


The ORTESOL Journal

Volume 11

Co-Editors

Marjorie Terdal
Portland State University

Sarah Klinghammer
University of Oregon

Reviewers

Kim Brown Diane Fox
Mary Fulton Greg Kaminski
Martha Low Jackie Uhler

Kay Westerfield

1990



ORTESOL isa not-for-profit organization whose purposes areto
raise the level of professional instruction in TESOL by providing
opportunitiesfor discussing, studying, and sharing infor mation about
TESOL and Bilingual Education, and to cooperatein appropriate ways
with other groups having similar concer ns. Benefits of member ship
include all issues of the ORTESOL Newdetter and the ORTESOL
Journal, special members ratesfor the Annual ORTESOL Conference,
and a variety of other services and opportunitiesfor professional
development.

Advertising in all ORTESOL publicationsisarranged by Kristin
Bach-Kautz, 722 Dayton, Vancouver, WA 98664.

ORTESOL Journal subscription information may be obtained by
writing to the Editor, Marjorie Terdal, Department of Applied
Linguistics, Portland State University, PO Box 751, Portland, OR 97207.

Copyright © 1984
Oregon Teachersof English to
Speakersof Other Languages

Credits.
Prepared by Pati Sluys
Printing/binding by University of Oregon



The ORTESOL Journal

Volume 11 1990

ARTICLES

Chinese Voices. Towardsa Modest Ethnography of ESL
(DianeFox) L 1

Improving Foreign Language Learning Through Literature
(J0se 0. UMaiia-Chaverri) ......cccceveeeeneeseneeseeee e 25

English in the Workplace: Aspects of Implementation
(D'ANNEBUIrWE ..o 43
REVIEW
CultureLearningin the ESL Classroom
(Lisa HOffMaN) ......cccoooieeeece e 59
RESEARCH NOTES

Japanese L earning Preferences. A Study of Four Intensive
English Programs (Molly Farquharson and Steve Stoynoft) ....... 75

The Effect of Media on Listening Comprehension
(Marian TYSON) .....ccecuieeeeiecieciecie ettt ettt ettt st nae e 85

INFORMATION FOR CONTRIBUTORS.......ccociiicce 94



CHINESE VOICES: TOWARDSA MODEST
ETHNOGRAPHY OF ESL

By Diane Fox
Portland State University

Abstract

This study draws on ethnographic methodsto provide
background information for the English asa Second L anguage
teacher who looks out at the classroom and asks, " Who are
these Chinese students?" The goal isto let Chinese students
describefor themselvestheir experienceslearning English, both

in China and in the United States, and, through a brief look at
statistics, educational background, and selected language
contrasts, to suggest the variety and complexity of these
students lives.

Open-ended interviews arethe heart of the study. For mal

interviews wer e conducted with Chinese students and scholars.
Two of the students who had recently arrived in the United
States at the start of the study participated in a six-month case
study that included extended interviewing and collection of their
work in writing class. The study provides a framework of
description the classroom teacher can use to move beyond
generalization into an expansion of under standing of, and
discussion with, students.

"Why can't we work with beautiful language?" a Chinese student
asked at theend of agrammar classduring my first year of teaching,
prompting meto ask myself, " Who are these Chinese students? What
expectations of education do they bring into the ESL classroom with
them?" Hisquestion also echoed my own discontent with what | felt
was a too heavy reliance on quantitative methodology in ESL resear ch.
Why can't we, as ESL researchers, use the mor e beautiful language of
the tools of the humanities—disciplined observation, discussion, and
reflection—for our work?



Thisstudy, then, grew out of those two questions. " Who are these
students?" wasthe content question, linked by the approach of the study
to the methodology question, " What can a study based on ethnographic
techniques contribute to our under standing of the ESL classroom?"’

Twenty-six Chinese students and scholars and twelve American ESL
teachers participated in the study during the school year 1987-1988. Two
students who had recently arrived in the United States wer e followed
through a six-month case study involving 21 hours of formal and informal
interviews, in addition to informal in-class obser vations, questionnaires,
and writing samples. Fourteen other studentsand scholars, two of whom
were Americans with extensive teaching experience in China, filled out
questionnaires and participated in a total of 53 hoursof interviews,
ranging from 30 minutesto 8 hoursover multiple sessions. Twelve other
studentsfilled out questionnaires, asdid ten ESL teachers. Thetwo
questionnairesfor the Chinese students dealt with their background in
English and their experiencesin ESL; the questionnaire for the ESL
teachersdealt with their perceptions of the Chinese studentsin their
classes. The goal wasto provide a basisfor further teacher inquiry by
letting Chinese students describe their experienceswith English.

