presented at
least two significant challenges for preservice teaching practice.


First, by practicing their teaching outside a traditional classroom
setting, the preservice teachers were stripped of the trappings of tradi-
tional teachers. Already nervous about their own novice teaching skills,
preservice teachers might gain confidence and legitimacy by standing at
a big chalkboard or behind an overhead projector, addressing students
formally arranged at desks or tables. Such bolstering classroom trappings
were nowhere to be found in Valley View. Another distinctive challenge
of the setting was the fact that most of the preservice teachers were
leaving their own, comfortable turf—the English-speaking university—
and entering foreign territory. As I discuss in detail below, this challenge
had some important ramifications. First, the setting did not present as
much of a challenge to the international preservice teachers because the
university was also foreign turf for them. Second, the setting made the
use of English and the rejection of Spanish a more dubious endeavor.
Because the preservice teachers were guests in Spanish-speaking homes,
they could not, for example, make blanket demands for the exclusive use
of English without great self-consciousness.


Although I designed the course to take advantage of local observa-
tions and contextual challenges, my syllabus was also influenced by a
service-learning initiative within the university and an internal grant
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designed to encourage professors to engage their classes in the commu-
nity through academic community-learning projects. This institutional
initiative grew out of a 1999 Kellogg Commission report called Returning
to Our Roots: The Engaged Institution, which was issued as a call to land-
grant institutions to return to their roots and the founding land-grant
values of engagement with the community. Service learning, or, as it is
called at my university, academic community learning, provides a valu-
able means to accomplish this goal.


What, precisely, is service learning, and how did it shape my own
curricular innovation? As Rosenberger (2000) defines it, “service learn-
ing is action and reflection integrated with academic curriculum to
enhance student learning and to meet community needs” (p. 24).
Consistent with this definition of service learning, the syllabus for my
course was designed to make explicit these goals of active community
engagement combined with reflection and to motivate the preservice
teachers not only to do community service but to consider the issues
involved in it: What does it mean to be engaged with community? What
is community? These questions seemed especially relevant in Valley View,
where one of the defining features was the Spanish language even as one
of our defining missions was to teach English. Again, the dilemma of
English teaching as both a threat and an opportunity seemed to arise as
I considered the university’s goal of community engagement.


In addition to reflecting community and institutional needs, my
course needed to offer something the preservice teachers wanted—
instruction in practical teaching methods and materials. The course
therefore provided preservice teachers with some basic tools to start
teaching adults in English and to help them think through their role as
English teachers in the community. To start designing lessons, we used
themes and lesson ideas drawn largely from one of the textbooks (McKay
& Tom, 1999). To facilitate our thoughts on the meaning of community,
we read essays and research articles on global English; on the role of L1
in L2 learning; on the use of children’s literature for teaching adults
language; on Mexican Americans; and on immigration, urban gangs,
and other community issues discussed in a required anthology, Changing
Community (Walker, 1993). These readings changed and expanded as we
learned more about our teaching role in Valley View and as the class
defined its own goals and learning projects for the course. Through our
e-mail discussion list, in addition to talking through lesson plans and
ideas, I constantly urged the preservice teachers to consider how their
actions and observations shaped their impressions of community and
how they were shaping the community within which they were working.


After 3 weeks of preparation and lesson planning in the university
classroom, we met as a class once a week on the playground in the center
of Valley View to brief each other on how the teaching sessions had been
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going, discuss teaching plans for that week, and talk about any specific
issues that had arisen. Our discussions covered such topics as the use of
Spanish to teach English, ways to form a meaningful relationship with
the language learners without knowing Spanish, the use of children’s
books to teach English, racial tensions in the neighborhood, the feeling
of being an outsider, family dynamics in the households, the vulnerability
felt by females in an all-male teaching situation, and the overwhelming
hospitality of the families.


After this group meeting, the preservice teachers would disperse to
the homes in pairs to teach. I rotated among the households (all of
which were within walking distance of each other) to check on the
preservice teachers’ and their students’ progress and get acquainted with
each of the families. Of the 10 families who volunteered for English
lessons, my students took on 6, splitting up into groups of two and three.
In some households, up to eight people would arrive for the English
class; one household class included only one language learner, a situa-
tion I refer to nevertheless as teaching rather than tutoring. Even in this
case, although ad hoc features of tutoring often were apparent, the
preservice teachers also were doing formal teaching in that they pre-
pared lesson plans and materials and tried to assess progress from week
to week. Furthermore, the preservice teachers were preparing for
teaching classes of their own in the future, so they tried out activities they
might consider preparing for an entire class of adult language learners,
tailoring them to the needs of the individual household.


Through the readings, the discussions, and their own teaching, the
preservice teachers devised projects for themselves that would display
their learning during the course. I encouraged them to follow up on
issues that they were curious about, leading to a great diversity of
projects. One preservice teacher researched the spread of English into
other languages. Another, curious about the graffiti in the neighborhood
and the young people’s attraction to it, read a memoir of a Hispanic
gang member. Another researched the history of Mexican immigration
to the United States. A psychology student, just beginning to consider a
teaching career, made a day-long visit to a public school ESL classroom
to get a first glimpse of how children from neighborhoods like Valley
View were faring in the schools.


The class was then required to provide evidence of their own growth—
as language teachers, as learners, as researchers, and as socially aware
community members—in a final portfolio. During our first class session,
I provided the portfolio outline, including seven sections and recom-
mendations for evidence that might be included, and the preservice
teachers developed a rubric consisting of criteria for evaluating each
section of the portfolio. Three times during the semester, they wrote
formal letters to me about their progress with the portfolio, and I
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typically wrote back with suggestions for follow-up research or reading.
When these letters were due, students also spent time discussing and
comparing portfolio plans with their peers. The resulting portfolios,
while representing each student’s individual learning, were also the
result of semester-long discussion and planning within the group and
with me.


IMPACT OF THE COURSE


I have analyzed the impact of the course primarily through the
experience of the preservice teachers as presented and distilled by them
in their course portfolios. The portfolio provided a means for me to
assess the value of the experience for the preservice teachers and, to a
lesser degree, for the students they taught. In addition, our group
discussions before and after teaching, face-to-face and on the e-mail
discussion list, shaped some common ways of talking about our experi-
ences. These common impressions crystallized in the final narratives of
the preservice teachers’ experience and their portfolio summary, and, as
discussed below, led to some shared themes as well as some important
differences within the group. The summarizing labels below (Personal
Transformation, Changing Pedagogical Values, and The Use of Spanish
to Teach English) emerged out of my own reading of the portfolios as
well as my observations of and participation in class throughout the
semester.


On the Preservice Teachers


Personal Transformation


The most noticeable theme in the majority of the portfolios was that
of personal transformation. The titles for some portfolios alone (e.g.,
“An Awakening at Valley View,” “My Growth at Valley View”) revealed this
sense of accomplishment. Indeed, their own learning, more than that of
the students they were teaching, was usually foregrounded. As Mica put
it, “My learning gauge has soared off the charts” (December 2000). Most
of the preservice teachers described a transition from being petrified
about entering a community as outsiders to feeling triumphant about
having had a unique experience. As the comment below exemplifies,
several considered dropping the class when they learned they would be
working in families’ homes: “When this class began, I felt overwhelmed
and frustrated. I was very apprehensive about going into homes. I was
scared. On the first night, I considered dropping the course.” But this
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preservice teacher described herself as “blossoming” from the experi-
ences working in this home provided:


Not only did they [the family] teach me how to teach them English, but also
they taught me much more about the kind of people that they are. They
welcomed us each week with open arms. And though I was reluctant to go
into their homes at first, in the end, I always felt welcome and safe there.
(Roanne, December 2000)


Sheri, in a characteristic before-and-after narrative, questioned whether
she really knew the students in her traditional classroom before teaching
at Valley View:


I must admit that even though I grudgingly attended the class in the
beginning, I’ve come away with a deep appreciation and respect for these
second language learners. . . . Before the Valley View experience, I professed
that I had honestly attempted to establish a classroom community, to
recognize individuals, and to exclude no one. Now, I wonder if I had really
established community at all. (Sheri, December 2000)


The following comments reveal a similar transformation of an inner
sense of dread to actual enjoyment and growth:


On the first day, as I learned more and more about what this class was going
to involve, the more and more I wanted to drop it. . . . I felt nervous. . . . I felt
overwhelmed. . . . But as the semester progressed, I found myself talking
about the class and the readings with my friends and family. . . . My eyes were
being opened. (Alice, December 2000)


On first reading, these narratives were gratifying to me. I felt my
experiment in teaching had had an important impact on the develop-
ment of the preservice teachers in my course. But I also wondered about
the commonality of this testimonial story line and the narrated transfor-
mation. This uniformity became even more evident when contrasted
with the story lines of the four international preservice teachers in the
course, from which discussion of such personal transformations was
noticeably absent. Unlike their native-English-speaking classmates, not
one of the four nonnative English speakers foregrounded a dread of
entering a new community and the homes of the language learners.


Taken together, the narratives of the international preservice teachers
suggest a cosmopolitan perspective that was nearly absent from the other
course participants’ narratives. The only noninternational students who
did not remark on the transformation from dread to enlightenment
were two who had had an extended overseas experience. Participants
who had come to the United States from another country or who had
experienced the role of outsider overseas did not describe entering
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Valley View as a threat. Instead, they focused on how they taught English
there, and how they prepared their lessons and fit in with the household
in which they were teaching.


The absence of dread and awakening from these narratives eliminated
some of my distrust of the other transformation stories. Although they
may be somewhat generic, they are still evidence that the preservice
teachers found the Valley View context new and alarming. And the
transformation stories—especially in contrast to the narratives of the
international travelers in the course—illustrate that many participants in
my course had not been exposed to new situations (besides the tradi-
tional public school setting of the ESOL practicum) and were able to
benefit from the experience.


Changing Pedagogical Values


With experience within the context of language learning came
changing ideas about what it means to be a good language teacher. The
course was designed for people who planned to teach English to adults.
As my class soon discovered, first by simply witnessing the language used
predominantly by adults in the neighborhood and then by teaching
English in the homes, learning the English language as an end in itself
was not immediately important to adults who had spent their whole lives
in Spanish. They were not concerned with grammaticality or the ABCs,
nor did they display much interest in assimilating into the English-
speaking part of the area. They usually watched television in Spanish,
shopped at Mexican grocery stores, cooked traditional Mexican meals,
and listened and danced to regional Mexican music. For some of the
preservice teachers, negotiating what the language learners wanted to
learn while simultaneously feeling like they were really teaching proved
difficult.


The preservice teachers’ comments reflected this struggle and the
change in their teaching orientation. In one class discussion, a pair of
teachers mentioned that one adult student had led them out to his car to
have them describe the parts in English as he explained the problem to
a mechanic over the telephone. Another teacher helped a student fill
out an enrollment form for Head Start. Others puzzled over a credit card
application with their language learners—and in a class discussion
wondered aloud about the best advice to give about something so
ominous and, they felt, personal. Sometimes, the English lessons turned
into informal lessons in Mexican family life for the preservice teachers,
as the families cooked them chicken mole for dinner, showed a videotape
of a daughter’s wedding in Guadalajara, Mexico, or taught them dance
steps.
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Through these sorts of unplanned experiences, the teachers were
discovering what kind of English would be relevant for their students—
and even wondered, at times, if any English would be relevant. And as
they found out what their students needed, the preservice teachers also
found out more about the community and themselves. Although some
teachers never overcame their frustration at not being in a more
traditional learning format, all recognized the imperative of flexibility as
they struggled to find relevant teaching strategies and content. As Mica
wrote, “The greatest challenge was to keep in mind the needs and
circumstances of our students. . . . I feel I can now enter into a teaching
environment with more flexibility and fortitude” (December 2000). She
also wrote a review of our methods textbook, critiquing its usefulness and
zeroing in on its bias toward literate, middle-class learners. Therefore,
while the class struggled to overcome their desire for concrete and
ineffable methods for teaching adults English, they learned the inevi-
table complexities involved in teaching English in any context. Paradoxi-
cally, learning the local particulars of this context and the needs of their
students gave the preservice teachers a more global understanding of
English teaching—and its questionable relevance to those who did not
speak English either at home or at work and had spent their whole lives
without it.


Use of Spanish to Teach English


Reflecting this more global understanding, many of the preservice
teachers became aware of their own need to use Spanish, in part simply
because most of them were entering homes where none of the adults
spoke English. Because these homes were not their own turf, the
preservice teachers—both the native and the nonnative English speak-
ers—did not have the legitimacy that they would have had in the
classroom, or even the psychological authority one gains when in a
familiar context, to forbid the use of Spanish. Being a native speaker did
not necessarily give any teacher an advantage. The most common
response to this reality was to begin to learn Spanish. Two pairs of
teachers resurrected old Spanish language textbooks and began to brush
up. Another sought out bilingual editions of children’s books. Although
we had multiple discussions about the value of using students’ L1 and
the way that it should be done, several teachers commented on the relief
and enjoyment that filled the households when the teachers would
attempt to say words in Spanish. One of the international preservice
teachers became an expert at locating bilingual children’s picture books.
In her final narrative she wrote, “If the teacher speaks a little bit of the
students’ language, it is helpful. When we teachers struggled to pronounce
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Spanish words, students tried to help us a lot and enjoyed it” (Yuki,
December 2000). And another put it simply, “If I could speak Spanish to
help my student master English, she would learn better” (Tina, Decem-
ber 2000).


My own sense was that, intuitively, the preservice teachers used
Spanish in the homes as a way of avoiding the linguistic imperialism or
linguicism described by Phillipson (1998) and Skutnabb-Kangas (1988).
As we found through our experiences in the neighborhood, the commu-
nity of Valley View functioned well with Spanish alone. Even though all
the families had agreed to have English lessons in their homes, wanted to
learn the language, and preferred home visits to more intimidating
English classes, most of the preservice teachers commented on their self-
consciousness when entering students’ homes and the initial sense that
they were forcing English on the families. The preservice teachers’ use of
Spanish in the homes not only communicated some respect for the
language learners but also facilitated a humane form of English teach-
ing. Theoretical discussions of English as a global language (Crystal,
2000) as well as literature on bilingualism (Cummins & Corson, 1997)
discuss the need to respect language diversity and the languages that are
already valuable and functional to their users. In Valley View, preservice
teachers came face-to-face with this necessity. Learning about English
teaching methods in this Spanish language context, then, made theories
of globalization of English practically relevant.


On the Families We Taught


Because I conducted this study from the perspective of a teacher
educator, my main source of data was class e-mail journals and final
portfolios, and my focus was on my teaching practices and on the
course’s impact on the preservice teachers. As a result of this focus, the
impact of the course on the university students was clear from their
comments during and after teaching, but the impact on the community
and the families we taught was less measurable. We did not conduct
follow-up interviews with families. Instead, the only empirical means
available of assessing this impact was to monitor the continued presence
of the neighborhood teaching after my course had officially ended.


Though formally my course required only 10 weeks of teaching, we
found it hard to say good-bye when that period had ended. Instead of
holding our last class on campus as planned, the class unanimously
decided to hold class at Valley View as a potluck dinner party for the
people we had been teaching. And long after the semester had ended,
one teacher created a volunteer program to continue the teaching in the
homes. A year after I brought the first group of preservice teachers to
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Valley View, families were still inviting teachers into their homes and
sharing their lives as well as words in English and Spanish with them. A
general assessment of the project as a whole suggests that the presence of
teachers in the Valley View community somehow enriched the lives of
everyone there. However, as Anna wrote, our impact had less to do with
language teaching than with community contact:


One of the most significant and long-lasting consequences of this project, in
my view, is that it has turned Valley View into a lively place of instruction and
cooperation, and the community itself into a meeting place of people of all
ages, interests and cultures. (December 2000)


POSSIBLE PROBLEMS WITH THIS APPROACH


Resistance to Innovations


My rude awakening to the problems inherent in attempting a curricu-
lar innovation came the first day of class, when I found that most of the
preservice teachers did not share my excitement about holding class in a
nontraditional context. The preservice teachers did not like my curricu-
lum at first, and they were resistant to developing innovative curricula for
the English language learners. They wanted traditional tasks and struc-
ture, and they wanted to provide traditional tasks and structure for their
students. And, even at the end of the class, the preservice teachers were
still demanding more structure. Despite their acknowledgment that
lessons come out of students’ needs and that much of what we did in the
homes could not have been planned for ahead of time, and despite the
myriad interesting strands of research the preservice teachers took up as
they followed their emergent curiosities, on the final class evaluation
only one person requested less structure, and most demanded more.
They did not like the loss of control they experienced during the in-
home teaching experiences, and they wanted to be prepared with more
strategies for dealing with it.


As Auerbach (2000) has written, this discomfort is to be expected:


Students and teachers both need to feel safe in the classroom and often
traditional roles are the most comfortable for everyone. . . . The key is not
scrapping all the tried and true ways, while at the same time still taking risks.
This means mixing traditional forms (grammar exercises, fill-in-the-blanks,
etc.) with less familiar forms. Lessons can be set up so that the teacher
provides a familiar structure, but content comes from the students. (p. 154)


Many of the preservice teachers followed this advice intuitively, prepar-
ing traditional lesson plans and worksheets while learning about their
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language learners’ lives and needs. As I continue to teach the course in
coming years, I plan to do the same: provide a comfortable structure
from which my methods students can branch out.


However, the fact that I intend to provide structure does not mean
that I, or the preservice teachers, should abandon a critical stance.
Despite resistance, there is a reason for branching out and not simply
maintaining comfortable curricula. Traditional curricula and methodol-
ogy are attached to traditional values that may not be beneficial to the
community that is being “developed.” To understand how changing
curriculum is involved with a critical stance, Markee (2001) has concep-
tualized resistance to innovation as resistance not only to new curricula
but also to new pedagogical values. By teaching in a community in which
the value of the English language was not automatic and the traditional
trappings of the authoritative teacher were not automatically provided,
the preservice teachers began to change their pedagogical values. This
change was revealed most clearly in the way the preservice English
teachers took on the use of Spanish. At the beginning of the course,
nearly all the students voiced an English-only point of view, but as the
semester continued, they all began to recognize the pedagogical value of
modifying their English-only practice—and even learning a few words of
Spanish themselves. Thus, by taking on the role of outsiders and
immersing themselves in the lives of their students, the preservice
teachers began to change not only their ideas about curriculum but also
their pedagogical values.


But the resistance on the part of the preservice teachers and the
English language learners were only two layers of the resistance onion. I
have since discovered a thick skin of institutionalized resistance to this
sort of project. Even though a service-learning initiative at the university
had funded the development of the course, other university obligations
prevented me from teaching it the following year. Instead adjunct faculty
taught the course, which reverted to its original, primarily on-campus
format. I plan to assert my own agency more insistently, as I hope the
preservice teachers I taught will in the future. I will have to take a critical
stance toward curriculum and pedagogical values of the institution
within which I am working and take responsibility for offering a methods
course and promoting community involvement outside the traditional
structure of the university.


English Language Teaching as
Colonial Invasion or Border Pedagogy?


Although we came to Valley View with the agenda of understanding
and sharing language and culture, it was easy to feel as if we were
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invading, not quietly learning and teaching, as we descended on the
community each week. This paradox was never resolved and probably
never will be; it is inseparable from the simultaneous threat and
opportunity presented by the teaching of English. However, experience
in Valley View and immersion in the life predicaments of the language
learners there pointed to some issues that might be critically addressed
in the future.


An anecdote from one MA-TESOL student who is still teaching at
Valley View exemplifies some of these issues. He recently appeared in my
office, delighted about his continued teaching and community activities.
He had taken family members house hunting because they had decided
they might like to buy a house of their own and move out of the rental-
only Valley View community. This decision seemed like tangible economic
progress—and was certainly facilitated by the learning of English—but it
was made with some regret over abandoning the neighborhood that
helped sustain the family’s Spanish language use and roots in Mexico.
These regrets became even more tangible when, a few weeks later, I
visited the household during a teaching session and the issue of house
hunting came up again. Now a few more details emerged. A family
member who had intended to provide substantial funding for the house
was beginning to balk. Buying a house meant progress, but it also meant
putting roots down, virtually ensuring that the family would not return to
Mexico. This family seemed to be teetering on the brink of becoming
residents here and acknowledging that Mexico was a former home, not
their homeland.


This family’s house-hunting forays crystallized a dilemma other
preservice teachers had discussed throughout their community experi-
ence: Many families seemed ambivalent about life in the United States
and unsure whether they would stay for long. Most sent money to family
members in Mexico, and some returned to Mexico, at great risk, for
holidays and other special occasions. However, these families were always
toying with the possibility of living in the United States permanently.
Whereas many adults wished to return to Mexico, their children, many of
whom had been born in the United States and spoke English exclusively,
often voiced the opposite perspective. Once the paradox of the simulta-
neous pulls of the English-speaking world and the familiarity of Mexico
emerged, it was apparent everywhere one looked in Valley View.


 This paradox of identity and economics was never more apparent
than in the decision over home ownership, which exemplifies how
language plays a role in development and, more specifically, how critical
pedagogy in this context is necessarily a border pedagogy (Giroux,
1992). That is, this setting revealed the necessity for a critical pedagogy
that emphasizes learner agency but also encourages an understanding of
situated, historical, and linguistic limitations and affordances. From this
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perspective, this family’s choice was not simply whether or not they could
afford to buy a house. It was a question of which identity the family
members would take up or how any one of them could muster “diverse
cultural resource to allow for the fashioning of new identities within
existing configurations of power” (Giroux, 1992, p. 28). An English
teacher’s role as critical pedagogue is to explore these diverse cultural
resources with students, and working in a community like Valley View
can make future teachers acutely aware of this role.


In the future, I plan to infuse a critical–border pedagogical element
more explicitly into the course, that is, to emphasize that the role of
teachers in this community involves not simply the translation of
documents or the provision of phrases for negotiating the basics but also
the practice of critical thinking in any language and the critical consider-
ation of the multiple identities that may be available to students as they
take on the English language. The job of English teachers in community
development, then, would not be simply to proffer English as a
decontextualized tool but to model critical thinking in the new language
and introduce some of the tools of critique needed to creatively
construct hybrid, fluid identities as speakers of Spanish and English as
participants in the economic and social life of multiple speech communities.


Questionable Long-Term Impact


Another concern that came up during the course was the extent to
which it affected the preservice teachers and the community for a
lifetime rather than just for a semester. The transformation narratives
suggest that the preservice teachers grew from this experience. Although
their contact with the community was short term and limited, I hope that
they will carry their engagement with the issues that arose in our work
into new and different contexts. I am confident that all of them, even
those who spent only one semester in Valley View, expanded their
perspective on immigrant communities and language learners in gen-
eral. This expanded perspective is the most substantial contribution a
course like this can make. After the course, most of these preservice
teachers would soon be working somewhere else—as teachers with the
insight gained from a semester in the Valley View community.


I am less confident, however, about what the families gained from our
weekly occupation of the community. Furthermore, although all partici-
pants were aware from the start that the teaching sessions would
continue only for a limited time, there was certainly some awkwardness
when the last class session rolled around and most of the preservice
teachers departed from the community for good. This problem may be,
in fact, structurally unavoidable in all university courses that have
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community service as a goal. In the future, I plan to discuss more openly
the problems of and possibilities for best working with this momentary
community development and search for ways to develop an infrastruc-
ture that could last beyond our semester of more direct involvement.


IMPLICATIONS FOR LANGUAGE IN DEVELOPMENT:
WHICH LANGUAGE IS FACILITATING DEVELOPMENT?
WHO IS DEVELOPING?


As the successes and concerns arising from my course suggest, the
preservice teachers—at least as much as the community of immigrants
they taught—were experiencing development. And Spanish—at least as
much as English—was playing a large part in facilitating this develop-
ment. Development, as considered in this special-topic issue, is defined
as a reduction in participants’ levels of vulnerability to things they do not
control (Markee, this issue). By this definition, all the preservice teachers
were developing by acquiring a new language and by understanding a
community about which they had known virtually nothing but that
contributed substantially in numbers economically, socially, and cultur-
ally to life in their college town. Many of them were terrified on entering
this community and felt a loss of control as they entered homes knowing
very little Spanish. Their narratives of the experience indicate that they
gained a sense of control as they learned about the members of this
community and how best to communicate with them as well as how to
teach English.


The English teaching of the preservice teachers also facilitated a form
of development in the Valley View community, but it is one that English
language teachers need to examine carefully. In the worst sense, learning
English potentially contributes to the worst form of globalization—
McDonaldization (Phillipson, 1998)—as residents abandon their cultural
traditions and take on habits (e.g., the consumption of fast food)
encouraged by the English-dominant economy. Nevertheless, the En-
glish the residents learn also serves as a resource for taking control of
their new lives in the United States: establishing a financial credit record,
buying a house, getting parts for their car, finding a preschool for their
children, resisting marketing campaigns, and forming meaningful friend-
ships with native English speakers. Whether language facilitates
McDonaldization or more positive forms of development is partially the
responsibility of language teachers. By learning about teaching English
through action and reflection within the Valley View community, the
preservice teachers in my course were at least exposed to some of the
forms of participation that English language learning could afford.
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The role of language in development also took a third, subtler, shape
in this course, revealed by the international students studying to become
English teachers. The way these preservice teachers participated in the
course and the community demonstrated that English is not a cultural
privilege of U.S. citizens but “belongs to all those who use it” (Kachru,
1988, p. 1). As mentioned, none of the four international students had
problems or concerns about teaching a course in Valley View. Their
narratives, which contrasted dramatically with those of the other preservice
teachers in the course, suggest that they were accustomed to the role of
outsider and were not overly worried or fearful about entering someone
else’s community to teach English. They had already entered someone
else’s community by coming to Georgia to attend school. In addition,
they expanded the idea of how learning English could be useful. They
saw themselves not as representatives of some generic English-speaking
culture or as invaders in someone else’s territory but as people who had
a command of English and were capable of passing it on. Their presence
in the course, and their nonchalance in the face of the Valley View
context, gave the other preservice teachers in my course and the
households in which they were teaching a new understanding of the
language learning process and the potential for English to be a useful
tool for crossing community boundaries.


Language and its role in development will never be without complica-
tions and dubious ends. But as suggested by the experience of the
participants in my community-based adult ESOL methods course, expo-
sure to the context within which language teaching brings about
development can provide preservice teachers, at the very least, with
experience and knowledge with which to think through their role in this
process. The comment that begins this article exemplifies the new
perspective gained in this course: “Community is more important than
English to many of the families at Valley View” (Rita, December 2000). As
this preservice teacher suggests, learners may perceive English as some-
thing external, as unrelated to established communities, and certainly as
not playing a role in their development. However, this perspective did
not mean that we scrapped our English teaching plans. Instead, we
combined our teaching of English with learning more about the commu-
nity. The experience of teaching English—and learning Spanish—in
Valley View helped us all to conceive of community development as a
bidirectional process. Although the preservice teachers in my course
entered the community with the goal of teaching English, perhaps the
greatest benefit for community was the interaction between communi-
ties that resulted. During that semester, language played an important
role in community development—but only because it played a role in the
language teachers’ development as well.







LANGUAGE IN DEVELOPMENT IN THE UNITED STATES 451


ACKNOWLEDGMENTS


The course discussed here would not have been possible without the courageous
participation of the preservice teachers and the language learners who opened their
homes to us. I also thank three anonymous reviewers for their careful reading of an
earlier version of this article, and Rachel Pinnow, Kevin Smith, and Masa Yamaguchi
for their ongoing words of encouragement and critique.


THE AUTHOR


Betsy Rymes is an assistant professor in the Department of Language Education and
the Program in Linguistics at the University of Georgia. In her teaching and her
research, she approaches content learning by examining its relationship to social,
cultural, and linguistic context.


REFERENCES


Auerbach, E. (1996). Adult ESL/literacy from the community to the community: A guidebook
for participatory literacy training. Mahwah, NJ: Erlbaum.


Auerbach, E. (2000). Creating participatory learning communities: Paradoxes and
possibilities. In J. K. Hall & W. G. Eggington (Eds.), The sociopolitics of English
language teaching (pp. 143–164). Clevedon, England: Multilingual Matters.


Burns, A., & Coffin, C. (Eds.). (2001). Analyzing English in a global context: A reader.
London: Routledge.


Collier, V. (1992). A synthesis of recent studies examining long-term language
minority student data on academic achievement. Bilingual Research Journal, 16,
187–212.


Cooke, D. (1999). Contending discourses and ideologies: English and agency.
Language & Communication, 19, 415–424.


Corson, D. (2001). Language diversity and education. Mahwah, NJ: Erlbaum.
Crystal, D. (2000). The future of Englishes. In A. Burns & C. Coffin (Eds.), Analysing


English in a global context: A reader (pp. 53–64). London: Routledge.
Cummins, J., & Corson, D. (Eds.). (1997). Bilingual education. Dordrecht, Nether-


lands: Kluwer Academic.
Freire, P. (1970). Pedagogy of the oppressed. New York: Herder & Herder.
Giroux, H. A. (1992). Border crossings: Cultural workers and the politics of education. New


York: Routledge.
Graddol, D. (2001). English in the future. In A. C. Burns & C. Coffin (Eds.),


Analysing English in a global context: A reader (pp. 26–37). London: Routledge.
Kachru, B. B. (1988). Teaching world Englishes. ERIC/CLL News Bulletin 12(1), 1, 3,


4, 8.
Kellogg Commission. (1999). Returning to our roots: The engaged institution. Washing-


ton, DC: National Association of State Universities and Land-Grant Colleges.
Krashen, S. D. (1999). Condemned without a trial: Bogus arguments against bilingual


education. Portsmouth, NH: Heinemann.
Macedo, D. (2000). The colonialism of the English only movement. Educational


Researcher 29(3), 15–24.
Major, E. M., & Celedón-Pattichis, S. (2001). Integrating sociopolitical awareness into


a teacher education curriculum. TESOL Journal, 10(1), 21–26.
Markee, N. (1997). Managing curricular innovation. Cambridge: Cambridge University


Press.







452 TESOL QUARTERLY


Markee, N. (2001). The diffusion of innovation in language teaching. In D. R. Hall &
A. Hewings (Eds.), Innovation in English language teaching (pp. 118–126). London:
Routledge.


McKay, H., & Tom, A. (1999). Teaching adult second language learners. Cambridge:
Cambridge University Press.


Morgan, B. (1998). The ESL classroom: Teaching, critical practice, and community
development. Toronto, Ontario, Canada: University of Toronto Press.


National Center for Educational Statistics. (1998). Annual report 1998. Washington,
DC: U.S. Department of Education.


Ochs, E. (1988). Culture and language development: Language acquisition and language
socialization in a Samoan village. Cambridge: Cambridge University Press.


Pennycook, A. (1998). English and the discourses of colonialism. London: Routledge.
Pennycook, A. (Ed.). (1999). Critical approaches to TESOL [Special-topic issue].


TESOL Quarterly, 33(3).
Phillipson, R. (1998). Globalizing English: Are linguistic human rights an alternative


to linguistic imperialism? Language Sciences, 20(1), 101–112.
Rivera, K. M. (1999). Popular research and social transformation: A community-


based approach to critical pedagogy. TESOL Quarterly, 33, 485–500.
Roberts, C. (2001). Language acquisition or language socialization in and through


discourse? Towards a redefinition of the domain of SLA. In C. L. Candlin &
N. Mercer (Eds.), English language teaching in its social context: A reader (pp. 108–
121). London: Routledge.


Rogers, J. (1982). The world for sick proper. ELT Journal, 36(3), 144–151.
Rosenberger, C. (2000). Beyond empathy: Developing critical consciousness through


service learning. In C. O’Grady (Ed.), Integrating service learning and multicultural
education in colleges and universities (pp. 23–43). Mahwah, NJ: Erlbaum.


Rymes, B. (1997). Second language socialization: A new approach to second
language acquisition research. Journal of Intensive English Studies, 11, 143–155.


Schieffelin, B. B. (1990). The give and take of everyday life: Language socialization of Kaluli
children. Cambridge: Cambridge University Press.


Skutnabb-Kangas, T. (1988). Multilingualism and the education of minority chil-
dren. In T. Skutnabb-Kangas & J. Cummins (Eds.), Minority education: From shame
to struggle (pp. 9–44). Clevedon, England: Multilingual Matters.


Toohey, K. (1996). Learning English as a second language in kindergarten: A
community of practice perspective. The Canadian Modern Language Review, 52,
549–576.


Valdés, G. (2000). Bilingualism and language use among Mexican Americans. In
S. L. McKay & C. S. Wong (Eds.), New immigrants in the United States (pp. 99–136).
New York: Cambridge University Press.


Walker, S. (1993). Changing community (the Graywolf annual ten). St. Paul, MN:
Graywolf.


Willett, J. (1995). Becoming first graders in an L2: An ethnographic study of L2
socialization. TESOL Quarterly, 29, 473–503.


Zentella, A. C. (1997). Growing up bilingual: Puerto Rican children in New York. Malden,
MA: Blackwell.







453TESOL QUARTERLY Vol. 36, No. 3, Autumn 2002


A Developmental Perspective on
Technology in Language Education
MARK WARSCHAUER
University of California, Irvine
Irvine, California, United States


Is technology a tool for language learning, or is language learning a
tool with which people can access technology? This article suggests that
both language and technology are tools for individual and societal
development. The article introduces a developmental approach to
integrating technology in language education, based on consideration
of both product and process. It then illustrates these concepts through
analysis of a large, U.S.-funded English language developmental pro-
gram in Egypt. Two projects are examined: a teacher education
program on computers in English language teaching and a basic
English methodology course taught via videoconferencing. The analysis
indicates that a developmental approach is critical to successful integra-
tion and use of technology in language education programs.


In the eyes of many educational technology specialists, the role of the
computer in education has gradually been transformed from that of


tutor to that of tool (see discussion in Warschauer, 1996). This is certainly
the case in the field of L2 teaching, in which the most dynamic
applications of computer-assisted language learning (CALL) involve
simulations, electronic communication, and multimedia production
rather than simple drill-and-practice tutorials (see examples in Egbert &
Hanson-Smith, 1999).


But the question remains: A tool for what? Technology in TESOL is
best understood not only as a tool for language learning but also more
broadly as a tool for individual and societal development, which is
broadly conceived as a reduction in participants’ levels of vulnerability
over things they do not control (Markee, this issue). This article
illustrates the important tool functions of technology in development
through a description of 3 years of research in Egypt, where I partici-
pated in a large donor-funded program for integrating a range of
technology in English language teaching and teacher education at the
K–12 and university levels. I first briefly expand on the theoretical
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implications of the definition of development used above by examining
the role of information and communication technology (ICT) in lan-
guage learning from both a product- and a process-oriented perspective.
I then describe research from the program suggesting that a develop-
mental perspective should guide the products and processes of the
integration of technology in TESOL.


PRODUCT AND PROCESS OF TECHNOLOGY
IN LANGUAGE LEARNING


Product and process are critical to both language education and
development theory (Markee, 1997a). In general theories of socioeco-
nomic development, perspectives on the end product of what constitutes
development have gradually changed from a vision that focuses narrowly
on wealth to one that also includes broader issues of social inclusion and
protection from vulnerability, encompassing literacy, health care, social
equality, and democratic rights. This broadening definition of product is
accompanied by an increased focus on process: “how development is
gained” is viewed as “no less important than what benefits are obtained at
the end of the development road” (Goulet, 1971, p. x), because only
participatory and democratic involvement of people in their own devel-
opmental process can ensure that any change is sustainable. Develop-
ment is therefore both a terminal state and a change process (Goulet,
1971, cited in Markee, 1997a.)


Language learning theory has also been marked by a broadened
vision of the desired product and a renewed emphasis on learning
process. A singular focus on the end product of grammatical compe-
tence has widened to encompass other forms of communicative compe-
tence, with the goal being not just formal knowledge but also the power
to use language for meaningful interaction and agency (Warschauer,
2000). With this widening has come an increased emphasis on classroom
processes or, actually, on the combination of product and process, from
both a teaching (e.g., Breen, 1984; Candlin, 1984) and a research (e.g.,
Spada, 1987) perspective. Processes involving autonomous learning,
collaborative learning, and the development and practice of language
learning strategies are all designed to empower students to continue
their own learning and communicative innovation outside the classroom
(see the discussion in Markee, 1997a).
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An Expanded Product: Electronic Literacies


A developmental approach to technology in language learning re-
flects these same two issues: an expanded product and particular
attention to process. Starting with product, the rapid diffusion of ICT is
shifting the goalposts of what it means to be a competent language user.
For example, with the number of e-mail messages sent and received
annually exceeding 3 trillion, according to an estimate 3 years ago
(Pastore, 1999), e-mail has joined other media as an essential means of
communication. Indeed, according to one study, a plurality of U.S.
managers believe that e-mail is the principal means of communication in
their business, surpassing the telephone, the fax, and even face-to-face
conversation (American Management Association International, cited in
Warschauer, 2000). Therefore, language teachers must not only use
e-mail to promote English teaching (Warschauer, 1995) but also teach
English to help people learn to communicate effectively by e-mail.
Similarly, with the World Wide Web becoming an essential medium of
information exchange in economic, academic, and civic affairs, the
literacies of accessing and publishing Web-based information must also
become part of English language teaching curricula. New electronic
literacies (Shetzer & Warschauer, 2000; Warschauer, 1999a, in press)
include computer literacy (i.e., comfort and fluency in keyboarding and
using computers), information literacy (i.e., the ability to find and
critically evaluate online information), multimedia literacy (i.e., the
ability to produce and interpret complex documents comprising texts,
images, and sounds), and computer-mediated communication literacy
(i.e., knowledge of the pragmatics of individual and group online
interaction). These literacies are important in many languages, but they
are especially critical in English because even several years ago more
than 50% of the world’s online content was estimated to take place in
English (“Cyberspeech,” 1997). The extensive amount of online infor-
mation and communication in English provides the possibilities and, in
many contexts, the imperative to reconstruct the English language
curriculum to incorporate technology-enhanced communication and
project work (Warschauer, 2000).


The importance of these new literacies calls into question a basic tenet
of CALL: that the computer is an optional tool to assist the language
learning process but that technology does not transform the goal of what
is to be learned (see, e.g., Kenning & Kenning, 1990). My ethnographic
research with language learners in Hawai‘i—including immigrants,
foreign students, and native Hawaiians—indicated that they viewed
technology not as a secondary, optional tool but as a critical added value
to language education (Warschauer, 1999a). In other words, students in
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technology-intensive language classrooms learned both language skills
and valuable information/communication literacies simultaneously. This
point was similarly brought home to me many times in Egypt, but never
more so than when a high school English teacher expressed his view that
“English is not an end in itself, but just a tool for being able to make use
of information technology” (personal communication, August 24, 2000),
thus standing on its head what I see as the perspective of CALL
proponents. Although I understand the teacher’s sentiment, I would
suggest instead that both English and information technology are
tools—to allow individuals to participate fully in society.


And English and information technology are also tools for societies—
to participate fully in the world community and advance politically,
economically, and socially. With the successful institutional integration
of information technology being one of the key factors in socioeconomic
development (Castells, 2000), societies, schools, and teachers will not
sacrifice the time, effort, and money required to implement technology-
based instruction only for the goal of teaching the same English skills
better than before. Rather, they will make these sacrifices because they
believe that the mastery of technology, as part of the English curriculum
and other curricula, is essential if their students and society are to fully
develop.


An examination of new curricular standards in Egypt, Israel, Singapore,
the United States, and many other countries indicates the value that
national governments and ministries of education place on the goal of
developing students’ expertise in information and communication tech-
nologies. As the Egyptian minister of education wrote,


Achieving the goals of development will necessitate preparation of a new
cadre of professionals who are able to interact with the language of this age,
and with the technology of the Information and Communications Revolu-
tion . . . . Therefore technological training should start at an early age and
should include all aspects of education. (Bahaa El Din, 1997, pp. 120–121)


International language-training development projects, which often
focus on development of language education management skills in
addition to teaching skills, need to recognize the expanded role of ICT
within the language teaching and broader educational enterprise. This
entails developing institutional expertise and learning processes so that
collectives and institutions can take leadership in adapting new technolo-
gies in ways appropriate to their circumstances. Language departments,
schools, ministries of education, and professional organizations all need
to enhance their leadership in effectively integrating information and
communication technologies as a developmental tool. In summary, at all
levels of language education, from the individual to the institutional,
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active mastery of ICT, rather than just passive use, is essential for
confronting the imperatives of an information society and economy.


A Process of Autonomy and Innovation


To achieve these expanded goals, whether at the individual or societal
level, requires a reconsideration of the process of adopting technology.
Because ICTs are changing and developing so rapidly, mastery of new
technologies—whether by a student, a teacher, or an institution—
necessitates a capacity for constant innovation and adaptation. The
critical element here is autonomy, a concept that was valued in earlier
stages of communicative language teaching but now takes on even
greater significance. As Shetzer and Warschauer (2000) explain,


Flexible, autonomous lifelong learning is essential to success in the age of
information (Reich, 1991; Rifkin, 1995). Autonomous learners know how to
formulate research questions and devise plans to answer them. They answer
their own questions through accessing learning tools and resources online
and offline. Moreover, autonomous learners are able to take charge of their
own learning through working on individual and collaborative projects that
result in communication opportunities in the form of presentations, Web
sites, and traditional publications accessible to local and global audiences.
Language professionals who have access to an Internet computer classroom
are in a position to teach students valuable lifelong learning skills and
strategies for becoming autonomous learners. (p. 176)


The concept of autonomy must be extended beyond self-directed use
of language and today’s technology to the ability to develop, explore,
evaluate, and adapt new technology as it evolves. This ability requires the
development of metaskills of critique and innovation beyond the skills of
deploying any particular technology. Students not only should be able to
use today’s search engines but should also have the right analytic
framework to select and make use of new search engines as they emerge.
Teachers not only should be able to use today’s CALL software but
should also have successful strategies for evaluating and adapting the
new waves of software that will surely come. And institutions should have
the capacity not just to make use of technologies but also to participate
in the generation and improvement of technologies (Corea, 2000).


Extending the concept of autonomy in this way suggests a highly
interactive and organic process, in which the development of a capacity
for sustainability is of greater interest than are short-term results. It
involves the application of general developmental principles of educa-
tional reform, such as showing respect for local circumstances and
working within the parameters of local institutions (Holliday, 1992,
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1994). The concept of local appropriateness is of critical importance,
because access to and attitudes about information and communication
technologies differ greatly in different parts of the world.


Developing this autonomy also necessitates an understanding of
principles of social informatics, that is, the perspective of technology as a
complex social system reflecting relations of culture and power rather
than as the machines per se (Feenberg, 1991; Kling, 1999; Warschauer,
in press). From a social informatics perspective, the implementation of
ICT is not a one-shot deal involving the purchasing and installation of
computers but rather a complex social process involving a lengthy
restructuring of incentives, the development of different social relation-
ships, and reconfigurations of power (Kling, 2000).


Finally, developing learner and teacher autonomy involves under-
standing and taking into account the principles of innovation diffusion.
According to these principles, new ideas or innovations are not simulta-
neously adopted by all but are gradually spread through different
categories of people along an S -shaped curve (see Figure 1; Rogers,
1967). The first people to grasp a new idea, labeled Innovators, are a small
group of highly venturesome and risk-taking people. Members of the
next group, the Early Adopters, are noted for the degree of opinion
leadership they exert within their social networks; they are more cautious
than the Innovators and are respected by their peers. After the Early
Adopters take up an innovation, the rate of diffusion increases, as first
the Early Majority and then the Late Majority come on board. These two
groups together make up fully two thirds of society. Finally, the last


FIGURE 1


The S -Shaped Curve of Adoption Innovation


Source: Adapted from Rogers (1967, p. 177).
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group, termed Laggards by Rogers, consists of those people who are
highly resistant to an innovation and may wait a long time before
adopting it.


Because of this process, long-term, in-depth training of a cadre of
change agents who can provide ongoing leadership within a particular
social system is a critical component of development. It is especially
important to mobilize Early Adopters in such training because this
group, due to its opinion leadership, is critical for the success of an
innovation.


To explain further the developmental perspective on technology and
language education, I now discuss examples from a large-scale English
language development project in Egypt. Data on this project were
collected over a 3-year period (1998–2001) from sources including
participant observation, interviews, focus groups, Web sites, transcripts of
e-mail messages, and Ministry of Education and university documents.


INTEGRATED ENGLISH LANGUAGE PROGRAM-II


The Integrated English Language Program-II (IELP-II) is funded by
the U.S. Agency for International Development (USAID) to improve
English language teaching in Egypt. It is the latest incarnation of a
quarter-century of U.S.-funded language aid projects in Egypt. These
projects began in the mid-1970s (see Bowers, 1983), when the U.S.
government was actively trying to court Egypt into the U.S. political and
economic camp. Aid to Cairo, including aid for language projects,
greatly expanded in the 1980s after Egyptian President Anwar Sadat
signed a peace accord with Israel. Washington’s aid to Cairo was seen as
a reward for the accord, an incentive to keep Egypt in the Western camp,
and a developmental tool to integrate Egypt into the U.S.-led globalized
economy (Weinbaum, 1986).


IELP-II was launched in 1997 on the heels of IELP-I, a teacher
education project that took place from 1984 to1996. IELP-II was de-
signed to be as much an economic development program as an educa-
tional one; it originated in the section of USAID that supports economic
reform programs in Egypt, and it sees its long-term impact as “improved
English language proficiency for the current and future work force of
Egypt” (IELP-II—About, 2000, n.p.). IELP-II focuses not only on language
pedagogy, curriculum, and materials development but also on issues
related to the management of English language education and training
programs.


IELP-II places a great premium on institutional change and
sustainability. The program does not bring U.S. instructors to Egypt to
teach directly but instead emphasizes training and assistance programs
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to increase the capacity of Egyptian educational institutions. As in many
international aid projects (see also Kenny & Savage, 1997; Markee,
1997a), though, the supposed emphasis on sustainability in IELP-II is
complicated by a range of international and local factors that shape the
design, funding, and implementation of the project. From the U.S. side,
these include a USAID-mandated emphasis on numerical milestones
(such as a certain number of teachers trained per year in a certain
activity). Because funding to the USAID subcontractors depends on
reaching these milestones, they are given great priority, but the pursuit
of numerical goals does not always cultivate the patient, behind-the-
scenes work required for enhancing sustainability. From the Egyptian
side, the tremendous largesse of the IELP-II program—with $52 million
to spend over a 6-year period—had a distortional affect, influencing
many collaborating institutions to seek a piece of the pie to address
urgent short-term problems rather than long-term development needs
(see discussion in Smith, 1997). More explicit political issues also
affected the nature of the IELP-II program and its ability to bring about
sustainable change. For example, at one point during the Camp David
negotiations led by U.S. President Bill Clinton, USAID made plans to
divert millions of dollars of aid money from Egypt to the Palestinian
Authority, thereby forcing IELP-II to suddenly cut back on some of its
training programs.


These emergency reductions notwithstanding, IELP-II is believed to
be the largest donor-funded program in the world for assisting English
language teaching in a developing country. At its height IELP-II em-
ployed approximately 60 full-time staff (including 11 Americans and
about 50 Egyptians), working under two USAID subcontractors, the
Academy for Educational Development and America-Mideast Educa-
tional and Training Services. This full-time staff is assisted in its efforts by
scores of U.S. and Egyptian part-time consultants from the fields of
TESOL, applied linguistics, assessment, evaluation, educational manage-
ment, and educational technology.


The work of IELP-II is focused in three main sectors: (a) with the
Egyptian Ministry of Education (to improve, e.g., in-service teacher
education, management of English language programs, use of technol-
ogy); (b) with Egyptian university colleges of education (to improve in-
service education of future English teachers); and (c) with English for
specific purposes (ESP) and English for occupational purposes pro-
grams. Technology is considered a crosscutting area that has projects in
all three of these sectors. Work on educational technology projects has
been managed by a nine-person team within IELP-II supplemented by
the assistance of U.S. and Egyptian consultants and working in partner-
ship with Egyptian educational and nongovernmental bodies.
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I now briefly describe two technology-based projects coordinated by
IELP-II to illustrate the developmental approach discussed above.


Professional Development in Computer and Internet Use


One of the objectives of IELP-II is to help Egyptian educators make
use of new technologies in ways that are appropriate to their own
circumstances. Toward this end, IELP-II has carried out a professional
development program in computer and Internet use for English lan-
guage teaching. The program was developed following a national needs
analysis (reported in Warschauer, 1999b) demonstrating that there was a
fair amount of computer equipment in Egyptian schools and universities
but little knowledge of how to use it for language instruction and
professional purposes. There were no CALL organizations in the coun-
try, no Web sites or public e-mail lists for English teachers, and no other
form of organized leadership on the issue of technology for English
teaching.


Based on this situation, IELP-II placed priority on developing a
leadership core for the future of technology in English teaching in
Egypt. Rather than conducting undifferentiated short-term education
for large numbers of teachers, IELP-II chose a strategy that was based on
an understanding of the aforementioned S curve of innovation. As a first
step, main emphasis was put on developing and consolidating a relatively
small group of change agents who could exercise leadership in this area.
As a second step, these leaders were helped in reaching out to others
around them both to deepen their own knowledge and to build a larger
group of early adopters. The intended product of IELP-II’s program was
thus an informed, organized leadership core with knowledge of and
expertise in the use of technology in language teaching as it applied to
the Egyptian context. The process involved working to develop a
leadership cadre and then providing scaffolding to assist this leadership
cadre to reach out to a broader group of early adopters.


Step 1: Developing a Leadership Cadre


To develop a group of leaders with expertise in technology for English
teaching, IELP-II established a 2-year education program. Approximately
100 people participated in this program in three groups of 30–35.
Groups were made up of English teachers, English language supervisors,
and English methodology specialists from schools, universities, and ESP
centers.
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The program was entitled Computers in English Language Teaching
(CELT). The name was chosen to emphasize the broader role that
computers can play in English language teaching rather than the
narrower role suggested to me by the better known term of CALL. The
content of the CELT program was tied as closely as possible to the actual
needs of Egyptian teachers and learners as identified through the needs
analysis. Technology instruction included simple tasks such as the
creation and use of e-mail lists for professional discussion, the use of
office software to develop materials or prepare presentations, and the
use of the Internet for finding information or creating professional Web
sites. The program selected free or advertiser-supported software over
commercial software so that teachers could readily replicate what they
had learned in their own situations. Modules on classroom use of
technology focused in large part on the one-computer classroom, which
reflected the current conditions of Egyptian schools. Participants who
completed the CELT program were thus prepared to provide leadership
in the areas most needed by Egyptian teachers.


All participants in the CELT program had to go through a rigorous
application process that evaluated their expertise in English language
teaching methods, their experience with technology, and their leader-
ship potential. Applicants had to propose, and present in a personal
interview, a specific technology-based project that they would implement
in their own schools, universities, and regions. People were chosen to
participate either because they were Innovators who were already
experimenting with technology in the classroom and had some valuable
lessons to share, or because they were potential Early Adopters with an
interest in technology and with good ties to the broader educational
establishment (see Markee, 1997b, for discussion of the complementary
roles of Innovators and Early Adopters).


The CELT program consisted of three main parts:
1. pretraining: For 1 year, CELT members participated in short com-


puter-training workshops in Egypt and formed teams to further plan
their projects. The CELT members met in Cairo and continued
discussions online to prepare for their main training and their
project work.


2. main training: After the first year, CELT members participated in an
intensive 1-month program in the United States, where they learned
about CALL and carried out work on their projects.


3. follow-up implementation: Following the main program, CELT mem-
bers continued their efforts by completing their projects, implement-
ing their projects in their schools, continuing discussion over e-mail,
participating in advanced workshops in Cairo, and sharing what they
had learned with their colleagues by leading their own local work-
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shops and participating in a national Electronic Oasis (see discussion
below). Finally, in 2001, a national CELT conference was held so that
members from the three CELT groups could share ideas together
and view each other’s projects.


Some of the CELT members’ projects were in areas that I might not
think of as CALL. One professor, for example, helped launch an English
language Web site for his university. Although such a project might not
be directly related to English language teaching in the classroom, the
project served to highlight to Egyptian educational institutions the value
of integrating technology and English and inspired other universities
and departments to later launch or improve their own English language
Web sites, thus facilitating professional networking. Some CELT mem-
bers launched electronic discussion lists to network English teachers in
particular regions or programs. Other CELT projects focused on topics
such as developing multimedia presentation content for the one-computer
classroom and creating video-based listening exercises for university
English courses.


One special success of the CELT program was the work of an English
teacher, Ahmed, who was blind. During his study in the United States,
Ahmed gained experience with English language assistive technology for
the visually impaired. Upon his return to Egypt, he organized a number
of follow-up sessions on the topic for other teachers who were blind and
for the broader educational community. His leadership in this area was
recognized by the United Nations Educational, Scientific, and Cultural
Organization, which invited his cooperation in launching an electronic
library for people who are visually impaired, at the recently opened (or
reopened, after 18 centuries) Bibliotecha Alexandrina (Library of Alex-
andria), with 10 specially designed computer stations providing materi-
als in English, Arabic, and other languages.


In addition to the CELT program, a number of other efforts were
carried out to help consolidate a group of innovators made up of the
CELT members and other highly interested teachers. Most important, a
national Educational Technology Special Interest Group (Ed Tech SIG)
was launched within EgypTesol. Though the Ed Tech SIG was founded by
an American working for IELP-II, it is now under the leadership of
Egyptians and chaired by an Egyptian applied linguist. The Ed Tech SIG
carries out a number of its own training and education programs to
further effective use of technology in TESOL.


Step 2: Reaching Out to More Early Adopters


Research indicates that the work of change agents is important in
fostering innovation only if they have good ties to a broader community
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(Markee, 1997a; Rogers, 1967). A critical next step in promoting
effective technology use in Egypt was thus to promote ties between the
initial leadership cadre and the broader English-teaching community in
Egypt and, in particular, with those who had the potential to become
early adopters.


Toward this end, IELP-II coordinated closely with the Ministry of
Education and Egyptian universities to assist the CELT members in
organizing 1-week follow-up workshops in their own locales. This coordi-
nation was challenging, as the Ministry of Education was not used to
facilitating this kind of grassroots initiative. Although thousands of
Egyptian classroom teachers had traveled abroad for education pro-
grams over the past two decades, no systematic initiative had previously
involved them in providing substantial, ongoing follow-up to their
colleagues. Though arrangements were eventually made to carry out this
follow-up, it was accomplished only after a great deal of delays, obstacles,
and resistance, with some CELT members facing problems even getting
Ministry of Education approval for leave to attend follow-up meetings.


Each workshop was led by 1–4 CELT members and included 5–15
local teachers, depending on the size of the laboratory available. The
content of these workshops was similar to that of the initial workshops
taken by the CELT participants and focused on the mastery of basic tools,
such as word processing and presentation software, the Internet, and the
applications of these tools to professional communication and English
teaching. Approximately 1,000 teachers participated in these follow-up
workshops, and, as indicated by this statement by one CELT member,
some of them continued the cascade or snowball effect by teaching
colleagues at their school sites:


I am very happy these days really because my dear trainees have started
applying what they have already learnt in the workshop in their own schools.
One of them called me yesterday and informed me he has taught the
computer technician and another teacher of English in the same school how
to use Microsoft PowerPoint and they were interested and the three started
preparing a PowerPoint Presentation for their pupils. This is only a start and
I am expecting more and more feedback from other trainees who were all
under zero in the fields of technology. (personal communication, March 27,
2001)


In addition to these local workshops, an Electronic Oasis is organized
each year at the annual EgypTesol conference. At the Electronic Oasis,
CELT members and others involved in the Ed Tech SIG give hands-on
demonstrations to the many hundreds of English teachers in attendance.
A total of 120 such demonstrations were given at the November 2000
Electronic Oasis, reaching an estimated 500 teachers. Topics at the
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electronic oasis range from the basic, such as getting a free e-mail
address, to the sophisticated, such as the authoring of multimedia.


Finally, CELT and Ed Tech SIG members also manage several Web
sites for Egyptian English teachers as well as a national e-mail discussion
list, ELTEGYPT, which includes some 400 educators. The list has been
used for everything from announcement of local education programs, to
commiseration over obstacles to using of technology in schools, to
discussion of how the Israeli-Palestinian conflict should be presented in
the English language classroom. (The latter topic generated intense
debate when the Mideast conflict flared in 2001, as some teachers
wanted to use the list for free-flowing discussion of political issues
whereas others felt that a list for English language teachers should only
include political discussion to the extent that connections were made to
education or language issues.)


These achievements of the CELT program, though important, are still
relatively minor compared with the broader challenge of integrating new
technologies in English language classrooms in Egypt. The 1,000 teach-
ers reached so far represent only a tiny proportion of the more than
60,000 English teachers in Egypt. And even these 1,000—and indeed,
even the leadership core of 100—face serious obstacles in actually using
computers and the Internet in their teaching. Some of these obstacles
involve lack of access to equipment: There are too few computers in
Egyptian schools to allow daily classroom use by English students. In
addition, many administrators are reluctant even to use the computers
that they have for fear that they will be broken. As one CELT participant
complained on the group e-mail list, the school technology staff “know
only how to unplug and cover it to protect the computer from dust so as
not to be damaged” (personal communication, February 25, 2001). And
even with access to computers, Egyptian teachers face additional ob-
stacles to using them creatively with their students, including huge class
sizes, a centralized test-driven curriculum, and a school culture that
discourages innovation (see discussion of these issues in Jarrar &
Massialas, 1992; Sarhaddi Nelson, 2001; Tawila, Lloyd, Bensch, & Wassef,
2000). A frequent complaint of CELT participants is that they do not
have sufficient support or opportunity to put their new knowledge and
skills into practice.


However, the high motivation of CELT participants has led many of
them to seek ways to introduce technology in their teaching, even in
difficult circumstances. An excellent example is the classroom activity of
Mounira, a CELT participant who teaches English literature at an urban
university and whose success illustrates well the principles of electronic
literacy and autonomous learning discussed earlier. Lacking access to
any departmental or university computers for her teaching, Mounira
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began to involve some individual students in tracking down online
information on English poems from their home computers. These
students made wall posters about what they found online and gave oral
presentations to the other students in the class. These posters and
presentations generated so much curiosity about the Internet that the
class organized voluntary after-class field trips to the public-access
computers at a nearby library. Groups of students, most of whom had
never sat in front of a computer, worked in pairs at the library computers
to sign up for free e-mail accounts and learn how to use the World Wide
Web. These newly connected students then started to do their own
online research on English poets, leading to more classroom presenta-
tions and eventually to an online collaboration with students in another
English class taught by a CELT participant at a different university.
Mounira explained to me by e-mail how all this activity reshaped class
dynamics:


Two other students gave a presentation on the inauguration poems delivered
by Robert Frost and Maya Angelou (another poet they’re studying this term)
in the inauguration ceremonies of Kennedy and Clinton. One of the two
students had come over to me a few days earlier and accusingly said: “I
haven’t done a presentation yet”. I could barely keep myself from laughing
out loud. I have never had a student before ask to give a presentation! In fact,
this same girl had come over to me at the beginning of the semester in tears
because she had flunked her previous English course. The final assignment is
happening right now. It’s a collaboration between three of my students and
Laila’s students [a class of a CELT participant at another university]. I
thought my students would simply rewrite online what they had come up with
in class but they’re doing more than that. They seem to have formulated
insights about the poem which I have no idea where they got from! I can only
think of one word: motivation. I haven’t had such a fulfilling experience in a
long time. I keep receiving emails like “please reply now!” or “I sent you an
email, you didn’t get it?” Or students submitting entries for a poetry
competition, on the deadline, through attachments, and requiring immedi-
ate confirmation. I’m not complaining, because to me it’s nothing short of a
miracle and I’m just so happy to be a witness to it. (personal communication,
April 2001)


Though Mounira started by just wanting to get her students access to
the content on the Internet, she came to strongly value the autonomous
processes involved. When told that she could simply give out handouts
rather than have students find information themselves online, she
replied, “It’s not the handout I’m interested in as much as the process of
the students retrieving that handout themselves and using the Internet
to do that” (personal communication, January 2002).


The excitement generated in Mounira’s class reflects the positive
attitude of many educators and students in Egypt toward the CELT
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program. Though it has not yet reached a large percentage of Egyptian
teachers nor received sufficient institutional support from the Ministry
of Education, the program’s strong grassroots orientation has earned it
the reputation as one of IELP-II’s best projects. Key to the success have
been a strategic focus on the development and consolidation of change
agents, a cascade training approach that works through change agents to
reach other early adopters, a focus on content and tools appropriate to
the current developmental conditions of Egypt, and a fostering of
ongoing sustainable leadership networks and structures. Whether and
how this group breaks through its still relatively small circles to help
effect lasting change within the broader system of schooling remains to
be seen, though substantial underlying problems with Egyptian educa-
tional institutions as well as a broader political, economic, and cultural
climate that discourages innovation make the possibility of any rapid
breakthroughs unlikely (Warschauer, in press).


Teacher Education via Videoconferencing


A second IELP-II program worth examining is a teacher methodology
workshop conducted via videoconferencing. The workshop has in-
structed some 3,000 teachers in 3 years in areas of basic English language
teaching methodology. Lessons learned in conducting and improving
the workshop over a 3-year period support many of the points discussed
above.


The intended product of the videoconference workshop, as initially
conceived, was trained teachers. Specifically, the workshop sought to
reach large numbers of teachers who could not ordinarily attend
workshops in the few major cities where they are usually held and help
these teachers acquire the knowledge, skills, and attitudes required to
carry out effective communicative language instruction in their classrooms.


The process chosen to achieve this goal was a 1-week videoconference
workshop. During the first year of the program, two 1-week workshops
were held (each with a different set of teachers), covering the principal
aspects of basic English language teaching methodology. The workshops
were held in the Egyptian Ministry of Education’s videoconference halls,
a set of 27 centers scattered throughout the country. These halls enjoy
multipoint communications capacity; a speaker from any one of the 27
sites can communicate by video and audio to all the other 27 sites
simultaneously.


The workshops were taught by university teacher educators, who
delivered the workshops from Cairo over the videoconference network.
Discussion at the 27 sites and across sites was managed with the assistance
of two or three facilitators at each site, most of whom were working for
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the Ministry of Education as English language supervisors in the schools
and who had come to Cairo for a few days of training in videoconference
facilitation prior to the workshops. Approximately 600 public middle
school English teachers participated in each of the 1-week workshops, for
a total of 1,200.


Unfortunately, the communicative medium of videoconferencing did
not prove rich enough for an effective workshop. The sound quality was
not as good as in face-to-face communication, and the Cairo-based
teacher educators could not adequately assess the conditions at each site
(because they could only view 1 of the 27 sites at a time). In addition,
teachers complained that they found the presentations too theoretical
and that they failed to adequately address classroom conditions in Egypt.
Lack of direct follow-up between the teacher educators and the teachers
also proved to be a serious problem, because it was unclear what
elements of the workshop, if any, teachers were able to implement in
their classrooms. A formal evaluation team found that the program had
little lasting impact on the participating teachers.


During the next 2 years, both the intended product and the process
used in the program were redesigned to better reflect a developmental
perspective. The product, or goal, was reconceived to place greater
emphasis on sustainable change at both the teacher and the institutional
level. Individual teachers were expected not only to master knowledge
and skills of communicative language teaching, but also to be able to
reflect on teaching techniques and approaches in light of their class-
room circumstances and continually adjust and adapt as necessary. At
the institutional level, a goal was to develop the capacity of the Ministry
of Education and its personnel to develop and carry out its own effective
teacher education programs via videoconferencing in the future.


Adjustments were made in the process to support these expanded
goals. The two separate 1-week workshops were replaced by a single, year-
long workshop with different parts. Specifically, 600 teachers partici-
pated in a 1-week workshop early in the academic year, in a series of 1-day
follow-up videoconference workshops throughout the year, and in fol-
low-up assignments between the workshops. These assignments includ-
ing trying out in their classrooms what they had learned in the
videoconferences, keeping reflection logs and portfolios, and carrying
out peer observation. The 1-day follow-up videoconference sessions then
focused directly on challenges and problems that teachers faced as they
tried to implement what they had learned in the classroom. This
reorganization of the videoconference workshops meant that only 600
teachers instead of 1,200 were reached per year, but they were in effect
participating in a year-long program with a good deal of on-site follow-up
rather than in a 5-day program with no follow-up at all.


The role of the local facilitators changed as well. Although they
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previously had just helped guide discussion during the videoconferences,
they now also helped manage the school-based follow-up by visiting and
observing teachers at their schools, reading over their journals and
portfolios, and conducting meetings with teachers in their area. This
school-based follow-up added a note of seriousness to the workshop, as
the participants knew that they were expected to reflect on and try out
what they had been introduced to in the videoconferences and that they
would be offered support and guidance to ensure that this occurred.


The facilitators were also invited to contribute their own considerable
expertise, based on years of local teacher supervision, by making
presentations as part of the videoconference workshop. All the facilita-
tors were invited to submit formal proposals for presentations they would
like to give in the workshop. Those with the best proposals made
presentations over the videoconferencing network during the 1-day
follow-up videoconference sessions. Topics of these proposals included
techniques for teaching reading, the effective use of visual displays, and
the use of pair and group work in class. The facilitators usually collabo-
rated with colleagues in their locations—in some cases participants in
the CELT network—to develop multimedia material to support their
videoconference presentations.


These presentations were an important step forward, because there is
a huge social and educational gap in Egypt between Ministry of Educa-
tion employees (whether teachers or supervisors) and university profes-
sors. Having the local facilitators, who are Ministry of Education super-
visors, join the university professors in giving presentations over the
national videoconference network was a small step in bridging this gap.
The facilitators’ presentations were not as polished as those of the
university professors, but their knowledge of teachers’ working condi-
tions was much greater, as they worked daily supervising teachers in the
classroom. They could thus fashion presentations that directly addressed
teachers’ needs, which added credibility to the entire workshop.


The preworkshop program for the facilitators was redesigned to
reflect the expanded role they played in the program. Beyond topics of
workshop facilitation, it also included topics such as how to organize
peer observation, keep and evaluate teaching portfolios, make effective
proposals, and make effective presentations.


Technology was used to support the new school-based emphasis. A
video team from Cairo traveled to different parts of the country to film
teachers who were implementing in the classroom what they had learned
in the workshop. This video gave the leaders of the workshop a better
understanding of how teachers were acting on what had been previously
covered and thus allowed the leaders to refine the content of the course.
More importantly, the videos were then shown in the follow-up work-
shops and served as a powerful stimulus for discussion among the
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workshop participants. Ordinary classroom teachers showed great cour-
age in having their own unrehearsed classroom teaching observed and
critiqued by hundreds of their peers from throughout the country.


With presentation and discussion of this classroom video, the work-
shops became less a lecture from Cairo and more a reflective interaction
based on teachers’ discussion of actual examples of their peers’ practice.
Workshop participants who were perhaps shy about attempting new
techniques in the classroom could see with their own eyes that the
material covered in the course not only was theoretical but could actually
be interpreted into classroom instruction in an Egyptian context. Lively
discussions ensued as teachers observed and discussed videotapes of
their colleagues trying out new techniques, with the very teachers
featured in the videotapes available to explain their pedagogical strate-
gies and respond to follow-up questions. For example, one video clip
showed Hanaa, a teacher from a small town in a rural area, using small-
group role playing to reinforce a grammatical point. The hundreds of
teachers at the 27 sites then actively debated over the videoconferencing
system whether Hanaa’s teaching strategies were practical in their own
classroom and how they might have managed things differently. At many
times, these debate and discussion became quite animated, as teachers
from several sites competed to gain the floor and explain their views.


Over 2 years, the videoconference-based training was thus trans-
formed from an activity that was somewhat removed from teachers’
actual needs and experiences to one that many of the teachers viewed as
highly relevant and valuable. As one teacher from a small town in the
Sinai said, “I’ve been in many training workshops, but none of them were
so closely related to what I actually needed in the classroom. This
workshop allowed me to learn about things that were directly related to
my own teaching needs” (personal communication, May 11, 2000).


In summary, the infusion of videoconferencing did not bring many
positive changes, but when videoconferencing was carried out in a way
that better reflected the developmental needs and conditions of the
local actors, important gains were achieved. Changes included focusing
on the overall system of instructional support—in this case, a longitudi-
nal school-based program—that could be integrated with a technology-
based distance education. These changes also involved the education
and development of a leadership cadre, the facilitators, who gained
expertise in all aspects of videoconference-based education, including
learning to conduct effective presentations themselves over the
videoconferencing system. Through this effort, and especially through
the close work of the facilitators, a leadership cadre was formed that
could help lead technology-mediated education programs in the future.


As in the CELT project above, the long-term impact of the
videoconference workshops is difficult to foresee. Unfortunately, the
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Ministry of Education unit that organizes other videoconference work-
shops is made up exclusively of experts in the technical matters of video,
computers, and telecommunications, with no specialists in pedagogy.
Those in charge of the unit appeared to recognize the value of the IELP-
II videoconference program and spoke positively of the interactive
features that they witnessed, but it is unclear the extent to which such
features will be incorporated into their own education programs, which
are more similar to the first round of IELP-II videoconferencing (short
programs with limited interaction) rather than the improved later
version. In the long run, the Ministry of Education’s Technology Devel-
opment Center, which manages the videoconferencing unit and other
Ministry technology programs, needs to develop more expertise and
emphasis in pedagogy and curriculum rather than solely in technical
matters, but IELP-II has not been able to bring about that change.


Other Projects


The length limitation of a journal article does not allow a full
discussion of all the challenges, successes, and failures of IELP-II’s work
with technology in education. The two relatively successful projects
described here were chosen for discussion because of their common link
to issues of technology, training, and capacity development, but some
other technology-based projects were not so successful.


For example, an effort to install two model CALL laboratories stalled
for years, caught between the differing priorities of the donor (USAID)
and the recipients (the Egyptian Ministry of Education and a university
college of education; see discussion in Warschauer, in press). And even
the projects described above were limited in their impact, reaching a
small percentage of Egyptian teachers and failing to achieve full integra-
tion in Egyptian educational institutions. This failure reflected a more
general shortcoming of IELP-II’s work: an inability to help further
institutional reform within the Ministry of Education so that the ministry
itself could provide better ongoing leadership in improving teacher
education and language education. This failure in turn was due to
broader donor-recipient contradictions in the aid dynamic (as discussed,
in general, in Hall, 1997; Smith, 1997) and reflect the fact that Egypt and
its educational system were targeted for U.S. aid projects for geopolitical
reasons rather than because of a good match between the development
perspectives of the donor and recipient (Weinbaum, 1986). Overcoming
these larger contradictions was beyond the capacity of either IELP-II or
the Egyptian teachers it worked with.


However, the shortcomings of IELP-II’s work were balanced by some
important successes, particularly in areas related to technology in
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language teaching. A leadership core, made up of innovators and early
adopters, has emerged within the educational system to discuss and
promote effective uses of technology in language learning. This
technology- (and pedagogy-) savvy network can now play a leadership
role similar to that of comparable networks in other countries (e.g., the
Japan Association for Language Teaching’s Computer-Assisted Language
Learning Special Interest Group). And a number of Egyptian language
educators have also begun to share their expertise on these issues
internationally by presenting on educational technology topics at inter-
national conferences and participating in the international leadership of
CALL organizations. This participation allows Egyptian educators to
help define the future of CALL rather than only implementing technolo-
gies and approaches that are designed abroad.


CONCLUSION


“Technologies like computer systems belong to the realm of expres-
sive tools of human nature,” writes Corea (2000, p. 9). Rather than
“foisting such technologies haphazardly on people,” he continues, we
should instead foster “the long-term nurturing of behaviors intrinsically
motivated to engage with such technologies.” It is thus crucial to
“engender a systemic tendency to toward innovation in social units,” and
this requires “an ‘innovating’ rather than a ‘borrowing’ strategy” (p. 9).
Quoting Perez and Soete (1988), he adds that “a real catching up
process can only be achieved through acquiring the capacity for partici-
pating in the generation and improvement of technologies, rather than
in the simple use of them” (Corea, p. 9).


In the area of language education, this translates into the essential
role of a body of teachers with the knowledge, skills, and attitude for
innovatively designing, adapting, and applying technology in the class-
room, appropriate to local context. This crucial role of human capacity
and motivation for technological innovation was recognized by an
Egyptian university lecturer, who told me several years ago that “we have
the hardware, we have the software, but we lack the humanware”
(personal communication, May 2, 1998). Even then, the statement was
exaggerated, but the speaker’s emphasis on human development and
leadership provides an excellent framework for ESOL educators who
seek to make effective use of ICT. The goal in TESOL, and especially in
considerations of how to make use of technology, should be not only
development of the language but also development of the person. At the
classroom level, that implies helping students not only use technology as
an instructional aid but also master technology as a medium of commu-
nication, research, and knowledge production. At the professional level,
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that implies developing networks of innovators with expertise in technology-
enhanced teaching, teacher development, and educational reform.


As the experience in Egypt demonstrates, these “products” also
require a rethinking of the process of teaching and educating teachers
with technology. Whether one is working with students or teachers, a
developmental approach for technology and language learning requires
a long-term process emphasizing initiative, autonomy, reflection, and the
self-generated capacity for innovation. Through such an approach,
TESOL professionals can enable people to make use of all the tools
available to them—and especially the two powerful and intertwined tools
of English language and information technology—to achieve their
developmental goals.
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ERRATUM


In “The Effects of Nonnative Accents on Listening Comprehension:
Implications for ESL Assessment” (Vol. 36, No. 2, Summer 2002),
the affiliations for Roy C. Major and for Ferenc Bunta should have
read “Arizona State University, Tempe, Arizona, United States.”
TESOL Quarterly regrets the error.
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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.
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should reflect a concern for controlling Type I and Type II error. Thus,
studies should avoid multiple t tests, multiple ANOVAs, and so on. However,
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Conducting the study. Studies submitted to the Quarterly should exhibit an
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perspectives and methods in the course of conducting research helps to
ensure that studies are credible, valid, and dependable rather than impres-
sionistic and superficial. Reports of qualitative research should meet the
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1. Data collection (as well as analyses and reporting) is aimed at uncovering
an emic perspective. In other words, the study focuses on research
participants’ perspectives and interpretations of behavior, events, and
situations rather than etic (outsider-imposed) categories, models, and
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2. Data collection strategies include prolonged engagement, persistent
observation, and triangulation. Researchers should conduct ongoing
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and check for misinformation introduced by both the researcher and
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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 emic 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 descrip-
tion” 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 ensuring
participant anonymity, and data collection strategies, and a description
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 representative
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 behaviors that are salient to
participants 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


� I am grateful to the TESOL Quarterly Editorial Advisory Board members
for their multifaceted efforts on behalf of the journal over the past year and
to the additional readers who have contributed their time and expertise in
reviewing manuscripts. With this issue, I officially welcome Lily Compton as
the new assistant to the editor and thank Shannon Sauro for her diligent
work over the past year. Please note the announcement of the search
underway for a new editor for TESOL Quarterly on page 492.


In This Issue


� The first two articles are about contrastive rhetoric, while the other three
focus on classroom practices including feedback to learners and the
partnerships between content and English language teachers.


• Ulla Connor brings readers up-to-date on work in contrastive rhetoric,
arguing that its focus on differences in rhetorical choices across
languages makes this area of applied linguistic the target for criticism.
Beginning with the work of Robert Kaplan 30 years ago, Connor briefly
summarizes the historical origins of contrastive rhetoric, research
methods, and important findings. She then reviews research illustrat-
ing current directions, including studies of academic and professional
writing in three geographical regions, Europe, the Middle East, and
Asia. This review demonstrates that the central tenets of contrastive
rhetoric have served well in investigations that are now informing
research and practice in ESL/EFL as well as other areas, such as
research and teaching in professional communication.


• His-chin Janet Chu, Janet Swaffar, and Davida H. Charney report
results of a study investigating the extent to which rhetorical conven-
tions familiar to native speakers of Chinese affect their recall of English
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prose. In the research, Taiwanese university students did not perceive
rhetorical differences between passages in English even though some
were written following English and others following Chinese rhetorical
organization. Nevertheless, of the two types of passages, the students
tended to remember better the content of those passages following
Chinese rhetorical organization. Other factors such as interest also
affected results, but the authors concluded that rhetorical organization
is an important factor in retention of passage content.


• ZhaoHong Han reports on a longitudinal study investigating the
effects of recasts on the consistency of ESL learners’ use of present and
past tense in oral and written narratives. Although the number of
subjects was too small to warrant statistical comparisons, the four
learners receiving recasts over a period of eight instructional sessions
ended up with more consistent tense use than the four who received
no recasts during instruction. Based on detailed analysis of the
individual performance Han suggests four factors that may influence
the effectiveness of recasts during instruction: individualized attention,
consistent focus, developmental readiness, and intensity.


• Iliana Panova and Roy Lyster report on their study investigating the
classroom behavior of teachers and learners with focus on the correc-
tive feedback. They found that within a 10-hour classroom period,
teachers tended to use implicit reformulative feedback such as recasts
and translation (over 75% of the time) and that learners tended not to
repair their errors following such feedback moves. Learner repair
followed only 16% of the feedback moves; the authors discuss this
finding in view of the hypothesis that learners benefit from producing
correct forms.


• Examining how institutional and societal discourses play out in the
classroom, Angela Creese reports an investigation in content class-
rooms where English language teachers are to serve as partners as they
support children learning English as an additional language (EAL).
The purpose of the research is to explore how such partnerships are
constructed though discursive practices in the classroom, and how
such practices help create and reflect knowledge hierarchies within the
classroom. The data suggest that participants view their work with the
EAL teacher in the mainstream classroom as less important than
participating in the activities of the rest of the class, and therefore
Creese argues that the policy intended to help EAL students instead
marginalizes them.


Also in this issue:


• Teaching Issues: The topic is teaching MA-TESOL courses online.
David Nunan reflects on his experience developing a Web-based
master’s program in TESOL, describing its challenges and rewards.
Sandra G. Kouritzin reflects on her experience teaching in an online
MA-TESOL program, offering insights about how the mode made her
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teach in less traditional ways, deal with more probing questions, and
reconceptualize the roles of formal and informal text.


• Brief Reports and Summaries: Ling Shi reports results of a study
investigating patterns of publication for 14 Western-trained Chinese
TESOL professionals in China. Open-ended interviews revealed trends
in publishing practices, including the perceived influence of English
on their writing in Chinese.


• Six books are reviewed: Understanding the Courses We Teach, Approaches
and Methods in Language Teaching (2nd ed.), “Why Don’t They Learn
English?”: Separating Fact From Fallacy in the U.S. Language Debate,
Discourse Analysis in the Language Classroom: Vol. 1. The Spoken Language,
The Internet, and On Second Language Writing. An additional five books
are described in the Book Notices.


Carol A. Chapelle







TESOL Quarterly Editor Search


The TESOL Board of Directors invites applications and nominations for the position of
editor of TESOL Quarterly. The editor serves a 5-year term: 1 year as associate to the
current editor and the next 4 years as editor. The new editor’s associate year begins in
January 2004, and the 4-year editorship concludes with the Winter 2009 issue. Although
the editorship has traditionally been held by one person, the board also welcomes
applications from two editors to function as co-editors or from one editor who may
subsequently appoint an associate editor.


A peer-reviewed journal, the Quarterly reaches more than 8,000 subscribers through-
out the world. Its mission is to foster inquiry into the teaching and learning of English to
speakers of other languages by providing a forum for TESOL professionals to share their
research findings and explore ideas and relationships within the field of second language
teaching and learning.


The new editor of the Quarterly will direct and implement journal policy within the
mission and financial parameters established by the TESOL Board of Directors. The editor
is responsible for the academic content of the Quarterly, and for professional leadership
in obtaining and organizing peer reviews of appropriate material that represents a variety
of research methods and orientations. A professional staff of editors and production
assistants, provided by TESOL’s central office, assists the editor. A volunteer, the editor
receives an honorarium of U.S.$4,000 per year along with reimbursement of some
expenses to attend the annual convention. The Association also contributes to the support
of an editorial office at the editor’s institution. If more than one person shares the
editorship, support will be negotiated depending on the situation, but no more than one
office will be funded.


The search process has three phases:
1. The first phase asks individuals to submit a letter of application; a curriculum vitae;


and the names, titles, and contact information (including e-mail) of three referees
who are able to evaluate the applicant’s editorial abilities. The application
deadline is March 21, 2003, though earlier applications are strongly encouraged.
All applications must be submitted electronically to the chair of the Search Team:
editorsearch@tesol.org. Further guidelines for submission of Phase 1 materials, as
well as a full job description for the editor, are available at http://www.tesol.org/
pubs/magz/tq.html.


2. Phase 2, for applicants whom the Search Team short lists, includes response to a
questionnaire concerning their academic publishing experience.


3. In Phase 3, members of the Search Team will interview finalists, who may be asked
to complete a brief editorial task.


TESOL seeks individuals with a broad perspective on the profession, proven
organizational abilities, and a strong commitment to excellence in research. Applicants
should be in a situation that allows them adequate time to handle the work of the
Quarterly without compromising their responsibilities in their salaried positions. The
Search Team is particularly interested in receiving applications from TESOL members in
good standing who


• have a recognized research and publication record
• have an established record of editorial work
• are committed to the further development of the mission of the Association
• can demonstrate potential for institutional support


For more information, please consult http://www.tesol.org/pubs/magz/tq.html, which also
offers the opportunity to send questions by e-mail.


Dr. Jane Zuengler
Chair, Search Team
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New Directions in Contrastive Rhetoric
ULLA CONNOR
Indiana University in Indianapolis
Indianapolis, Indiana, United States


Contrastive rhetoric examines differences and similarities in writing
across cultures. Although mainly concerned with student essay writing
in its first 30 years, the area of study today contributes to knowledge
about preferred patterns of writing in many English for specific
purposes situations. This article discusses some of the new directions
contrastive rhetoric has taken. Following a brief review of the goals,
methods, and accomplishments of research in contrastive rhetoric
during the past 30 years, the article examines how contrastive rhetoric
has been pursued with varying aims and methods in a variety of EFL
situations involving academic and professional writing. Recent criti-
cisms of contrastive rhetoric and their effects on changing directions
are then surveyed.


Contrastive rhetoric examines differences and similarities in ESL and
EFL writing across languages and cultures as well as across such


different contexts as education and commerce. Hence, it considers texts
not merely as static products but as functional parts of dynamic cultural
contexts. Although largely restricted throughout much of its first 30
years to a fairly rigid form, student essay writing, the field today
contributes to knowledge about preferred patterns of writing in many
English for specific purposes situations. Undeniably, it has had an
appreciable impact on the understanding of cultural differences in
writing, and it has had, and will continue to have, an effect on the
teaching of ESL and EFL writing.


Despite many developments in contrastive rhetoric in the past 30 years
and its contribution to ESL and EFL teaching, its focus on the study of
contrast or difference has laid the area open to criticism. In two 1997
issues of TESOL Quarterly, three papers (Scollon, 1997; Spack, 1997;
Zamel, 1997) criticized contrastive rhetoric for an alleged insensitivity to
cultural differences. In other issues, Kubota (1999, 2001) has been
critical of perceptions of a cultural dichotomy between East and West
and the alleged resulting promotion of the superiority of Western
writing. Such criticism stems in part from critics’ lack of understanding
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about current perspectives in contrastive rhetoric and changes that have
taken place in this area in the past decade. Hence, instead of viewing the
criticisms from an adversarial perspective (Belcher, 1997), I would like to
see them as suggesting the need to articulate a current framework for
contrastive rhetoric, especially regarding changing definitions of culture
(Atkinson, 1999, Mauranen, 2001).


This article addresses that need by surveying some new directions of
contrastive rhetoric, particularly in view of some of its criticisms. As
background, I briefly summarize the goals, methods, and major accom-
plishments of research in contrastive rhetoric during the past 30 years.
The area of study has expanded from its early beginnings as the analysis
of paragraph organization in ESL student essay writing (Kaplan, 1966) to
an interdisciplinary area of applied linguistics incorporating theoretical
perspectives from both linguistics and rhetoric (Connor, 1996). I then
address criticisms of contrastive rhetoric and their relation to changing
directions in the field. These new directions involve innovative views of
culture, literacy, and critical pedagogy and have a major impact on the
research agenda of contrastive rhetoric.


A BRIEF HISTORY OF CONTRASTIVE RHETORIC


Early History


Initiated 30 years ago in applied linguistics by Robert Kaplan, contras-
tive rhetoric is premised on the insight that, to the degree that language
and writing are cultural phenomena, different cultures have different
rhetorical tendencies. Furthermore, the linguistic patterns and rhetori-
cal conventions of the L1 often transfer to writing in ESL and thus cause
interference. It is important to distinguish this concern from potential
interference at the level of syntax and phonology. In contrastive rhetoric,
the interference manifests itself in the writer’s choice of rhetorical
strategies and content.


Kaplan’s (1966) pioneering study analyzed the organization of para-
graphs in ESL student essays and identified five types of paragraph
development, each reflecting distinctive rhetorical tendencies. Kaplan
claimed that Anglo-European expository essays are developed linearly
whereas essays in Semitic languages use parallel coordinate clauses;
those in Oriental languages prefer an indirect approach, coming to the
point in the end; and those in Romance languages and in Russian
include material that, from a linear point of view, is irrelevant.