Ethnogr aphic techniques and attitudes drawn on hereinclude open-
ended interviews,; copious note-taking; formulation, testing, and
reformulation of questions; a search for breakdownsin coherence and

Vivian Zamel (1983b) uses an old Sufi story toillustrate the
inadequacy of appropriating quantitative methods wholesale for ESL
resear ch. It goes something like this: One day a man saw his neighbor
down on his hands and kneesin front of his house, obviously searching
for something. " What are you looking for?" he asked. The old man
replied, " I'velost my key." Tell me where you think you dropped it and
I'll help you look," the neighbor offered. " Inside my house," the old man
answered. " What!" exclaimed the neighbor. 'Then why are you looking
out here?" Thereply: " Becausethere'smorelight out here."

See Rosansky (1976) for a study of thelimits of quantitative
research.



under standing; and a sear ch for repeated themes and categories of
themes (Miles, 1983; Spradley, 1979; Wolcott, 1981).2

Thefull study was presented as a thesis, from which this paper is
excer pted. The focus of this paper will be on the content question,
"Who arethese Chinese students?" The methodological question will
be handled here mainly by implication; a fuller discussion may be found
in the complete study.

Thefirst section of this paper presents basic information about
Chinese studentsthat can be gleaned from libraries: statistics on certain
characteristics of the student population, alook at major shiftsin their
educational backgrounds, and an analysis of linguistic contraststhey face
in moving from one of the Chinese languagesto English. This
information will be presented chiefly in tabular form. In the second half,
anumber of Chinese students describe the experience of coming into an
American university; then a closer look istaken at two students
experiences of misunderstanding in an ESL program.

Context: A Brief L ook at Statistics
Education, and L anguage

The approximately 20,000 Chinese students and scholarsin the
United Statesin 1988 are part of an on-again, off-again pattern of
exchange that dates back to 1854. Such exchanges have included many
who have played significant rolesin China's public life, most notably the
man who is commonly called the father of the 1911 revolution, Sun Y at-
Sen.

2 Other work in ESL that draws on ethnographic methodsincludes
Zamel (1983a) " The Composing Processes of Advanced ESL Students:
Six Case Studies,” Allwright (1987) " Under standing Classroom L anguage
Learning: A Case Study Approach,” Christison and | Crahnke (1986)
" Student Per ceptions of Academic Language Study,” Frolich (1976) " Case
Studies of Second Language Learners,” and Rubin (1975) " What the
Good Language Learner Can Teach Us."
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Thoseroles have never been ssimply accepted without conflict,
however, and ambivalence has accompanied the exchanges on both
sides of the Pacific from their start to the present. The conflict has
been twofold: individuals have struggled to reconcile confllctmg sides
of themselves drawn out in Western and Chinese contexts, ® and China
has alter nately appealed to scholarsto come hometo help build new
China, and denounced them as carriers of western capitalist contagion.
The ambivalence continues today (Butterfield, 1988; Fairbanks,
Reischauer, & Craig, 1966).

Despite thisambivalence, the current exchange has grown rapidly,
from thefirst group of 50 who arrived in the U.S. in late 1978, to the
roughly 20,000 in 1986-1987 (Lampton Madancy, & Williams, 1986, p.
30; Zikopoulos, 1987, p. 20). Starting from zero, in ten years China
has leaped to third placein its share of thetotal U.S. international
student population. China currently sends half of all its over seas
studentsto the U.S., although not infrequently proposals are made to
diversify and send more elsewhere (Lampton et al., 1986, p. 2). Table
|, based on information from Lampton et al. and Zikopoulos, outlines
some salient char acteristics of these students.

= For an example of theliterature dealing with this conflict, seeLao
She'sshort story, " The Returned Student.”

+ The caution always advised in looking at statistics should be
exer cised with the statisticsin this section. While they are based on the
best sources currently available, their quality isuneven. First of all, it
should be noted they refer to all Chinese students and scholarsin the
U.S, not just specifically tothosein E.S.L. In addition, the significance
and scope of the available numbersvaries. sometimes resear ch scholars
and other studentsarelumped together, sometimesthey ar e separated,;
sometimes F-1 and J-1 visa-holders are lumped together, sometimes they
are separ ated; often the statistics quoted are from 1983, without
explanation of how that year comparesto other years. Still, the statistics
may serve as a starting point.