Kaplan’s early contrastive rhetoric was criticized for seeming to privi-
lege the writing of native English speakers. It seemed as well to dismiss
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linguistic and cultural differences in writing among closely related
languages. Kaplan himself (Connor & Kaplan, 1987) has referred to his
early position as a notion. He has also noted the underdeveloped nature of
written text analysis at the time of his 1966 paper, which limited his own
analysis of the sample student writing, and, significantly, he has further
acknowledged the concept of linguistic relativity as a primary influence.


In discussing early contrastive rhetoric (Connor, 1996), I claimed that
“the Sapir-Whorf hypothesis of linguistic relativity is basic to contrastive
rhetoric because it suggests that different languages affect perception
and thought in different ways” (p. 10). This weak version of the
hypothesis (i.e., that language influences thought), rather than the once
dominant strong version (i.e., that language controls thought and
perception), is regaining respectability in linguistics, psychology, and
composition studies, resulting in a renewed interest in the study of
cultural differences (Gumperz & Levinson, 1996).


In a recent article devoted to the exploration of the origins of
contrastive rhetoric, Ying (2000) argues that “the claim that the origin of
contrastive rhetoric lies in the Sapir-Whorf hypothesis is untenable
because the latter is actually rooted in German ideas on linguistic
determinism” (p. 260); and these ideas, according to Ying, are incompat-
ible with Kaplan’s (1966) view of rhetoric and culture. Ying claims that
Kaplan did not view language and rhetoric as determinative of thought
patterns but that he merely argued that language and rhetoric evolve out
of a culture. According to Ying, Hymes’s (1962) ethnography of commu-
nication can be seen as “an important historical antecedent for contras-
tive rhetoric” (p. 265); in Hymes’s system, the framework is communica-
tion, not language, and is important in studying the patterned use of
language, often across cultures.


Matsuda’s (2001) response to Ying (2000) includes a personal com-
munication from Kaplan (March 11, 2001) in which Kaplan admits not
having been influenced by Hymes’s work at the time of the writing but
having been very much influenced by the Sapir-Whorf hypothesis.
Matsuda concludes that the origin of contrastive rhetoric was a result of
Kaplan’s effort to synthesize at least three different intellectual tradi-
tions: contrastive analysis, the Sapir-Whorf hypothesis, and the emerging
field of composition and rhetoric, especially Christensen’s (1963) gen-
erative rhetoric of the paragraph. The latter influence encouraged
Kaplan to approach contrastive analysis at the paragraph level.


No matter what its origin, Kaplan’s (1966) earlier model, which was
concerned with paragraph organization, was useful in accounting for
cultural differences in essays written by college students for academic
purposes. It also introduced the U.S. linguistic world to a real, if basic,
insight: Writing is culturally influenced in interesting and complex ways.
Nevertheless, the model was not designed to describe writing for
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academic and professional purposes. Nor was it intended to describe
composing processes across cultures.


Research Methods


In its early years, contrastive rhetoric was heavily based on applied
linguistic and linguistic text analysis. In the 1980s, contrastive rhetori-
cians included linguistic text analysis as a tool to describe the conven-
tions of writing in English and to provide analytical techniques with
which to compare writing in students’ L1 and L2. Edited volumes in 1987
(Connor & Kaplan), 1988 (Purves), and 1990 (Connor & Johns) typically
included several chapters with a text analytic emphasis, focusing espe-
cially on methods of analyzing cohesion, coherence, and the discourse
superstructure of texts. A text analytic approach was also adopted in such
large international projects of student writing as the International
Education Achievement (IEA) study and the Nordtext project. The IEA
study compared high school students’ writing in their mother tongues at
three different grade levels in 14 different countries (Purves, 1988). The
Nordtext project (Enkvist, 1985; Evensen, 1986) involved linguists in the
Nordic countries whose interest was in EFL writing. Each project was
designed to create useful models for instructional practice, and each was
heavily text based. In summing up the research paradigm of the 1980s, it
is fair to say that more or less decontextualized text analytic models
characterized the field of study.


Despite the reliance on the textual analysis of cohesion and coherence
patterns in much contrastive rhetorical research, however, some contras-
tive rhetoric researchers had early on questioned the adequacy of purely
text-based analyses as a basis for conclusions that extend beyond the
realm of textual features. For example, Hinds (1987) proposed a new
phenomenon for analysis: the distribution of responsibility between
readers and writers; that is, the amount of effort writers expend to make
texts cohere through transitions and other uses of metatext. Thus, Hinds
referred to Japanese texts as reader responsible, as opposed to texts that are
writer responsible. And much of my own work on contrastive rhetoric in the
1980s involved building a comprehensive model of texts—one that
integrated rhetorical analysis with linguistically oriented analysis. For
example, in a cross-cultural study of writing that compared argumenta-
tive writing in students’ essays from three English-speaking countries,
Lauer and I (Connor & Lauer, 1985, 1988) developed a linguistic-
rhetorical system that helped quantify both linguistic features in essays
(e.g., cohesion, coherence, and discourse organization) and rhetorical
features (including the three classical persuasive appeals—logos, pathos,
ethos—and Toulmin’s 1958 argument model of claim, data, and warrant).
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Contrastive studies of academic and professional genres and of the
socialization into these genres of L2 writers were a natural development
in L2 writing research. Following the lead of L1 writing research and
pedagogy, in which the 1970s were said to be the decade of the
composing process and the 1980s the decade of social construction,
empirical research on L2 writing in the 1990s became increasingly
concerned with social and cultural processes in cross-cultural under-
graduate writing groups and classes (Atkinson & Ramanathan, 1995;
Carson & Nelson, 1994, 1996; Connor & Asenavage, 1994; Nelson &
Carson, 1998), with the initiation and socialization processes that gradu-
ate students go through to become literate professionals in their
graduate and professional discourse communities (Belcher, 1994;
Casanave, 1995; Connor & Kramer, 1995; Connor & Mayberry, 1995;
Prior, 1995; Swales, 1990), and, finally, with the processes and products
of L2 academics and professional writing in English as a second or
foreign language for publication and other professional purposes (Belcher
& Connor, 2001; Braine, 1998; Connor et al., 1995; Connor & Mauranen,
1999; Flowerdew, 1999; Gosden, 1992).


Major Findings of the Past 30 Years


The past 30-plus years have seen significant changes as contrastive
rhetoric has benefited from insights drawn from four domains: text
linguistics, the analysis of writing as a cultural and educational activity,
classroom-based studies of writing, and contrastive genre-specific studies
(see Table 1 for sample studies). The genres involved include journal
articles, business reports, letters of application, grant proposals, and
editorials. Several published papers (e.g., Connor, in press) describe
studies in these domains.


What major findings in 30 years of contrastive rhetoric research speak
to the current debates about cultural differences and L2 writing? First, all
groups engage in a variety of types of writing, whereas preferred patterns
of writing are genre dependent. Another finding is that readers’ expec-
tations determine what is perceived as coherent, straightforward writing.
Thus, Kaplan’s (1966) diagram of the linear argument preferred by
native English speakers may well represent what such speakers view as
coherent, though speakers of other languages may disagree, and actual
texts may or may not reflect that view.
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RECENT RESEARCH IN ACADEMIC AND
PROFESSIONAL WRITING ACROSS CULTURES


Particularly informative for current discussion of difference are results
from research in academic and professional writing originating outside
the Anglo-American context. According to Atkinson (2000),


The contrastive rhetoric hypothesis has held perhaps its greatest allure for
those in nonnative-English-speaking contexts abroad, forced as they are to
look EFL writing in the eye to try to understand why it at least sometimes
looks “different”—often subtly out of sync with that one might expect from a
“native” perspective. (p. 319)


Enkvist, in his 1997 article “Why We Need Contrastive Rhetoric,” recom-
mends that contrastive rhetoric be pursued according to varying aims
and methods within different institutions at universities and in EFL
situations. In fact, this is what many Finnish university programs offering
training in foreign language skills do. Finnish universities have language
departments that teach language, literature, linguistic and literary theory,


TABLE 1


Sample Contrastive Studies in Four Domains of Investigation


Domain Purpose Examples


Contrastive text
linguistic studies


Studies of writing as
cultural and
educational activity


Classroom-based
contrastive studies


Genre-specific
investigations


Examine, compare, and
contrast how texts are formed
and interpreted in different
languages and cultures using
methods of written discourse
analysis


Investigate literacy
development on L1 language
and culture and examine
effects on the development of
L2 literacy


Examine cross-cultural
patterns in process writing,
collaborative revisions, and
student-teacher conferences


Are applied to academic and
professional writing


Clyne (1987); Connor &
Kaplan (1987); Eggington
(1987); Hinds (1983, 1987,
1990)


Carson (1992); Purves (1988)


Allaei & Connor (1990);
Goldstein & Conrad (1990);
Hull, Rose, Fraser, &
Castellano (1991); Nelson &
Murphy (1992)


Bhatia (1993); Connor, Davis,
& De Rycker (1995); Jenkins
& Hinds (1987); Mauranen
(1993); Swales (1990);
Tirkkonen-Condit (1996);
Ventola & Mauranen (1991)
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and applied linguistics. Additionally, however, in the past 25 years Finnish
universities have operated language centers that teach languages for
specific purposes as well as providing translation and editorial services.
Other types of educational institutions interested in contrastive rhetoric
include departments of business and intercultural communication.


The review that follows is not intended to be exhaustive; its examples
highlight some major directions contrastive rhetoric research relevant to
academic and professional setting has been taking in Europe, the Middle
East, and Asia.


Europe


In their research, which studies cultural differences between the writing
of Finnish- and English-speaking researchers in Finland, Ventola and
Mauranen (1991) have shown the value of text analysis in a contrastive
framework. They investigated the revising practices native English speak-
ers used with Finnish scientists’ articles written in English and compared
the writing of Finnish scientists with the writing of native-English-speaking
scientists, finding that Finnish writers used connectors less frequently and
in a less varied fashion than native-English-speaking writers did. The
Finnish writers had difficulty using the article system appropriately, and
there were differences in thematic progression. Moreover, Mauranen
(1993) found that Finnish writers wrote less text about text, or metatext,
and that they placed their main point later in the text than native English
speakers did. My colleagues and I (Connor et al., 1995) found that Finnish
writers had the same difficulties when writing grant proposals.


The studies by Ventola and Mauranen (1991) and Connor et al.
(1995) cited above, and the study by Moreno (1998) on cross-cultural
differences in premise-conclusion sequences in Spanish and English
research articles, show that the contrastive rhetoric framework, originally
developed for ESL settings in the United States, can be helpful in
analyzing and teaching EFL writing in academic and professional
contexts. Moreover, researchers and teachers in EFL situations other
than professional ones are also finding the contrastive rhetoric frame-
work useful for a variety of L2 contexts. Thus, a great many English-
Polish contrastive studies have appeared in the past few years in journals
such as Text and Journal of Pragmatics. For example, Duszak (1994)
analyzed research article introductions in Polish and English academic
journals, and Golebiowski’s (1998) study dealt with psychology journal
writing, finding many textual and stylistic differences. These findings
showed that the English texts used more direct, assertive, and positive
positions.
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Middle East


Research in contrastive rhetoric is not exclusively European and
American. In addition to the publication of numerous empirical studies
of Arabic-English contrasts, Hatim (1997) and Hottel-Burkhart (2000)
have produced contributions to contrastive rhetoric theory. Hatim,
whose disciplinary interest is translation studies, made a major study of
Arabic-English discourse contrasts, dealing with the typology of argu-
mentation and its implication for contrastive rhetoric. The author is
critical of previous contrastive rhetorical research of Arabic, which he
describes as being “characterized by a general vagueness of thought
which stems from overemphasis on the symbol at the expense of the
meaning,” or as analyzing “Arabic writers as confused, coming to the
same point two or three times from different angles, and so on” (p. 161).
Hatim acknowledges, however, that there are differences between Arabic
and English argumentation styles and underscores the importance of
explaining why these differences occur rather than just relying on
anecdotal reporting about the differences.


According to Hatim (1997), orality has been suggested as explaining
the differences between Arabic and Western rhetorical preferences by
researchers such as Koch (1983). Koch has claimed that Arabic speakers
argue by presentation, that is, by repeating arguments, paraphrasing
them, and doubling them. Hatim admits that Arabic argumentation may
be heavy on through-argumentation (i.e., thesis to be supported, substantia-
tion, and conclusion), unlike Western argumentation, which, according
to Hatim, is characterized by counterarguments (i.e., thesis to be
opposed, opposition, substantiation of counterclaim, and conclusion).
Yet the key is that for Arabic speakers, Arabic texts are no less logical than
texts that use Aristotelian, Western logic. To quote Hatim,


It may be true that this [Arabic] form of argumentation generally lacks
credibility when translated into a context which calls for a variant form of
argumentation in languages such as English. However, for Arabic, through-
argumentation remains a valid option that is generally bound up with a host
of sociopolitical factors and circumstances, not with Arabic per se. It is
therefore speakers and not languages which must be held accountable.
(p. 53)


Hatim’s (1997) contribution to textual analysis of Arabic and English
contrasts is significant. He explains observed differences from an empiri-
cal, text analytic point of view. Yet, in well-meaning explanations meant
to show the legitimacy of different styles of argument across cultures,
Hatim ends up generalizing about preferred argument patterns. And,
like Hinds (1987), who analyzed Japanese-English contrasts, Hatim can
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become an easy target for those who object to cross-cultural analysis
because of the danger of stereotyping.


Another significant non-European contribution to the study of con-
trastive rhetoric has been made by Hottel-Burkhart (2000), who writes
that “rhetoric is an intellectual tradition of practices and values associ-
ated with public, interpersonal, and verbal communication—spoken or
written—and it is peculiar to the broad linguistic culture in which one
encounters it” (p. 94). What is considered an argument in a culture is
shaped by the rhetoric of that culture. Hottel-Burkhart refers to the well-
known interview of the Ayatollah Khomeni by the Italian journalist
Oriana Fallaci, analyzed by Johnstone (1986). In the interview, Fallaci
used a logical argument supportable by verifiable facts. Khomeni “of-
fered instead answers based on the words of God and his Prophet” (p.
98), in a tradition in which he was schooled. Johnstone found differ-
ences between the two styles of argumentation not only in content but
also in arrangement and style.


Interest in contrastive rhetoric in Arabic-speaking countries resulted
in the biennial International Conference on Contrastive Rhetoric at the
American University of Cairo, Egypt. In a volume of selected conference
papers (Ibrahim, Kassabgy, & Aydelott, 2000), 13 chapters discuss studies
that deal with distinctive features of Arabic, studies of Arabic-English
contrasts, and contrastive rhetorical studies of Arabic-speaking students’
writing in English. The second Cairo conference, held in March 2001,
attracted presenters from neighboring countries as well as from Europe
and Asia.


Asia


Chinese-English and Japanese-English contrasts have been analyzed in
several recent contrastive rhetoric studies. The Chinese-English studies
deal with writing for professional purposes, namely, newspaper writing
and the writing of sales and request letters.


Scollon and Scollon (1997) compared the reporting of the same news
story in 11 Hong Kong and 3 People’s Republic of China newspapers.
Four were English language papers, and the rest were written in Chinese.
The researchers focused on structural features and point of view as well
as the attribution of content to sources. They found that the stories
written in either language featured both the classical structure qi-cheng-
zhuan-he and inductive and deductive organizational structures, conclud-
ing that “there is nothing inherent in the linguistic or cognitive struc-
tures of either Chinese or English which determines the use of these
structures” (p. 107). The practice of quotation, however, differed across
languages. According to the authors,
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Concerning the question of quotation, our clearest finding is that quotation
is at best ambiguous in Chinese. No standard practice has been observed
across newspapers in this set and even within a newspaper, it is not obvious
which portions of the text are attributed to whom. In contrast, the English
newspapers present a face of clear and unambiguous quotation. (p. 107)


Scollon and Scollon are careful to point out that the finding should be
interpreted carefully. The seemingly rigorous Western journalistic stan-
dard, with rigid conventions for the attribution of authorship, does not
necessarily translate into more scrupulous journalistic practice.1


Zhu (1997) analyzed sales letters written in the People’s Republic of
China using a rhetorical moves analysis (Swales, 1990). The article
contains a great deal of discussion on arguments over a linear versus a
circular structure of Chinese discourse and finds that the 20 letters in the
sample followed a linear development. Kong (1998) used two analytic
frameworks, a move structure approach and Mann and Thompson’s
(1988) rhetorical structure analysis, to examine Chinese business request
letters written in companies in Hong Kong, English business letters
written by native speakers, and English business letters written by
nonnative speakers whose L1 was Chinese (Cantonese). Differences were
found in the occurrence and sequencing of the moves as well as the
rhetorical structure in the Chinese letters and the English letters. The
rich theoretical explanation in the article draws on theories of politeness
and face systems. Differences are attributed to different face relation-
ships involved in business transactions rather than to inherent rhetorical
patterns of the languages. According to Kong,


In English routine business request letters written by native writers, the
expectations of the roles of the writer and reader are more simple, that is, an
information seeker and information giver, on a more or less similar social
footing. The mutual assumption seems to be that both sides are very busy and
do not want to spend time on speculation. If the price is right for both sides,
they will make a deal. This is perhaps why the English letters are more direct,
as they put greater emphasis on the ideational content of making the request
and tend to make more face-threatening moves. On the other hand, in the
Chinese samples, the symmetrical deference system (marked by delayed
pattern of the request, the absence of face-threatening moves, and a greater
emphasis on the interpersonal elements of “justifying” the request through-
out the whole text) is a result of their different social expectations and
considerations. (p. 138)


1 A similar point about sensitivity to understanding reasons behind surface-level difference
has been made by Bloch (2001) and Pennycook (1996), who have studied the way Chinese
students cite from sources.
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Each of these studies disagrees with Kaplan’s (1966) characterization
of Chinese texts as circular. The authors find explanations for differ-
ences in the texts studied, not in the structure of the texts per se but in
other contextual factors. It is also worth noting that the studies take the
analysis of texts beyond student essays (Kaplan’s sample).


With the extensive globalization of business and professional commu-
nication, writing in such genres as letters, résumés, and job applications
for readers from disparate language and cultural backgrounds is becom-
ing a reality for more and more people. In these contexts, too, L2 writers
have been found to transfer patterns, styles, expectations, and contexts
from the L1 to the second, third, or fourth language. Predictably,
differing reader expectations cause misunderstandings. For example,
requests in letters can be interpreted as being too direct when directness
is differently valued in the L1 than in the L2. Hence, there is an
increasing need for well-constructed studies of intercultural communica-
tion, as Mauranen (2001, p. 53) has recently emphasized.


CRITICISMS OF AND ADVANCES IN
CONTRASTIVE RHETORIC


Concurrent with these new developments in contrastive rhetoric and
their contributions to teaching in ESL and EFL settings, this area of study
has become the target of criticism. In 1997, for example, three TESOL
Quarterly authors criticized contrastive rhetoric for an alleged insensitiv-
ity to cultural differences. Spack (1997), who works with ESL students in
the United States, was concerned about the practice of labeling students
by their L1 backgrounds, and Zamel (1997) disapproved of the tendency
of contrastive rhetoric to view cultures as “discrete, discontinuous, and
predictable” (p. 343). Scollon (1997), in the same issue of TESOL
Quarterly, criticized contrastive rhetoric research for being too focused
on texts and for neglecting oral influences on literacy, and thus being
unable to consider adequately EFL situations like the one in Hong Kong.


Both Spack (1997) and Zamel (1997) invoke changing definitions of
culture that juxtapose the forces of heterogeneity and homogeneity and
seriously question the latter. Their questions are prompted within a
broader interrogation of the concept of culture in the past few years.
Atkinson (1999) clarifies the issues and perspectives with a comprehen-
sive review of competing definitions of culture as they relate to TESOL.
According to Atkinson, two competing views are the received view and
alternative, nonstandard views. The received view conceives of culture as
based largely on distinct geographical and national entities, which are
presented as relatively unchanging and homogeneous (e.g., the Japanese
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culture). The alternative views stem from postmodernist-influenced per-
spectives and have evolved from critiques of the traditional, received
view. In connection with the latter, Atkinson discusses concepts such as
identity, hybridity, essentialism, and power, all of which appear in criticisms
of the traditional view:


So used, these terms indicate the shared perspective that cultures are
anything but homogenous, all-encompassing entities, and represent impor-
tant concepts in a larger project: the unveiling of the fissures, inequalities,
disagreements, and cross-cutting influences that exist in and around all
cultural scenes, in order to banish once and for all the idea that cultures are
monolithic entities, or in some cases anything important at all. (p. 627)


From this point of view, one can argue that in the past contrastive
rhetoric largely adopted the notion of received culture. For example, I
once defined culture as “a set of patterns and rules shared by a particular
community” (Connor, 1996, p. 101). Traditional contrastive rhetoric has
often viewed ESL students as members of separate, identifiable cultural
groups and, as Tannen (1985) pointed out, therefore is susceptible to the
same critical judgments currently directed at any research on cross-
cultural communication. Thus, Tannen noted that “some people object
to any research documenting cross-cultural differences, which they see as
buttressing stereotypes and hence exacerbating discrimination” (p. 212).
She went on to argue, however, that to ignore cultural differences leads
to misinterpretation and “hence discrimination of another sort” (p. 212).


However, although contrastive rhetoric has often defined national
cultures in the received mode, researchers in contrastive rhetoric have
certainly not interpreted all differences in L2 writing as stemming from
the L1 or interference from the national culture. Instead, these research-
ers have explained such differences in written communication as often
stemming from multiple sources, including L1, national culture, L1
educational background, disciplinary culture, genre characteristics, and
mismatched expectations between readers and writers. Contrastive rheto-
ric is thus in a position similar to that of intercultural research on spoken
language or intercultural pragmatics analysis. In this regard, Sarangi
(1994) suggests the term intercultural to refer to migrants’ fluid identities.
He recommends the consideration of language proficiency, native cul-
ture, and interlocutors’ mutual accommodation or lack thereof in
explaining miscommunication between native and nonnative speakers in
immigrant language situations.2


2 Sarangi (1994) suggested the notion of interculture to describe the migrants’ fluid identities
of native and target cultures in immigrant situations, reminiscent of Selinker’s (1972) concept
of interlanguage, which refers to shared features of a speaker’s native and target languages.
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A related question deals with an ideological problem regarding which
norms and standards should be taught, because the teaching of norms
invokes the danger of perpetuating established power hierarchies. This
issue has been raised in postmodern discussion about discourse and the
teaching of writing (Kubota, 1999; Ramanathan & Atkinson, 1999). The
discussion has been in the forefront in contrastive rhetoric; recent critics
of contrastive rhetoric have blamed contrastive rhetoricians for teaching
students to write for native English speakers’ expectations instead of
expressing their own native lingual and cultural identities.


At any rate, researchers and others working in the current contrastive
rhetoric paradigm have adhered to the position that cultural differences
need to be explicitly taught in order to acculturate EFL writers to the
target discourse community. Teachers of English and others, such as
consultants in grant proposal writing, need to educate students or clients
about readers’ expectations. For example, workshops for Finnish scien-
tists who were learning how to write proposals in English taught a so-
called Western style of grant proposal writing (Connor et al., 1995). This
style employed a set of rhetorical moves adopted from Swales (1990) and
validated by independent empirical research. If the Finnish scientists
wished to get European Union (EU) research grants, they needed to
follow EU norms and expectations, and these, at the time, were based on
Anglo-American scientific and promotional discourse. On the other
hand, when Finnish scientists wished to write grant applications in
Finnish, it was suggested, following the expectations of the Finnish
agencies would be advantageous. Although such a decision about
rhetorical choice seems straightforward, as in the case of grant proposals
in the project described above, it may be more complex in the case of
college writers.


In the EU project described above, my colleagues and I (Connor et al.,
1995) became aware of yet another issue facing contrastive rhetoric: that
there may not be an English language norm for the writers of EU grant
proposals to follow. Because the raters of grant proposals for the EU in
Brussels are not solely native speakers of English but are scientists from
all EU countries with many different L1s and many different rhetorical
orientations, the standards for English language grant proposals have
changed. In fact, something like a “Eurorhetoric” may have emerged.
This blurring of standards and norms in written language is consistent
with recent developments in spoken language. Crystal (1997) suggests
that a new kind of English, World Standard Spoken English, may be
arising in situations requiring communication in English with people
from non-Anglophone countries for purposes of business, industry, and
diplomacy.
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CONCLUSION


The major changes taking place in the goals and research methods of
contrastive rhetoric are affecting the scope of its impact on other areas of
applied linguistics and beyond. The influence of contrastive rhetoric
theories has expanded beyond the teaching of basic ESL and EFL
writing, as the examples given in this article show. The growing influence
of contrastive rhetoric in the teaching of such skills as business and
technical writing is obvious not only in L2 situations overseas but also in
the teaching of mainstream writing in the United States. A recent edited
volume by Panetta (2001), for example, recommends the use of contras-
tive rhetorical theory in the teaching of business and technical writing in
non-ESL U.S. classrooms.


In regard to methods of research, contrastive rhetoric has been
influenced by new approaches. While adhering to its now well-tested
premises (i.e., the cultural resonance of rhetorical patterns and the
influence of L1 on second language acquisition) and continuing to rely
on text analysis, and while retaining its traditional pedagogical applica-
tions, contrastive rhetoric is becoming more responsive to new currents
in literacy research. It is embracing research-situated reflexivity and is
becoming more sensitive to the social context and the local situatedness
and particularity of writing activity. The increasingly context-sensitive
research approach often involves studying the talk that surrounds text
production and interpretation as well as writing processes and written
products themselves (Connor, Halleck, & Mbaye, 2002).


Furthermore, in regard to methods, there has also been a call to study
how writing in given cultures is tied to the intellectual history and social
structures of these cultures (e.g., Mauranen, 2001; Scollon, 1997). Of
course, it may be difficult to show how the patterns of a given culture’s
preferences in areas such as music, architecture, and literature (high
culture areas suggested by Mauranen and by Scollon) or social interac-
tions of everyday life are played out in writing. Yet, at the very least,
contrastive rhetoric research could look for patterns across text genres in
a given culture. In other words, are there identifiable, similar textual
patterns across genres such as essays, grant proposals, and letters of
request in a given culture? For example, Finnish writers have been found
consistently across genres to delay the introduction of a topic and to use
relatively little metatext (Connor et al., 1995; Ventola & Mauranen, 1991;
Yli-Jokipii, 1996).


Finally, because cultures and genres are viewed as dynamic and fluid,
contrastive rhetoric would be well advised to study texts diachronically to
identify the evolution of patterns and norms. For example, in a corpus of
letters of application covering a 10-year period (Upton & Connor, 2001),
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Upton and I observed a stylistic change. Letters in the earlier years
showed greater differences between the cultural groups (Finnish, Flem-
ish, and U.S.) whereas letters in the later years evidenced a more
homogenized style, with fewer differences. We have speculated that a
universal form for a letter of application may be in progress in the global
business environment. Further research needs to be conducted for a
definitive answer, and contrastive rhetoric provides a useful framework.
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This study explores whether culture-specific rhetorical conventions
affect the reading recall of Chinese EFL college students at two grade
levels. Four English passages verified as using Chinese rhetorical con-
ventions were modified into four counterpart versions reflecting En-
glish rhetorical conventions. One hundred twenty Taiwanese freshmen
and 120 seniors read two of the four passages, one in each rhetorical
convention. After each reading, students completed a passage percep-
tion questionnaire and an immediate-recall test. One week later, partici-
pants completed a delayed-recall test and a topic assessment question-
naire. Although students failed to perceive rhetorical differences, different
rhetorical convention had a significant overall effect on Chinese stu-
dents’ reading comprehension in both immediate and delayed recall.
Moreover, post hoc comparisons revealed that two topics among the
four reflected in the eight passages showed more impact from rhetorical
convention than did the others. Analysis of questionnaire data sug-
gested that factors such as topic interest and topic familiarity moderated
the effect of rhetorical convention. The study concludes with sugges-
tions for future research and classroom implications.


The question of whether discourse conventions affect reading com-
prehension has become increasingly important in an era of interna-


tional telecommunication dominated by texts that use English or West-
ern rhetorical conventions—typically foregrounding focal topics and
supported by discourse markers specifying a linear flow of ideas and a
text intent. Given the very different rhetorical strategies identified as
characteristic of non-Western cultures, some researchers have speculated
that comprehending texts written in rhetorical conventions unfamiliar
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to the reader may hinge, in part, on familiarity or unfamiliarity with a
text’s communicative styles (Eggington, 1987; Hinds, 1984; Kaplan 1966;
Ricento, 1989). To address this issue, the present study looked at whether
rhetorical style, in and of itself, affected the recall of Chinese students
reading otherwise identical English language texts.


RESEARCH ON EFFECTS OF
RHETORICAL CONVENTIONS


Models of Reading Comprehension


Two of the most widely accepted models of reading comprehension,
notably those of Rumelhart (1977) and Kintsch (1998), agree that
comprehension is a multicomponential, interactive process. One result
of such interactivity seems to be what Stanovich (1980) calls compensatory
processing: “a deficit in any knowledge source [that] results in a heavier
reliance on other knowledge sources, regardless of their level in the
processing hierarchy” (p. 63).


For Kintsch (1998), the product of the comprehension can be a text
base model, a situation model, or something in between, depending on
task demands (p. 292). In this construction-integration model, readers
assemble textual units in two ways: as recall and as situations applicable
to their lives. In either case, when they experience problems in putting
textual information into a coherent pattern, readers call on general
knowledge and draw inferences, elaborating on the actual text base.
Kintsch emphasizes that, although integrating prior knowledge with
textual propositions still in working memory is automatic, it takes up
mental capacity. Moreover, because the integration process allows for all
sorts of knowledge to come into play, one feature of that process, spread
activation, strengthens related items and suppresses unrelated ones (pp.
98–99).


The result is a text base that structures mental representation of
micro- and macropropositions hierarchically. These propositions repre-
sent the reader’s recall of corresponding text, and they enable reproduc-
tion tasks such as recall and summary. In the situation model, the
information carried in the text has been modified and embedded into a
reader’s existing knowledge structure, resulting in learning. Although
traces of the original propositions and structure of text have been lost
(e.g., a reader might say, “I can’t remember where I heard/read that”),
the macrostructure or rhetorical logic the author has chosen influences
the reader’s original processing (Weaver & Kintsch, 1991).


Kintsch’s (1998) insights suggest that the macrostructures or rhetori-
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cal conventions in the text are not only vital to textual comprehension
but also essential for the readers’ intake of information and possible
reconstruction of the text. Macrostructures do more than inform con-
struction of macropropositions. They also enable retrieval of proposi-
tions and their integration into long-term memory (van Dijk & Kintsch,
1983). When readers process a text with unfamiliar macrostructures, this
unfamiliarity might influence the construction of both text base and text
situation. Whether the task facing readers demands recall or application,
deficiencies in their knowledge of rhetorical conventions—the macro-
structures that reveal textual organization—could overtax readers’ syn-
thesizing capabilities.


Another way in which Kintsch (1998) speaks to the significance of
rhetorical conventions is by emphasizing that readers with a sense of
coherence different from that suggested in the discourse features of the
text might be connecting propositions in ways different from those
intended by the author. Schnotz’s (1984) subjects, who read two texts
with the same content but contrasting thematic relationships, seem to
illustrate Kintsch’s assertion that readers introduce inferential changes
to the text base when its content is reorganized. Schnotz describes these
differences as two distinct types of organization from which a reader may
choose. The processes resulting from that choice will result in “different
knowledge structures for both organization types, although the text
content may be the same” (p. 71). Similarly, Goetz and Armbruster
(1980) conclude that connected discourse is easier to comprehend than
unrelated and disconnected content because the reader is able to
“organize and interrelate elements in the text” (p. 206). They suggest
that the text’s logical structure, when perceived by the reader, facilitates
that reader’s schematizing process. The reader is consequently able to
anticipate text content and construct meaning in a relational framework,
thereby retaining content in memory as an integrated story rather than
as disconnected pieces.


Studies Examining the Impact of
Rhetorical Structure on L2 Reading


L1 research has established that whenever a mismatch between textual
organization and reader expectations occurs, readers tend to distort a
text’s meaning, their processing efficiency is impaired, and their reten-
tion is short-circuited (Brennan, Connie, & Winograd, 1986; Kintsch &
Yarbrough, 1982; Meyer, Brandt, & Bluth, 1980). With regard to L2
readers, research on the impact of rhetorical structure, sometimes
referred to as formal schema (e.g., Barnitz, 1986; Carrell, 1984), also
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supports the claim that familiarity with rhetorical conventions plays a
role in recall. However, most studies on text structure in L2 reading have
focused on how the logical organization of textual information, typical in
Western writing, influences text processing and recall (Carrell, 1984).
Tian (1990), replicating Carrell’s 1984 study in Singapore, introduced
the additional variable of home language group (Chinese, Malay, or
Tamil). As in Carrell’s study, differences in rhetorical structure affected
the readers’ recall. Their native language, however, did not seem to
trigger a different recall pattern for different rhetorical structures. Tian
conjectured that the homogeneity of the language environment in
schools in Singapore leveled and neutralized the home language effects.
However, Carrell (1992) found a relationship between her ESL Chinese,
Japanese, Arabic, Malaysian, Turkish, Spanish, and Korean readers’
awareness of text structure and their recall.


Considered as a whole, most studies on the effects of text structure
have been conducted in an ESL context with a focus on the effects of
logical organization rather than on the effects of rhetorical convention
viewed as a cultural phenomenon. Whether L2 readers’ experience with
a culture-specific L1 rhetoric plays a role in L2 reading among readers at
different proficiency levels has yet to be explored. Work comparing
students’ background knowledge and interest in a topic (Carrell & Wise,
1998) and the interaction between content schemata and formal sche-
mata (Carrell, 1987) points in this direction. For this reason, the present
study focuses on potential differences in recall of texts reflecting Western
and non-Western rhetorical conventions.


Additionally, many studies of L2 reading comprehension suggest a
positive relationship between increased language proficiency and ability
to recognize discourse cues (e.g., Cooper 1984), thus avoiding the short-
circuits that are more common among readers with deficient language
skills (Clarke, 1980; Cummins, 1979). Therefore, this study included
both college freshmen and seniors who were English majors.


RHETORICAL STRUCTURE IN CHINESE
EXPOSITORY WRITING


Qi-Cheng-Zhuan-He


An approach to Asiatic writing, qi-cheng-zhuan-he (ki-sho \-ten-ketsu in
Japanese and ki-sung-chon-kyual in Korean) is a prevalent, though not the
only, model used in analysis of Chinese texts. It was originally employed
by Fan-heng, a scholar in the Yuen Dynasty, to analyze poetry and was
later applied to structuring essays. Though relevant for narrative and
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poetry as well as public speaking, it is most frequently applied in
expository writing (Kojima, 1972). Literally, qi means beginning—the
opening of a topic. Cheng means following—elaborating the opening.
Zhuan means turning or changing. Here the writer expresses another
point of view, turns to an example, or develops the idea further. He
means wrapping up, when the writer provides the highest level of
generalization.


 Qi-cheng-zhuan-he is not a rigidly formalized structure; the number of
words and paragraphs as well as the amount of information devoted to
each of the four parts can vary disproportionately. As long as the order of
presentation remains, the essence of the structure is there (Kojima,
1972). Hence qi-cheng-zhuan-he designates a conceptual/reasoning se-
quence in overall organization.


Because qi-cheng-zhuan-he is simply one model for rhetorical sequenc-
ing, texts that use this model also exhibit other features commonly found
in Chinese writing. These features differ markedly from those common
in Western writing (for examples, see Appendix A). A tally of such
differences frequently starts with the Western preference for deductive
style and the Chinese tendency toward inductive approaches, particu-
larly in expository writing. The practice of putting the main thesis of a
text before supporting ideas violates a Chinese reader’s expectation for
what Kachru (1998) calls a “delayed introduction of purpose” or
“delayed topic statement” (p. 55).


Chen (1986), in comparing the expository discourse structure of
English and Chinese passages, found that Chinese paragraphs tended to
introduce more subtopics than did their Western counterparts. Kirkpatrick
(1995), quoting Wu (1988), suggests how inductive reasoning might
condition Chinese rhetorical schemata. Wu posits that inductive reason-
ing is felt to be “natural” whereas deductive reasoning requires an
information sequence that goes against “a natural sequence” (p. 281) as
perceived by Chinese readers.


A second difference researchers have noted between Western and
Chinese rhetorical conventions is closely related to the way main and
subordinate information is sequenced in each. Discourse cues for
sentential and intersentential cohesion tend not to occur as often in
Chinese as they do in English writing (Normant, 1986). Further com-
pounding this Chinese tendency toward indirect rather than direct
presentation of authorial intent, Jensen (1998) stated, is that subtlety,
analogy, and metaphor, highly valued writing techniques in classical
Chinese, tend to hide the writer’s intents. He attributed this tendency
toward indirect allusion to the Chinese cultural heritage in rhetoric.


As a result of these differences, researchers have predicted that
Chinese EFL readers, because they have rhetorical expectations that
differ from those of Western readers, might experience problems
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comprehending a passage written with Western rhetorical conventions.
Main ideas, for example, might not be recognized as such due to their
early presentation and thus may fail to facilitate comprehension.


Consequently, Chinese EFL readers could be at a disadvantage when
reading English texts written by native speakers of English. EFL readers
who predict a Chinese discourse structure may find a mismatch between
their expectations and the macrostructures (the organization of content
and the sequence of ideas) presented in the Western text. This gap
between the Chinese reader’s anticipation of text development and the
text’s actual macrostrutures might result in lower comprehension and
retention of an English text written in an English rhetorical structure.
Conversely, a text written in the rhetorical structure common in Chi-
nese—that is, according to conventions such as those of qi-cheng-zhuan-
he —might facilitate recall for Chinese readers by providing them with
familiar organizational macrostructures.


The Role of Rhetorical Conventions in
Taiwanese High Schools


In the past, Taiwanese students’ exposure to English reading and
writing before they entered college focused more on the lexical and
syntactic features of a passage than on its rhetorical conventions. Their
reading in Chinese, on the other hand, frequently dealt with the
schemata of Chinese rhetorical conventions. In terms of expository
writing in their native language, the classical Chinese rhetorical struc-
ture, qi-cheng-zhuan-he, exerts a significant influence as a macrostructure
for text analysis.


For the students who participated in this study, work with English
language texts did not emphasize the macrostructures of those passages.
Until 1999, when competitive marketing of textbooks was introduced,
the traditional English textbooks commonly used in Taiwanese high
schools offered little explicit training in the rhetorical organization of
texts. Although reading formed the core component of these textbooks,
exercises for reading passages emphasized word- and sentence-level
meanings rather than rhetorical organization. Most of the readings were
written originally by native speakers of English but were adapted or
edited to control for length and to simplify vocabulary and syntax.


The reading aids that commonly accompanied the reading passages in
the traditional textbooks were phonetic transcription and a glossary of
vocabulary, translation, and interpretation of idioms and phrases. Cover-
age of the rhetorical aspect of the reading was limited. Reading and
writing exercises typically consisted of cloze, vocabulary matching, phrase
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substitution, translation, questions on factual content, and essay ques-
tions on content; exercises only rarely focused on the development of
ideas and the discourse markers signaling the textual organization of
those ideas. Importantly for this study, these textbooks did not explicitly
call students’ attention to rhetorical structures common in English
writing.


In reading in Chinese, on the other hand, rhetorical structures play a
significant role in secondary school instruction. High school students’
courses in Chinese involve intensive reading of classical Chinese and
memorization of classical texts as part of the literary tradition. A key
practice is the paraphrasing of classical texts into modern Chinese.
Because text reproduction tasks require the construction of a text base,
students must inevitably attend to the global structure of the text,
consciously or subconsciously, in the retention and retrieval processes.
Possibly, then, students in this study developed robust text-structure
schemata based on rhetorical conventions often found in Chinese
writing, such as the above-mentioned qi-cheng-zhuan-he.


The English Major’s Literacy Experience at College in Taiwan


In Taiwan, English majors such as those who participated in this study
enroll in content courses in linguistics and English literature, in which
they use collections, such as The Norton Anthology of American Literature
(Abrams, 1996), that have been compiled for native-English-speaking
students. In the freshman year, most courses focus on language skills; a
few are introductory courses in linguistics and literature. As students
move on to the sophomore, junior, and senior years, the proportion of
language skill courses decreases, and content courses in linguistics and
literature increase. Because this study was conducted while the freshmen
were in their first semester and the seniors in their seventh semester, the
freshmen’s exposure to authentic texts was much more limited than that
of the seniors.


Regardless of grade level, the texts in linguistics and literature that
English majors read in college are very different from those they read in
high school English classes. The readings are considerably longer and
more demanding in content and style. To increase their reading speed
and their ability to cope with large quantities of EFL reading, English
majors must either resort to translations or shift their reading style to a
more macrotextual level.


Whether reading English texts in British or U.S. anthologies or
Chinese translations of those texts, English majors in Taiwan are reading
information presented in English rhetorical structure. After 3 years of
such exposure, students in their senior year may well be able to process
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these texts as efficiently as they can a text in Chinese rhetorical structure,
particularly if the passage in question is expository or presents the
author’s point of view typical for a classical essay written in the style of qi-
cheng-zhuan-he. No research has ever been conducted to test that
assumption.


Chinese rhetorical structures found in the commonly used styles of
expository texts contrast sharply with the rhetorical premises of Western
writing. Consequently, the impact of culture-specific rhetorical structures
on the reading comprehension of Chinese students may be particularly
profound for this type of writing. Although researchers have looked at
language proficiency (Carrell, 1991) and text structure (Carrell, 1992) as
variables, to our knowledge no study has looked at both simultaneously.1


This study examined the recall of readers at two different learning levels—
freshmen and seniors—who read texts having identical content but
representing two distinct, culture-specific rhetorical conventions. The
study poses the following questions: (a) Does reading an L2 text that
follows L1 rhetorical conventions affect EFL students’ recall and percep-
tions of the text differently from reading the same text in L2 conventions?
(b) Do effects of rhetorical convention depend on the reader’s grade level?


METHOD


Participants


To establish text selection criteria and choose suitable measurements
for the main study, we conducted a pilot study in June 1998 with
freshman English majors at Providence University, a private university in
Taiwan. A total of 240 English majors at the same university participated
in the main study on a voluntary basis in December 1998. Half of the
participants (98 females and 22 males) were recruited from four
freshman sections, and half (102 females and 18 males) were from four
senior classes. The freshmen had had at least 6 years of formal EFL
language education in Taiwan, which, as noted above, focused more on
language features than on the rhetorical aspects of English and included
relatively limited access to extensive reading of naturally occurring
English prose written by Western authors for Western readers.


In contrast, the seniors had had 3 years of extensive exposure to
English texts written for native speakers of English in linguistics and


1 Work on the effects of rhetorical convention on reading comprehension has been done in
other Asian languages, notably Korean (Eggington, 1987) and Japanese (Hinds, 1987; Ricento,
1989).
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literature courses. Presumably, then, the seniors had not only greater L2
language proficiency than did the freshmen but also considerably more
exposure to English rhetorical style. Both ESL groups had had a formal
Mandarin Chinese education with a focus on classical Chinese while in
high school and college and thus had been exposed to a rich L1
environment with texts featuring traditional rhetorical conventions.


Materials


Reading Passages


Four passages in English that followed Chinese rhetorical conventions
(hereafter C versions) were selected from a Taiwanese bilingual magazine
and modified to conform to English rhetorical conventions (hereafter E
versions). All the passages (Hsiao, 1993a, 1993b, 1993c, 1994) were
editorials originally written in Chinese by a Chinese author and trans-
lated into English for the magazine. Editorials were chosen because this
genre tends to use conventions that reflect features of qi-cheng-zhuan-he.
The passages were judged as representative of qi-cheng-zhuan-he by seven
professors in the Department of Chinese Literature at a private university
in Taiwan.


The four passages dealt with sociological issues of contemporary
Taiwanese society: the unintended consequences of childcare for moth-
ers with careers (“Childcare”; Hsiao, 1993c), the crisis one charity
hospital in Taiwan faced because nonindigent patients abused its re-
sources (“Charity”; Hsiao, 1993b), gender issues for male nurses in
Taiwan (“Male Nurses”; Hsiao, 1994), and the legal problems facing
parents who wanted to start alternative schools in Taiwan (“Schooling”;
Hsiao, 1993a).


The E versions were developed in consultation with native-English-
speaking faculty at a U.S. university. The second author revised the
passages to cue the organization of information in line with Western
rhetorical conventions. Revisions involved both the sequencing of tex-
tual chunks and the cueing of the ideas with discourse markers (for
detailed descriptions of this process and the resultant texts, see Chu,
1999, pp. 137–159). The sequencing principles were
1. putting the topic or comment/thesis and argument at the beginning


of the essay
2. putting background information about the topic at the beginning of


the essay
3. modifying general statements so that the argument changed from


inductive to deductive and was explicitly marked as such
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In addition to textual chunks being rearranged, discourse markers
explicitly linking local structures were added as follows:


1. Time markers were inserted to show contrast between macroprop-
ositions.


2. Key terms were elaborated or reiterated in context for semantic
cohesion.


3. Pronouns and demonstratives were inserted to increase syntactic
cohesion.


Not surprisingly, these naturally occurring passages required different
amounts of modification to conform to English rhetorical conventions.
In “Childcare” and “Charity,” discourse connectors were added between
most paragraphs and several sentences. In “Male Nurses” and “School-
ing,” changes were restricted largely to topical rearrangement. As is
common in studies involving textual passages, we included a Passage
factor in the data analysis to check for consistency of effects across
passages. This check also allowed us to examine informally whether E
versions that required more modifications produced effects similar to
the others.


Altogether, the resultant eight passages ranged between 486 and 558
words in length, and received scores on the Bormuth Grade Level
(Bormuth, 1969) ranging from 10.0 to 11.5. The scores of the C and E
versions of the passages differed only slightly (.30) on this measure, so
they can be considered equivalent in their readability (see Table 1).


Questionnaires and Recall Measures


Two questionnaires (see Appendix B) and two recall measures were
employed in this study. The Passage Perception Questionnaire assessed
participants’ judgments of eight features of the passages (content
interest, familiarity, concreteness, comprehensibility, memorability, clar-
ity of argument, organization, and rhetorical identity characteristic of
Chinese or English usage), each on a 5-point Likert scale with 1 the most
negative and 5 the most positive ranking. The Topic Assessment Ques-
tionnaire was designed as a text-independent assessment of the Chinese
student readers’ interest in and familiarity with the topics of the four
passages. With the passage titles serving as prompts, the participants
rated their interest and familiarity on separate 5-point Likert scales,
again with 1 the lowest and 5 the highest ranking.


Free-recall tests were administered immediately after the participants
read a passage and at a 1-week delay. Participants wrote their recall
protocols in Chinese. Although the passages were presented in English,
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the questionnaires and recall prompts were presented in Chinese to
minimize possible confounding effects of language deficiencies (Lee, 1986).


Design


This study employed a 2 � 2 � 4 mixed factorial design, with
Rhetorical Convention (Chinese vs. English versions) as a within-subject
factor and Grade Level (freshmen vs. seniors) and Passage (the four
passages “Childcare,” “Charity,” “Male Nurses,” and “Schooling”) as
between-subject factors.


The four passages yielded eight texts because each appeared in two
versions, reflecting the two rhetorical styles, Chinese and English. Each
student read and responded to only two passages, one in each rhetorical
convention. Passage pairings were counterbalanced with rhetorical con-
vention versions and passages, thus producing 24 passage-version pairs,
which were randomly assigned to students within intact classes. Each
passage-version pair was read by 5 freshmen and 5 seniors. Overall, then,
with a total of 240 participants, 30 participants at each grade level read
each passage in either its Chinese or its English version.


The Passage variable compared results for the four passages to see if
their content or other features made them harder or easier to read.


TABLE 1


Readability of the Four Passages in Two Versions


Passage


“Childcare” “Charity” “Male Nurses” “Schooling”


Measure C E C E C E C E


Words 530 542 486 586 531 516 555 558
Characters 2,616 2,759 2,433 2,971 2,733 2,663 2,945 2,984
Paragraphs 10 8 13 14 8 6 13 10
Sentences 26 28 27 29 18 18 31 29
Mean sentences
per paragraph 2.6 3.5 2.0 2.0 2.2 3 2.3 2.9


Mean words
per sentence 20.3 19.3 17.8 20 29.5 28.6 17.9 18.5


Mean characters
per word 4.7 4.9 4.8 4.9 5.0 5.0 5.1 5.1


Passive
sentences (%) 11 7 11 13 22 22 16 13


Bormuth
Grade Level 10.3 10.0 10.1 10.3 11.5 11.5 10.3 10.6


Note. C = Chinese rhetorical version; E = English rhetorical version.
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Passage was designated as a four-level, between-subjects factor. This
decision reflects the fact that, although individual participants read only
two of the four passages, they did so in 24 groupings that had 24 different
pairings of the four passages, all of which were counterbalanced with the
order of passage topics and the order of rhetorical conventions. We
adjusted the Passage variable statistically to account for a within-subject
interclass correlation between any two of the four passages using the SAS
Mixed Procedure so that the Passage could be assessed as a between-
subject factor. The within-subject, intraclass correlations between the two
passages were .6 for immediate recall and .7 for delayed recall.


The dependent variables were (a) scores on the immediate- and
delayed-recall tests, (b) responses to the Passage Perception Question-
naire, and (c) responses to the Topic Assessment Questionnaire. The
significance level for all statistical analyses was set at p � .05.


Rather than pretesting for interest and familiarity, we administered
the Topic Assessment Questionnaire at the end of the experiment, as
suggested by Spyridakis and Wenger (1991). In this way, we eliminated
the chance that the questionnaire would prime content knowledge or a
textual schema and thus enhance comprehension or recall. Further, to
avoid having the interest and familiarity scores themselves confounded
by participation in the experiment, we excluded responses for the
passages that the participants had read; only responses for the two
passages that the participants had not read were subjected to statistical
analysis.


Procedure


The study was conducted in two sessions either during regular class
periods or at times scheduled by the researcher in 2 consecutive weeks.
In the first session, each participant read the first passage for 15 minutes,
then, with the passage removed, filled out a Passage Perception Ques-
tionnaire for 3 minutes, and immediately wrote a free-recall response for
25 minutes. The participants were instructed to write their free-recall
responses in Chinese because writing in a foreign language may obscure
evidence of comprehension or inhibit recall (Lee, 1986). They were
reminded orally to write as much as they could remember and to adhere
as closely as possible to information in the passage. This procedure was
repeated for the second passage. One week later, the participants had a
maximum of 40 minutes to complete a delayed-recall test for each of the
passages and then took 5 minutes to fill out the Topic Assessment
Questionnaire for each.
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Scoring of Recall Protocols


The recall protocols were scored using a pausal unit system developed
by Johnson (1970) and validated by Bernhardt (1991). First, two native
English speakers read the eight passages aloud to themselves and
marked the boundaries of semantic units. Two native Chinese speakers
fluent in English followed Johnson’s procedures for resolving discrepan-
cies in unit identification. They chose the narrower unit in all cases
except when a larger unit corresponded naturally to a common four-
character Chinese idiom or when specific syntactic or morphological
language differences (e.g., treatment of possessives) made a larger unit
more natural in Chinese. Care was taken to ensure consistency between
the corresponding units in the C and E versions of each passage. The
number of resulting pausal units for the eight passages ranged from 110
to 129 units (“Childcare”: C version 122, E version 129; “Charity”: C
version 110, E version 126; “Male Nurses”: C version 121, E version 120;
“Schooling”: C version 117, E version 119).


The first author of this study, a native speaker of Mandarin Chinese,
scored student recall protocols for the presence or absence of each unit;
no partial credit was given. To establish reliability, a second native
speaker of Chinese scored 20 randomly selected recall protocols. The
mean Pearson product-moment coefficient was .96 for the immediate-
recall test and .95 for the delayed-recall test. Recall scores were reported
as the proportion of total pausal units recalled for each passage.


Assumptions and Analyses


Analysis of variance (ANOVA) and analysis of covariance (ANCOVA)
were employed in this study. We expected that the three assumptions of
ANOVA and ANCOVA analyses—normality, homogeneity of variance,
and independence—were met based on the following observations.
Students at each grade level were from a homogeneous background, and
the sample size was large. Hence, we assumed that the dependent
variables, eight passage perceptions and two types of recall, had a normal
distribution within each group and, consequently, homogeneity of
variance. For the third assumption, independence, the following design
features and analysis procedures were observed. First, the participants
were randomly sampled and randomly assigned to groups and the
questionnaire, and recall data were taken independently from each
participant to ensure independent sampling. Second, the dependent
variables were analyzed separately; in other words, ANOVA was performed
on each of the eight passage perceptions, and ANCOVA was performed
on immediate recall and delayed recall, respectively.
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A three-way ANOVA mixed procedure was first performed on the
responses to each of the eight items on the Passage Perception Question-
naire to test the effect of Passage, Rhetorical Convention, and Grade
Level on each of the eight perceptions. We did not adjust the signifi-
cance level because these were all planned comparisons and subsequent
correlational analyses served as a check on reliability. Five perceptions—
interest, familiarity, comprehensibility, memorability, and organization—
showed significant effects of Passage (see Appendix C).


To control for variance in recalls due to difference in passage
perceptions, therefore, we entered these five perception scores as
covariates in subsequent analyses of the recall data. A three-way ANCOVA
mixed procedure was then performed on immediate- and delayed-recall
scores with the five perception scores entered as covariates (see Appen-
dix D). The correlation matrix for five perception variables was checked
to avoid the inclusion of redundant variables in ANCOVAs. The results
show correlations among variables ranging from .13 to .57, indicating
weak correlations among covariate variables. Therefore, all five percep-
tion variables were judged relevant.


RESULTS


Recall Measures


The likelihood ratio chi-square values are 41.22 for the immediate-
recall model and 58.53 for the delayed-recall model. Both are statistically
significant at the .0001 level. Both Rhetorical Convention and Grade
Level significantly influenced the participants’ recall (see Table 2).
Overall, students recalled significantly more of the passages in the C
versions than in the E versions (adjusted mean percentage = 32.4 and
28.2, respectively) in the immediate-recall test, F(1,221) = 31.11, p �
.0001 (see Appendix D). On the delayed-recall test, students also
recalled a significantly higher percentage of pausal units in the C
versions than in the E versions (adjusted mean percentage = 23.1 and
19.6, respectively), F(1, 221) = 39.94, p � .0001 (see Appendix D). In
other words, at both test intervals, students remembered more of an
English passage when it followed Chinese rhetorical conventions.


As expected, grade level also influenced recall. Seniors recalled
significantly more than freshmen did (adjusted mean percentage = 35.2
and 25.4, respectively) on the immediate-recall test, F(1, 238) = 72.24,
p � .0001. On the delayed test, seniors again recalled a much higher
average score than freshmen (adjusted mean percentage = 25.1 and 17.6,
respectively) across rhetorical conventions, F(1,238) = 62.71, p � .0001.
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No significant interaction between Rhetorical Convention and Grade
Level emerged for immediate recall. Both freshmen and seniors scored
substantially higher in recall of C versions than of E versions (adjusted
mean percentage = 26.9 and 23.9, respectively, for freshmen; 37.8 and
32.5, respectively, for seniors; see Table 2 and Appendix D). Accordingly,
the effect size is a mean percentage of 3.0 for freshmen and 5.3 for
seniors in immediate recall.


For the delayed-recall measure, however, a significant interaction
between Rhetorical Convention and Grade Level emerged, F(1, 221) =
7.24, p � .01 (see Appendix D). Although the superiority of C-version
scores held for both freshmen and seniors, the effect size for freshmen
dropped from 3.0 percentage points in immediate recall to 1.9, as shown
in Table 2. The senior effect size, 5.0, remained largely the same as that
for immediate recall.


Overall, these results suggest that English rhetorical conventions were
relatively unfamiliar to both freshmen and seniors. As for the diminished
effect size on freshmen after a delay, the recall test may have proved so
difficult for freshmen that any advantage of reading a text with familiar
Chinese rhetorical conventions was lost. For seniors, higher language
proficiency in the L2 did not result in a proportionately higher level of
long-term retention of texts in the L2 rhetorical convention. Apparently
the seniors, who had initially recalled more detail (presumably on the


TABLE 2


Immediate-Recall and Delayed-Recall Scores by Rhetorical Convention and Grade Level


Passage version


Chinese English


Adjusted Adjusted
Grade level mean % SE mean % SE F(1, 221) p


Immediate recall
Freshmana 26.9 .96 23.9 .97 8.07 .0049
Seniora 37.8 .96 32.5 .96 25.45 � .0001
Both levelsb 32.4 .68 28.2 .68 31.11 � .0001


Delayed recall
Freshmana 18.6 .78 16.6 .78 5.62 .0186
Seniora 27.6 .78 22.6 .78 38.84 � .0001
Both levelsb 23.1 .55 19.6 .55 36.94 � .0001


Note. Scores are mean percentages of total pausal units recalled for each passage, adjusted by
within-subject correlation and by effects of five covariates: perceived interest, perceived
familiarity, perceived comprehensibility, perceived memorability, and perceived organization.
aN = 120. bN = 240.
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basis of their greater language proficiency), lost an equivalent amount of
detail in the delayed recalls for both the C and the E versions.


Although Passage did not produce a main effect on recall at either test
interval, an interaction of Passage and Rhetorical Convention was
significant for immediate recall, F(3, 221) = 4.06, p � .01 (see Appen-
dix D). Further comparisons on Rhetorical Convention for the four
passages show that only the passages “Charity” and “Male Nurses”
produced significantly greater differences between the C and E versions
(see Table 3). For the “Childcare” and “Schooling” passages, although
students appeared to recall more units for the C than for the E versions,
these differences do not reach statistical significance. These results
indicate that familiar rhetorical conventions offer no guarantee that
comprehension will improve; a passage may be so easy or so hard that the
familiar rhetorical conventions can have no additional effect.


In the effort to modify texts so that they would seem natural for native
speakers of English, the passages “Childcare” and “Charity” needed more
extensive insertion of cohesive devices (discourse markers) and reorga-
nization than did “Male Nurses” and “Schooling.” Predictably, then,
“Childcare” and “Charity” might be expected to show greater effects for
Rhetorical Convention. However, further comparisons on Rhetorical
Convention for the four passages on immediate and delayed recalls and
the three text perceptions concreteness, comprehensibility, and memo-
rability, as shown in the following section, did not bear out these
predictions. Modification had an impact on “Charity” but not on


TABLE 3


Immediate-Recall and Delayed-Recall Scores by Rhetorical Convention and Passage


Version


Chinese English


Adjusted Adjusted
Passagea mean % SE mean % SE F(1, 221) p


Immediate recall
“Childcare” 31.4 1.29 28.6 1.30 2.48 .1165
“Charity” 33.3 1.28 24.9 1.31 23.59 � .0001
“Male Nurses” 34.3 1.31 28.5 1.30 10.34  .0015
“Schooling” 30.4 1.29 30.9 1.29 0.08  .7840


Delayed recall
“Childcare” 21.5 1.01 19.2 1.02 2.72 .1008
“Charity” 24.1 1.01 18.7 1.03 14.41 .0002
“Male Nurses” 24.4 1.04 20.3 1.02 8.56 .0038
“Schooling” 22.3 1.01 20.4 1.01 1.69 .1946


Note. See note to Table 2.
aFor each passage, N = 120.
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“Childcare.” These findings suggest that modification for local cohesion
did not have an effect on the recall and text perceptions of Chinese EFL
readers. The changed location of topics and subtopics—macrostruc-
tures—not the insertion of local cohesion features, were the key read-
ability factors.


In other words, students recalled more about texts in which the
thematic focus appeared midway or later in the text and in which logical
relationships were linked implicitly rather than expressed explicitly in
organizational patterns (e.g., comparison-contrast or cause-effect) typi-
cally found more readable by both L1 (Meyer & Freedle, 1984) and L2
students (Carrell, 1984) from Western countries.


Passage Perception Questionnaire


The likelihood ratio chi-square values for the eight perception vari-
ables were significant except for the value for Rhetorical Convention.
None of the passage perception scores, even for items that related
directly to text organization—clarity of argument, text organization, and
rhetorical identity—showed main effects of Rhetorical Convention or of
Grade Level. Apparently, then, the students, none of whom had an
opportunity to compare two versions of a single passage, did not perceive
rhetorical differences between the C and the E versions. Students gave
identical scores (average = 3.1) for both versions when asked if the
structure or organization of the passage they had read was more typical
of Chinese writing or English writing style.2


Only one perception rating, memorability, reflected an interactive
effect for Rhetorical Convention and Grade Level, F(1, 226) = 5.28, p �
.05 (Appendix C). Further comparisons on rhetorical convention for the
two grade levels showed that freshmen found texts reflecting Chinese
rhetorical conventions more memorable than passages modified to
represent English rhetorical conventions (M = 3.4 and 3.1, respectively)
whereas senior subjects did not perceive a significant difference (M = 3.3
and 3.4, respectively).


Three passage perception items did show an interactive effect of
Rhetorical Convention and Passage: concreteness, F(3, 226) = 4.19, p �
.01; comprehensibility, F(3, 226) = 3.96, p � 01; and memorability, F(3,
226) = 3.79, p � .01 (Appendix C). As in the immediate-recall results,


2 For the Passage Perception Questionnaire, within-subject intraclass correlations accounted
for in the eight ANOVAs were interest, .6; familiarity, .5; concreteness, .5; comprehensibility, .5;
memorability, .6; clarity of argument, .5, organization, .4; and rhetorical identity .6. As noted in
the Assumptions and Analyses section, five of the eight perceptions reflected an influence from
Passage and were used as covariates in analyses of recall (see Appendix C).
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further comparisons on Rhetorical Convention for the four passages
indicate that the passages “Charity” and “Male Nurses” produced the
most reliable effects due to Rhetorical Convention. For the “Charity”
passage, students’ ratings were significantly higher for the C version than
for the E version on concreteness (M = 3.7 and 3.4, respectively; F = 3.78,
p � .05), comprehensibility (M = 3.8 and 3.4, respectively; F = 8.20, p �
.05), and memorability (M = 3.3 and 2.9, respectively; F = 6.05, p � .05).
For the “Male Nurses” passages, students rated the C version significantly
higher for concreteness (M = 4.0 and 3.5, respectively; F = 6.86, p � .05)
and memorability (M = 3.7 and 3.3, respectively; F = 6.24, p � .05).
Overall, the preferences for the C versions of these passages correspond
to the significant effects of rhetorical convention on immediate recall.
(For a discussion of topic effects as measured by readers’ perceptions of
a passage, see Chu, 1999, pp. 89–108.)


Topic Assessment Questionnaire


The results of the recall measures and the passage perception analyses
are consistent. Students recalled more from the C versions than from the
E versions of two passages, “Charity” and “Male Nurses,” and they rated
these passages more highly on concreteness and memorability than the
other two passages, “Childcare” and “Schooling.” The results of the
Topic Assessment Questionnaire were used in a follow-up analysis of the
differences among the passages. The Topic Assessment Questionnaire
asked participants to assess the interest and familiarity of the topics of
the passages based on the title of the passage alone. As such, the topic
items are independent of the content of the passage and indicate the
readers’ baseline reactions to the general topics.


The “Childcare” and “Schooling” topics were rated as significantly
more interesting and more familiar than the “Charity” and “Male
Nurses” topics. For this analysis, we combined scores for the topics
“Charity” and “Male Nurses” and for the topics “Childcare” and “School-
ing.” “Childcare” and “Schooling” scored significantly higher than
“Charity” and “Male Nurses” on interest—combined M = 3.9 versus 3.5,
F(1, 226) = 25.50, p � .0001—and on familiarity—combined M = 2.9
versus 2.4, F(1, 226) = 42.50, p � .0001.


These results suggest that when students perceive topics as interesting
and familiar, as the students in this study perceived “Childcare” and
“Schooling,” they do not gain an advantage from familiar Chinese
rhetorical conventions. In other words, students seem to have more
difficulty coping with English rhetorical conventions when the topic of
the passage is less interesting and familiar to them.
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DISCUSSION


Effects of Rhetorical Conventions


The EFL students in this study recalled a significantly larger percent-
age of text units from the four English texts written in Chinese rhetorical
convention than they did from the four parallel texts written in English
rhetorical convention in both immediate recall and delayed recall. This
result suggests a robust influence from an unfamiliar rhetorical conven-
tion on foreign language reading comprehension. If, as argued in this
study, rhetorical convention as a characteristic cultural artifact is deeply
rooted in many Chinese readers’ schemata of how a text is structured,
these readers’ own familiar text structure exerts an influence when they
read an English text written according to Western conventions. That
influence apparently obscures macro- and microfeatures of texts written
in the style of alternative, unfamiliar rhetorical conventions, inhibiting
their comprehension by Chinese speakers. The findings therefore corre-
spond to those of Hinds (1984) and Eggington (1987), both of which
revealed that, for Oriental readers, texts written in Oriental rhetorical
structure yielded significantly greater reading recall than did texts
written in Western rhetorical structure.


Indirectly, the results of this study also correspond to Young’s (1982)
findings that Chinese oral discourse structure posed a problem for the
listening comprehension of native English speakers. Parallel findings for
spoken as well as written conventions suggest that, as a result of years of
exposure to the conventions of Chinese rhetoric, on the one hand, and
a pedagogical focus on the microfeatures of English texts for freshmen,
on the other, macrostructures may also affect the way these readers
process and reconstruct texts, especially if those texts are written
according to the rhetorical norms of different cultures.


In a similarly indirect way, the findings of this study disconfirm Mohan
and Lo’s (1985) speculation that EFL students’ problems in organizing
writing in both the L1 and the L2 are attributable to cognitive develop-
ment rather than to interference from L1 practice or cultural expecta-
tions. If such conjecture were the case, the seniors in this study should
have developed more skills than freshmen in recognizing differences in
rhetorical practice. Further, as cognitively more mature students, they
would presumably have been more adept in using both L1 and L2
rhetorical conventions than would cognitively less mature freshmen
participants—an L1 finding of Meyer et al. (1980). However, the findings
in this study are inconsistent with that assumption. Although the
comprehension of seniors was higher overall, negative transfer of L1
rhetorical convention seemed to affect reading recall in the L2 to a
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similarly significant degree regardless of the participants’ distinctly
different developmental stages.


Given the facilitating effects of familiar rhetorical conventions in the
recall and retention of texts about topics deemed unfamiliar by their
readers, the results of this study support and extend the conclusions
made in L1 reading studies (Meyer et al., 1980; Meyer & Freedle, 1984;
van Dijk & Kintsch, 1983), as well as in L2 reading studies (Carrell, 1984;
Tian, 1990), that readers capable of using text-based logical structures
comprehended texts better than those who did not. On the other hand,
data on readers’ perceptions about the texts’ content (in terms of
interest, familiarity, concreteness, memorability, and comprehensibility)
and texts’ form (in terms of thematic clarity, organization, and rhetorical
identity) revealed that readers were not conscious of these strategies.


The EFL participants in this study did not perceive an overall
difference between texts using two distinctly different rhetorical conven-
tions. This finding poses several intriguing questions: Do rhetorical
structures influence comprehension at a level of automaticity? And
would training in metalinguistic strategies improve that comprehension?
If so, Carrell’s (1984) suggestion that most ESL students, particularly
non-Europeans, may not possess the appropriate formal schemata to
identify rhetorical organization of an English text should be considered
in a pedagogical light. If, as results from recall data in this study
demonstrate, a familiar rhetorical convention aids in comprehending
texts, then it follows that students might profit from practice in identify-
ing rhetorical structures unfamiliar to them.


A reasonable inference from these findings is that unfamiliar rhetori-
cal conventions interfere with an L2 reader’s comprehension just as they
do with an L1 reader’s comprehension. In this sense, the findings also
substantiate the conclusion that preferred rhetorical patterns of native
languages seem to interfere with ESL readers’ retention of English texts.
Further, although student recall reflected the impact of rhetorical
convention, readers could not distinguish between the rhetorical orien-
tations of the texts. That finding suggests that perception and cognition
may be working at two different levels.


The fact that effects of rhetorical convention held over time for
seniors whereas the effects for freshmen declined slightly in delayed
recall suggests that the sustaining of effects of rhetorical convention over
time may correspond positively to language proficiency (Carrell, 1991).
Such a conclusion is supported by the work of L2 researchers who have
found that the higher the language proficiency of readers, the more they
activate higher level processing (Cooper, 1984; Cziko, 1978, 1980;
Devine, 1987; Hudson, 1988). Senior students may be able to create a
more robust macrostructure during the reading process and retain a
more powerful retrieval structure thereafter than freshmen readers can.







CULTURAL REPRESENTATIONS OF RHETORICAL CONVENTIONS 531


Whereas the freshmen perceived texts written in Chinese rhetorical
convention as more memorable than those written in English rhetorical
convention, the seniors rated texts in both conventions as equally
memorable. This null result for the more proficient readers suggests that
when readers understand much of the textual message, they perceive the
C and E versions as equally memorable, no matter what rhetorical
convention they are written in. On the other hand, when comprehen-
sion is less successful, as was the case for freshman readers, information
conveyed in a familiar rhetorical convention apparently promotes the
perception of memorability in readers.


Reader Factors Mediating the Effect of Rhetorical Convention


In conjunction with the significant impact for rhetorical conventions
that reflect different cultural traditions, this study’s findings also suggest
that rhetorical convention may have a more significant effect only when
readers report significantly lower interest in and familiarity with the
topic. Such indices were corroborated by the recall data because they
correspond to the dimensions of familiarity and interest. The fact that
topics rated lower in familiarity and interest show a rhetorical convention
effect supports the proposals by Carrell (1987) and Roller (1990) that
prior knowledge may interact with the effect of text structure. Further,
these results echo studies assessing the relative effect of familiarity/
knowledge and text features on comprehension (Goldman, Saul, & Coté,
1995; Salager-Meyer, 1994; Schnotz, 1984). In these studies, text variables
were found to influence comprehension only when readers read texts for
which their familiarity and prior knowledge were low. Stanovich’s (1980)
interactive-compensatory model, which proposes that deficits in one skill
may interfere with or lead to greater dependence on other processing
skills, might explain why we found no significant effects for students who
read materials with more familiar content but less familiar rhetorical
organization. Conceivably, text structure became more important when
readers lacked appropriate content schemata and, as a result, they
became more dependent on rhetorical cues to construct meaning.


IMPLICATIONS


Future Research


The caveats for this study suggest several avenues for replication and
additional research. With regard to linguistic and cultural differences,
the present study was a one-way street comparing the effect of Chinese
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rhetorical conventions on speakers of Chinese. A study of these same
effects on speakers of English would show whether these findings hold
across cultures. Because the subjects in this study were all English majors
and predominantly women, future work might explore effects on stu-
dents in other subject areas or on male readers. Further, Chinese
speakers not from Taiwan might respond differently to contrasting
rhetorical use. The responses of other language groups reading English
as an L2 would confirm or disconfirm the conclusion presented here
that mental representations of textual rhetoric seem to be culturally
conditioned.


Because the reading passages and their counterpart revisions are
central to the findings in this study, several possibilities remain to be
confirmed or disconfirmed. Possibly, rhetorical changes in other Chi-
nese texts made along the lines suggested here would yield different
results. Experts in discourse analysis might make other, more reliable
revisions or characterize differences in rhetorical conventions in differ-
ent ways (e.g., Beck, McKeown, Sinatra, & Loxterman, 1991; Britton, Van
Dusen, Gulgoz, & Glynn, 1989). Further, it would be useful to know
whether similar effects hold for different genres, such as poetry, fictional
prose, and drama.


Rhetorical Structure and Cultural Thought
Processes in the Classroom


Phenomenological thinkers have long held that readers’ preexistent,
culturally conditioned ideas about the content and the presentational
structures of a text influence their capacity to understand that text
(Ingarden, 1973). These theorists suggest that what many in literary
criticism now refer to as a reader’s horizon of expectation (Jauss, 1982) is a
cultural phenomenon, based on human cognitive capabilities that are
regionally conditioned rather than ontologically given. As Kintsch (1998)
elucidates, “Cultural needs drive the unfolding of mental representa-
tions” (p. 29). Our findings support philosophical and psycholinguistic
claims that readability is anchored in cultural expectations rather than
universally normed cognitive ones.


This study, in conjunction with those cited earlier in this article, points
to the need to teach cultural expectations related to the rhetorical
structures that seem to influence reading recall. In that sense, the
findings support recent initiatives in Taiwan and ESL/EFL education
elsewhere that stress recognition of main ideas and discursive features of
texts. If Western rhetorical conventions are viewed as cultural phenom-
ena rather than as absolute norms for readability that are hardwired in
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the brain, this study adds to a growing body of evidence for teaching
those conventions.


To teach culturally unfamiliar rhetorical practices, however, more
than training in recognition of main ideas and discursive features may be
necessary. Our study suggests that an essential first step may be to spend
classroom time having students learn to distinguish between different
rhetorical styles. Rather than identifying the main idea of only a single
passage, such work would involve locating the main idea in both native
and target language passages, in texts chosen for their differences in this
regard. Students might then compare the placement of chief arguments
or examples in the two texts, and distinguish between direct and less
direct modes of expression. Awareness of such differences would help
readers develop metalinguistic strategies to adjust their expectations
about textual messages. If recall is a measure, readers’ expectations in
this study were influenced by rhetorical convention, whether they
realized it or not.


Once ESL/EFL readers recognize differences in rhetorical structure,
techniques for teaching them to apply those macrostructures in holistic
text base reconstruction (e.g., Kern, 2000; Swaffar, Arens, & Byrnes,
1991) might prove useful in facilitating retention of information. These
skills help students not only re-create but also articulate the messages of
texts. Especially in an age of global communication, the ability to use the
rhetorical conventions of another language may be a significant factor in
successful exchange of ideas. Over time, the pedagogical implications of
ongoing work in contrastive discourse analysis, represented in journals
such as Discourse and Society, will help ESL researchers and teachers
develop more definitive models for characterizing differences in rhetori-
cal conventions by culture and genre. It behooves us in the TESOL field
to keep abreast of these developments and to recognize the significance
of their implications for reading recall.
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APPENDIX A


Rhetorical Conventions in Western


Expository Style and Qi-Cheng-Zhuan-He
Texts A and B illustrate respectively the characteristics of Western expository style and of qi-
cheng-zhuan-he with regard to (a) where the topic sentence is located, (b) how subsets of
information are ordered, (c) whether or not discourse cues render explicit the hierarchy and
relationships of ideas, and (d) whether explicit conclusions are drawn based on the foregoing.


Text A
There are three possible positions one can take about male and female creativity. The first is
that males are inherently more creative in all fields. The second is that if it were not for the
greater appeal of creating and cherishing young human beings, females would be as creative as
males. If this were the case, then if men were permitted the enjoyment women have always had
in rearing young children, male creativity might be reduced also. (There is some indication in
the United States today that this is so.) The third possible position is that certain forms of
creativity are more congenial to one sex than to the other and that the great creative acts will
therefore come from only one sex in a given field. (Mead, 1979, pp. 167–170)


Text B
Of all kinds of flowers in the grass and on the trees in the world, many are very lovely. Tao Yuan-
ming in Chin Dynasty favors chrysanthemum. Ever since the Lee and Tang Dynasties, worldly
people favor the peony. I favor the lotus because it grows out of mud, but is not stained by mud
and it is washed by the water and does not appear sensual. It is straight, going without branches.
The farther the fragrance spreads, the more refreshing it is. Every single bud stands out straight.
It is best to appreciate it from a distance but not to lay a hand on it.


I would say this. Chrysanthemum, the hermit of the flowers; peony, the opulent of the flowers;
lotus, the gentleman of the flowers. Aye! the love of chrysanthemum is scarcely heard since Tao
Yuan-ming; the love of lotus, who else but me? the love of peony, countless people. (Chou,
1998, pp. 52–53, translated by the first author)


Analysis
Readers unfamiliar with the rhetorical conventions of qi-cheng-zhuan-he may not have concluded
what for most Chinese readers will be self-evident—namely, that Text B is a meditation on the
relative merits of aesthetic concerns and material wealth. In Western writing, an explicit
argument in a thesis statement is valued as good writing style (Mead’s “three possible positions”
in the initial sentence of Text A); in traditional Chinese writing, suggesting a thesis in an
oblique reference is favored in order to leave the reader room for reflection (Chou’s “I favor
the lotus”—a metaphoric reference to that which is unstained and pure). In Text A, the writer
states three options for thinking about gender and creativity. In Text B, an option is implied in
the last sentence: Instead of pursuing fortune, people should reflect on the spirit of a hermit
and a gentleman.
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APPENDIX B


Questionnaires


Passage Perception Questionnaire (Translated From Chinese)*
Directions: We are interested in knowing how you perceive the article you have just read. Please
rate your perception of it based on your subjective feelings. Circle the number that best answers
the question. Circle only one number for each question.


1. How interesting did you find this text to read?
Very Somewhat Somewhat Very


uninteresting uninteresting Neutral interesting interesting
1 2 3 4 5


2. How familiar did you find the topic and content to be?
Very Somewhat Somewhat Very


unfamiliar unfamiliar Neutral familiar familiar
1 2 3 4 5


3. How concrete did you find the content to be? That is, how easy or hard is it for you to
form a mental image?


Very Somewhat Somewhat Very
abstract abstract Neutral concrete concrete


1 2 3 4 5


4. How difficult was this article for you to read and understand?
Very Somewhat Not too


difficult difficult Neutral difficult Very easy
1 2 3 4 5


5. How difficult do you think this text will be for you to remember?
Very Somewhat Not too


difficult difficult Neutral difficult Very easy
1 2 3 4 5


6. How clear was the main line of thought or the main argument of the text?
Very Somewhat Mostly


unclear unclear Neutral  clear Very clear
1 2 3 4 5


7. How organized do you think the text was that you read?
Very Somewhat Somewhat Very


unorganized unorganized Neutral organized organized
1 2 3 4 5


8. Is the structure/organization of this text more similar to that of Chinese writing or English
writing?


Very much like Somewhat like Somewhat like Very much like
the structure of the structure of the structure of the structure of
Chinese writing  Chinese writing Not sure English writing  English writing


1 2 3 4 5


*Items 1, 4, 5, 6, and 8 adapted from Reader Assessment of Text (Raymond, 1993).
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Topic Assessment Questionnaire (Translated From Chinese)
Age:_____________ Gender:____________


Have you ever gone to schools abroad? _____________ If yes, in which country? __________


When? ______________ For how long? __________________


We are interested in knowing how you think about the following four topics: Childcare
problems for working mothers, abuse of charitable institutions, male nurses, and alternative
schools. For each of the four topics, please rate your perception based on your subjective
feelings. Circle the number that best answers the question. Circle only one number for each
question.


1. Interest
a. Childcare Problems for Working Mothers


Very Somewhat Somewhat Very
uninteresting uninteresting Neutral interesting interesting


1 2 3 4 5


b. Abuse of Charitable Institutions
Very Somewhat Somewhat Very


uninteresting uninteresting Neutral interesting interesting
1 2 3 4 5


c. Male Nurses
Very Somewhat Somewhat Very


uninteresting  uninteresting Neutral interesting interesting
1 2 3 4 5


d. Alternative Schools (e.g. Forest School)
Very Somewhat Somewhat Very


uninteresting uninteresting Neutral interesting interesting
1 2 3 4 5


2. Familiarity
a. Childcare Problems for Working Mothers


Very Somewhat Somewhat Very
unfamiliar unfamiliar Neutral familiar familiar


1 2 3 4 5


b. Abuse of Charitable Institutions
Very Somewhat Somewhat Very


unfamiliar unfamiliar Neutral familiar familiar
1 2 3 4 5


c. Male Nurses
Very Somewhat Somewhat Very


unfamiliar unfamiliar Neutral familiar familiar
1 2 3 4 5


d. Alternative Schools (e.g., Forest School)
Very Somewhat Somewhat Very


unfamiliar unfamiliar Neutral familiar familiar
1 2 3 4 5
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APPENDIX D


Analysis of Covariance for Immediate and Delayed Recall


Effect df F p


Immediate recall
Perceived interest 1, 221 4.04* .0456
Perceived familiarity 1, 221 0.97 .3267
Perceived comprehensibility 1, 221 6.02* .0149
Perceived memorability 1, 221 0.01 .9398
Perceived organization 1, 221 3.29 .0710
R 1, 221 31.11**** < .0001
G 1, 238 72.24**** < .0001
P 3, 221 1.36 .2557
G � R 1, 221 2.33 .1284
P � G 3, 221 0.04 .7520
P � R 3, 221 4.06** .0078
P � G � R 3, 221 0.37 .7753


Delayed recall
Perceived interest 1, 221 6.11* .0142
Perceived familiarity 1, 221 0.18 .6698
Perceived comprehensibility 1, 221 9.96** .0018
Perceived memorability 1, 221 0.16 .6860
Perceived organization 1, 221 1.13 .2884
R 1, 221 36.94**** < .0001
G 1, 238 62.71**** < .0001
P 3, 221 1.54 .2041
G � R 1, 221 7.24** .0077
P � G 3, 221 0.54 .6545
P � R 3, 221 1.20 .3120
P � G � R 3, 221 0.61 .6079


Note. R = Rhetorical Convention, G = Grade Level, P = Passage. x2(1) = 41.22**** for immediate
recall and 58.53**** for delayed recall. Perceived interest, perceived familiarity, perceived
comprehensibility, perceived memorability, and perceived organization are five covariates.
*p � .05. **p � .01. ***p � .001. ****p � .0001.
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A Study of the Impact of Recasts on
Tense Consistency in L2 Output
ZHAOHONG HAN
Teachers College, Columbia University
New York, New York, United States


This article reports on a small-scale empirical study of recasts—a form
of corrective feedback. The subjects were eight adult L2 learners of
English, four of whom were randomly assigned to a recast group and
four to a nonrecast group. The study adopted a pretest, posttest, and
delayed posttest design, with eight pedagogical recast sessions between
the pretest and the posttest for the recast group paralleled by eight
regular sessions for the nonrecast group. Data collected consisted of
written and oral narratives primed by cartoon strips and produced by
the subjects in both groups. Recasts appeared to be successful in this
study in that they heightened the L2 learners’ awareness and led to
considerable improvement in their tense consistency during oral and
written performance. Importantly, the study identified four conditions
that may be necessary for recasts to facilitate learning: individualized
attention, consistent focus, developmental readiness, and intensity.
Further studies employing data from multiple sources are needed to
validate these conditions and to identify more clearly aspects and stages
of L2 acquisition that are susceptible to recasts.


Recent SLA research has seen a noticeable increase of interest in
recasts as a means to draw L2 learners’ attention to formal proper-


ties of their attempted output. As defined in the literature (e.g., Long,
Inagaki, & Ortega, 1998), recasts are reformulations of “all or part of a
learner’s utterance so as to provide relevant morphosyntactic informa-
tion that was obligatory but was either missing or wrongly supplied in the
learner’s rendition, while retaining its central meaning” (p. 358). A
corrective technique, recasts first came to the attention of L1 acquisition
researchers (e.g., Bohannon & Stanowicz, 1988), who noticed that adults
tended to rectify children’s faulty speech by recasting morphosyntactic
or semantic errors therein. Recasts are also used in the L2 naturalistic
and instructional environment, and research thus far has focused
primarily on demonstrating whether or not they enhance L2 development.
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This study examines the impact of recasts on one aspect of L2 use, tense
consistency in oral and written production. The article briefly describes
previous research on recasts, identifying issues that are yet to be resolved.
It then reports on the procedures and results of the study, and discusses
the findings with a view to identifying conditions under which recasts
may function effectively.


RESEARCH ON RECASTS


Investigation of recasts in second language acquisition (SLA) has both
a theoretical and a pedagogical significance. On the theoretical front, in
addition to relating to the larger theoretical debate over the role of
innate and environmental factors in language acquisition, much of the
L2 research on recasts is motivated by the Interaction Hypothesis (Long,
1980, 1983, 1996), which proposes the following:


Environmental contributions to acquisition are mediated by selective atten-
tion and the learner’s developing L2 processing capacity, and . . . these
resources are brought together most usefully, although not exclusively,
during negotiation for meaning. Negative feedback obtained during the negotia-
tion work or elsewhere may be facilitative of L2 development, at least for
vocabulary, morphology, and language-specific syntax, and essential for
learning certain specifiable L1-L2 contrasts. (Long, 1996, p. 414)


For researchers, recasts, a form of negative feedback of frequent occur-
rence in face-to-face interaction, provide a unique source of information
on the validity of the Interaction Hypothesis.