TABLE |

SELECTED CONTRASTSFOR F-1 AND J-1 STUDENTS

F-1(37%)

J-1(63%)

marital status
region of China

intended length

of stay
funding

work background

study objectives

expectations of

studying ESL on
arrival

9% - 40+ (1983)
91% - under 40
58% - under 30

77% men, 23% women

44% - 40+ (1983)

56% - under 40
31% - under 30

[breakdown by visa type unavailable;
Lampton et al. (1986, p. 46) statesthere
wer e twice as many women among J-Isas

among F-1g]

30% married

Beljing, Shanghai,
Guangzhou

74% - longer than
two years

75% - their
families, or
individual U.S.
SpONSOr's

academics - 53%
(moretechnicians,
farmers, clerical,
and farm workers)

engineering

physical sciences

business

computers
humanities

25%

73% married
Beijing, Shanghai

25% - longer than
two years

85-90% gover nment
or foundation

academics - 80%

engineeringin U.S.
physical sciences
health sciences

2%




Tablell narrowsthefocusto students at the site of the present
study, a university in the northwest. Theresponses are those of thefirst
group of students, 14 in all. The sampleissmall and the responses
incomplete. In order to build trust, theinstructions allowed studentsto
skip questionsthey did not feel comfortable answering. Thiswas not
seen as a limitation: theintent of inquiry wasto check for similarity or
diversity among the students, and to open the door to seeing them not
as" Chinese," but asindividuals with diver se backgrounds and skills.

TABLE Il

FIRST QUESTIONNAIRE: SELEC1 ED CHARAC,IERISTICS
OF CHINESE STUDENTSIN THISSTUDY

Gender: 8 men, 6 women
Visa gtatus. 8F-Is,5J-Is, 1 F-2
Home province: 6 Beijing
1 Inner Mongolia
6 South of the Yangtze:
Jiangsu
Fuzhou
Guangzhou
Guanggxi
Yunnan

First languages. 4 Mandarin
6 Another dialect (but all understood

Mandarin)
Work experience: Range of length
3- none
1- 16years
Variety

5teachers(4 at universities, in
physics, phar macology, Japanese, and Chinese
asa second Language); 1 at a technical school)
1veterinarian



TABLE I

FIRST QUESTIONNAIRE: SELECTED CHARACTERISTICS
OF CHINESE STUDENTSIN THISSTUDY
(continued)

1 research assistant
1 electrical supply worker, insurance
clerk, accountant
1 farm, radio factory, steel plant, hotel
Education: pre-university/10-12 years
university (13 students)/2-7 years
maj ors.
mechanical engineering (2)
physics (2)
geology
phar macol ogy
medicine
veterinary science
foreign trade
inter national accounting
management
Japanese
Chinese language and literature
English language and literature

English language
training before
comingtotheU.S.: range= 1-12 years
average=5years
skillsmost often taught: reading and translation
skills least often taught: writing and conver sation
writing experiencein English: most frequent—
making sentences from vocabulary words
least frequent—compositions (only two students)




Education. Education in China has been heavily influenced by Confucian
and western models (Hayhoe, n.d.; Hayhoe, 1984), and by four decades
of struggle over "red or expert,” tryingto balance limited resourcesto
provide both basic education for everyone and highly advanced education
for afew. The selection of those few hasraised further questions:

should they be chosen on the basis of palitical loyalty or academic
expertise or both, in what combination (Chen, 1981; Kaplan, Sobin, &
Andors, 1979)? Table Il showsthe correspondence of two major

periods of Chinese education, the period of Russian domination and the
period of the Cultural Revolution with the ages of studentsin ESL

classroomsin 1990.

TABLE I11
CORRELATION OF STUDENT AGE AND THE YEARSOF THE

CULTURAL REVOLUTION AND RUSSIAN
DOMINANCE OF EDUCATION

AGE CULTURAL REVOLUTION RUSSIAN INFLUENCE

in end start
1990 1976 1966 1953-1957
20 6 -
25 11 1
(primary/middle schools)
30 16 6
(primary/middle/high schools)
35 21 11
(middle/high schoolguniver sities)
40 26 14 37
(univergities) (primary school)
45 31 21 8-12

(middle school)




Language. I n addition to contrasting educational systems, the
Chinese student in an ESL writing class faces obvious contrasts of
language: of graphic systems, syntax, word choice, and to an asyet ill-
defined extent, of thematic content, rhetorical patternsof organization,
and voice aswell. This section presents syntactic contrastsand a
discussion of voice; for a discussion of the other features named, seethe
longer study.

TableV providesa contrast of syntactic features of Chinese and
English. It isbased on the work of Chao, Feng, Erbaugh, Pease, and
Tsao.

TABLE IV

SYNTACTIC CONTRASTSOF CHINESE AND ENGLISH

|. Inflections. Chineserelieson modifiersand logical inferenceto
show tense and plural.
ex: Thesetwo letter | writeyesterday. (literally)

II. Adjectivesand prepositions can serve as predicates.
ex: Ni hao? (literally, you good?)

[1l. Relative clauses come before the modified noun.
ex: My-father-gave-me-last-year -for-my-birthday (particle) watch
got lost.

V. Doublenominative constructionsin Chinese become adverbials,
prepositional phrases, or relative clausesin English.
ex: Thechild, father died, mother remarried, really pitiable.
(The child, whose father died and mother remarried, isreally
pitiable.)