On the pedagogical front, L2 research on recasts represents a re-
sponse to the need to integrate form-related activities into meaning-
based instruction. Observational studies conducted in communicatively
oriented classrooms have shown, among other things, that as a result of
an exclusive concern with meaning-based interaction, teaching in these
classrooms is often bereft of attention to form. Moreover, complete
reliance on learners’ meaning-based interaction can expose L2 learners
to low-quality input (Harley, 1993; Lightbown, 1991). Of note, the
extensive student-student interaction generates a great deal of output,
which then serves as input for the students themselves. This kind of input
is usually not a good sample of the target language. The errors and
inaccuracies students hear are likely to reinforce their own misanalysis of
the target language, thus creating a vicious circle. Lightbown and Spada
(1999) have cautioned that “allowing learners too much ‘freedom’
without correction and explicit instruction will lead to early fossilization
of errors” (p. 119). Accordingly, L2 research has also suggested not only
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that L2 instruction can integrate a focus on form1 with a focus on
meaning (see, e.g., Doughty & Varela, 1998; Long, 1981, 1983, 1996), but
also that “accuracy, fluency, and overall communicative skills are prob-
ably best developed through instruction that is primarily meaning based
but in which guidance is provided through timely form-focus activities
and correction in context” (Lightbown & Spada, 1990, p. 443).


Recasts as Focus on Form


Many researchers have suggested that in the context of interaction,
such as dyadic conversation or interaction involving multiple partici-
pants, incidental focus on form is best enacted through corrective
strategies such as recasts, repetition, clarification, and comprehension
checks, all of which call students’ attention to a particular linguistic
aspect of their output implicitly rather than explicitly (Doughty & Varela,
1998; Long, 1996; Mackey & Philp, 1998). These strategies, naturally
interwoven with the students’ ongoing output, are considered nonintrusive
and thus least likely to distract the students from their focus on
communication. As Doughty and Varela (1998) put it, they “add atten-
tion to form to a primarily communicative task rather than . . . depart
from an already communicative goal in order to discuss a linguistic
feature” (p. 114).


Among the implicit strategies, recasts, due to their capability to model
and correct, have been considered to be most effective in drawing
learners’ attention to gaps in linguistic knowledge evidenced in their
output (Doughty, 1994; Doughty & Varela, 1998; Long, 1996; Long &
Robinson, 1998). Recasts also appear to be the most common strategy
(Fanselow, 1977; Lyster, 1998; Lyster & Ranta, 1997; Mackey, Gass, &
McDonough, 2000). For example, in his analysis of teacher-student
interaction in four primary immersion classrooms, Lyster (1998) ob-
served that of the six different types of corrective feedback employed by
the teachers (i.e., elicitation, metalinguistic cues, clarification requests,
repetition of error, explicit correction, and recasts), recasts were the
most frequently used but elicited the least repair from students.


Farrar (1992) distinguishes between a corrective recast, that is, “a recast
that corrects a target error,” and a noncorrective recast, that is, “a recast
that does not correct a target but models a target” (p. 92) and gives the
following examples of a corrective recast:


1 Focus on form is a term coined by Long (1991) to contrast with focus on forms. Whereas the
latter characterizes teaching that is predominantly structure oriented, the former refers to the
incidental attention to form in teaching that is meaning based or communicatively oriented.
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Child: The dog running.
Mother: The dog is running. (Farrar, 1992, p. 92)


and a noncorrective recast:


Child: The blue ball.
Mother: Yea, the blue ball is bouncing. (Farrar, 1992, p. 92)


Doughty and Varela (1998) further elaborate a corrective recast as a
two-step procedure: (a) repetition (usually with rising intonation) to
draw attention followed by (b) a recast to provide, contrastively, the
necessary target exemplar, as illustrated below:


Jose: I think that the worm will go under the soil.
Teacher: I think that the worm will go under the soil?
Jose: (no response)
Teacher: I thought that the worm would go under the soil.
Jose: I thought that the worm would go under the soil. (Doughty &


Varela, 1998, p. 124)


By first drawing the student’s attention and then correcting the error,
this two-step procedure simultaneously provides implicit negative evi-
dence and positive evidence. In the SLA literature, recasts mostly refer to
corrective recasts, which typically include Step 2 as defined by Doughty
and Varela (1998).


Recent L2 Research on Recasts


Recent L2 studies concerning recasts (see Table 1 for a summary)
have offered mixed evidence regarding their impact on learning. Experi-
mental and quasi-experimental studies of recasts (e.g., Doughty &
Varela, 1998; Long et al., 1998; Mackey & Philp, 1998; Oliver, 1995)
appear to show that they are capable of promoting SLA. Descriptive
studies (e.g., Lyster, 1998; Lyster & Ranta, 1997), on the other hand, find
that recasts are often followed by a low rate of learner uptake (i.e., a
learner’s immediate response to a recast in the form of either repetition
or modification).


The main thrust of the findings from these studies is that recasts have
a positive yet selective impact on learning: (a) Some learners appear to
be more receptive to recasts than others, and (b) some structures seem
more amenable to recasts than others. Mackey and Philp’s (1998) study,
for example, offers the finding that learners at higher developmental
levels benefited more from recasts than did those at lower levels (see also
Philp, 2000). Long et al. (1998) found that, in L2 Spanish, recasts had a
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positive effect on the development of adverb placement but not on that
of object topicalization. What leads to the differential effects of recasts?
Factors pointed out by researchers include (a) lack of developmental
readiness on the part of the learners (Long et al., 1998; Mackey & Philp,
1998); (b) overriding attention to functional properties in meaning-
based interaction (Lyster, 1998); (c) lack of opportunities for learners to
incorporate the information provided by recasts into the interlanguage
system (Oliver, 1995); and (d) diverse measurement of acquisition
(Mackey & Philp, 1998). Important and insightful as they are, these
speculations, made respectively from the perspectives of learner, teacher,
and researcher, have nevertheless neglected the possibility that the
differential effects on learning arise from the intrinsic nature of recasts,
an issue to which I now turn.


The Nature of Recasts


Recasts are among the least clear and direct forms of negative
feedback. Seen in the light of Sharwood Smith’s (1993) characterization
of negative input enhancement, recasts, a type of implicit negative
feedback, fall at the lower end of the elaboration continuum; that is, they
have a low degree of elaboration. Recasts would therefore be less likely to
trigger learners’ awareness than would explicit forms of negative feed-
back. Moreover, interwoven with L2 output, recasts require double
processing, namely, semantic processing and syntactic processing, which
may further reduce the likelihood that they raise learners’ awareness. As
Lyster (1998) notes,


in addition to their function of implicitly providing a reformulation of all or
part of an ill-formed utterance, recasts serve to respond to the semantic
content of a learner’s utterance by a) providing or b) seeking confirmation of
the learner’s message, or by c) providing or d) seeking additional informa-
tion related to the learner’s message. (p. 59)


Thus, due to their multiple functions, recasts may at times convey an
ambiguous message to a learner (cf. Lyster, 1998; Netten, 1991), possibly
resulting in a mismatch between the learner’s interpretation and the
feedback provider’s intention. In an experimental study on double
processing, VanPatten (1990) discerned that early-stage L2 learners in
particular found it difficult to attend to form while attending to
meaning, suggesting that when the focal attention is on meaning,
voluntary attention to form is highly limited. This finding is corrobo-
rated by Lyster’s classroom-based studies (Lyster, 1998; Lyster & Ranta,
1997), which concluded that in meaning-oriented classrooms, the cor-
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rective function of recasts may be less salient than their various discourse
functions, such as seeking additional information.


Given the intricate nature of recasts, it is only logical to speculate that
not all linguistic forms are equally susceptible to recasts. The question that
ensues is, Which linguistic forms are, and which are not? Recasts in most
studies have been theoretically portrayed as being capable of drawing
learners’ attention to gaps between input and output, thereby facilitating
their restructuring of the L2 knowledge base. This conception, however,
leaves open the question of whether the interlanguage form targeted by
recasts ought to be a learner’s initial attempt at an L2 structure of which
the learner has zero knowledge (i.e., the learner has not yet formed any
concrete mental representations, targetlike or otherwise, of the linguistic
forms in question) or a reattempt of an L2 structure of which the learner
has at least partial knowledge. Research to date has not offered a uniform
answer to this question. Some researchers (e.g., Long et al., 1998) believe
that if recasts promote SLA, they should be able to lead to the acquisition
of genuine new forms, even while recognizing that recasts must target
linguistic forms for which L2 learners are developmentally ready; others
(e.g., Lyster, 1998; Mackey et al., 2000; Mackey & Philp, 1998; Oliver,
1995), however, suspect that the amount of learning exhibited following
recasts is attributable to the fact that the learner already has some
knowledge of the linguistic structures being targeted. Importantly, these
diverse interpretations are in themselves suggestive of the complexity of
the issue. What has been alluded to more than anything else is a larger
theoretical question, namely, what does acquisition entail?


What Does Acquisition Entail?


Although no uniform understanding exists, SLA researchers have
offered significant insights into the issue of what acquisition entails. Of
particular relevance to the present discussion is Sharwood Smith’s (1986,
1993) view of L2 development. In his many writings since the mid-1980s,
he has argued that acquisition should be characterized as consisting of
two related yet not necessarily parallel dimensions: acquisition of knowl-
edge and of control. In his view,


For most common-sense views as well as some theoretical accounts, [develop-
ment] involves, at the very least, a distinction between knowledge and the
ability to activate that knowledge in real time, that is, millisecond by
millisecond in response to various demands. (p. 68)


The notion of processing control allows us to separate out those factors of
language ability that we want to call knowledge and those factors that have to
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do with deployment of knowledge in actual performance millisecond by
millisecond. (p. 173)


In essence, this position holds that L2 development is simultaneously a
knowledge-building process and a process whereby L2 learners learn to
develop control over use of knowledge under various real operating
conditions (Johnson, 1996). Both processes are developmental in nature
in that each involves a potential movement from low to high or from
weak to strong.


Following this line of thinking, I hypothesized that recasts, an implicit,
virtually nonelaborate form of feedback, would act more favorably on
linguistic forms that are in the process of being proceduralized than on
forms that are at the onset of developing knowledge. Put differently,
recasts would be more likely to promote acquisition when they prompted
the learner to draw on what is already known rather than to create initial
mental representations of an L2 form. The former, not the latter,
presupposes the existence of some knowledge, targetlike or otherwise.2


In the section that follows, I report on a small-scale empirical study
that used recasts as the only pedagogical tool3 to address a grammatical
problem that is evident when learners have partially acquired verb
tenses: inconsistent verb tense use. Lack of tense consistency in L2
output is typically exhibited as random variation between different
tenses (e.g., past tense and present tense). This type of random variation
has been noted by Schachter (1996) as a prime candidate for fossilization:


A perfectly fluent adult nonnative speaker (NNS) of English will produce “I
see him yesterday,” and shortly thereafter produce “I saw him yesterday,”
apparently on a random basis. This phenomenon, more properly labeled
fossilized variation, is typically associated with morphemes that do not carry a
heavy semantic load, yet it marks the adult L2 speech as distinctly nonnative
and is a phenomenon not found in the speech of native speakers (NSs). (p.
160)


She speculates that “fossilized variation, which has been little studied to
date, may well be a processing phenomenon not directly attributable to
differences in grammatical competence between NS and NNSs of a


2 An anonymous reviewer questioned whether the implication here is that somewhat explicit
and elaborate forms of input are necessary for initial acquisition but that more implicit input is
sufficient for proceduralization or fine-tuning of the knowledge base. Though intuitively
appealing, such an implication is not my intention and would seem tenuous without a
systematic investigation or in the absence of well-documented evidence.


3 Lyster (1998) noted that research on the effects of recasts on classroom SLA has
considered the effects of recasts in combination with more explicit clues rather than their
effects alone; the real issue may thus have more to do with the nature of effective combinations.
However, to assess the contribution of recasts to L2 acquisition, empirical studies must
investigate recasts that are used as the only pedagogical tool.
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language” (p. 160). In this view, lack of tense consistency does not
necessarily arise from lack of grammatical knowledge per se; it may be
due to lack of control over the use of knowledge. If so, tense consistency
is an ideal candidate for treatment with recasts. The research questions
investigated in this study were therefore the following:
1. Do learners who have received recasts on their L2 output have a


greater ability to maintain tense consistency in their L2 narration
than learners who have not?


2. Do learners who have received recasts on their L2 output show a
higher awareness of tense consistency than learners who have not?


In this study, being aware is synonymous with realizing, and awareness is
examined not in terms of whether or not subjects can verbalize their
knowledge, as generally happens in research on awareness (see, e.g.,
Leow, 2000), but in terms of whether or not they show any systematic
change in behavior over time.


METHOD


Subjects


The subjects were eight adult females, all of whom were L2 learners of
English enrolled in a one-semester intensive English course in the
Community English Program at a university in the United States (see
Table 2 for background information gathered from a questionnaire
administered prior to the experiment). All reported a high level of
motivation for learning English. According to the results of a placement


TABLE 2


Subjects’ Background


Months of
Subject L1 Learning history U.S. residence


Recast group
Aki Japanese 8 years EFL in Japan 3
Asuka Japanese 10 years EFL in Japan 14
Jee-Young Korean 6 years EFL in Korea 3
Maria Pia Spanish 5 years EFL in Argentina 3


Nonrecast group
Blanka Czech 6 years EFL in Czech Republic 24
Caroline French 7 years EFL in France 2
Izumi Japanese 10 years EFL in Japan 2
Lenore French 1 year ESL in United States 18
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test administered at the beginning of the semester, the subjects had been
assigned to an upper intermediate class.


Design


The study employed a pretest, posttest, and delayed posttest design,
with two groups of four subjects (see Table 3). The recast group, to which
four subjects were randomly assigned, received recasts. The nonrecast
group, to which the other four subjects were randomly assigned, received
no recasts, and therefore served as a contrast for any effect observed in
the recast group.


In total, the subjects participated in 11 sessions over a period of 2
months. As shown in Table 3, a pretest consisting of a written/oral
narration task was administered to all the subjects, the aim being (a) to
gauge the subjects’ ability to maintain tense consistency in producing L2
output and (b) to enable a comparison with the posttests. The instruc-
tion period included 8 sessions conducted separately for the recast
group and the nonrecast group. Twice a week, the subjects performed
the same task, during which only the recast group received recasts. A
posttest, again in the form of a written/oral narration task, was adminis-
tered to both groups to see if any noticeable changes occurred in the
performance of the recast group. A delayed posttest using the same task
format was then conducted a month later on the same population to
discern if the changes observed on the posttest had been sustained.


Data Collection


Data were elicited using cartoon strips authored by Jan Eliot. All the
strips depicted stories about the members of the same family, and the
subjects’ familiarity with the family boosted their interest in the tasks.


The database comprised written and oral narratives produced by the


TABLE 3


Design of the Study


Stage and Recast group Nonrecast group
number of sessions Date (n = 4) (n = 4)


Pretest (1) 11/2/1999 Written/oral narratives Written/oral narratives
Instruction (8) 11/4/1999– Written narratives; oral Written/oral narratives


12/2/1999 narratives with recasts
Posttest (1) 12/7/1999 Written/oral narratives Written/oral narratives
Delayed posttest (1)  1/6/2000 Written/oral narratives Written/oral narratives
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recast group and the nonrecast group during the 11 sessions. Typically, in
each session the subjects and a researcher sat in a circle, similar to the way
a group activity is conducted in a classroom. Each subject received the
same cartoon strip and the following instructions: “Look at the cartoon
strip and, based on your understanding, in five minutes write a brief
account of the story. When you are finished, give your writing to the
instructor.” The subjects then looked over the cartoon strip for a few
minutes and wrote for 5 minutes. This brief writing phase was meant to
facilitate the oral narration and pave the way for the provision of recasts.
Their writings were then collected. Next, the subjects took turns relating
their story, and each narration was tape-recorded and later transcribed.
Although the subjects were allowed time for pretask planning, this did not
seem to impede the spontaneity of the ensuing oral production, as little of
the written version was reflected in their subsequent oral narrative.4


Instruction


The pedagogical focus for the recast group during the instruction
period was tense consistency. Being at the upper intermediate level, the
subjects were judged developmentally ready for this linguistic feature,
but I did not measure their readiness against any established develop-
mental sequences, as did other researchers (e.g., Mackey & Philp, 1998;
Spada & Lightbown, 1999) who employed the construct. Instead, I
inferred the subjects’ readiness from the fact that they were able to
successfully complete form-focused exercises concerning the present
and past tenses in their English class. That is, on a declarative level, the
subjects showed that they could correctly retrieve the tenses, yet on the
procedural level (i.e., using knowledge under real operating conditions)
they could not always do so.


During the instruction sessions, the subjects consistently received
recasts whenever the researcher noticed instances of tense inconsistency
in their oral narratives, as shown below:


Subject: The bank assistant told Mary that she need to talk with the card
holder.


Recast: [The bank assistant told Mary that she needed to talk with the card
holder.]5


4 An anonymous reviewer questioned whether the order in which the subjects in each group
narrated the story may have affected the linguistic performance of the subjects. Though I made
no conscious effort to control that variable in the data collection, my analysis showed little
similarity across oral narratives, and I thus discounted the possibility.


5 In the excerpts, instances of verb tenses are underlined, recasts appear in brackets, and
italics represents the subject’s uptake of the recasts.
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In addition, random recasts were given for other interlanguage forms.
Furthermore, because the stories depicted in the cartoon strips could be
related primarily with a past or a present time reference, the researcher
respected the subject’s choice. That is, if a subject chose to narrate the
story using past tense, the recasts accordingly focused on consistent use
of the past tense; conversely, if a subject chose present tense, the recasts
involved consistent use of present tense. The first utterance of a
narration usually determined the subject’s temporal preference, as the
excerpt below shows:


One day when Val, Val came back home, she found she lost her earrings and
her penny jar, so she asked it to Joan. While she and Joan talking about that,
her son Alix came to them and said he also lost his piggy bank. So they are
talking about who steal their their small amount of money.


This subject had clearly elected to narrate the story within the past time
frame, so those forms that conflicted with this inclination (e.g., are
talking, steal) were recast. However, the researcher was careful not to
recast any legitimate tense switch. For example, even if the subject was
telling the story in the past, the statements “Now Mary cannot use her
credit card” and “Women are discriminated against” were considered
appropriate.


Data Analysis


The transcribed oral and written narratives were analyzed separately
for each group. Tokens of past tense and present tense were tallied.
Excluded from the analysis were the few verb forms that were ambigu-
ous, such as cames, trie, and founds. A second party and I scored pretest,
posttest, and delayed posttest data for both groups to ensure coding
consistency; interrater agreement was 99%.


I estimated the learners’ tense use by calculating the mean propor-
tions of past versus present tense separately for the recast and nonrecast
groups on three occasions (i.e., the pretest, the posttest, and the delayed
posttest) using the formula below.


where M is mean proportion, S is the sum, N is the total number of
subjects, pi is the tokens of past or present tense marking per subject, and
ki is the tokens of past and present tense marking per subject. This
formula was applied four times for each of the three tests to obtain a


M = ______,


 N
Σpi/kii=1


N
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mean proportion for (a) degree of consistency for past tense use by the
recast group, (b) degree of consistency for present tense use by the
recast group, (c) degree of consistency for past tense use by the
nonrecast group, and (b) degree of consistency for present tense use by
the nonrecast group. Tense consistency for the past is the complement of
consistency for present by this definition, so the mean proportions of
past and present add up to 1.00 for each test (e.g., .64 + .34 = 1.00 for the
recast group pretest). Standard deviations were calculated to reveal
within-group variations. I then obtained a single index of tense consis-
tency by subtracting the mean for the least used tense from the mean for
the most used on each of the tests.6 The resulting “tense consistency”
score theoretically can range from 0, indicating no tense consistency (as
would be the case if learners used present 50% of the time (.50 � .50 = 0;
see pretest scores for the recast group on the writing task), to 1.00,
indicating use of one tense 100% of the time.


RESULTS


A Cross-Learner View on Changes in
Tense Consistency Over Time


On the oral pretest, the recast group and the nonrecast group each
showed somewhat of a preference for one temporal frame over the other
(see Table 4): The recast group preferred past tense (M = .64) whereas
the nonrecast group tended to use present tense (M = .64). Moreover,
the variation among members of the recast group was considerably
larger than among members of the contrast group. On the posttest, the
recast group exhibited a remarkable growth in their use of past tense
(pretest, M = .64; posttest, M = .87) and a concurrent decrease in present
tense use (pretest, M = .36; posttest, M = .13). The nonrecast group
showed an increase in their use of present tense (pretest, M = .64;
posttest, M = .74) and a drop in past tense (pretest, M = .36; posttest,
M = .26). On the delayed posttest, the recast group maintained a high
rate of past tense use (posttest, M = .87; delayed posttest, M = .83), and
on both posttests the variation in this group decreased. The nonrecast
group exhibited a drop in their use of present tense (posttest, M = .74;


6 My interest was not in an absolute number of past or present tense markings by each group
but in a relative number, which would reveal tendency. The procedure described here not only
yielded an index of each individual’s ability to maintain tense consistency but also allowed me
to factor in that index when obtaining an averaged proportion of a particular tense marking for
a given group. The result was a meaningful picture of the subjects’ differential ability to
maintain tense consistency and of the differences between the groups.
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delayed posttest, M = .61) and a concurrent increase in past tense
(posttest, M = .26; delayed posttest, M = .39). Overall, the results reveal a
growth of past tense use and a decrease in within-group variation for the
recast group and more stable tense use across tests for the contrast
group.


As for the written narratives, on the pretest the recast group subjects
showed a symmetric use of past and present tense, unlike their perfor-
mance in the oral mode. The nonrecast group subjects, by contrast,
showed a distinct preference for present tense, which is consistent with
their performance in the oral mode. On the posttest, the recast group
exhibited a remarkable increase in use of past tense (pretest, M = .50;
posttest, M = .89) and maintained this rate on the delayed posttest. Their
use of present tense exhibited a remarkable decrease (pretest, M = .50;
posttest, M = .11; delayed posttest, M = .11). The nonrecast group, on the
other hand, showed small increases in past tense use (pretest, M = .26;
posttest, M = .36; delayed posttest, M = .45) and small decreases in
present tense use (pretest, M = .74; posttest, M = .64; delayed posttest,
M = .55). The within-group variation decreased for the recast group and
remained somewhat consistent for the contrast group.


To estimate the degree of tense consistency achieved over time by
each group on the three tests, I obtained the disparity between the use of
past tense and the use of present tense on each test for each group by
subtracting the mean proportion score for the least used tense from that
of the most used to derive a score between 0 and 1, inclusive (see Table
5). The recast group and the nonrecast group both started with the same
degree of tense consistency (.28, indicating relatively little tense consist-
ency). However, this commonality diminished on the posttest (recast
group, .73; nonrecast group, .48) and diminished even further on the
delayed posttest ( recast group, .66; nonrecast group, .22).


TABLE 4


Mean Proportions of Past and Present Tense


and Standard Deviations on Pretest, Posttest, and Delayed Posttest


Pretest Posttest Delayed posttest


Past Present Past Present Past Present


Group M SD M SD M SD M SD M SD M SD


Oral
Recast .64 .30 .36 .30 .87 .03 .13 .03 .83 .11 .17 .11
Nonrecast .36 .09 .64 .09 .26 .17 .74 .17 .39 .17 .61 .17


Written
Recast .50 .43 .50 .43 .89 .11 .11 .11 .89 .02 .11 .02
Nonrecast .26 .23 .74 .23 .36 .19 .64 .19 .45 .23 .55 .23
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In their written narratives, the recast group and the nonrecast group
displayed different degrees of tense consistency on the pretest, with the
recast group showing less consistency than the nonrecast group (recast
group, .00; nonrecast group, .48) (see Table 5). On the posttest and the
delayed posttest, however, the recast group showed a far greater degree
of consistency in their written narratives than the nonrecast group
(recast group, .78 and .78; nonrecast group, .28 and .10). Thus, judging
from comparisons of the mean proportion scores for both groups,
recasts appear on the whole to have had a positive impact on the subjects
in the recast group, who seemed to have developed a much better
control over tense consistency than their counterparts in the nonrecast
group.


A Within-Learner View on Changes in
Tense Consistency Over Time


The quantitative view presented so far gives an overall summary of the
changes in tense consistency, but it offers little insight into how the
recasts worked and how they contributed to the subjects’ development of
tense consistency. In this section I explore these issues through an
analysis of some of the data for Jee-Young, from the recast group, and
Blanka, from the contrast group.


Recast Group: Jee-Young


Jee-Young is typical of the recast group subjects in her length of
residence in the United States. In terms of tense use, she seemed to have
the lowest starting point among the group members: Whereas other
members of her group exhibited almost symmetric use of tenses on the
pretest, she showed a strong preference for present tense over past tense.


TABLE 5


Mean Proportion Disparity Scores on Pretest, Posttest, and Delayed Posttest


Group Pretest Posttest Delayed posttest


Oral
Recast .28 .73 .66
Nonrecast .28 .48 .22


Written
Recast .00 .78 .78
Nonrecast .48 .28 .10
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Although she missed one instruction session because of illness (the only
member of her group to do so), from the pretest to the delayed posttest
she showed a remarkable growth in her ability to use tenses appropri-
ately and consistently (see Table 6).


On the pretest, Jee-Young showed some inappropriate variation in
tense use in both versions of the first narrative, even though the
variations were not completely random:


(written) Two years ago, Leon and Mary got divorced. But her exhusband had
a bad credit history. So now Mary cannot use her credit card. One day her
roommate Ellen pick up a surprising letter which is from credit card
company. They send a new credit card with a $50,000 limit. But, to be sad, it
is for her two year old son. They conclude that there is a man’s world. That’s
why Ellen’s son get a credit card. When I read this story I think all women is
discriminated against by man’s real world.


(oral) Two years ago, em . . . Leon and Mary got married, got divorced, for
her ex-husband has a big credit history, so now Mary cannot use her credit
card. But one day her roommate Ellen pick up the a surprising letter which is
from credit card company. They get a credit card with 50,000 dollars limit. Eh
. . . surprisingly. But to be sad it is for her two years old son. Eh . . . so they
thought about it shows there is a man’s real world. So they thought women is
discriminated against by man’s world. That’s all.


The following data come from the fourth instructional session:


TABLE 6


Proportions of Past and Present Tense in Jee-Young’s Narratives


Oral Written


Past Present Past Present


Session n % n % Total n n % n % Total n


Pretest 4 29 10 71 14 2 14 12 86 14
Instruction


1 6 60 4 40 10 3 33 6 67 9
2 13 72 5 28 18 9 64 5 36 14
3 24 86 4 14 28 5 50 5 50 10
4 12 67 6 33 18 1 10 9 90 10
5 17 94 1 6 18 8 89 1 11 9
6 20 91 2 9 22 13 93 1 7 14
7 [absent]
8 13 72 5 28 18 9 90 1 10 10


Posttest 12 86 2 14 14 9 90 1 10 10
Delayed
posttest 24 83 5 17 29 12 92 1 8 13







THE IMPACT OF RECASTS ON TENSE CONSISTENCY 561


(written) Phil and Val is in the park and Phil is complaining about Val’s
attitude toward their dating. Val has two daughters and has to earn money for
living because she was divorced two years ago. But Phil expects that she
concentrates on only him. But Val has many things to think such as her
career, her family and even her hair. Even though she is a middle-aged lady,
she has some gray hairs.


(oral) Phil and Val was strolling in the park for their dating. But he complains
about her attitude towards Val’s attitude [he complained about her attitude
towards what he was saying] he complained about her attitude towards what he was
saying. Phil understand, Phil understand, em? Phil understood her circum-
stances but he expected she concentrating concentrated to him during the
date [he expected her to be a little more concentrated on him during the
date] during the date. So Val made an excuse because she has two daughters
[she had two daughters] she had two daughters. She had make money for their
living [she had to make money] she had to take care of all the things around
her. He she couldn’t pay attention to Phil [she couldn’t pay any attention to
Phil] any attention to Phil. So Phil doesn’t didn’t care about her hair but she
mentioned about her hair even though she is a middle-aged lady she has gray
hair [even though she was a middle-aged woman, she had gray hair].


In producing the oral narrative above, Jee-Young received six recasts,
four of which targeted her incorrect use of tense. Her uptake suggests
that her attention was indeed drawn, albeit to a varying extent, to the
discrepancies between her own output and the input provided by the
recasts. By this session, the fourth of seven, Jee Young had started to
make an effort to control tense consistency, as demonstrated by her
repeated self-corrective attempts (e.g., “Phil understand, Phil under-
stand, em? Phil understood her circumstances . . . .”).


In her written narrative, Jee-Young was more able to maintain tense
consistency than in the oral narrative. This intermodal difference
suggests that the pressure imposed by the online communication makes
oral production much harder than written production (cf. VanPatten &
Sanz, 1995). By extension, tense consistency is much harder to achieve in
oral production than in written production.7


Jee-Young’s data from the fifth instructional session show her develop-
ing control.


(written) One day, Val was going to her neighbor, Ferguson for bring some
food. Phil was going to the policestation. They met by chance in front of


7 An anonymous reviewer suggested an alternative explanation: Jee-Young may have been
able to maintain tense consistency in the written narrative by using only the present tense (i.e.,
by avoiding past tense), and her venturing into past tense use in the oral narrative (i.e., taking
risks) resulted in greater tense inconsistency. Investigating this insight would require eliciting
introspective data from the subject.
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Ferguson’s house. As soon as Phil and Ferguson met each other, Ferguson
yelled at him and he yelled at her. Val was so nervous. But they’ve already
know each other as a relatives. Furthermore, Ferguson was watching their
dating before the past.


(oral) One day Val was was coming back from police station, no, Phil was
coming back the police station [from the police station] from the police station,
and Val was going to the close neighborhood’s house. [You mean Val was
going to her neighbor’s house] Yeah, [or Val was going to visit her neighbor]
Val was going to visit her neighborhood neighborhouse [neighbor’s house] neighbor’s
house. At that moment Val and Phil met by chance in front of the Ferguson’s
house. Val was Val would like to introduce him to neighborhood Ferguson [to
the neighbor] to the neighbor, Mrs. Ferguson, but as soon as they met each
other, they yelled at each other, so Val was so nervous but a few minutes later
Phil and Ferguson hugged [they hugged each other] they hugged each other and
because eh Val realized that they know they had known? [Val realized they
had known each other] had known each other as relatives. So he would like to say
about their dating, but he Ferguson was observing their dating already.


By the fifth session, Jee-Young was achieving a high degree of tense
consistency (oral narrative: present tense, 6%; past tense, 94%; written
narrative: 11% and 89%, respectively). She showed almost no random
switching between past tense and present tense. When producing the
oral narrative, she received seven recasts, but none concerned her use of
tense. On one occasion, she hesitated between the past tense and the
present tense and, with a rising intonation, signaled a need for help.
Once the feedback was provided, she was able to uptake it (e.g., “because
eh Val realized that they know they had known? [Val realized they had
known each other] had known each other as relatives.”).


Both of Jee-Young’s written narratives from Sessions 4 and 5 mani-
fested tense consistency, but in one she used the present as the main
temporal frame whereas in the other she used the past. This difference
would seem to suggest that, even though Jee-Young did not receive any
recasts on her written narratives, the instruction she received on her oral
narratives triggered a general awareness on her part that past tense was
more appropriate for narrating a story. A close scrutiny of Jee-Young’s
use of past and present tenses in her written narratives confirms this
impression; the recasts also seem to have promoted her control over
tense consistency in her written production. Her performance from the
fifth session on showed a consistent tendency to use past tense as the
main temporal reference (see Figure 1).


On the posttest, Jee-Young’s oral and written narratives were domi-
nated by past tense:


(written) Joan and Val decided to take a trip even though they didn’t choose
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where to go. They’ve got full of Gas and a road map. They were thinking
about the place they would go in their house’s garage. Val’s daughters were
watching them. At last they departed their trip with a delight. They regreted
that they’d better take a trip sooner. At the same time, Joan found something
wrong.


(oral) Joan and Val eh . . . decided to take a trip. They didn’t know they didn’t
choose where to go. They were talking about the place where to go in their
garage. At the at the same time Holy and Alex were watching watching them.
At last they depart departed the trip. At last they departed the trip with the
delightful delightfulness. Em . . . they regretted that em . . . they had better
take a trip somewhere. At that time Joanne found something wrong. Val
pretend that she didn’t she didn’t hear that.


The narratives show a high degree of consistency, in spite of occasional
slips. (This trend was upheld on the delayed posttest, as Figure 1 shows.)
The oral version shows evidence of self-monitoring through self-correction
(e.g., “At last they depart departed the trip.”). However, in comparison
with the oral narratives from instruction sessions 4 and 5, on the posttest
Je-Young made fewer self-corrective attempts, which seems to be yet


FIGURE 1


Proportions of Past and Present Tense Marking in Jee-Young’s Written Narratives


Note. IS = instruction session.
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another indication that her control over tense consistency improved over
time.


Contrast Group: Blanka


Blanka, one of the four subjects in the nonrecast group, missed one
instruction session, as Jee-Young did. Of all the nonrecast group mem-
bers, she had been in the United States the longest (24 months). Her
pretest data follow:


(written) Mary and Ellen were friends for a long time. When one of them had
a problem they discussed it. One day Mary visited Ellen. She was angry. She
has been divorced with her husband Leon for two years, but her credit
doesn’t still works, because her Ellen is more optimistic. She saw a letter and
so she thought they sent her one. They continued with reading. That’s
impossible. They sent credit card to her son Max. He is small kid—two years
old. Ellen is surprise and Mary can’t believe too. Just Mary’s mother Ann is
more skeptic.


(oral) Mary and Ellen were for a long time friends. When some . . . eh . . .
someone of them had a problem, they discussing it . . . eh . . . together, and
on Monday one day Mary called Ellen. Eh . . . she was very angry, because she
thought her me and my husband . . . eh . . . we have been divorced for a long
time, but credit doesn’t still work, how does that possible? Eh . . . but her
friend . . . eh . . . Ellen she see some letter in her hands, so she say maybe this
is this credit. Eh . . . Mary starting read this letter, eh . . . and she surprised. Eh
. . . her friend Ellen . . . eh continues . . . eh . . . she surprised not to what
happened? Her, her son Max got a credit card with a limit $50,000 dollars. Eh
. . . only one person who is getting it’s her mother. She is smiling. She said that
it’s man’s world.


Blanka’s oral and written narratives both show a tendency toward
random use of the past and present tenses. In the absence of corrective
feedback, the random variations persisted, as shown by the data from the
fourth instructional session:


(written) Phil and Val—both have been divorced for a long time. Now they
have each other. They have a partner. But the difference is Val has two kids
and Phil is still alone. Phil invited Val for a nice walk in park almost two weeks.
But she didn’t have a time. Yesterday she promised to come. Phil is now
wondering. He said her a nice words b out his love to her but she all the time
watches her watch. He ask Val if she listens to him. She tells him true, she
worries about her daughters. Phil wants to explain, that he wasn’t with her
love a couple of weeks. She said she’s a single working parent. She can’t take
care of everything. Phil is sad. Now maybe he’s thinking, The best way would
be for him to have a single person too.
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(oral) Phil was has been divorced for a lot of years, so like Val. Now both of
them found a partner somebody who likes. Em . . . but Phil was a single man
without children and Val was a mother she had two daughter so she doesn’t
has any free time and Phil invited Val a lot of time for a meeting but all the
time Val she said “I don’t have time I don’t have time.” So yesterday Val
promised to Phil to come to the meeting they will make a nice walk in the
park. So now they are not walking. Phil says Val some nice words about love
about something like that. Val she doesn’t listen to him she doesn’t pay
attention. All the time she is looking at her watch, though Phil doesn’t
understand and she ask her what is going on and Val explained him her
situation she is a working parent. She has a daughter eh . . . she has to keep
attention to her to her house she spent a lot of time in the work and so Phil
is surprised when she promised him to spend with her one day she has the
time for him. At the end she says him that she is not careful about she has to
be careful about her career about her family and she found some gray hair in
her head and he is surprise he has a lot of gray hair. He seems that Val looks
very nice and young and he says he has gray hair too.


Random use of past and present tenses persisted in Blanka’s written
narrative (e.g., “He said her a nice words b out his love to her but she all
the time watches her watch”) and her oral narrative (e.g., “Now both of
them found a partner somebody who likes.”). In contrast to Jee-Young’s
performance, which was initially characterized by fluctuation but stabi-
lized after she had received recasts, Blanka’s use of past and present
tenses continued to fluctuate considerably during the study (see Figures
2 and 3).


Self-Correction as an Indicator of Awareness


Overall, the data provide convincing evidence that the recasts had a
notable impact on the recast group’s oral and written output. Ideally,
however, the recasts would also heighten learners’ awareness. I consid-
ered the intermodal changes observed in Jee-Young’s output to be an
indication of enhanced awareness, but an examination of self-correction
among the subjects provides stronger evidence for awareness because
this behavior suggests that the learner has recognized the gap between
the initial production and the target form.


Although the subjects in both the recast and the contrast groups self-
corrected, the focus of their correction differed (see Table 7). The
nonrecast group made more self-corrective attempts, but, relative to the
recast group, fewer involved tenses and more involved other forms (e.g.,
“One day Val come to house come to home and find er . . . her money
was missing”). The recast group’s much higher frequency of self-
corrections involving tenses (e.g., “And Phil feel felt upset”; “They
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realized they know knew each other”) constitutes compelling evidence
that the recasts had indeed triggered some awareness on the part of the
subjects in this group and, further, led to better control over tense
consistency in their output.


DISCUSSION


This study revealed evidence indicating that recasts helped learners
maintain tense consistency in their L2 narration and heightened their
awareness of tense consistency. The recast group outperformed the
contrast group following a number of instruction sessions with intensive
provision of recasts. Moreover, during instruction, subjects in the recast
group displayed a greater ability to maintain tense consistency when
producing narratives than their counterparts in the nonrecast group did.
Over the period, tense consistency improved systematically in the written


FIGURE 2


Proportions of Past and Present Tense Marking in Blanka’s Written Narratives


Note. IS = instruction session.
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narratives of the subjects in the recast group but not of those in the
nonrecast group. This result indicates that the recasts, which were
consistently provided on the oral output, led to a cross-modal transfer of
awareness (i.e., from oral to written modality). Enhanced awareness on
the part of the subjects in the recast group was also evident from the fact
that the recast group’s self-corrective attempts focused mainly on tenses.


TABLE 7


Self-Corrections by the Recast Group and the Nonrecast Group


Tenses Other forms


Group n % n % Total n


Recast 29 88 4 12 33
Nonrecast 11 28 29 72 40


FIGURE 3


Proportions of Past and Present Tense Marking in Blanka’s Oral Narratives


Note. IS = instruction session.
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Conditions for Effective Functioning of Recasts


Four conditions appear to have affected the outcomes of this small-
scale study: (a) individualized attention, (b) consistent focus, (c) devel-
opmental readiness, and (d) intensity. A discussion of each may be useful
in applying the positive findings from this study in other settings.


First, the study, carried out in a laboratory setting with a small number
of subjects, was akin to a clinic to which students went for symptomatic
treatment. As a result, each subject received individualized attention
from the researcher.


Second, the instruction had a consistent focus on one aspect of L2
use—namely, tense consistency. This focus may have facilitated the
learners’ awareness of the intent of the pedagogical instruction and may
have in turn propelled them to align their output with the target as
signaled by the researcher (cf. Doughty & Varela, 1998; Muranoi, 2000).
I note in passing that although some non-tense-related forms were
recast, these recasts were random (as opposed to systematic).


The linguistic feature targeted by the instruction was one of which the
subjects had knowledge and one that they were in the process of
developing an ability to use properly in real operating conditions. The
role of the recasts, then, was not to teach a new form but to heighten the
subjects’ awareness of what counted as appropriate use on that particular
task (i.e., narration). In other words, the learners were developmentally
ready to benefit from the negative and positive evidence provided by the
recasts (cf. Oliver, 1995).


The last condition is the intensity of the instruction. The study
contained eight instruction sessions conducted over a period of 4 weeks,
in which recasts were the only vehicle of instruction. The intensive,
extended instruction may have forced the change in behavior and
subsequent retention of that change. Intensity is related to frequency,
which in turn leads to saliency. Frequency and saliency have also been
identified as important for recasts to be effective (e.g., Doughty & Varela,
1998; Oliver, 1995). I concur with Bohannon and Stanowicz (1988),
however, that the reliability rather than the frequency of recasts is
crucial, reliability in this context being seen as synonymous with consis-
tent focus. Had the recasts been only frequent and not focused, their
reliability may have been reduced, and the recasts probably would not
have led to the degree of uptake seen in the recast group’s output.
Multiple corrections entailing several types of grammatical changes have
been found to be difficult to process, at least by children (Oliver, 1995).


These four factors—individualized attention, consistent focus, devel-
opmental readiness, and intensity—constitute a set of interdependent
conditions under which the recasts proved to be successful. In this study,
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they seem to have compensated well for the intrinsic lack of elaboration
in recasts; essentially, they jointly created salience (i.e., making the target
linguistic feature noticeable), relevance (i.e., making the target linguistic
feature meaningful for immediate incorporation in the L2 output), and
reinforcement (i.e., reinforcing change in awareness and behavior). None
of these conditions would seem easily replicable in real classrooms,
however. This may explain in part why studies of corrective feedback in
real classrooms seldom generate positive findings (cf. Lyster, 1998; Lyster
& Ranta, 1997). In real classrooms, students rarely get much, if any,
individualized attention, and corrective feedback, if provided, is usually
given ad hoc, covering a wide range of interlanguage constructions
(Han, in press; Lyster, 1998; Muranoi, 2000). Moreover, students rarely
receive consistent and persistent feedback on their errors (cf. Han, in
press; Han & Selinker, 1999; Spada & Lightbown, 1999).


CONCLUSION


Despite the positive results obtained and the speculation about factors
affecting success, the study focused on only one feature of L2 use on one
type of task for a small number of learners. The positive outcome
observed cannot be assumed to transfer to other tasks, nor can one
assume that recasts would have an equally positive impact on other
linguistic features. Indeed, at the core of an understanding of the role of
recasts are two questions: Under which conditions and on which aspects
of L2 development would recasts have a positive effect? As for the
question of which aspects of L2 development would benefit from recasts,
L1 research has generated some evidence showing that grammatical
morpheme acquisition is susceptible to the influence of recasts (Farrar,
1990, 1992). Long (1996) summarizes aspects of L2 development that
are theoretically amenable to corrective feedback as the following:
vocabulary, morphology, language-specific syntax, and certain specifiable
L1-L2 contrasts. Given that corrective feedback is mediated by a wide
range of explicit and implicit corrective strategies, with recasts being one
such strategy, further systematic studies are warranted to examine
whether recasts alone are capable of facilitating growth in these various
aspects and, if they are, at what stage of development they would be most
beneficial.


This study has offered some suggestions about the factors affecting the
success of recasts. If individualized attention, consistent focus, develop-
mental readiness, and intensity are indeed what it takes for recasts to
trigger awareness and to ensure change in behavior, still to be explored
are such issues as how much attention should be paid to individual
students, how consistent the focus should be, and how intensive recasts
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should be. Further empirical studies deploying online and off-line data
from multiple sources will be useful to improve use of recasts as a
corrective teaching strategy.
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This article begins by synthesizing findings from observational class-
room research on corrective feedback and then presents an observa-
tional study of patterns of error treatment in an adult ESL classroom.
The study examines the range and types of feedback used by the
teacher and their relationship to learner uptake and immediate repair
of error. The database consists of 10 hours of transcribed interaction,
comprising 1,716 student turns and 1,641 teacher turns, coded in
accordance with the categories identified in Lyster and Ranta’s (1997)
model of corrective discourse. The results reveal a clear preference for
implicit types of reformulative feedback, namely, recasts and transla-
tion, leaving little opportunity for other feedback types that encourage
learner-generated repair. Consequently, rates of learner uptake and
immediate repair of error are low in this classroom. These results are
discussed in relation to the hypothesis that L2 learners may benefit
more from retrieval and production processes than from only hearing
target forms in the input.


Corrective feedback has recently gained prominence in studies of ESL
and other L2 education contexts, as a number of researchers have


looked specifically into its nature and role in L2 teaching and learning
(e.g., Doughty & Varela, 1998; Havranek, 1999; Lyster & Ranta, 1997;
Ohta, 2000; Oliver, 2000). Much of this research has been motivated by
the theoretical claim that, although a great deal of L2 learning takes
place through exposure to comprehensible input, learners may require
negative evidence (i.e., information about ungrammaticality), in the
form of either feedback on error or explicit instruction, when they are
not able to discover through exposure alone how their interlanguage
differs from the L2 (e.g., Bley-Vroman, 1986; Rutherford & Sharwood
Smith, 1985, 1988; White, 1987). If corrective feedback is sufficiently
salient to enable learners to notice the gap between their interlanguage
forms and target language forms (Schmidt & Frota, 1986), the resulting
cognitive comparison may trigger a destabilization and restructuring of
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the target language grammar (Ellis, 1994; Gass, 1997). An additional
effect of corrective feedback may be the enhancement of learners’
metalinguistic awareness (Swain, 1995).


Following the tradition of early descriptive studies of classroom
interaction, observational studies have been undertaken to describe
patterns of error treatment by using increasingly fine-tuned models of
corrective discourse. The present study builds on previous studies by
drawing on one of these models to describe and analyze the error
treatment process in an ESL classroom where the students are adults and
the L2 instruction is within the communicative orientation of language
teaching.


OBSERVATIONAL CLASSROOM STUDIES OF
FEEDBACK AND UPTAKE


The overview of studies presented in this section examines relevant
observational research on corrective feedback and learner uptake during
oral classroom work. In reviewing classroom observational studies, we
look for common patterns of error treatment in different classroom
contexts that involve preferred corrective techniques as well as how
specific types of feedback and error types correlate with learner uptake
and repair. For the purposes of this overview, corrective feedback refers to
“any reaction of the teacher which clearly transforms, disapprovingly
refers to, or demands improvement of the learner utterance” (Chaudron,
1977, p. 31). Uptake refers to different types of student responses
immediately following the feedback, including responses with repair of
the nontarget items as well as utterances still in need of repair (Lyster &
Ranta, 1997).


Based on an early study of classroom interaction in an adult ESL
classroom, Allwright (1975) speculated that research on teacher feed-
back has the potential to provide information about the effectiveness of
the instructional process and, ultimately, knowledge about how language
learning takes place. His analysis included error types as well as teachers’
options in responding to student errors (i.e., ignoring vs. correcting an
error, immediate vs. delayed correction). His observations revealed that
error treatment in the classroom is imprecise, inconsistent, and ambigu-
ous. Similarly, Fanselow (1977), in an analysis of the corrective tech-
niques of 11 teachers in adult ESL classrooms, found that feedback was
confusing to learners in that the latter often received contradictory
signals simultaneously with respect to the content and the form of their
utterances. Among the 16 types of verbal and nonverbal teacher reac-
tions to learner errors, the most common was the teacher’s provision of
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the target language form (i.e., recasts); as a result, opportunities for self-
repair were minimal.


Chaudron (1977) developed a comprehensive model of corrective
discourse, based on the data from his study of immersion classrooms. Its
level of detail gave due credit to the complexity of the phenomenon of
error treatment in a classroom setting. Chaudron’s model was a signifi-
cant step forward in attempting to identify various corrective techniques
as well as a first serious attempt to look into the relationship between
type of error, feedback, and learner repair. He found that the most
common type of feedback used by teachers was reformulation of learner
utterances, accompanied by various features such as emphasis, reduc-
tion, and negation, as well as expansion or unaltered repetition. In
examining the relationship between feedback and immediate learner
repair, Chaudron found a positive effect for repetitions with change (i.e.,
recasts) plus reduction and emphasis, whereas repetitions with change
(i.e., recasts) plus expansion resulted in a low rate of learner repair.


Slimani’s (1992) observational study of classroom interaction was not
designed specifically to investigate error treatment, but its findings are
relevant to the issue of feedback because of its innovative procedure of
asking young adult students to complete recall charts on which they were
to claim language items that they had noticed during ESL lessons.
Classroom observations and audio recordings of the lessons allowed
Slimani to conclude that students failed to claim 36% of the language
items focused on during the lessons and that the majority of these
unnoticed or “lost” items had been focused on as error correction.
However, Slimani found that the instances of error correction that
passed unnoticed had occurred when teachers reformulated learner
utterances implicitly, without any metalanguage or further involvement
from students (i.e., recasts), as illustrated in the following example:


L: . . . I looking for my pen.
T: You are looking for your pen. (Slimani, 1992, p. 212)


In contrast to this, Slimani gave several examples of items that students
claimed as being noticed. Among these were items that had arisen
incidentally during classroom interaction, targeted by more elicitative
types of feedback, as in the following example:


T: OK. Did you like it?
L: Yes, yes, I like it.
T: Yes, I . . .?
L: Yes, I liked it.
T: Yes, I liked it. (Slimani, 1992, p. 208)
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Thus, learners claimed to notice forms that they were pushed to self-
repair more than forms that were implicitly provided by teachers.


In a similar vein, Roberts (1995) conducted a small-scale study with
three adult learners of Japanese. He investigated their ability to identify
instances of teacher feedback in a post hoc viewing of a video recording
of a 50-minute lesson in which they and an unidentified number of other
classmates had participated. One learner was able to identify 46% of the
feedback moves in the 50-minute segment, another identified 37%, and
another only 24%. Recasting was the predominant type of response to
learner errors, constituting 60% of all feedback. Roberts coded many of
the recast moves as partial recasts because they shortened the learner’s
utterance to isolate the error, and the learners were more likely to
identify these as feedback moves although they were still unable to
identify any more than 43% of these partial recasts.


Research on negative evidence in L1 acquisition motivated Doughty’s
(1994) study of corrective feedback with adult learners of French as a
foreign language. In 6 hours of recorded classroom interaction, the
teacher provided corrective feedback after roughly half the students’ ill-
formed utterances, and recasts accounted for about 70% of these
corrective feedback moves. Learners in this study responded with well-
formed repetitions after only 21% of these recasts, a finding that appears
to be at odds with Doughty’s conclusion that the learners in this study
tended to notice the teacher’s feedback.


Lyster and Ranta (1997) analyzed 18.3 hours of teacher-student
interaction in four Grade 4/5 French immersion classrooms during
subject-matter and French language arts lessons. Drawing on categories
from previous models as well as adding new categories derived from the
analysis of teacher-student interaction in these classrooms, the research-
ers developed an analytic model to code error treatment sequences in
terms of corrective feedback types and learner uptake. Specifically, they
identified six types of corrective feedback in the database: explicit
correction, recasts, clarification requests, metalinguistic feedback, elici-
tation, and repetition of error. Two types of uptake (immediate learner
responses) were identified, namely, uptake with repair and uptake with
needs-repair. Furthermore, each type of uptake included additional
possibilities regarding various levels of student responses. The notion of
uptake enabled the researchers to identify different degrees of student
participation in the error treatment sequence and thereby to describe
various patterns of error treatment in teacher-student interaction. Up-
take was not considered to be an instance of learning, although the
authors speculated that certain types of uptake (i.e., those including
learner-generated repair) are likely to benefit the development of target
language accuracy.


The following patterns emerged from the analysis. First, teachers
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provided feedback on 62% of the erroneous utterances. Second, recast-
ing of learner utterances was the most widely used type of feedback.
Next, with respect to the relationship between type of feedback and
learner uptake, recasts were the least successful type, and elicitation
resulted in the highest rate of uptake. In addition, most learner-
generated repair occurred after elicitation and metalinguistic feedback.
Lyster and Ranta (1997) argued that feedback types such as metalinguistic
feedback, elicitation, clarification requests, and repetition of error create
opportunities for negotiation of form by promoting more active learner
involvement in the error treatment process than do feedback types that
reformulate learner errors (i.e., recasts and explicit correction). In a
subsequent study, Lyster (1998a) found that corrective sequences involv-
ing negotiation of form (i.e., feedback types that provide clues for self-
repair rather than correct reformulations) were more likely than recasts
and explicit corrections to lead to immediate repair of lexical and
grammatical errors, whereas recasts were found to be effective in leading
to repair of phonological errors.


Using the same database, Lyster (1998b) analyzed the function and
the distribution of different types of recasts and compared them with the
distribution of teachers’ noncorrective repetitions of well-formed utter-
ances. The analyses revealed the potential for ambiguity of recasts from
the learners’ perspective, because the function and distribution of
recasts following ill-formed utterances paralleled the function and
distribution of noncorrective repetitions following well-formed learner
utterances. Lyster suggested that the corrective purpose of recasts may
not be the primary one, especially when they are accompanied by
approval directed at the content of the ill-formed utterance, and argued
that “recasts have more in common with non-corrective repetition and
topic-continuation moves than with other forms of corrective feedback”
(p. 71). Consequently, recasts, similar to noncorrective repetitions, can
be perceived by learners as positive evidence (information about what is
acceptable in the target language) rather than negative evidence (see
also Long, 1996).


RATIONALE AND RESEARCH QUESTIONS


With respect to general patterns of error treatment, the results of
classroom-based observational research on feedback and uptake re-
viewed in the previous section reveal that


1. Teachers have at their disposal a wide variety of corrective strategies
to focus on learner errors.


2. Choice of feedback type can be dependent on type of error.
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3. Recasts are the most widely used type of feedback in the observed
classrooms.


4. The discourse functions of recasts may lead classroom learners to
confuse recasts with positive feedback moves.


5. Learner repair immediately following feedback can be either repeti-
tion or learner-generated repair, depending on the type of feedback
used.


6. In comparison with other feedback types, recasts do not promote
immediate learner repair, which, in the case of recasts, involves
repetition.


7. Recasts that reduce the learner’s utterance and add stress to empha-
size the corrective modification are more effective at eliciting repeti-
tion of the recast and are more likely to be identified by learners as
corrective feedback.


8. The corrective techniques of clarification request, elicitation,
metalinguistic feedback, and repetition of error correlate more
positively with learner uptake and immediate repair, and, in these
cases, the repair is learner generated.


9. Learners claim to notice forms that they are pushed to self-repair
more than forms that are implicitly provided by teachers.


The findings of observational research on feedback have motivated
the present study. Of particular relevance is Lyster and Ranta’s (1997)
study of corrective feedback and learner uptake and, specifically, their
analytical model of error treatment, which the present study applies to a
different instructional setting. Lyster and Ranta’s model was selected for
the present analysis because (a) it provides a tool for identifying, in
detail, individual teacher styles in the treatment of error during oral
classroom interaction and (b) it facilitates an examination of how
learners react to feedback in a variety of ways.


The primary aim of this study, therefore, is to examine the error
treatment patterns, involving the relationship between feedback types
and how learners respond to them, in an adult ESL classroom. Its
secondary aim is to ascertain whether Lyster and Ranta’s (1997) model
of corrective discourse is applicable in a different instructional context.
Lyster and Ranta’s study was conducted with young learners in French
immersion classrooms with content-based L2 instruction. In contrast, the
present study involves adult learners of English in an L2 classroom where
the instruction targets the L2 within the realm of communicative
language teaching. The study aims primarily to answer the following
research question: Given adult learners in a context of communicative
language teaching, which feedback types lead to the greatest amount of
uptake?
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To answer this question, we first identify the various feedback types
used in this classroom. Further, a comparison of our findings with those
of Lyster and Ranta (1997) will be of theoretical interest in light of our
prediction—namely, because adults are more intentional in their learn-
ing than children are, recasts may be more salient for adult learners than
for children, and thus a higher rate of uptake following recasts is
predicted in the adult classroom. We acknowledge, however, that whether
or not learners repeat a recast may be inconsequential with respect to L2
learning, as suggested by Mackey and Philp’s (1998) study (but see
Swain, 1985, 1993, 1995; Kowal & Swain, 1997, regarding the role of
production in moving learners from semantic processing to syntactic
processing). Uptake consisting of a repetition may not have much to
contribute to L2 development because of its redundancy in an error
treatment sequence in which the teacher both initiates and completes
the repair within a single move. Yet uptake involving learner-generated
repair may indeed contribute to language development, as suggested by
Nobuyoshi and Ellis (1993), who found that the learners who responded
with self-completed repair following clarification requests improved
more than the learner who did not modify his output following the
feedback. We return in the conclusion to the issue of retrieval processes
and of which process is more likely to trigger a destabilization of
interlanguage forms: (a) retrieval from external input and use of
receptive skills to reanalyze linguistic representations or (b) retrieval via
internal processes resulting in reanalysis and the production of modified
output.


METHOD


Participants


The study was conducted over a period of 4 weeks in an adult
educational centre ESL classroom in a Montreal school board in
Quebec, Canada. The observations took place in a class of 25 students,
whose ages ranged from 17 to 55 years. Twenty of the students were of
Haitian background. Haitian Creole was their L1, but they also spoke
French, which is the language of instruction in Haiti. Two students were
from Quebec, one was from Guinea Conakry, one from Portugal, and
one from the Dominican Republic. Therefore, this classroom was unlike
many ESL classrooms in other North American contexts and elsewhere,
and was instead more similar to EFL contexts, because so many of the
students shared a common language other than English (i.e., French).
All participants had completed at least presecondary schooling but
varied in the extent to which they had completed their secondary
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schooling. The students had been placed in this Level 2 ESL course
based on results obtained on tests in math, French, and English.


Although Level 2 is an early intermediate level, the teacher consid-
ered the proficiency of the students in this group to be at a beginning
level because of their problems in comprehension and their limited oral
and written production abilities with respect to vocabulary and sentence
structure. The use of French was widespread in this classroom when
comprehension problems arose and when students were assigned pair
and group work.


The teacher was a female French/English bilingual with 13 years’
experience in teaching ESL to adults. She was chosen on the basis of her
professional interest and willingness to participate in the study. She was
informed that the study would examine aspects of classroom interaction
but not that the specific focus was on corrective feedback.


Instructional Context


The aim of adult educational centres is to enable students to complete
their high school studies and possibly pursue studies in higher educa-
tional institutions, such as vocational colleges or universities. The ESL
program for adults consists of seven levels, and the successful completion
of Levels 1–4 represents the minimum requirement for obtaining a high
school diploma. The Level 2 course in the present study consisted of 90
hours distributed over a 9-week period; the 10 hours per week usually
involved one 2-hour class per day.


The goal of the ESL program is for students to achieve a fair degree of
communicative competence in English. The instructional approach of
the program is within the communicative orientation of language
teaching, with a strong emphasis on vocabulary development, speaking
and listening comprehension, and, to a lesser degree, writing and
reading. Focus on language form is brief and is discretely presented in
the program materials as additional information for the students to
consult at home or discuss with the teacher. Thus, activities that focus on
linguistic form are minimal, and the evaluation of the students, which
includes speaking, listening, reading, and writing measures, does not
focus on accuracy of learner language. This means that teachers have to
rely on personal choices as to whether and when to focus on formal
features of the language, including provision of corrective feedback.


The observed classroom was particularly dynamic in that the teacher
focused to a considerable extent on oral interactive activities and
listening comprehension and to a lesser extent on written activities. Oral
activities were conducted in such a way as to create a lively classroom
atmosphere where, according to results obtained by using Part A of
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Spada and Fröhlich’s (1995) Communicative Orientation to Language
Teaching (COLT) coding scheme, the students and teacher were in-
volved in oral exchanges 90% of the time. The most frequent oral
activities were (a) role plays presented by pairs of students (e.g., eating at
a restaurant, making travel arrangements) and (b) reading and listening
comprehension activities (usually in the form of question-and-answer
exchanges after reading a text or listening to a recorded conversation).
Writing activities were usually brief and involved (a) filling in blanks in
dialogues while listening to audio recordings, (b) short grammar exer-
cises, and (c) occasional dictations. Students often completed these
written tasks in pairs or in small groups.


Procedure


During observations of 18 hours of classroom interaction during
Weeks 6–9 of the 9-week course, the first author, in addition to using
COLT Part A, wrote field notes to capture specific contextual and
paralinguistic features, such as gestures and the teacher’s writing on the
board. She also produced audio recordings for subsequent analysis by
using two microphones that were placed on the walls of the classroom in
such a way as to capture both the teacher’s and the students’ utterances:
One was positioned close to the front of the classroom, and the other was
placed at the back.


Of the 18 hours of recorded interaction, 10 hours, which constitute
the present study’s database, were transcribed by the first author. These
10 hours consist of one 2-hour lesson from Week 6, three 2-hour lessons
from Week 7, and one 2-hour lesson from Week 8. The database does not
contain any lessons devoted only to grammar; rather, as anticipated, the
teacher’s focus on formal properties of the language was incorporated in
the thematic structure of the lessons (some of the lesson topics were
“Eating Out,” “Going Shopping,” and “Travel”).


The categories used to code the data in the present study were
adapted from the error treatment sequence delineated in Lyster and
Ranta’s (1997) model. The main unit of analysis was the error treatment
sequence, which contains teacher and student turns in the following
order:
• learner error
• teacher feedback
• learner uptake, with either repair of the error or needs-repair
This order reflects what usually happens when a teacher responds to an
utterance containing an error and when the student attempts to respond
to the teacher’s feedback move. In other cases, teacher-initiated or
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student-initiated topic continuation may follow learner error, teacher
feedback, uptake with repair, or uptake with needs-repair.


All student utterances were included in the analysis. We did not
exclude incomplete or brief utterances because we felt that they were
important in analyzing learner language at this beginning stage of the
students’ L2 development.


All student utterances with errors were counted. Errors were coded as
phonological, grammatical, or lexical. Even though the types of errors
were isolated in the coding stage of the analysis, they were not the main
subject of interest in this study; they were coded in order to trace general
tendencies in the teacher’s corrective patterns. Student utterances in the
L1 were also included in the analysis in order to compare the teacher’s
responses to L1 use with her usual response to errors in the L2. Individual
student turns that contained both French and English lexical items were
considered nontargetlike and were included in the analysis as well.


The first author coded the data in accordance with the categories in
Lyster and Ranta’s (1997) model of error treatment, making minor
modifications (discussed in the next section). The second author coded
a randomly selected subsample of 16% of the feedback sequences, and a
test of interrater reliability yielded a .86 level of agreement.


Analysis


Feedback Types


The teacher used seven types of corrective feedback: recast, transla-
tion, clarification request, metalinguistic feedback, elicitation, explicit
correction, and repetition.


A recast (see Example 1) is an implicit corrective feedback move that
reformulates or expands an ill-formed or incomplete utterance in an
unobtrusive way, similar to the type of recasts provided by primary
caregivers in child L1 acquisition (Long, 1996).1


1. S: Dangerous? (phonological error: /dange’rus/)
T: Yeah, good. Dangerous. (recast) You remember? Safe and


dangerous. If you walk in the streets, you . . .


Translation can be seen as a feedback move when it follows a student’s
unsolicited uses of the L1. Lyster and Ranta (1997) found very few of
these moves in their database and so coded translations as recasts—due


1 In the extracts, T = teacher, S = student; SmS = the same student, and DifS = a different
student from the previous student turn.
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to their similar function of reformulating nontarget learner utterances.
There is nevertheless a relevant difference between a recast (a response
to an ill-formed utterance in the L2) and a translation (a response to a
well-formed utterance in the L1). Because of the high number of such
translations occurring in the present database, we coded these as a
separate feedback category, an example of which follows:


2. T: All right, now, which place is near the water?
S: Non, j’ai pas fini. (L1)
T: You haven’t finished? Okay, Bernard, have you finished?


(translation)


The purpose of a clarification request is to elicit reformulation or
repetition from the student with respect to the form of the student’s ill-
formed utterance. Often this type of feedback seeks clarification of the
meaning as well. In the database, clarification requests were used when
there were problems in the form that, as a result of the students’ low
proficiency level, also affected the comprehensibility of the utterance.
Such is the case in Example 3, in which the student utterance is ill-
formed to an extent that the teacher is not sure what the student means.


3. S: I want practice today, today. (grammatical error)
T: I’m sorry? (clarification request)


Although phrases such as I’m sorry and I don’t understand are typical of
clarification requests, another type occurred in the data, illustrated in
Example 4. Interestingly, this type of clarification request clearly seeks to
elicit self-repair from the student as the teacher responds literally to what
the student has said. Here, there is no comprehension problem. The
teacher seems to be aware of what the student wants to say and focuses
him on the error without giving him the correct response but, via a
clarification request, uses a clue that directs the student to the nature of
the error, in this case temporal reference.


4. T: Okay. This is the name of your city in Haiti where you grew up.
Yes?


S: Yeah, my city . . .
T: Yeah, okay.
SmS: . . . where I live. (grammatical error)
T: Now? (clarification request)
SmS: Yeah . . . where I was living. (repair)


According to Lyster and Ranta (1997), metalinguistic feedback (see
Example 5) refers to “either comments, information, or questions
related to the well-formedness of the student utterance, without explic-
itly providing the correct answer” (p. 46).
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5. S: Nouvelle Ecosse . . . (L1)
T: Oh, but that’s in French. (metalinguistic feedback)


Similar to the purpose of clarification requests and metalinguistic
feedback, elicitation is a corrective technique that prompts the learner to
self-correct. Lyster and Ranta (1997) identified three ways of eliciting the
correct form from the students: (a) when the teacher pauses and lets the
student complete the utterance, (b) when the teacher asks an open
question, and (c) when the teacher requests a reformulation of the ill-
formed utterance. Example 6 shows an instance of (a), in which the
teacher elicits self-repair by pausing, expecting the student to provide
the right lexical item.


6. S: New Ecosse. (L1)
T: New Ecosse. I like that. I’m sure they’d love that. Nova . . .?


(elicitation)
SmS: Nova Scotia. (repair)


Example 7 represents the elicitation technique described in (b), which
results in peer repair.


7. T: In a fast food restaurant, how much do you tip?
S: No money. (lexical error)
T: What’s the word? (elicitation)
SmS: Five . . . four . . . (needs repair)
T: What’s the word . . . in a fast food restaurant? (elicitation)
DifS: Nothing (repair)
T: Nothing, yeah. Okay, what tip should you leave for the follow-


ing . . . . (topic continuation)


Explicit correction provides explicit signals to the student that there is an
error in the previous utterance, as shown in Example 8. Unlike recasts
and translation, explicit correction involves a clear indication to the
student that an utterance was ill-formed and also provides the correct
form.


8. S: The day . . . tomorrow. (lexical error)
T: Yes. No, the day before yesterday. (explicit correction)


In a repetition, the teacher repeats the ill-formed part of the student’s
utterance, usually with a change in intonation, as shown in Example 9.


9. T:  . . . Here, when you do a paragraph, you start here, well, let’s
see, anyway, you write . . . . write, write, write (pretends to be
writing on the board), remember this is . . . What is this called?


S: Comma. (lexical error)
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T: Comma? (repetition)
DifS: Period. (repair)


Learner Responses to Feedback: Uptake and Repair


In Lyster and Ranta’s (1997) model, uptake in the error-feedback
sequence refers to “a student utterance that immediately follows the
teacher’s feedback and that constitutes a reaction in some way to the
teacher’s intention to draw attention to some aspect of the student’s
initial utterance” (p. 49). Uptake does not occur when either (a)
feedback is followed by teacher-initiated topic continuation, thus deny-
ing the students an opportunity to respond to feedback; or (b) feedback
is followed by student-initiated topic continuation, that is, feedback fails
to be verbally acknowledged and perhaps noticed, if noticing is mea-
sured by the presence of student response.


When feedback results in student uptake, the latter includes two
possibilities that are represented by the categories of repair and needs-
repair. According to Lyster and Ranta (1997), repair refers to “the
correct reformulation of an error as uttered in a single turn and not to
the sequence of turns resulting in the correct reformulation; nor does it
refer to self-initiated repair” (p. 49). Repair can occur in the following
forms: self-repair or peer repair of error, and repetition or incorporation
of feedback.


Self-repair (shown in Example 9) occurs when teacher feedback, which
does not include the correct form, prompts the student who committed
the error to self-correct, whereas peer repair (shown in Example 10) is
provided by a student different from the one who initially made the
error.


10. S: C’est ça. Très chaud. (L1)
T: It’s very . . .? (elicitation)
Sms: Hot. (self-repair)


11. S: I don’t understand wine [win]. (phonological error)
T: I’m sorry . . .? (clarification request)
SmS: Wine [win] (needs-repair/same error)
DifS: Wine [wain] (peer repair)
T: Wine? Red wine, white wine . . . (topic continuation)


Self- and peer repair follow elicitative types of corrective feedback such
as repetition, clarification requests, metalinguistic feedback, and
elicitation. Repetition and incorporation usually follow recasts, explicit cor-
rection, or translation, because these feedback types include the target
form, which can be repeated or incorporated in a longer utterance, as
shown respectively in Examples 12 and 13.
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12. S: Yes, I have to . . . to find the answer on . . . on the book also?
(grammatical error)


T: In the book, yes. Both . . . in the book. (recast)
SmS: In the book. (repair/repetition)


13. T: Okay, it’s good. You wanna tell us one?
S: Eh . . . :Kaii convention. (phonological error—stress)
T: What kind of convention? (recast)
SmS: Kaii convention . . . eh . . . some people . . . (repair/


incorporation)


The category of needs-repair refers to a situation in which the student
has responded to the teacher’s feedback move in some way but the
uptake has not resulted in repair. Lyster and Ranta (1997) identified six
subcategories as needs-repair: acknowledgment, same error, different
error, off-target, hesitation, and partial repair.


RESULTS


The database is composed of a total of 1,716 student turns and 1,641
teacher turns. Of the student turns, 857 (50%) were ill-formed, were
incomplete, or contained unsolicited use of the L1 (including turns
coded as needs-repair). Of the teacher turns, 412 (25%) included
corrective feedback. This means that almost half (48%) of the student
turns with error or use of L1 received corrective feedback.


Of the seven types of feedback, recasting and translation of learner
errors were used the most frequently, and recasts occurred in more than
half of the feedback turns (see Table 1). Recasts and translation together
accounted for 77% of the feedback moves in the database, thus leaving
little opportunity for use of other corrective techniques (clarification
request, 11%; metalinguistic feedback, 5%; elicitation, 4%; explicit
correction, 2%; repetition, 1%).


Learner uptake followed 192 (47%) of 412 feedback moves. Only 65
of these uptake moves included learner repair, meaning that learner
repair followed 16% of the feedback moves and that only 8% of the
students’ 857 errors were repaired after teacher feedback.


The relationship between type of corrective feedback and learner
uptake and repair is presented in Table 2. The highest rates of learner
uptake (100%) occurred with clarification requests, elicitation, and
repetition. Metalinguistic feedback was the next prominent indicator of
learner uptake; 71% of the feedback moves with metalinguistic feedback
resulted in learner uptake. When the teacher recast or explicitly cor-
rected an error by providing the target form, uptake was lower, at 40%
and 33% of the total number of these feedback types, respectively. The
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lowest rate of uptake occurred when the teacher translated learner L1
utterances (21%).


With respect to learner repair, rates of repair following recasts,
translation, and explicit correction were the lowest, at 13%, 4%, and 0%,
respectively. As for the less frequently used types of feedback, teacher
turns with repetition and elicitation resulted in the highest rate of
learner repair (83% and 73%, respectively), followed by feedback moves
with metalinguistic feedback (29%) and clarification requests (23%).
However, one needs to view these results with caution because of the low
number of these feedback types and the consequent low number of
uptake moves, which make the comparison of percentage distributions
of uptake disproportionate to actual occurrences.


To summarize, the teacher provided corrective feedback following
48% of the student turns with error or use of L1. Of all the feedback
types, recast and translation were the predominant corrective techniques
in relation to the other types of feedback; they accounted for 77% of the
total number of teacher feedback turns, recasts being the most widely
used type of feedback. Slightly less than half of the total number of
teacher feedback moves (47%) resulted in student uptake, and only


TABLE 1


Distribution of Corrective Feedback Moves (N = 412)


Feedback type n %


Recast 226 55
Translation 91 22
Clarification request 44 11
Metalinguistic feedback 21 5
Elicitation 15 4
Explicit correction 9 2
Repetition 6 1


TABLE 2


Uptake and Repair Moves Following Different Types of Feedback


Uptake moves Repair moves


Feedback type n % of feedback type n % of feedback type


Recast (n = 226) 90 40 29 13
Translation (n = 91) 19 21 4 4
Clarification requests (n = 44) 44 100 10 23
Metalinguistic feedback (n = 21) 15 71 6 29
Elicitation (n = 15) 15 100 11 73
Explicit correction (n = 9) 3 33 0 —
Repetition (n = 6) 6 100 5 83
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about one third of the uptake moves included repair. In effect, repair of
learner error followed only 16% of the total number of feedback turns.


DISCUSSION


The present study aimed to examine the patterns of error treatment
in an adult ESL classroom. In particular, the analysis centered, first, on
the frequency distribution of the different feedback types used by the
teacher and, second, on the relationship between feedback types and
learner responses to feedback.


Identification of seven different feedback types and a subsequent
analysis of their frequency distribution showed that recasts were the most
frequently used type of feedback, accounting for 55% of all feedback
moves. This finding parallels findings obtained in other observational
studies with child and adult language learners (Doughty, 1994; Fanselow,
1977; Lyster & Ranta, 1997; Roberts, 1995). The second most frequent
feedback type was translation, accounting for 22% of all feedback moves.
Somewhat surprising was the limited use of the other feedback types,
which accounted for the remaining 23% of all feedback moves. This
means that the teacher strongly preferred to use reformulative tech-
niques, such as recasts and translation, rather than feedback types that
prompt students to self-repair.


With respect to recasts, the students’ low proficiency level may not
have allowed the teacher to use other feedback types that invite greater
student participation in negotiating form. That is, the students’ limited
linguistic resources, as evidenced by the great number of incomplete or
brief utterances, may have predisposed the teacher to focus on means of
providing linguistic input via reformulations. Thus, the teacher may have
viewed recasts as a suitable strategy for providing exemplars of the target
language. Evidence that proficiency level may affect teachers’ choice of
feedback and opportunities for uptake can be found in Lyster and
Ranta’s (1997) study. They reported that the teacher of the most
advanced class tended to recast learner errors to a lesser degree than the
other three teachers did. This class was also reported as having the
highest rates of uptake and repair.


Further analysis of the data led to some insight into the relationship
between individual readiness and the ability to notice recasts. At the end
of the class in the first observation session, a student asked the teacher
why she did not correct his errors. The teacher responded that she had
to attend to the errors of the other students, too. As it turned out, this
student was more vocal than most of the students in the class, possibly
due to his higher proficiency level. An analysis of the student’s responses
to feedback revealed that his responses accounted for 19% of the total
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student uptake and for 31% of the total number of turns with repair.
Interestingly, with respect to uptake following recasts, this student also
provided as much as 53% of the total number of turns with repair
following recasts. This means that the overall class response to recasts was
even lower, which in turn suggests that recasts may be noticeable as
negative evidence by more proficient learners (less proficient learners
may nonetheless benefit from the positive evidence that recasts are able
to provide). At least three other studies have suggested that recasts may
allow more advanced learners to infer negative evidence but may pass
unnoticed by less advanced learners (Lin & Hedgcock, 1996; Mackey &
Philp, 1998; Netten, 1991).


With respect to translation as a corrective technique, the provision of
target language exemplars via translation equivalents may have again
been necessitated by the low proficiency level of the students. Further,
the fact that the teacher responded to a well-formed utterance in the
learners’ L1 with translation gives it a status that is different from that of
other feedback types, which may in turn explain why translation resulted
in the lowest rate of uptake and repair (21% and 4%, respectively). The
students may not have viewed translation as a corrective move in the
same way they perceived other feedback types, as signaled by the higher
rates of uptake and repair following these moves. The teacher’s use of
translation seems to have aimed not so much at provoking a response
from the students but rather at providing additional language input to
the students, given their low proficiency level. Similarly, Lyster (1998a)
reported that teachers in his study showed “high tolerance for uses of L1
and low expectation that they should be repaired” (p. 205) and attrib-
uted this finding to three of the four classes being in only their first year
of an immersion program.


In the present study, slightly less than half of the feedback turns
resulted in learner uptake, and repair followed only 16% of them. In
light of the fact that the teacher devoted one quarter of her turns to
providing corrective feedback, the low level of student uptake is some-
what surprising. However, this finding simply parallels the finding that
recasts and translation were used extensively and that these two feedback
types tend to yield low rates of uptake and repair. As in Lyster and
Ranta’s (1997) study, we found higher rates of uptake for repetition of
error, clarification requests, elicitation, and metalinguistic feedback. In
the case of explicit correction, although it was rarely used (n = 9), it is
noteworthy that this type of feedback resulted in uptake on only three
occasions, none of which involved repair. One may wonder about the
role of feedback that never leads to learner repair; however, in Lyster and
Ranta’s database, explicit correction was more successful at leading to
repair than in the present database.


With respect to immediate repair of error, the results point decisively
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in favour of elicitation and repetition of error (with emphasis). Although
these types of feedback occurred infrequently in the database, they
invited the highest rate of student repair. As for feedback turns with
clarification requests, even though uptake was high at 100%, learner
repair occurred in less than one quarter of the students’ responses to
clarification requests, comparable to the rate of repair in the learner
responses following metalinguistic feedback.


CONCLUSION


The instructional settings observed in Lyster and Ranta’s (1997) study
and in the present study are similar in one important respect: Students in
both settings were characterized by a certain degree of linguistic homo-
geneity in that, for the most part, they shared a common language other
than the target language (i.e., English in the immersion context and
French in the ESL context). At the same time, the settings differ in three
important ways: (a) the age of the students (children vs. adults), (b) the
instructional context and language of instruction (content-based instruc-
tion in a French immersion context vs. communicative ESL instruction),
and (c) the level of proficiency (intermediate-level proficiency in the
immersion classrooms vs. beginning-level proficiency in the ESL class-
room). In spite of these differences, Lyster and Ranta’s model and its
coding categories proved to be applicable in the present study, with only
minor revisions: namely, the addition of translation as a separate
feedback category and the inclusion of a type of clarification request that
focused on the literal, unintended meaning of learner utterances.
Results obtained by applying the model and its coding categories in
these two different instructional contexts revealed both similarities and
differences in patterns of error treatment.


The preferred type of feedback was recasting of student errors,
accounting for slightly more than half of the feedback turns in both
studies. However, the present study included a specific category for
translation. (Lyster & Ranta, 1997, coded translations as recasts.) To-
gether, recasts and translation accounted for more than three quarters of
all feedback moves in the present study. Consequently, feedback tech-
niques other than recasts and translation were used only minimally in
the adult ESL classroom.


Overall rates of uptake and repair in the ESL classroom proved to be
lower than in the immersion classrooms. These lower rates may be a
result of the most frequently used types of feedback, namely, recasts and
translation, which were used even more frequently in the ESL classroom
than in the immersion classrooms. Because the function of both recasts
and translations is to reformulate learner utterances by providing the
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correct model, they do not necessarily require student responses. In
contrast, other feedback types, such as repetitions, clarification requests,
elicitation, and metalinguistic feedback, are generally more successful at
leading to immediate repair of learner errors and are able to prompt
peer and self-repair. The results of the present study parallel results from
other studies concerning teachers’ tendency to use extensive recasting at
the expense of these other types of feedback.


With respect to the relationship between feedback type and learner
uptake, the similarity of findings is noteworthy. In both studies, correc-
tive techniques that promote negotiation of form by allowing students
the opportunity to self-correct or to correct their peers resulted in the
highest rates of uptake. The fact that, in both studies, elicitation,
clarification requests, repetition, and metalinguistic feedback reached
comparably high levels of uptake indicates that these feedback moves
tend to be noticed by students, insofar as “uptake may be related to
learners’ perceptions about feedback at the time of feedback” (Mackey,
Gass, & McDonough, 2000, p. 492). In contrast, both studies demon-
strate that feedback types that provide learners with target forms—
namely, (a) implicit, reformulative types of feedback such as recasts and
translation, and (b) explicit correction—tend not to push students to
modify their nontarget output in their responses immediately following
feedback.


Thus, if recasts and translations are essentially corrective in purpose,
there is little evidence that L2 learners in the present study processed
them as such. This does not mean, however, that teachers should
abandon recasts. Recasts serve important communicative functions in
classroom discourse. For example, they provide teachers with efficient
and natural ways of responding to students and, at the same time,
provide students with supportive, scaffolded help in using their L2
(Lyster, 2002). Moreover, recasts help keep students’ attention focused
on content and move the lesson ahead when the forms in question are
well beyond the students’ current interlanguage (Lyster, 1998b). In this
way, recasts provide considerable positive evidence, but they should not
be advocated as the most effective way of providing negative evidence.
Recasts may nonetheless be more effective when provided consistently
after preselected errors, particularly when used in tandem with other
more explicit signals, such as repetition of error with added intonational
stress (Doughty & Varela, 1998) or a reduction of the learner’s utterance
to locate the error, again with added stress for emphasis.


Swain and Lapkin (1995) propose that feedback, whether internally
or externally generated, enables learners to notice problems in their
output and pushes them to conduct an analysis leading to modified
output. What occurs between the first and second output, they suggest, is
part of the process of L2 learning. However, in the case of external
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feedback, the extent to which cognitive processes are activated between
the learner’s first and second output depends on the type of feedback.
On the one hand, on the small number of occasions when learners
modify their nontarget output after a recast, the modification may only
be a mechanical repetition of the alternative form provided by the
teacher, in which case the learner’s attention is neither invested in the
retrieval of alternative forms nor even drawn to the mismatch. On the
other hand, in the case of opportunities for uptake following negotiation-
of-form moves, learners are pushed to draw on their own resources to
modify or reprocess (Swain, 1995) their nontarget output. To do so in the
case of self-completed repair, learners must attend to the retrieval of
alternative forms.


According to de Bot (1996), language learners are likely to benefit
more from being pushed to retrieve target language forms than from
merely hearing the forms in the input, because the retrieval and
subsequent production stimulate the development of connections in
memory. This argument finds some support in the results of experimen-
tal studies of the generation effect (e.g., Buyer & Dominowski, 1989; Clark,
1995; Grosofsky, Payne, & Campbell, 1994; Slamecka & Graf, 1978),
whereby participants remember items that they have generated in
response to cues better than they remember items merely provided to
them.


Ellis (1997) distinguishes between two types of acquisition: (a) acqui-
sition as the internalization of new forms and (b) acquisition as an
increase in control over forms that have already been internalized (see
also Bialystok & Sharwood Smith, 1985). Possibly, by serving as exem-
plars of positive evidence, recasts facilitate the internalization of new
forms while negotiation of form techniques enhance control over
already-internalized forms. In this view, continued recasting of what
students already know is unlikely to be the most effective strategy to
ensure continued development of target language accuracy and may
even have a leveling-off effect on their L2 development. Similarly,
continued prompting of learners to draw on what they have not yet
acquired will be equally ineffective. A balance, therefore, of different
feedback types selected in the light of various contextual, linguistic, and
cognitive factors is likely to prove more successful than overusing any
one type of feedback.
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This article shows how language and subject teachers in London
secondary schools are positioned differently through their discursive
performance of pedagogies and knowledge and how members of
classroom communities view language and subject teachers as unequal.
The data analysis drew on ethnography of communication (Hymes,
1972) and semiotic functional approaches ( Jakobson, 1971, 1981) to
explain the observations, interviews, class transcripts, and government/
school policy documents collected during the 1-year research period.
Findings raise questions about the success of a policy that seeks to make
teaching relationships between language specialists and subject special-
ists the main support for meeting the needs of bilingual children in
London secondary schools.


Teaching partnerships are a common response to meeting the needs
of children in diverse classrooms in many countries (Bourne, 1989;


Bourne & McPake, 1991; Carrasquillo & Rodriguez, 1996; Coelho, 1998;
Lee, 1997; Mohan, Leung, & Davison, 2001). Such partnerships carry the
main responsibility for delivering an educational policy that has the
explicit aim of including and serving the needs of children who speak
English as an additional language (EAL) in mainstream classrooms and
society. Yet little is known about the success of this policy in meeting
these children’s needs because little is known about the nature of the
teaching partnership itself. Research on L2 teaching has been slow to
investigate teaching beyond the normative, one-teacher, one-class model.
But other models of program design are increasingly being proposed
and implemented, particularly in urban multilingual schools in England,
and classroom research is therefore needed to investigate their
implementation.
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This article takes a step toward a better understanding of teaching
partnerships through an examination of the discursive practices of EAL
and subject teachers and the ways these teachers’ discourses underpin
and are unpinned by different sets of knowledge hierarchies within the
classroom. I consider how EAL teachers’ knowledge and skills become
positioned as having a lower status than the subject teachers’ and show
how students come to view working with the EAL teacher in the main-
stream classroom as less important than other class activities. The result
is that a policy designed to include and celebrate diversity unwittingly
mediates against the very students it sets out to support—not because the
EAL teachers offer students inferior instruction but because that instruc-
tion is seen as detached from the classroom’s mainstream-curriculum-
driven agenda. I therefore theorise that the feelings of marginalization
that many L2 teachers experience in the mainstream classroom may
result from the way institutional and societal discourses undermine not
only the work such teachers do but also the students they are trying to
support.


MAINSTREAMING IN ENGLAND


Mainstreaming in England developed as a progressive educational
policy and is intended to be inclusive. Before mainstreaming, the
tendency was to exclude bilingual children from mainstream classes
until they were proficient enough in English to join their peers in
learning subject curricula (Reid, 1988). This exclusion was viewed as
having the effect of exacerbating prejudices rather than recognizing and
valuing diversity. Mainstreaming was intended to challenge the monolin-
gual status quo while ensuring that the policy and approach remained
solidly antiassimilationist (Bourne, 1989). Various government policy
statements of the rationale behind the current mainstreaming, integra-
tionist approach for bilingual students assert that the mainstream
provides the best opportunities for L2 learning (Department of Educa-
tion and Science [DES],1985, p. 426), cognitive development (DES,
1989, p. 10.10), meeting students’ affective needs (DES, 1985, p. 420),
and developing societal equality (DES, 1985, p. 319).


In England, the mainstreaming policy is enacted mainly through
collaborative teaching relationships in which language specialists work
alongside subject specialists in mainstream classrooms. Work on teaching
partnerships in EAL contexts has highlighted a variety of modes of
teacher collaboration ranging from withdrawal, to support teaching, to
fully developed teaching partnerships (Bourne & McPake, 1991; Creese,
2001; Levine, 1990). The primary distinction is between support teaching,
in which a language specialist works with an individual child or groups of
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children in class while the subject teacher plans and delivers the
curriculum, and partnership teaching, in which an EAL specialist works
with a colleague within a subject area to develop the curriculum and
improve overall provision. Partnerships have been promoted as the pre-
ferred model, but changes in the provision of funding for EAL may
threaten the continuation of this approach (Creese, 2001; Department
for Education & Employment [DfEE], 1998). Indeed, in the study
reported on below, the bulk of collaboration took place in support
rather than in partnership mode.


In England and Wales, language specialists are known as Ethnic
Minority and Achievement Grant (EMAG) teachers (DfEE, 1998), lan-
guage support teachers, EAL teachers, and bilingual EAL teachers.
Prospective teachers cannot specialise in EAL in their initial teacher
education. Instead, teachers wishing to be language specialists qualify as
teachers in the same way as subject teachers do—through education in a
secondary school curriculum area—and move into the EAL specializa-
tion once in the mainstream setting. Their specialisation in EAL comes
through practice, professional development courses run through local
government services, and university courses. EAL teachers are often
awarded discretionary points on the teacher pay scale because of their
advisory and support role. They may travel among several schools or be
attached to one school. They are often managed by a language and
learning unit within the local education authority. However, many of
these local government centres are being closed down, leading to
decentralisation. During this time of change, research investigating the
success of an educational policy that seeks to value linguistic and cultural
diversity in schools might ideally play a role in future decision making.


KNOWLEDGE AND PEDAGOGIC HIERARCHIES


The concept of hierarchies of knowledge and pedagogy is useful for
studying the power relationships at work in teaching partnerships. Such
hierarchies are evident in discussion of facilitative and transmission
pedagogies, the teaching of language and literacy practices, and the
choice of foreign languages to include in the curriculum (Billig, 1988;
Gee, 1999). The division between subject expertise and pedagogic exper-
tise is often expressed in terms of transmission versus facilitation (Billig,
1988; Luke & Luke, 1999; Woods, 1993). Billig has shown that these
ideological positions are not clear cut, with teachers rarely aligning
themselves with either a purely transmission or a facilitative approach.
Billig argues that even teachers working within the traditional transmis-
sion model rarely insist in all contexts that learning is a one-way process.
Similarly, advocates of more facilitative approaches are unlikely to argue
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that at least some acquisition of a ready-made culture of knowledge is not
an important goal of education. Instead, as Billig goes on to argue,
teachers’ main task is to get the job done:


[Teachers] have to accomplish the practical task of teaching which requires
getting the job done through whatever conceptions and methods work best.
. . . But these practical considerations inevitably have ideological bases, which
define what “the job” actually is, how to do it, how to assess its outcomes, how
to react to is successes and failures, how to talk and interact with pupils, how
many can be taught or talked to at once. (p. 46)


These practical considerations are not without ideological bases, and
they are therefore associated with different discourses, which can be
understood only through analysis of the language of the classrooms and
schools.


TEACHER TALK AND POWER IN
TEACHING PARTNERSHIPS


Some research in applied linguistics has begun to study the roles
language specialists play, the discourses they take up, and their associ-
ated affordances within mainstream settings (Arkoudis, 2000; Lee, 1997;
Martin-Jones & Heller, 1996; Martin-Jones & Saxena, 1989, 1996).
Martin-Jones and Saxena (1996) looked at the discourse of bilingual
teaching assistants (who do not have qualified teacher status) and
classroom teachers in primary schools. Over 3 years, they documented in
detail the implementation of a local bilingual assistant scheme at the
school and classroom level in five local education districts. A survey of all
the bilingual classroom assistants who had been appointed was followed
up by in-depth interviews with a sample of those surveyed as well as
observation and audio and video recording of bilingual teaching/
learning events in classrooms. Transcripts showed discursive differences
between the bilingual assistants and the teachers within schools: The
assistants were restricted from taking on certain voices by those associ-
ated with the way they were positioned, that is, the subject teacher and
the students. The subject teacher was able to interrupt conversation,
allocate speaking turns, and interpret whether an event was significant
(i.e., whether it was on task or not). Subject teachers therefore generally
orchestrated the enactment of the learning event both verbally and
nonverbally. The result was containment of languages other than En-
glish—and the speakers of those languages—and maintenance of a
monolingual order of discourse.


Arkoudis (2000) similarly has looked at the discursive construction of
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power in teaching relationships. Based on audio recordings of two
teachers working through a series of planning meetings, her study
highlights the linguistic resources teachers in secondary schools use to
evaluate one another’s work. The work is therefore predominantly a
discourse analysis and does not include ethnographic contextualisation
of teachers’ classroom practices and the ways students and teachers
conceptualize these practices. Arkoudis argues that different knowledges
have different status in schools and receive different levels of
organisational support. She shows how the language specialist had to
recontextualise her own subject knowledge in terms of curriculum
knowledge, thus creating a discourse of learning support that main-
tained established knowledge hierarchies. Arkoudis is concerned with
the positioning of EAL teaching as a methodology and the implications
of this for an EAL curriculum within subject-discipline-centred schools.


Using methodologies similar to those of Martin-Jones and Saxena
(1989), the work reported on here extends their research by studying
secondary school partnerships between two teachers of equal status
rather than between bilingual assistants and classroom teachers. More-
over, because the EAL teachers in the study were not all from minority
linguistic and ethnic backgrounds, it extends research on partnerships
beyond the ethnicity and linguistic background of the EAL teacher to
consider how societal discourses affect the way teachers are positioned
within the mainstream.1


METHOD


Methodology and Analytic Frameworks


The overarching methodological and analytical perspective used for
this article was the ethnography of communication (Hornberger, 1989,
1993, 1995, 1996; Hymes, 1968, 1974; Saville-Troike, 1996). From this
perspective, the researcher uses field notes and interviews to make con-
nections between the micropolitics of classrooms and the wider
sociopolitical forces of language and education policy and their ideolo-
gies. Research results include a description of “the units, criteria, and
patterning” (Hornberger, 1993, p. 10) for the speech community under
study. Specifically, in this study I examine how an ideology of inclusion is
played out through the teachers’ classroom discourses and pedagogic
actions. I show the power in these discourses by looking at how they are


1 Most EAL teachers in England are from the White majority (Bourne, 1989).
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interpreted the participants in the classrooms and whether, in turn, the
discourses are endorsed by societal debates on education.


In analyzing power relationships, I also relied on methods of critical
discourse analysis to show the reflexivity of language and context in co-
constructing each other and, in particular, to show how the interaction
in microcontexts is embedded in the wider social context (Fairclough,
1995). Specifically, this meant looking at how the discursive practices of
the two sets of teachers in the classroom context endorsed and chal-
lenged wider educational discourses and debates. As Gee suggests
(1999),


It is sometimes helpful to think about social and political issues as if it is not
just us humans who are talking and interacting with each other, but rather,
the Discourses we represent and enact, and for which we are “carriers.” The
Discourses we enact existed long before each of us came on the scene and
most of them will exist long after we have left the scene. Discourses, through
our words and deeds, carry on conversations with each other through history,
and, in doing so, form human history. (p. 18)


Central to the ethnography of communication is a set of tools,
developed by Jakobson (1971, 1981) and utilised by Hymes (1968), for
the discourse analysis of teacher talk in the classroom. This functional
approach to discourse analysis identifies the components of a speech
context and the hierarchy of functions within it. In the study reported on
here, a functional analysis shows how the teachers’ discursive foreground-
ing of different functions within the classroom positions the teachers
differently within the class. Language use indexes the teachers’ status in
the school context, so that students are able to infer which are “real
teachers” and which are there to “help.”


The 1-year ethnography sought to look at the interface of local and
societal discourses by looking at how a policy was put into practice at the
classroom level. In doing so, it attempted to answer the following
questions:
1. How do the subject and EAL teachers’ discourses position them in


the classroom as central or peripheral to the school’s agendas?
2. How are teachers’ positions reflected in their discursive moves and


formulas?


Participants and Context


The three schools in this study are in economically poor and richly
diverse parts of London, England. The schools are a lively mixture of
colours, cultures, languages, and difference. More than 90% of the
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students are listed as having English as an additional language. School A
is a single-sex school, and Schools B and C are mixed. According to
statistics collected nationally, all three schools rank at the bottom in
academic achievement but reflect average attainment for their local
areas. The students’ ages ranged from 11 to 16 years, and an EAL teacher
at one of these schools might teach across the full age and subject range.


Data Collection


I spent, on average, one 10-week term in each school—approximately
460 hours observation in total (School A, 168 hours; School B 105,
hours; School C, 187 hours). During this time, I observed and inter-
viewed 26 teachers using semistructured and ethnographic approaches.
Twelve of these teachers were language specialists, and 14 were subject
specialists (teaching across the whole curriculum range). In each school,
2 EAL language specialists were bilingual in a classroom community
language (Turkish), and 2 were not. This article focuses on the 6
nonbilingual teachers in the three schools and the teachers they worked
with.


 After obtaining the permission of the head of EAL support, I
shadowed the EAL teachers and the teachers with whom they worked for
just over 2 weeks. Collecting field notes involved a mixture of participant
and semiparticipant observations. At times I was fully engaged in
working in the classroom and played the role of EAL teacher. In such
cases, I made notes in spare moments during the school day and
afterward. At other times, I simply observed. Observations continued in
the staff room and any other public domain in which the EAL teachers
were engaged.


I collected audio recordings of classroom interaction by asking the
subject and EAL teachers to wear portable audiotape recorders with
microphones once or twice in consecutive lessons. All six nonbilingual
EAL teachers and their collaborating subject teachers agreed to be
recorded in this way, but the six bilingual EAL teachers requested not to
be audio recorded while teaching.2 Classroom data from audio record-
ings therefore came from 20 teachers, none of whom were bilingual EAL
teachers.


Toward the end of the data collection period, I interviewed all 26
teachers in their schools during their study periods for approximately


2 The reason for the bilingual teachers’ refusal was not clear, but as I have shown elsewhere
(Creese, 1997, 2000), there was a certain amount of ambiguity and even hostility within the
schools toward the use of L1s for teaching the curriculum. The bilingual teachers may have
wished not to have such teaching captured on tape.
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1 hour (for interview questions, see the Appendix). The EAL teachers
were interviewed first, followed by the subject teachers whom I had
observed working with the EAL teachers. I used semistructured inter-
viewing in the belief that “ambiguities are resolved through the discourse
itself and not by efforts to give a more precise statement to questions in
the interview schedule” (Mishler, 1986, p. 47). In other words, the
relationship I had developed with the teachers influenced the interviews.


Data Analysis


Field notes were written up into analytic vignettes with the purpose of
making the observations analytic and evidentiary (Erickson, 1990).
Analytic vignettes, which are rich, descriptive narrative accounts drawn
from field notes, are used in the interpretive process of identifying
actions that the actors themselves see as significant. Vignettes capture the
substantive focus and intent of the observations by portraying sights and
sounds in sequence and noting the typicality or atypicality of particular
instances (Erickson, 1990). The data in the following sections represent
typical occurrences of teacher discourse and pedagogic events.


All 26 of the 1-hour interview tapes were fully transcribed. In multiple
readings of the interview data, I looked for themes that both overlapped
and were distinct from the observation data.


The consecutive audio-recorded lessons were transcribed and analysed
after the observation periods had ended. The analysis of these data was
shaped by the themes emerging from the observations, field notes, and
interview data. That is, data on issues of power and status from the other
sources were triangulated through these data. I also used new angles
emerging from the discourse analysis to cross-check the observation and
interview data.


My analysis incorporated participants’ commentary on the research
findings of this study in several ways. First, I held several 1-day seminars
for EAL teachers in London to report the findings of the study and
receive commentary on the validity of the findings. Second, I have
maintained research and teaching links with some of the EAL teachers
who participated in the study. Third, each of the three schools received
a copy of the final report. Through this approach, I hoped to make a
contribution to the site from which I had obtained my data and to
expand the research process by continuing discussions between teachers
and researchers. In addition, I was able to check that my interpretations
were in line with the local perspectives of the participants.
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FINDINGS


Transcripts of classroom conversations along with teachers’ responses
to interview questions show how language specialists are constructed
when they facilitate curriculum learning without having a clear proposi-
tional base within the curriculum framework.


Discursive Positioning of EAL Teachers


The teacher’s status is forcibly portrayed in the following extract, in
which a subject teacher is talking to a group of nonbilingual students
about the focus of this research project.


S1: Miss, what have you got that for [referring to the tape recorder]?
T: Because she [the researcher] wants to record what I am saying and


what Miss Smith [the language specialist] is saying and then she can
play it back and she can see if there is a difference between the two of
us.


S1: There is.
S2: Yeah I think there should be a difference.
T: Why?
S1: Miss, you’re the better teacher aren’t you?
S2: Like if I don’t understand and Miss Smith explains to me and I still


don’t understand and I call you over and you tell me a different thing.
T: So we see it from two different ways you mean?
S1: But you’re the proper teacher aren’t you?
T: Well no. We are both proper teachers.
S1: She’s like a help.
T: No that’s not true. (C7 [speaking about C2], geography, Year 10,


classroom transcript, April 1995)3


The three participants position the EAL teacher differently in this
extract. Student 2 describes both teachers as transmitting information
and facilitating learning—although the student positions the subject
teacher as the one who clears up any confusion about curriculum
content. The subject teacher takes a similar line, choosing to build on
the narrative developed by Student 2. At two points in the discussion she
asks follow-up questions to Student 2’s argument, whereas neither of the
other participants develops Student 1’s ideas until the end of the
exchange. Yet Student 1’s account dominates. The distinction she makes


3 Excerpts are identified by school (A, B, or C), teacher number (1–4 for EAL teachers; 5
and up for subject teachers), and subject, where applicable (e.g., B4 = an EAL teacher at School
B). S = student; T = teacher. All names are pseudonyms.
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between the two teachers is a familiar one to EAL specialists, who often
find themselves positioned within their schools in ways that do not
reflect their seniority or expertise (Arkoudis, 2000; Creese, 2001, Leung,
2001). The facilitative work the EAL teachers do in the mainstream
classroom is constructed by some participants within the school as being
of less importance than the transmission of the curriculum. A subject
teacher made this point in the following extract:


I mean standing up in front of 20–30 children, delivering and teaching is a
very arduous job. I think you just have to see support teaching as a different
job. I think their role is totally different. They can work with a few kids who
have special needs and problems and they can sort those through, which is
not the same as teaching 30 children en masse hour after hour after hour. I
mean that has got its demands. And it is not the same, it is a different job
altogether. They get the same wage structure and things like that which
perhaps they shouldn’t, perhaps they should be seen as a separate entity, with
different wage structures, different scales and things like that. (C5, Year 10,
interview, March 1995)


This subject teacher sees the “arduous” work as delivering the curricu-
lum to the many and the easier work as sorting through problems with
the few. In his view, the whole-class teaching of the subject is more
important and difficult than providing for the individual needs of
children who need the curriculum to be differentiated. He seems to
regard the support teacher’s “sort[ing] . . . through” the special needs
and problems of a few children less difficult than teaching content to the
whole class. For the subject teacher, arduous means teaching the subject,
and being pedagogically aware of the needs of individuals and their
place within the community of the class is easier. This teacher’s concern
with the subject matter is further exemplified below. In this extract, he
begins to construct what he sees as two kinds of knowledge and the
different languages associated with them.


If it is technical language, I think it comes down to me, like technical words,
like designing briefs, like ergonomics and things, but often the basic
language and the simplification of language is done by the support teacher.
(C5, technology, Year 10, interview, March 1995)


In describing two learning languages in this way, this subject teacher
shows how teachers’ talk in the classroom manifests wider educational
discourses. He lays claim to a certain expertise and assigns the opposite
position to the language specialist, whom he presents as simplifying
language and, by implication, simplifying the curriculum. Lee (1997)
argues that language teachers working in a school or university disciplin-
ary setting are often seen as possessing a generic knowledge not
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bounded by a subject curriculum. This knowledge, which is associated
with the general and generalizable, is subordinated to the second kind of
knowledge, disciplinary knowledge, which is presented as contextualised
and specialized. The technology teacher sees his own expertise as
specialized whereas the subject area of the language specialist is reduced
to that of simplification.


Whereas in the mainstream curriculum-focused classroom “simplifica-
tion of language” may be seen as a skill that is not worthy of the same pay
scale, in other language teaching situations it is highly regarded. The
importance of easing access, scaffolding, providing opportunities for
negotiation and for making form-function links, noticing gaps in the
input, and other such activities is well documented in the English
language teaching literature as facilitating second language acquisition
(Harley, 1993; Long, 1983; Mackey, Gass, & McDonough, 2000; Pica,
1991, 1995, 2000; Schmidt, 1990; Tomasello & Herron, 1988). However,
in the mainstream classrooms in this study, activities that called on these
pedagogic skills were seen as remedial. Moreover, the modification of
input so that both curriculum and language learning could take place
was seen as the language specialist’s responsibility, freeing the subject
specialist to teach students who were seemingly competent enough not
to need such simplification. These hierarchical distinctions are trou-
bling: Associating certain teachers with certain groups of pupils and not
others does little to promote the inclusion and valuing of different
languages and ethnicities in multicultural and linguistically diverse
classrooms.


Discursive Moves and Formulas


The classroom transcripts showed evidence of a classroom discursive
formula used by subject teachers when they addressed the whole class: a
recurring, three-part functional move, which I refer to as IYS (I want you
to do something). Put in more formal pragmatic terms, the addresser,
namely the teacher, used the emotive function centred in the first-person
pronoun I to identify with and constitute the importance of a topic. By
placing themselves at the centre of the speech situation, teachers could
use the conative (directive) function centred in the imperative and the
pronoun you to tell the addressee, namely the student, to act. Asking the
student to act upon the context in some way foregrounds the referential
function, which is used to refer to or predict something in the context
(Jakobson, 1971, 1981). Of particular interest, I found that the subject
and language specialists used this move differently. In the four extracts
below, subject teachers use IYS to make a claim on the students’ actions
by asking for the completion of a teacher-directed task.
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I want you to look for three things. . . . I want you to look for the groups of
people involved, I want you to look for the tools used and I want you to look
for the result. (A8, humanities (history), classroom transcript, November
1994)


Now I want to see copies of those things. . . . And I want to see one in your file
and one in your ID folder, alright? (C6, technology, classroom transcript,
April 1995)


And I want you during the day, today, to think up a design for use yourself, not
the group. (C10, technology, classroom transcript, April 1995)


What I want you to do is make sure you have your contents pages organized.
I am going to give you until the last day of term to get your work completed.
(B8, humanities (geography), classroom transcript, October 1994)


This combination of language functions linked to a syntactic pattern
places the subject teacher as the agent and self-nominated controller of
classroom themes and action. Subject teachers used this formula to
direct students to core curriculum concerns. In contrast, language
specialists in support modes rarely used IYS to bring about student
action. Moreover, they rarely occupied the front of the class as a teaching
position. Language specialists in support modes did, of course, use I, but
in ways that articulated peripheral curriculum concerns. For example, in
the extract below the teacher uses I not to set students immediate tasks
and control current themes and events but to define his usefulness for
the students in the indefinite future: how he might help them within the
confines of his role as a support teacher rather than as full partner to the
subject teacher. The role of I in this extract shows the language
specialist’s difficulties in being left at the front of the class without a
curriculum point at hand.


[The subject and support teachers work together weekly. The subject teacher
has left the classroom unexpectedly, leaving the language specialist in
charge.] Right, right. I won’t waste everybody’s time doing that now. What I
am going to do when Miss Rubins comes back. She is bringing down a project
on advertising which was done last year in order to show you. What I am going
to do is type up for each of you a card, you know a piece of thin card, hole
punched so that you can keep it in your, Nihan, please don’t talk while I am
doing this, otherwise we won’t understand and I will list all the homeworks
week by week for this project so that way if you miss one because you were
absent or for whatever reason you will have a total record of what the
homeworks are. (C4, classroom transcript, March, 1995)


Interestingly, the conative function is missing in this extract. There is
no mention of you (i.e., the student) engaging in any action. The
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emotive I is not linked to the students’ action plan; the teacher uses it to
define a place for himself in the mainstream class rather than connect
directly to students’ learning through the referential function (e.g., “I
want you to look for the groups of people involved.”). The mainstream
classrooms I studied privileged the referential function over all other
functions. Perhaps this is not surprising, given that the cultural transmis-
sion of knowledge is one of the schools’ primary functions (Scribner &
Cole, 1973). However, mainstreaming as a policy was always intended to
make the subject classroom a place where students acquired language
through curriculum learning, thereby meeting two sets of aims
concurrently:


The needs of English as a second language learners should be met by
provisions within the mainstream school as part of a comprehensive programme
of language education for all children. (DES, 1985, p. 426)


This quotation suggests that exposure to and practice in a range of
language functions are important for language learners. Indeed, the
mainstream classroom’s potential for providing a variety of language
learning opportunities has garnered support from academics and practi-
tioners alike. However, it is very difficult for language teachers to focus
on functions other than the referential when that function is exactly
where the rest of the class is focused. That is, when an EAL teacher
chooses to challenge the educational ideology by concentrating on a
function usually given peripheral status in the mainstream classroom,
the children appear to see this event as a lost opportunity for doing the
same learning activities as their peers.


The excerpt below illustrates what happened when a language special-
ist in a subject classroom attempted to switch the children’s attention
from the subject to a language matter and from the referential to the
metalinguistic function. The EAL teacher and subject teacher featured
in the vignette work weekly together. They have agreed that the EAL
teacher’s role is to check that the early-stage bilingual students have
understood and completed their homework. The incident represents a
typical event between these two teachers in School C, where EAL
teachers did the bulk of their work in support mode.


When we [the language specialist and the author] come into the class, the
technology teacher is at the front showing previous good work done by
students. She is explaining that she wants similar work to be produced by the
children. The children are listening quietly and attentively. The teacher now
moves the children on to getting started with the practical work. They set
about it eagerly. The lesson aim is to make a container. The children begin.


Now the non-bilingual language specialist starts to move towards the
bilingual children. While one of the boys is sawing a piece of wood, she asks
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him what the name of the tool is in English. He does not know and is not
interested. She turns to the other bilingual children around her and asks the
same question. None of them wants to get involved, and they are anxious to
continue with their work. She goes back to the individual boy and asks him
whether he has done his homework. He has not, nor does he remember what
it was.


She collects several of the children around her. She reviews with the boys
what was expected from them in the homework, “I gave you these questions
and I wanted you to write in Turkish. You haven’t done it. Read to me what it
says.” He reads about storage spaces. The EAL teacher summarizes “to put
things away when they are not being used. So if you store something, that is
what it means. Storage space. You are making a storage space. My purse is a
container. My wallet is a container. A bag is a container. So a container can be
anything.” Neither of the children is paying much attention. They are looking
around and are keen to get back to their practical work. The language
specialist tells them that what she is saying is also learning: “If you can’t write
it, you won’t do well.” The boys are now dying to get away. They make faces,
and don’t listen. They look at their watches and tap their fingers. Finally the
EAL teacher finishes telling them about their homework and they rush off to
do their practical work. (C1, construction technology teacher, shadowing
nonbilingual EAL teacher, Year 10, observational field notes, February 1995)


In the vignette, one teacher is teaching the technology curriculum,
and one is teaching language associated with that curriculum. The
bilingual children, who are grouped around one table, are removed
from the activity the rest of the class is following. They are then asked to
switch from one learning aim to another. To help the bilingual students
complete their homework, the EAL teacher attempts to make the input
accessible by foregrounding the metalinguistic function. However, this
focus on language sets the children apart in the mainstream classroom,
physically and in terms of learning agendas. The children seem to see
the focus on language as interrupting the curriculum and social agendas
that the rest of the class were following.


In other language learning contexts where teachers are broadly using
communicative approaches, emphasis is placed on developing socio-
linguistic competence along with grammatical, discoursal, and strategic
competence (Canale & Swain, 1980). Teachers encourage learners to
practice a variety of speech acts and to reflect on how language use is tied
to different contexts. In doing so, language teachers foreground differ-
ent functions, including the emotive, phatic, and metalinguistic func-
tions (Cook, 1989; Hymes, 1972; Jakobson, 1971, 1981). These functions
provide students with opportunities to talk about feelings and attitudes,
manage conversations, and pay attention to the link between meaning
and form.


If language learning aims are to be central in mainstream classrooms
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(DES, 1998), the way input is made accessible for bilingual students must
be considered in the context of those classrooms. How input is delivered
is just as important as what is delivered. The subject teachers and the
language specialists in support mode used different discursive strategies
to pursue their teaching aims at the front of the class. The teachers also
varied in the emphasis they placed on various functions. Moreover, when
the language specialists attempted to transmit metalinguistic knowledge,
the children they were targeting saw these attempts as obstacles to more
important learning agendas. The children read the knowledge and
pedagogical hierarchies they saw in the classroom as different but not
equal. As educators, we need to be aware of the centrality of these
hierarchies in positioning children and their emerging identities in
specific ways (Norton, 1997; Thesen, 1997).


DISCUSSION


The classroom and interview data suggest that the EAL teachers
investigated in this study had a different institutional status from the
subject teachers and that part of the difference was constructed through
specific discursive moves and formulas. Whereas subject teachers discur-
sively owned their subject area and the tasks they set the students, EAL
teachers did not project a similar ownership of curriculum-based learn-
ing. Their expertise in facilitation and their awareness of the role of
language in learning and social life were positioned as peripheral within
the classroom and were supported at the institutional level. Perhaps
because of a lack of support for such teachers’ work in wider debates on
education, EAL teachers’ pedagogic practices did not receive the same
affordances from children and staff as subject teachers’ practices did.
EAL teachers’ work and the children they worked with appeared to be
positioned, unjustly, as less important than the majority curriculum.


Teachers’ discourses were most likely a reflection of wider educational
discourses. Pedagogy, which is itself discursively constructed, produces
different kinds of learning opportunities, not all of which are viewed
equally within multilingual and multicultural classroom contexts. De-
spite language specialists’ attempts to highlight the importance of
language in learning, knowledge about language was positioned as less
important in the subject classroom. Knowledge and pedagogies associ-
ated with language learning and languages for learning were pushed to
the periphery of the schools’ agendas. The fact that EAL teachers were
associated predominantly with facilitative approaches that had no ex-
plicit knowledge base to transmit helped place these teachers as helpers
to the subject teachers, who had expertise in and responsibility for more
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important learning aims. Owning a curriculum subject or a clearly
defined propositional knowledge base was of great importance; there-
fore, teachers without expertise were seen as lacking. The pedagogic and
knowledge capitals (Bourdieu,1977) that these different teachers pos-
sessed within the school helped position their work differentially
(Erickson, 1990, 1996; Gee, 1999; Giddens, 1993; Kress, 1995, 1999).


POLICY IMPLICATIONS


This article examined how microcontexts of classroom life interact
with larger discussions, discourses, debates, and conversations on the
education policy of mainstreaming. The results suggest that currently the
policy is not working as envisaged. It seems likely that this is not the fault
of the teachers, who are sometimes easy targets on the front lines of
policy difficulties and failure (Ball, 1997). Rather, the problem is that the
discourses underpinned by ideologies at institutional and societal level
come to endorse certain pedagogies and relegate to the background
others that need attention. Although formal schooling has always
foregrounded the referential function (Scribner & Cole, 1973), in good
schools factors other than curriculum knowledge are valued as well.


One such factor, of course, is language, because it is central in
learning (Barnes, 1976; Mercer, 1998, 1999), and language functions in
many different ways in schools. The transmission of knowledge through
the referential function is only one of the many language functions
available to teachers and students as they make their way through the
school day; an awareness of the importance of these other functions in
the learning process is important. For teachers, a focus on language
functions is a potentially useful classroom strategy in raising awareness of
the centrality of language(s) in the teaching and learning process.
Perhaps this awareness can be best achieved through institutional
support for full teaching partnerships, which in my data, although rare,
were the more successful than support-teaching partnerships in keeping
language issues central to the school’s concerns.


Finally, the investigation of policy implications in practice requires a
methodology that includes the analysis of power relationships among
participants in the school. Such a reexamination of speech in multilin-
gual classrooms is necessary for understanding how power influences
learning possibilities for all children. Unless we as educators place power
alongside an awareness of skills and knowledge, we will continue to fail to
understand why some groups of children underattain in school.
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APPENDIX


Semistructured Interview Schedule:


Questions for Teachers (Subject and EAL)
1. What do you see as the most important aspects of your job?
2. What aspects of your job would you change?
3. What aspects of your job do you like and dislike?
4. What do you think makes a good teacher?
5. What do you think the students should get from schooling at [name of school]?
6. How do you think second language learners learn a second language?
7. In partnership teaching who do you think has responsibility for the following:


discipline
materials
bilingual children
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tests
language instruction
content instruction
homework
setting
marking
entering students for exams
other; please list.


8. Describe what the perfect teaching partnership is.
9. Describe the worst teaching partnership.


10. What is the role of the mother tongue in the mainstream classroom?
11. Say what the word collaboration means to you regarding partnership teaching.
12. What do you consider good language support to be?
13. What do you consider bad language support to be?
14. What aspects of your lesson do you feel are particularly relevant for the bilingual children?
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Teaching MA-TESOL Courses Online


Teaching MA-TESOL Courses Online:
Challenges and Rewards


DAVID NUNAN
The University of Hong Kong


� This commentary draws on the experience I have had over a number
of years developing a Web-based master’s program in TESOL for New-
port Asia Pacific University (NAPU), a relatively new virtual university
based at Newport Beach, California, in the United States, that offers
graduate programs in TESOL, teaching Japanese as an L2, intercultural
communication, and a master of business administration. In the piece, I
look at the challenges and rewards of developing and implementing
such a program.


BACKGROUND


This program is aimed at TESOL teachers working in parts of the
world where opportunities for graduate study are limited. Hitherto,
teachers wanting to undertake graduate study would have to give up
work for a year or two and travel to the United States, Britain, Australia,
or a similar country to do their degree, the only alternative being a
traditional distance program. In order to complete the course, students
take 10 courses and write a thesis. Eight of the courses are taken online,
and two in two intensive residential workshops. To date, students in Asia,
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North America, Europe, and South America have completed the pro-
gram. (For greater detail, see Nunan, 1999.)


Through online courses, teachers are able to keep their jobs while
they study. There is the added advantage that they can apply ideas from
the course immediately to their current teaching context. As one student
reported through the university’s e-mail discussion lists (called the
Student Conference Center),


We have the advantage of being in the teaching world and yet we have a foot
in the world of ideas. If I were in a graduate program in America it would be
difficult to study and work at the same time. I would be deeper in debt than
I already am. (Nunan, 1999, p. 57)


Another pointed out the effects she saw on her own learning: “My
conceptions of learning have changed. I now understand how ideas and
practice relate to one another. I think that this is very difficult to
accomplish if you are in a university environment” (Nunan, 1999, p. 57).


The course is centered on the university’s Web site, from which
students are able to do the following things:
• download course guides, assignments, and supplementary materials
• take part in synchronous tutorials through a text chat facility
• exchange ideas, papers, and assignments through a bulletin board
• communicate with other students in their cohort through the


Student Conference Center
• submit assignments and receive feedback on assignments
• access the library and bookstore to purchase or borrow texts, and


access information on, for example, term dates and scholarships


CHALLENGES


This learning environment offers benefits for students, but it is not
without its challenges as well. In this section, I describe some of these
challenges and suggest solutions.


Challenge 1: Getting an Appropriate Fit Between
Technology and Student


TESOL teachers work in many different places. In a recent course, I
had students as far afield as Patagonia, Northern Thailand, and the
Philippines. In many of these places, bandwidth is a major problem.
Some students reported trying for over an hour to log in for a class. Not
infrequently, some students were not able to log in at all. In addition to
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the immediate frustrations this engendered, the students missed a
significant number of classes.


To minimize potential lack of fit between the technology and the
students, NAPU kept the technology as low-end as possible. This caused
frustration to faculty members because it meant they were unable to use
voice chat and videoconferencing. Without high-speed connections,
teachers could cover only minimal content during the 90-minute tuto-
rial. On the other hand, one benefit of text chat technology is that it is
relatively easy to capture tutorials and archive them on the Web site.
Students who miss a class can subsequently read the transcript. This has
proved particularly beneficial to students who are L2 speakers of English.


Challenge 2: Finding Ways of Engendering a
Learner-Centered Climate


Because of the need to avoid the discoursal chaos that characterizes
Internet chat, protocols and Netiquette (i.e., network etiquette) were
developed. These rules allow the teacher to control who gets to speak
when, and the discourse of these tutorials is uncannily like that in
traditional teacher-fronted lessons (Chapelle, 1990; Coulthard, 1992).
For me, this was extremely frustrating. Technology had forced me to
retreat to patterns of interaction that I had abandoned many years ago.


Gradually, however, I found ways of making the classroom more
student centered. For example, for designated periods of the class,
brainstorming sessions enabled students to make contributions as and
when they wanted. Another way of breaking down the teacher-fronted
nature of the classes was to set up a range of classrooms and give students
pair work or small-group tasks to complete. Each pair or group would go
off to their designated small-group room, complete the task, and then, at
an agreed time, report back to the main classroom.


Challenge 3: Encouraging the Reticent Student to Participate


Very often, students new to the world of electronic learning are
reluctant to participate actively, particularly in the early stages, and
especially if they are joining a cohort of more experienced students.
(NAPU’s open-entry system means that a new student may join others
who have completed several courses.) The solution has been to develop
a student host system, requiring all students have to lead the class at least
once during the course. These credit-earning opportunities have been
highly effective in encouraging new students to become active members
of the learning community.
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Challenge 4: Coping With the Frustrations of Technology


Although the technology is improving rapidly, there are still great
frustrations in online teaching when the information superhighway slows
to a crawl or even stops completely. This is particularly annoying when
one has gotten up at 4:00 a.m. on a Sunday to conduct a class with
students half a world away. I run accounts with two different service
providers so that if one system goes down, I can switch to another. I
always have the home telephone number of at least one of the students
in a class so that, if the Internet fails completely, at least I can get word to
my students that they have not been abandoned.


REWARDS


The most rewarding aspect of the NAPU program has been the
opportunity to provide a graduate-level learning experience that is
appreciated by teachers in many parts of the world. Interestingly,
however, when asked a couple of years ago whether, if they had the
chance, they would opt for a face-to-face program, all answered in the
affirmative, maintaining that any form of distance education, whether
supported by the Web or not, was second best to learning face-to-face.


Another rewarding aspect of the program has been the opportunity to
help create a global community of scholars. The isolation felt by most
learners in traditional distance programs is greatly reduced. During the
annual residential courses, it is uncanny how quickly students who have
known each other only through the virtual world of the Internet bond
together. In addition to their studies, students use the NAPU site to
socialize, exchange information on job opportunities, and network in
ways that transcend purely academic pursuits. In recent months, those
who have graduated from the program have formed a virtual alumni
group.


I have outlined here some of the challenges and rewards of teaching
a graduate program online. Developing and teaching this program has
been frustrating and exciting in equal measure. Notwithstanding the
challenges, the experience has been positive.


THE AUTHOR
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The Personal, Practical, and Professional Rewards of
Teaching MA-TESOL Courses Online


SANDRA G. KOURITZIN
University of Manitoba
Winnipeg, Manitoba, Canada


In the beginning I felt whiney and miserable about the on-line environ-
ment. As the course progressed, I felt whiney and miserable about
classrooms. I like the more equal relationships we’ve developed here. I’ll
miss you guys. I want to keep the course posted for a while so that we can
still communicate.


Sandie (April 10, 2001, 22:05)


� I should state at the outset that I type quickly. I should also admit to
having young children and loving any technology that enables me to
teach my classes at home, in my nightgown, while drinking coffee. I am
not as experienced as Nunan at online teaching; it is neither what I am
trained for nor what I am used to. Teaching courses online changes the
forms of language used, the nature of learning, the learners, and the
development of community (e.g., Warschauer, 1998). All of that said, I
would love to teach online again, assuming the same conditions adhered.


The University of Manitoba is licensed to use WebCT (2002), a
platform enabling students to engage in synchronous and asynchronous
discussion, use an internal e-mail system, submit assignments, attach
documents, monitor progress, and download items. From January to
April 2001, I piloted a course for four students, all motivated, highly
disciplined, organized, successful women from overseas; three were
nonnative speakers of English. I decided to run the course in asynchro-
nous time, which proved wise for the busy wives, mothers, scholars,
teachers, and novice e-learners we all were.


The students read two to four journal articles or book chapters per
week. Each week, one student was responsible for commenting on the
readings and posing questions for us to consider. Each commentary
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began a new discussion string that lasted up to 6 weeks, demonstrating
longer-term reflection than in the classroom-based courses I teach.
Gripes about technology constituted one discussion string, which lasted
the entire course. Within this structure, the course evolved in much the
same way seminars in regular classrooms evolve, with input and interac-
tion among the participants as they engaged in the co-construction of
knowledge and developed a “virtual intimacy” (Brian Morgan, personal
communication, May 2002).


I acknowledge all of the challenges identified by Nunan, adding one.
Instructors in asynchronous courses must read and respond to every-
thing. I referred to the course at one point as “an enormous sinkhole in
terms of time” (February 19), relating to the students how I spent at least
2 hours every morning reading and posting messages, and later, how “the
luxury of 24 hour access becomes the necessity of midnight access”
(February 22) when small children want their mommy—or their turn at
the computer. The relentlessness of the course was something we all
commented on, leading me to say,


I think that this kind of work is reflective of graduate school. I believe that
graduate school should be all-consuming, and that students should never ever
take time away from reflecting on ideas. Working on line just formalizes that
process a bit. (February 20)


This relentlessness could also be seen as a benefit of teaching online.
Teaching online can expose, even eliminate, the spectator student


who skims the readings, turns up to class, and absorbs the ideas of others;
there is nowhere to hide. Moreover, in classes of native and nonnative
speakers combined, the voices of the native speakers often become
dominant, losing important nonnative speaker perspectives in the noise.
In an online classroom, students have the opportunity to reflect, write,
and edit offline, then post text when they are satisfied with it. They have
the opportunity to construct different classroom and conversational
identities for themselves, ones not necessarily constructed for them by
the other students in the class. If “classroom culture is shaped by both
the teacher’s and the students’ contributions and interpretations” (Tsai
& Garcia, 2000, p. 233), then additional students’ perspectives enrich
that classroom culture. This points to the need to keep class sizes small in
online teaching, allowing the instructor to monitor all postings and
ensure all students are participating. Keep in mind that 4 students each
agreeing to spend the equivalent of 3 classroom hours online will, of
necessity, produce more text per person than 20 students agreeing to
spend the same 3 hours online. As in all classrooms, the trade-off for
diversity of opinion is more limited opportunity to share one’s own ideas.


The ability to write and edit offline provides students with additional
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time for thought. Teachers are familiar with the situation in which a
student relates an experience illustrating a theoretical principle, leading
another student to relate a silly anecdote, while the instructor (who
believes in student-centered pedagogy) tries to find a good moment to
intervene. The online instructor is relieved of such worries. Typing out a
story is troublesome and time-consuming; the silly anecdote dies a
natural death.


Unlike Nunan’s experience, working online forced me to become less
traditional. I found myself asking and answering more probing ques-
tions. I found it easier to disagree with students’ opinions while acknowl-
edging their right to differ from me. I realized that we were all
reconceptualizing the roles of formal and informal text, blurring the
distinctions between them. I found that the initiation (by the teacher)-
response (from student[s])-evaluation (by the teacher) (IRE) interac-
tions of traditional classrooms (e.g., Mehan, 1979) was just not part of
the online classroom culture. Students did not address their remarks
primarily to me; indeed, they would often begin with “Dear X,” address-
ing their remarks directly to another student while still realizing that
there was an audience. The IRE functions became shared responsibili-
ties, leading to my comment, cited above: “I like the more equal
relationships we’ve developed here.”


Finally, and somewhat facetiously, in asynchronous online instruction,
all conversations are saved. Teachers and students can study what they
have taught and what they have learned. They can pinpoint where we
went right and where they went astray, and sometimes they surprise
themselves. I wrote,


Your own evaluation of your knowledge and mine are completely different.
You are like me in one sense that I appreciated. I began a PhD program in
TESL after having completed a Masters in Literature. I kept thinking that
there was something that everyone else knew that I missed out on. Then, I
realized that TESL is a language, and the more I read, the more I understand
the cross-referencing and the subtexts. Someone once said that you could
never read great literature, only re-read it. Ditto for academic papers. And,
one’s background knowledge does not create a critical mind; it only helps
one to name the critique one is trying to make, and to frame it within the
reasoning of others. (April 11, 2001)


I do not recall writing these words—which causes me to reflect on the
number of times I have said or heard things in the classroom and made
a note to myself to remember that idea or that explanation, only to
forget later. The downside is that not everything one writes or reads is
worth remembering. I remain humble in the face of having shared such
things as “forgive [my typing], but [my son] Tyrone is climbing on my
neck” (February 22).
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How Western-Trained Chinese TESOL
Professionals Publish in Their Home Environment*


LING SHI
The University of British Columbia
Vancouver, British Columbia, Canada


� The increasing recognition of English as the scholarly language for
international publications has put nonnative-English-speaking scholars
who live and research in their L1 environment at a disadvantage.
Previous research has documented the challenges and barriers for
nonnative-English-speaking scholars seeking scholarly publication in
international journals in Hong Kong (Flowerdew, 1999a, 1999c, 2000),
Japan (Gosden, 1996), Spain (St. John, 1987), Sri Lanka (Canagarajah,
1996), and the Scandinavian countries (Jerudd & Baldauf, 1987). These
nonnative-English-speaking scholars, apart from having to write in
English as an L2 (Flowerdew, 1999a, 1999c, 2000; St. John, 1987), are
also geographically removed from the mainstream and have limited
access to the current research (e.g., Flowerdew, 1999b). Many are also
frustrated by lack of funds to copy, word-process, and mail their
manuscripts to editors and reviewers (Canagarajah, 1996). These prob-
lems create a harsh reality for nonmainstream scholars who wish to
publish and maintain visibility in the international forum.


To what extent are Western-trained nonnative TESOL scholars, like
other Western-trained colleagues, confronted by the problems of


* An earlier version of this report was presented at the Conference on College Composition
and Communication in Denver, Colorado, March 2001.
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publishing in English in or from their home environment? In countries
like China, where TESOL professionals have been trained in the West,
most universities have recently started to follow the Western practice of
gauging one’s scholarship by the number of one’s publications. In these
settings, gone are the days when the Western “publish or perish” culture
was irrelevant (Canagarajah, 1996). Instead, like their Western peers,
Chinese scholars now face pressure to publish. In order to document the
publication experiences of Chinese TESOL professors, the present study
reports findings from interview data collected for a larger study focusing
on the cross-cultural writing experiences of mainland Chinese TESOL
scholars after they have returned from an educational experience at an
Anglo-American university.


METHOD


Fourteen professors of English (called P1–P14 for this study; see Table
1) from seven universities in mainland China participated in the study by
completing a questionnaire. The participants were all prolific authors
(see Table 2); each had been trained in an Anglo-American university as
either a graduate student or a visiting scholar. To ensure mutual trust
and openness, I solicited the participants from among my former
colleagues and others they recommended. All but three held a graduate
degree. Except for P9, who started teaching in the early 1990s, all started
teaching in or before the 1980s. As shown in Table 2, as a group the


TABLE 1


Participants


Year of first
 English teaching


Participant Age Gender Degree Rank experience


P1 Early 40s F PhD Associate professor Late 1970s
P2 Late 50s M MA Professor Early 1960s
P3 Early 40s M PhD Associate professor Early 1970s
P4 Early 50s M PhD Associate professor Early 1980s
P5 Early 40s F MA Professor Early 1980s
P6 Late 40s M PhD Professor Late 1970s
P7 Late 40s M MA Professor Late 1970s
P8 Early 50s M PhD Associate professor Early 1970s
P9 Early 30s M MPhil Associate professor Early 1990s
P10 Late 40s M PhD Professor Late 1980s
P11 Early 40s M MA Professor Early 1970s
P12 Late 50s F BA Professor Early 1960s
P13 Early 40s M BA Associate professor Early 1980s
P14 Early 50s M BA Professor Early 1960s
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TABLE 2


Publications of the Participants


Academic Academic
papers in papers in Scholarly Trans- Text- Diction-


Participant English Chinese books lations books aries Other Total


P1 0 5 0 5 1 0 11 22
P2 12 40 4 4 24 0 22 106
P3 1 10 1 1 0 0 2 15
P4 6 0 3 0 4 0 1 14
P5 4 7 4 16 0 0 3 34
P6 3 20 3 0 0 0 6 32
P7 0 5 1 4 5 0 0 15
P8 3 6 0 11 4 0 0 24
P9 0 2 1 8 0 0 0 11
P10 0 32 2 6 1 2 0 43
P11 7 20 5 35 10 34 48 159
P12 0 3 0 34 6 0 12 55
P13 0 100 4 30 2 0 0 136
P14 2 12 0 0 0 3 0 17
Total 38 262 28 154 57 39 105 683


participants had produced 683 publications, with an average of 48 each.
Most had published not only academic papers1 but also scholarly books,
translations, textbooks, dictionaries, and other nonacademic works.


The interviews were conducted between June 1999 and May 2000 by
two research assistants and myself. We used descriptive and open-ended
interview questions (see the Appendix) to provide a framework for
participants to reflect on their personal experiences. Two interview
questions (Questions 1 and 6) solicited responses related to the above
themes. Based on individual responses, we used follow-up questions to
prompt participants to clarify or support their comments with specific
examples:
• Have you ever published in international journals?
• What are the opportunities for you to publish English papers in local


journals?
• In preparing your Chinese manuscripts for local publication, do you


experience conflicts between English and Chinese writing conventions?
• Can you comment on the influence of English as an international


language on academic publications in China?


1 The informants’ understanding of what counts as an academic paper may differ from that
of Western scholars, who tend to use refereed and nonrefereed journals as one measure.
Because most journals in China are not refereed, the informants considered any of their papers
addressing academic issues to be academic papers.
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We also asked a number of other questions relating to the subjects’
perceptions of the difference between Chinese and English academic
writing and of their ability to write academic articles in the two
languages. All interviews, each lasting about an hour, were audiotaped,
transcribed, and analyzed by means of analytic induction (Goetz &
LeCompte, 1984) and constant comparison (Miles & Huberman, 1994).
With some participants, the conversations continued by e-mail as I asked
them to clarify their comments and verify my interpretations.


RESULTS


A number of interesting findings emerged from this process, but this
report focuses on three themes concerning the Chinese TESOL profes-
sionals’ publication: (a) their concentration on local Chinese journals,
(b) their preference for English writing conventions when preparing
manuscripts for scholarly publication, and (c) their view of the influence
of English as an international language on academic writing and
publication in China.


The Placement of Articles in Chinese Journals


Most of the participants said they published their academic papers in
local Chinese journals. Of the 14 participants, only 3 said they had
published in international journals. One (P8) had published two papers
during his graduate studies in North America, a second (P6) had
published her PhD research with her native-English-speaking supervisor,
and a third (P2) had been invited to publish two papers based on his
presentations at international conferences held in China. Only 2 other
participants expressed their wish to publish in international journals in
the future. For example, P1 was planning to publish her PhD study.
However, she felt disadvantaged by being far away from the center where
she was trained:


Compared with my situation in the States, I feel a little bit isolated here; few
people are doing similar work. They might give me some suggestions on
language or style, but on the issue itself, I don’t think they have much to say,
as they don’t have much background. (P1)


It is hard to know whether other participants had similar problems in
publishing in international journals because they did not talk about their
unsuccessful experiences, perhaps because they preferred not to.
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When asked whether they had published papers in English in local
journals, most participants said they had had little chance to do so
because most local journals published only papers in Chinese. Only one
journal, Foreign Languages, publishes English papers occasionally. As this
journal is not refereed, only authors who are well known in the field or
whose papers the editors like can get their work published in it. Among
the 14 participating professors, only 1 had had several English papers
published in Foreign Languages. He said,


Foreign Languages usually publishes one article in English in each issue, so it is
very competitive. Anyway, they regard my articles highly, so whenever I submit
anything in English, they accept it. (P2)


Nonrefereed journals are typical in China. The most prestigious
TESOL journal there, Foreign Language Teaching and Research, is published
by Beijing University of Foreign Language Studies. Though highly
respected by Chinese TESOL professionals, this journal is not refereed;
decisions to publish are made by the editors. In fact, there is only one
refereed TESOL journal in China, Applied Linguistics. One participant
explained the review process this way:


Actually at the moment there is only one journal in China that is refereed.
That is Applied Linguistics published by Guangzhou Foreign Language Institute.
. . . They will send the paper to two people for blind review and send me
feedback for further revision. . . . For other journals I don’t think they really
follow the blind review. (P6)


Perhaps because all the other journals, including the most prestigious,
Foreign Language Teaching and Research, had no blind review process,
established authors seemed confident about getting their papers pub-
lished. For example, although P6 ranked only in the lower middle of the
participants in numbers of publications (see Table 2), she was confident:
“Once I write, I am 100% sure it will be published. I know how I should
write and what kind of things will be published. I think I’ve got enough
experience.”


Use of English Writing Conventions in Scholarly Publications


Most participants said they had started to publish after they came back
from the West. Even as successful authors, however, many said they found
it difficult at first to publish their MA or PhD studies. One, for example,
found it challenging to translate his original English text into Chinese:
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My master’s thesis was about the linguistic features of journalistic writings in
English. I was quite fluent in writing in English, but then I had to translate it
back to Chinese to publish in China. I found it was so challenging and
difficult. (P8)


Some participants believed that the difficulties they experienced
resulted from the different writing conventions of Chinese and English.
To discuss in their home language theories and practices they had
learned in the West, many participants said, they had to find a way of
reconciling these differences. One commented on the structural differ-
ences between paragraph development in English and in Chinese
writing:


An English paragraph usually develops from a topic sentence which has the
main idea or the main argument that you want to elaborate in this paragraph.
Then you have supporting facts or arguments. It’s like a pyramid. However, in
Chinese writing you start at the foundation, the details. Then you gradually
talk your readers into your conclusion which is the topic sentence. (P10)


Another commented on the differences between English and Chinese
writing referencing conventions:


Chinese and English people may have different conventions in terms of using
references. In English writing, you have to say who said this. You have to write
in brackets the name of the author and the date. . . . But in Chinese writing,
very often you don’t need to do that. (P11)


Aware of the differences, most participants said they chose to follow the
English writing conventions in writing academic papers in Chinese. As
one commented,


Even if I am writing in Chinese today, I would still prefer, consciously or
unconsciously, using the English way of thinking, the English way of develop-
ing the paper, which is quite distinctly different from the people who do not
know the language. . . . I consider myself educated in the English way. (P10)


To stick to the English conventions in his Chinese papers, he said, he
deliberately sent his articles to journals whose editors were also Western
trained:


I usually submit my papers to the journals whose editors are trained in the
Western style. . . . They have a very different standard from the other journals.
. . . To tell you the truth, many of our articles were rejected by other journals
because they did not think our articles were beautiful enough. (P10)


Others had to compromise to meet the expectations of editors who had
no Western training. For example, one writer explained how he had to
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modify his English style in order to get one paper published in a
traditional Chinese journal:


I had a problem with one article published in a very prestigious Chinese
journal. Their styles are very Chinese, but mine is very English. So they made
lots of changes. For instance, I followed the basic academic format of Western
writing, so there was an introduction in which I formed the question and had
a rationale. They thought it was not necessary and dropped my introduction.
I felt uncomfortable but I did not raise any objection because otherwise the
article would be withdrawn from the journal. . . . When I was proofreading, I
was very frustrated. They said my style didn’t agree with the style of that
journal. I wanted to publish my article, so I had to change it according to
their style. (P5)


Influence of English as an International Language


Many participants commented on the influence English as an interna-
tional language had on publications in China in order to explain why
they or their colleagues consciously maintained the conventions of
English discourse. Two (P1 and P6) said that, as a result of the influence
of English, Chinese academic papers “are pretty much based on Western
models” or have “gradually gotten the English style, especially in jour-
nals.” A third regarded this as a positive and rapid shift:


I think the influence of English is tremendous and is in fact gathering
momentum. I have found that many academic journals [in China], especially
those that are more related to Western academic communities, are changing
rapidly to adopt the international style and format of publication. With more
Western-trained Chinese scholars returning to China and more academic
exchanges, the influence will be increasingly telling. . . . I regard it as a very
positive shift. (P8)


Another (P1) commented on the shift as a result of the “discourse
power” that English has over Chinese. She believed that some Chinese
journals might “not give in to the discourse power embodied in their
papers” but that their refusal would most likely be interpreted as “a
narrow-minded gesture.” The participants displayed a pioneering spirit
as they described how they tried to introduce and maintain English
discourse conventions. One said she followed English conventions such
as the citing of references because she believed that it would later
become a norm in Chinese academic writing:


I try to follow English conventions, because I think later on if people come to
see it as plagiarism, I don’t want to take that chance. Very often editors will ask
me to change how I use references because they have limited space. Or they
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will say, “It’s not acceptable in Chinese because people don’t want to read with
so many brackets or references. They can’t get the flow of your thought. You’d
better take these out.” I try to persuade them by saying, “If I take them out, it
could be seen as plagiarism.” . . . . In these cases, I have to compromise, and
use fewer references. For example, if originally I put five, maybe now I will put
only two more prominent scholars’ references there. I might compromise in
that way, but I don’t want to remove all of the [references]. (P6)


Others were similarly conscious of contributing to this change. One
claimed, “Those who are well prepared for the shift will become winners,
while others will be losers.” Summarizing and predicting how she and
her colleagues had been writing and would write with an English or
“imported” style, she expressed a wish that one day Chinese scholars
would write like their native-English-speaking peers and be able to
publish in international journals:


On those “imported” subjects, we’ll end up overpowered by the “imported
style.” It’s because the power is always on the side of the leading researchers.
Researchers in China don’t have much power to go against the trend, even if
they dislike it. On the other hand, using the English style in Chinese journals
is not a bad thing. If people are forced to write in a second language, their
proficiency will become more like that of native-speaking writers. After several
generations of effort, we’ll finally have our voices heard over the international
forum. (P1)


DISCUSSION


All the Western-trained Chinese professors of TESOL that I inter-
viewed were committed to publishing. Although they published pre-
dominantly in Chinese, most of them preferred to follow the conven-
tions of English language academic publications, which they had learned
in the West. By following English writing conventions, they saw them-
selves as pioneers who were contributing to a change in academic
publications in China. Some saw this shift as a result of the influence and
power of English as an international language.


The present findings contribute to the field’s understanding of the
various forces acting on bilingual TESOL professionals as they prepare
manuscripts for scholarly publication. One such force is the impact of
Western training. Kachru (1995) urges TESOL professionals to appreci-
ate and legitimize L1 rhetorical styles that represent the multiple voices
of international writers of English; however, the 14 nonnative-English-
speaking TESOL scholars in this study tended to write their L1 academic
papers in the conventionally accepted, Anglo-American manner. In a
sense, English has become the scholarly language of these Chinese
professors even though most of their publications are in Chinese.
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A related issue concerns the choice of conventions for academic
writing. As the English language spreads, so do Anglo-American culture
and writing conventions. Some of the participants explicitly described
how editors of traditional Chinese journals resisted the use of Western
patterns and styles. Previous researchers have reported that gatekeeping
editors excluded nonnative-English-speaking scholars from international
journals because they used non-English conventions; the present data
suggest that Chinese editors of local journals tried to retain the tradi-
tional native norms for the larger local audience.


The present findings also confirm previous evidence that dominant
Western academic traditions moderate local expository values in several
other countries (Purves, 1992). Future research should investigate how
English writing conventions nativize in L1 writing.


Finally, the study suggests that mainland Chinese TESOL scholars
publish most, if not all, of their studies in Chinese journals. This is in
contrast to academics in Hong Kong, who publish only their less
significant work in Chinese journals (Flowerdew, 1999a). As the majority
of Chinese scholars’ works are not accessible outside China, it seems vital
that the TESOL profession help maintain the international presence of
nonnative-English-speaking scholars and that dissemination of the works
of other nonnative-English-speaking scholars be investigated.
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APPENDIX


Interview Questions
1. Can you briefly describe your writing experiences in both Chinese and English? When,


where, and how did you start to write and publish?
2. Do you think you are better in English writing or Chinese writing?
3. Do you think Chinese and English writing are different in terms of their organization


patterns or styles?
4. Do you think there are different cultural values attached to the writing in two languages?
5. Do you think your writing expertise in one language helps you write in another language?
6. Do you use different strategies when writing in Chinese and English for scholarly


publications?


Author’s address: Ling Shi, 2034 Lower Mall Road, University of British Columbia,
Vancouver, BC Canada V6T 1Z2.
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Understanding the Courses We Teach.
John Murphy and Patricia Byrd (Eds.). Ann Arbor: University of
Michigan Press, 2001. Pp. ix + 493.


� Much has been written and said about the need to relate theoretical
principles of language teaching to the practical realities of actual ESL
classrooms, and this introductory anthology, carefully compiled by
Murphy and Byrd, accomplishes this difficult task remarkably well. The
book is a fine choice as text for a graduate seminar for prospective ESL
teachers or as a useful reader for teachers who wish to update their
knowledge.


Understanding the Courses We Teach begins with five introductory chap-
ters in which the editors take turns defending the need for local
classroom perspectives, arguing for a postmethodological perspective on
teaching, listing some popular principles of language learning and
teaching, and outlining the format and framework of their anthology.
This introduction is followed by 19 chapters written by a combination of
28 TESOL professionals, balanced between full-time classroom practitio-
ners and well-known experts in the field who also have active teaching
experience. Although the chapters vary enormously among the language
skills, student populations, and curricular goals they deal with, each
author (or pair of authors) addresses nine pedagogical questions about
their class (e.g., What are the objectives for the course? What roles do the
students play?). By focusing each chapter on these common points, the
editors ensure a degree of continuity among the disparate topics
addressed, but they also help the reader keep in mind that teaching ESL,
even when it adheres to specific but abstract principles, is a highly
contextualized and particularized activity.
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Because the book covers such a diversity of topics and settings,
different readers will find certain chapters especially relevant. Here I
highlight a few in order to show the range of classroom activities
covered. Brian Morgan discusses ways in which he has helped his
Canadian immigrant class learn both English and citizenship by relying,
in part, on his students’ knowledge of their native language and culture.
Tim Murphey describes a complicated but creative way of helping his
Japanese university conversation students videotape and evaluate their
oral English. May Shih discusses approaches and activities teachers of
ESL composition classes can use to help their students edit their writing
more vigilantly and accurately. William Acton explains an unusual system
for teaching his Japanese students English prosody by literally choreo-
graphing their body movements in his speaking class. And as a final
illustration of the range of activities covered, Carol Numrich reviews
several theme-based projects her academic ESL class has pursued,
including one that takes them to an Indian gambling casino for an
integrated skills study of the gaming industry in the United States.


The limitations of this fresh and wide-ranging anthology are few: The
EFL contexts are restricted to East Asia (Japan and Hong Kong), and a
chapter or two applying the promising new insights from corpus linguis-
tics and the teaching of vocabulary would have been helpful. But, all in
all, Murphy and Byrd’s text lives up to its title and will help all teachers
better understand the courses they teach.


THOMAS SCOVEL
San Francisco State University
San Francisco, California, United States


Approaches and Methods in Language Teaching (2nd ed.).
Jack C. Richards and Theodore S. Rodgers. Cambridge: Cambridge
University Press, 2001. Pp. ix + 270.


� The first edition of this book, published in 1986, soon became a
standard and best-selling work explaining various approaches to and
methods of language teaching. I have felt for some time that a new
edition was needed to bring readers up-to-date with recent developments.


The most useful aspect of the book is its systematic presentation of a
wide range of language teaching methods and approaches. After a brief
introductory chapter on the history of language teaching, in chapter 2
the authors discuss the nature of approaches and methods in language
teaching, a discussion that sets the scene for the rest of the book.
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Thereafter, each method or approach is dealt with in a separate chapter,
each beginning with the theories of language and of language learning
that underpin the approach and followed by the relevant objectives,
syllabus, typical activities, and the roles of teacher, learner, and materials.
Each chapter ends with a useful set of current references to published
works dealing with the method.


This overall structure is retained in the new edition, which is about
100 pages longer than the original. Chapters 3 and 4 on the oral approach
and the audiolingual method are retained unchanged in this edition.
However, the authors have abbreviated the chapters in the 1986 edition
that dealt with the designer methods of the 1970s and 1980s—total
physical response, the silent way, suggestopedia, and community lan-
guage learning. As Richards and Rodgers say, “Because these methods
are no longer widely used, a shorter treatment seemed appropriate” (p.
vii). In contrast, they have written entirely new chapters on more recent
approaches, such as whole language, multiple intelligences, neurolinguistic
programming, the lexical approach, and competency-based language
learning. Thus, the new edition brings the reader up-to-date with the
latest methodological trends. However, a notable and perhaps surprising
omission from the book is any discussion of the current debate over
issues such as focus on form and consciousness-raising.


A whole section of the book is devoted to current communicative
approaches. The new edition retains the original chapters on communi-
cative language teaching and the natural approach (but adds updated
references), and includes new chapters on various aspects of communi-
cative teaching, such as cooperative language learning, content-based
instruction, and task-based language learning. In these chapters, there-
fore, communicative teaching is seen from a much wider perspective
than was possible 15 or so years ago. Like all the others in the book, these
chapters are well written, informative, and well referenced.


Whereas the original edition concluded with a chapter on comparing
and evaluating methods, the new book ends with a discussion of a
postmethods era. Here, the authors discuss the need for language
teachers to relate insights gained from so-called brand-name approaches
and methods to their own values and beliefs and principles and the
specific contexts in which they work. They argue that teachers “should be
encouraged to transform and adapt the methods they use to make them
their own” (p. 250).


Over the years, I have made constant reference to the 1986 edition—
so much so that my copy is now very dog-eared. I heartily recommend the
new edition to all who seek clear and dispassionate information about
the wide range of current approaches and methods to language teach-
ing. Students of English language teaching, practicing L2 teachers, and
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those involved in professional development programs should read this
book.


ROGER BARNARD
University of Waikato
Hamilton, New Zealand


“Why Don’t They Learn English?”: Separating Fact
From Fallacy in the U.S. Language Debate.
Lucy Tse. New York: Teachers College Press, 2001. Pp. ix + 109.


� “Why Don’t They Learn English?” is a concise yet substantive treatment of
the phenomenon of heritage language (L1) loss in the United States.
The aim of the book, “separating fact from fallacy in the U.S. language
debate,” as stated in the subtitle, is clearly achieved. This well-organized
book, replete with helpful tables and figures, should appeal to a broad
range of language professionals as well as those in related disciplines.
TESOL professionals, in particular, should find it an excellent reference
and teaching resource. The early chapters are devoted to demonstrating
that the all-too-common view that immigrants are not learning English
and are not motivated to do so is not consistent with the evidence. On
the contrary, nonnative speakers of English in the United States have
generally been quite successful in developing proficiency in English, but,
unfortunately, a pattern of heritage language loss has tended to follow.
Tse notes, “Even among immigrant groups thought to live in isolated
‘language ghettos,’ English-language learning is taking place at high
levels” (p. 15). Reasons for the tendency of heritage languages to erode
subsequent to the development of proficiency in English are outlined.
Among these reasons is the pressure a number of immigrants feel to
learn English—not in order to become bilingual but, in effect, to replace
their L1. Tse correctly asserts, “Knowing English and knowing it well is of
course important, but monolingualism is not the only path to achieving
fluency in the language, a point missed by those who see English and
English only as the sole path” (p. 33).


Later chapters make the case for preserving heritage languages and
suggest ways of bringing this about. Of note is the argument that support
for the L1 can play an instrumental role in facilitating L2 learning. Tse
outlines numerous benefits to be derived from heritage language
preservation, delineating advantages for both the individual and society.
The argument made in support of heritage languages as a means of
meeting the heightened demand for bilinguals in the workforce is
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particularly relevant, and the methodological suggestions offered for
fostering heritage language proficiency are useful. Although Tse encour-
ages support for foreign language instruction, she asserts, “The current
U.S. system pours resources into foreign-language programs in hopes of
producing bilinguals without mending the holes in the system that allow
heritage language speakers to lose their bilingual potential” (p. 58). The
concluding chapter provides a helpful summary and expands on means
of fostering proficiency in both English and heritage languages.


In short, “Why Don’t They Learn English?” contains a straightforward
and insightful message. Although the book is of interest on a purely
academic level, the practical implications are of even greater signifi-
cance. This fine work deserves a wide readership. One minor criticism is
that the extensive endnotes, although intended (as Tse states in the
introduction) to provide additional material for the reader with greater
experience, require too much turning back and forth. Much of the
material contained in the endnotes could have been worked into the
body of the text. This constructive criticism in no way diminishes the
praise this book deserves.


MARTIN R. GITTERMAN
The City University of New York
New York, New York, United States


Discourse Analysis in the Language Classroom:
Vol. 1. The Spoken Language.
Heidi Riggenbach. Ann Arbor: The University of Michigan Press, 1999.
Pp. ix + 222.


� Discourse Analysis in the Language Classroom is an excellent resource for
those ESL teachers who wish to shift their focus of instruction from
discrete linguistic components to teaching language in use. The first half
of the book lays out the theoretical foundations of a discourse-analytic
approach to L2 instruction, and the second half provides teachers with a
variety of activities aimed at developing students’ communicative compe-
tence in speaking and listening.


Each of the two parts of the book is subdivided into two chapters. In
Part I, chapter 1, Riggenbach provides an overview and general orienta-
tion to discourse analysis, including definitions of discourse terminology,
a discussion of how discourse-analytic activities can assist students in
developing communicative competence, and recent support for the use
of discourse-analytic techniques in the classroom. In chapter 2, the
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author presents a model of students as discourse researchers, outlines
the research skills they need, and proposes guidelines for designing
discourse research activities for the classroom.


Riggenbach suggests a six-step paradigm to help teachers teach and
design their own discourse-based activities. It begins with students using
their existing knowledge to make predictions about the target structure,
then collecting and analyzing the data to test their hypotheses, working
out discourse-based rules for the target language, and practicing the
structure in appropriate contexts before they summarize their findings
and draw conclusions. Every activity follows this pattern, allowing teach-
ers to become thoroughly familiar with the discourse-analytic approach
and start developing their own activities based on it.


Part II of the book is devoted to a detailed description of classroom
activities. Chapter 3 focuses on macrolevel speaking, offering activities
that encourage students to observe language produced by others and
look for patterns in such discourse phenomena as turn taking, conversa-
tional repair, and various styles and genres of communication. Chapter 4
focuses on the microskills of speaking and contains exercises in which
learners examine the grammatical structures, pronunciation, and vo-
cabulary in their spoken language. Students learn to discern fine
contextual distinctions between tenses, to explore complex sentential
structures, and to address those grammatical points that present specific
difficulties for them. Pronunciation activities emphasize both segmental
elements and suprasegmentals, and vocabulary activities aid students in
developing and enriching their individualized lexicons.


All exercises in the book have been tested in language classrooms in
diverse educational situations and can be tailored to meet specific
instructional needs. Suggested further readings at the end of each
chapter provide resources for teachers wishing to expand their knowl-
edge of applications of discourse analysis in language education. While
this text is not aimed at those interested in in-depth research on
discourse analysis, it will be an invaluable addition to the libraries of
ESL/EFL teachers and teacher educators.


OLGA GRISWOLD
University of California
Los Angeles, California, United States
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The Internet.
Scott Windeatt, David Hardisty, and David Eastment. Oxford:
Oxford University Press, 2000. Pp. vii +136.


� The Internet is a new and welcome volume in the practical Oxford
series, Resource Books for Teachers. Intended as a guide for real
teachers in real classrooms, the book also quite sensibly provides a
number of caveats about the use of the Web in English language
teaching, warning against an uncritical embracing of new technology at
the expense of common sense. After a very brief, nontheoretical intro-
duction to the benefits of Web-assisted learning, the authors present 49
authentic activities, each described in terms of such factors as language
level, time, aims, and technical requirements. There is also advice about
how to vary the exercises to suit the requirements of one’s own students
and the problems one might encounter (e.g., high telephone bills, low
bandwidth). Associated photocopiable worksheets are included for most
of the activities, though teachers are encouraged throughout to develop
their own. The activities are grouped under three central headings: Core
Internet Skills, Focus on Language, and Focus on Language Skills,
providing resources that are meant to be sampled as needed instead of
being exploited in a linear fashion.


The book is intended for teachers with a modest level of computer
skills on either Macintosh or PC platforms and provides a range of Web
activities for which basic browser and e-mail use is sufficient; however,
some more challenging exercises make use of audio and video clips as
well as automatic page translation features and chat rooms to give
students exposure to the multimedia possibilities of the Internet. An-
other useful addition is the glossary of Internet terms, made more
accessible by the convention of having a potentially unknown term
printed in boldface the first time it appears in the text. Another very
commendable feature is the tasks that encourage students to be discern-
ing Web users, evaluating critically what they find in terms of effective
Web page design, which is of variable quality (both from a content and
format viewpoint) across the medium.


Substantial appendixes provide advice, for example, on using search
engines and HTML editors; attaching text, sound, or video files to e-mail
messages; exploiting Internet Relay Chat; and joining discussion lists. The
Internet also lists Web sites for associations, journals, publishers, and
software companies, helpful to teachers wanting to keep professionally
aware. It also provides often multiple URLs, which can be used for each
of the teaching activities. Perhaps most important, and I hope trendsetting,
the book itself evinces the interactivity and user proactivity central to
Web-based learning: Oxford University Press provides a Web site (updated
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every 3 months) that complements The Internet, allowing users to e-mail
the authors directly about their experiences in using the various exer-
cises and to check whether particular URLs have changed or new ones
have been added. This genuine feedback loop is an excellent, creative,
and open use of the medium, enabling teachers to be true partners in
the exploitation—and development—of a resource book instead of
remaining in the traditionally passive role of readers central to the hard-
copy format. Windeatt, Hardisty, and Eastment are to be thoroughly
congratulated for making themselves available to their readers.


LESLIE E. SHELDON
University of Strathclyde
Glasgow, Scotland


On Second Language Writing.
Tony Silva and Paul Kei Matsuda (Eds.). Mahwah, NJ: Erlbaum, 2001.
Pp. xxi + 241.


� On Second Language Writing is a collection of 15 papers resulting from
a small symposium held in the late 1990s at which well-known and
respected scholars of L2 writing considered the state of their discipline at
the end of the 20th century. The chapters, remarkably diverse in
viewpoint, method, and style, address L2 writing teachers and students,
theory and research, instruction, assessment, politics, and articulation of
issues between L2 writing and other fields of study and standards.


In chapter 1, Barbara Kroll speaks from the perspective of her own
experiences to suggest that life experiences largely account for choice of
ideology and pedagogy. The next two chapters focus on student issues;
particularly interesting is Ilona Leki’s unveiling of disjunctures between
the objectives of teachers and students. The next two chapters address L2
writing theory. In chapter 4 Bill Grabe explains why such a theory is
necessary but how for the present the field may need to be satisfied with
a descriptive model that paints a picture of the conditions of learning to
write. In chapter 5, Diane Belcher examines the role of gender in writing
theory and the extent to which L2 researchers are more postmodern and
feminized than their earlier counterparts. Chapters 6 and 7 address
research issues, with Lynn Goldstein discussing research on teacher-
written commentary and Charlene Polio providing tools for studying L2
texts. In chapter 8, Liz Hamp-Lyons surveys three generations of writing
assessment—direct testing, multiple-choice testing, and portfolio assess-
ment—and suggests that fourth-generation testing will draw on com-
puter technology. Chapters 9 and 10 focus on L2 writing instruction, with
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Trudy Smoke sharing strategies for strengthening L2 writing support in
both academic and community environments, and Joy Reid describing
an English for academic purposes writing curriculum that grows out of
assessment of student needs.


Chapters 11 and 12 take up the issue of politics in writing theory and
practice in a head-on debate that I found to be the most interesting
segment of the book. Sarah Benesch argues for moving beyond the
debate between pragmatism and critical thinking to a kind of critical
pragmatism, in which TESOL practitioners balance the pragmatic goal
of preparing students for academic courses with the critical stance of
“encouraging them to question the status quo” (p. 167). Benesch
advocates fighting for “what might be” rather than “what is” (p. 162) in
L2 composition. In chapter 12, however, Terry Santos refutes the move to
politicize L2 writing, suggesting that even if we as TESOL practitioners
believe our “social and political views are the right ones[,] that does not
give us the right to make our students act on them just because we are in
a position to do so” (p. 186).


The final chapters of the book investigate L2 composition in relation
to other fields of study. Joan Carson presents an inquiry of L2 writing in
relation to overall language acquisition, and Carol Severino describes
the problems she faces as a liaison between ESL students and U.S.
teachers. Severino’s chapter, however, might have fit more easily with the
earlier chapters on teachers and students. Finally, Alister Cumming looks
at the notion of standards and envisions the need for their careful
articulation, study, and justification.


Though some chapters will naturally appeal to some readers more
than others, the collection is important in synthesizing the state of the
art of L2 writing as it now stands.


LI SHEN
Fudan University
Shanghai, People’s Republic of China
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BOOK NOTICES
TESOL Quarterly prints brief book notices of 100 words or less announcing books of
interest to readers. Book Notices are intended to inform readers about selected
books that publishers have sent to TESOL and are descriptive rather than evaluative.
They are solicited by the Review Editor.


Working in English Language Today.
Francesca Target. London: Kogan Page, 2002. Pp. 184.


� This book is designed for the reader who is thinking of becoming an
English language teacher but who may have doubts about whether this
career is really the right choice. The author instructs readers on what
kind of person makes the ideal English language teacher and tells how to
get started, what kind of training and credentials are needed, and where
to find a job. Although designed for readers in the United Kingdom, the
book nevertheless includes information on teaching and related oppor-
tunities around the world.


English for Primary Teachers: A Handbook of Activities and
Classroom Language.
Mary Slattery and Jane Willis. Oxford: Oxford University Press, 2001.
Pp. viii + 148 + compact disc.


� Designed to help primary school teachers who are nonnative speakers
of English build their confidence in using English effectively and
broaden their range of appropriate language English teaching activities,
this book focuses on the needs of those teaching children aged 4–12.
Drawing on English lessons recorded by teachers from around the world,
the 13 units are graded from beginning units focusing on basic class-
room instructions to later units covering specific activity types such as
reading, writing, and storytelling. A compact disc included with the text
provides examples of lessons and practice opportunities.
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Making a Difference in the Lives of Bilingual/Bicultural Children.
Lourdes Diaz Soto (Ed.). New York: Peter Lang, 2002. Pp. xxvii + 239.


� The 16-chapter edited volume aims to alert readers to issues affecting
the lives of bilingual/bicultural children and to critically examine how
best to make a difference in their lives. It argues that such children are
subjected to class oppression and cultural invasion in the schools, a soul-
numbing rather than intellectually and spiritually liberating experience.
The first section of the book explores related theory and critical issues,
and the second part provides examples of the daily, often unseen
realities bilingual/bicultural children face. The third and final section
focuses on promising educational practices.


Ending Discrimination in Special Education (2nd ed.).
Herbert Grossman. Springfield, IL: Charles C. Thomas, 2002.
Pp. xvii + 124.


� Grossman focuses on the enormous disparities between the U.S.
education provided to poor, non–European American immigrants and
to rural and limited English proficient students in contrast to their
European American middle-class and upperclass peers. The author
argues that many of the students in the first group are inappropriately
placed in special education and that special education strategies are not
equally effective across socioeconomic status, language proficiency, and
ethnicity. Finally, he calls into question many of the professional prac-
tices of teachers, psychologists, administrators, and professors utilize.
The author provides powerful personal accounts of events and experi-
ences to support his arguments.


Intercultural Activities.
Simon Gill and Michaela Cankova. Oxford: Oxford University Press,
2002. Pp. vi + 65.


� This slim volume in the Oxford Basics Series is aimed at teachers of
ESL or EFL, especially those working in situations where resources are
limited. It contains 30 activities from the elementary to the intermediate
level designed to get learners to think and learn about their own and
other cultures while practicing the four language skills. Activities require
little or no preparation or resources beyond a board, paper, and pens
and are designed to be accessible to learners from all cultures, of any
age, and of both genders. The authors provide explicit step-by-step
directions and photocopiable pictures.
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INFORMATION FOR CONTRIBUTORS


TESOL QUARTERLY Vol. 36, No. 4, Winter 2002


EDITORIAL POLICY
TESOL Quarterly, a professional, refereed journal, encourages submission of
previously unpublished articles on topics of significance to individuals
concerned with the teaching of English as a second or foreign language and
of standard English as a second dialect. As a publication that represents 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. testing and evaluation
learning and teaching; issues in research 4. professional
and research methodology preparation


2. curriculum design and development; 5. language planning
instructional methods, materials, and 6. professional standards
techniques


Because the Quarterly is committed to publishing manuscripts that contrib-
ute to bridging theory and practice in our profession, it particularly
welcomes 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 addressing 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.
TESOL Quarterly is an international journal. It welcomes submissions from
English language contexts around the world.


GENERAL INFORMATION FOR AUTHORS
Submission Categories
TESOL Quarterly invites submissions in five categories:


Full-length articles. Contributors are strongly encouraged to submit manu-
scripts of no more than 20–25 double-spaced pages or 8,500 words (includ-
ing references, notes, and tables). Submit three copies plus three copies of
an informative abstract of not more than 200 words. If possible, indicate the
number of words at the end of the article. 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. Submit manuscripts to the Editor of TESOL
Quarterly:







648 TESOL QUARTERLY


Carol A. Chapelle
Department of English
203 Ross Hall
Iowa State University
Ames, IA 50011-1201 USA


The following factors are considered when evaluating the suitability of a
manuscript for publication in TESOL Quarterly :


• The manuscript appeals to the general interests of TESOL Quarterly’s
readership.


• The manuscript strengthens the relationship between theory and prac-
tice: Practical articles must be anchored in theory, and theoretical articles
and reports of research must contain a discussion of implications or
applications for practice.


• The content of the manuscript is accessible to the broad readership of the
Quarterly, not only to specialists 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 and research design 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. TESOL Quarterly invites succinct, evaluative reviews of professional
books. Reviews should provide a descriptive and evaluative summary and a
brief discussion of the significance of the work in the context of current
theory and practice. Submissions should generally be no longer than 500
words. Send one copy by e-mail to the Review Editor:


Roberta Vann
rvann@iastate.edu


Review Articles. 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.
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Brief Reports and Summaries. TESOL Quarterly also invites short reports on
any aspect of theory and practice in our profession. We encourage manu-
scripts that 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 quantitative investiga-
tions. 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, or 3,400
words (including references, notes, and tables). If possible, indicate the
number of words at the end of the report. Longer articles do not appear in this
section and should be submitted to the Editor of TESOL Quarterly for review. Send
one copy of the manuscript each to:


Cathie Elder Paula Golombek
Department of Applied Language 305 Sparks Building


Studies and Linguistics Pennsylvania State University
University of Auckland University Park, PA 16802 USA
Private Bag 92019
Auckland, New Zealand


The Forum. TESOL Quarterly welcomes comments and reactions from
readers regarding specific aspects or practices of our profession. Responses
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 7–10 double-spaced pages or
3,400 words. If possible, indicate the number of words at the end of the
contribution. Submit three copies to the Editor of 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 or make
known their availability as contributors by writing directly to the Editors of
these subsections.


Research Issues: Teaching Issues:


Patricia A. Duff Bonny Norton
Department of Language Department of Language


and Literacy Education and Literacy Education
University of British Columbia University of British Columbia
2125 Main Mall 2125 Main Mall
Vancouver, BC V6T 1Z4 Vancouver, BC V6T 1Z4
Canada 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 or make known their availability as
guest editors should contact the Editor of TESOL Quarterly. Issues will
generally contain both invited articles designed to survey and illuminate
central themes as well as articles solicited through a call for papers.
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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 American Psychological Association,
Book Order Department, Dept. KK, P.O. Box 92984, Washington, DC
20090-2984 USA. Orders from the United Kingdom, Europe, Africa, or
the Middle East should be sent to American Psychological Association,
Dept. KK, 3 Henrietta Street, Covent Garden, London, WC2E 8LU,
England. For more information, e-mail order@apa.org or consult http://
www.apa.org/books/ordering.html.


2. All submissions to TESOL Quarterly should be accompanied by a cover
letter that includes a full mailing address and both a daytime and an
evening telephone number. Where available, authors should include an
electronic mail address and fax number.


3. Authors of full-length articles, Brief Reports and Summaries, and Forum
contributions 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. 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 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 TESOL Quarterly have not
been previously published and are not under consideration for publica-
tion elsewhere.


7. It is the responsibility of the author(s) of a manuscript submitted to
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 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 TESOL Quarterly do not necessar-
ily 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.


Informed Consent Guidelines
TESOL Quarterly expects authors to adhere to ethical and legal standards for
work with human subjects. Although we are aware that such standards vary
among institutions and countries, we require authors and contributors to
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meet, as a minimum, the conditions detailed below before submitting a
manuscript for review. TESOL recognizes that some institutions may require
research proposals to satisfy additional requirements. If you wish to discuss
whether or how your study met these guidelines, you may e-mail the
managing editor of TESOL publications at tq@tesol.org or call 703-535-7852.


As an author, you will be asked to sign a statement indicating that you have
complied with Option A or Option B before TESOL will publish your work.


A. You have followed the human subjects review procedure established by
your institution.


B. If you are not bound by an institutional review process, or if it does not
meet the requirements outlined below, you have complied with the
following conditions.


Participation in the Research


1. You have informed participants in your study, sample, class, group, or
program that you will be conducting research in which they will be the
participants or that you would like to write about them for publication.


2. You have given each participant a clear statement of the purpose of your
research or the basic outline of what you would like to explore in
writing, making it clear that research and writing are dynamic activities
that may shift in focus as they occur.


3. You have explained the procedure you will follow in the research project
or the types of information you will be collecting for your writing.


4. You have explained that participation is voluntary, that there is no
penalty for refusing to participate, and that the participants may
withdraw at any time without penalty.


5. You have explained to participants if and how their confidentiality will
be protected.


6. You have given participants sufficient contact information that they can
reach you for answers to questions regarding the research.


7. You have explained to participants any foreseeable risks and discomforts
involved in agreeing to cooperate (e.g., seeing work with errors in
print).


8. You have explained to participants any possible direct benefits of
participating (e.g., receiving a copy of the article or chapter).


9. You have obtained from each participant (or from the participant’s
parent or guardian) a signed consent form that sets out the terms of
your agreement with the participants and have kept these forms on file
(TESOL will not ask to see them).


Consent to Publish Student Work


10. If you will be collecting samples of student work with the intention of
publishing them, either anonymously or with attribution, you have
made that clear to the participants in writing.
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11. If the sample of student work (e.g., a signed drawing or signed piece of
writing) will be published with the student’s real name visible, you have
obtained a signed consent form and will include that form when you
submit your manuscript for review and editing (see http://www.tesol.org
/pubs/author/consent.html for samples).


12. If your research or writing involves minors (persons under age 18), you
have supplied and obtained signed separate informed consent forms
from the parent or guardian and from the minor, if he or she is old
enough to read, understand, and sign the form.


13. If you are working with participants who do not speak English well or are
intellectually disabled, you have written the consent forms in a language
that the participant or the participant’s guardian can understand.


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 explained
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 accommodate both of these
requirements, authors of statistical studies should present the following.


1. a clear statement of the research questions and the hypotheses that are
being examined;


2. descriptive statistics, including the means, standard deviations, and
sample sizes, necessary for the reader to correctly interpret and evaluate
any inferential statistics;


3. appropriate types of reliability and validity of any tests, ratings, ques-
tionnaires, and so on;


4. graphs and charts that 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
and sufficiently large sample sizes so that the results are stable;


9. tests of the assumptions of any statistical tests, when appropriate; and
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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 TESOL Quarterly
should reflect a concern for controlling Type I and Type II error. Thus,
studies should avoid multiple t tests, multiple ANOVAs, and so on. 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, authors 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 associa-
tion 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 correla-
tional 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 impres-
sionistic and superficial. Reports of qualitative research should meet the
following criteria.


1. Data collection (as well as analyses and reporting) is aimed at uncovering
an emic perspective. In other words, the study focuses on research
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 interviewing,
and collection of relevant or available documents.
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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 emic 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 descrip-
tion” 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 ensuring
participant anonymity, and data collection strategies, and a description
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 representative
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 behaviors that are salient to
participants 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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