V. Deletion differences




TABLE IV

SYNTACTIC CONTRASTSOF CHINESE AND ENGLISH
(continued)

A. Chineseismoretolerant of pronoun deletion than English is.
ex: No matter do what, must from reality start.

B. Whileboth Chinese and English can delete verbs after modals,
Chineserestricts the modals which can be followed by
deletionsto can (neng), dare (gan), and wiWcan (hui).

C. In comparisons, Chinese seemsto be more concerned with
eliminating redundancy, English with making the logic explicit.
ex: | compared yester day comfortable.

(I am better than | wasyesterday.)

V1. Connectors

A. Prepositions, conjunctions, and adverbial connectors, which
are generally distinguishable in English, are often
undistinguishable in Chinese.

B. Theconnector can sometimes be placed after the subject in
Chinese, but usually not between clauses.
ex: Healthough very work hard, still didn't pass.

C. Chinesetendsto prefer parataxis (clauses following each other
with no connecting word), while English relies heavily on
subordination.

VI1I. Cohesion: Chineserepeatsthe noun; English uses pronouns.

VIII. Word order: Chinese uses topic/comment, with the verb or most
important new information coming at the end.
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For adiscussion of vocabulary, thematic choices, and rhetorical form,
seetheoriginal study. But a discussion of the language difficulties
Chineses ESL studentsface cannot neglect problems of voice. Who is
it that is speaking, writing? Which self? Who isthe audience? How
much of the student'sworld will that audience accept asreal? What
expectations does the audience have of the student speaker-writers?
How hasit pre-constructed them? Arethey cast asinhuman, extra-
human, devilsor angels?

Silence, and a struggleto end the silence, isone possible response
to these questions. In her novel Woman Warrior (1975), Maxine Hong
Kingston meditates on her own silence as she left the Chinese world of
her parents homefor the American world of the school playground.
The book startswith an injunction not to reveal secrets; it endswith the
high, clear sound of the exile singing.

In" From Silenceto Words: Writing as Struggle,” Min-than Lu
(1987) provides a more scholarly account of a similar journey. Lu'stwo
worldswerethe Western humanist tradition of her English-speaking
Shanghai family, and the M aoist version of Mar xism that she met at

5 Not Chinese only. In Satanic Verses (1988), Salman Rushdie
struggles with the disorientations of voice and being that accompany
crossing cultural boundaries. Eric Sellin (1988), discussing Francophone
Maghrebian (North African) writers, talks of both theterror and the
liberation of the creativity engendered by such crossing. * Narrative
frequently yieldsto verbal play,” hewrites, " reverberation between or
among the languages which the bilingual or plurilingual writer knowsand
uses...." (p. 168). Sellin quotesfrom one of these writers, Abdelkebir
Khatibi, a passage that is strongly reminiscent of a passage from another
writer living between two languages, Maxine Hong Kingston in The
Woman Warrior. In Kingston's novel, the mythic-heroic woman warrior's
parents carve words of grievance and revenge on her back. In his
passage, K hatibi writes, 'The other night | dreamt that my body was
made of words." Sellin seesthisnotion " of not so much living one's
language as being lived by it...or being born of it..." (p. 172) asa leitmotif
in certain Maghrebian writers. A leitmotif rich in suggestiveness for
understanding the experience of ESL students.
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school. Sometimes the meanings of wordsin the two worldswere
compatible, reconcilable: thered of theflag in China and the red of

"My loveislikeared, red rose" seemed to reinforce each other (p. 439).
Sometimes she could manage to shift in speaking and reading from one
language code to another, one value structureto another, "in the same
way | put on and took off my school clothes, to avoid being criticized for

wearing Bourgeois clothes.” At home sheloved to read for the moments
when characters experienced internal conflict. At school sheread to
discover momentswhen the hero showed revolutionary spirit, or waysthe
collective taught the individual a lesson. But these worldswould not stay

separ ate, and switching between them became confusing, frustrating,
painful. She became suspicious of herself and afraid she waslosing her
command of both languages. Writing became a " dreadful chore" (p.
443).

Reflecting on this experience, the mature Min-than Lu (1987),
writing as an English teacher in the United States, arguesthat the way
out of thedilemma isto help students negotiate the different voices by
teaching them to transform aswell as preserve the discoursesthey are
learning. " Don't teach them to 'survive' the whirlpool of crosscurrents
by avoidingit,” sheurges. " Usethe classroom to moder ate the currents
... but teach them from the beginning to struggle” (p. 447).

Whilelibrary research can show the diversity of studentsand the
range of some of the challengesthey face, the voices of ESL students
bring that research alive and provide still greater complexity. Those
voices are presented in the next section.

Student Voices

Thefirst part of this section presentsa variety of students describing
their reactionsto American classrooms. I n the second part, two
examples of what Agar (1986) calls" coherence breaks,” momentswhen
under standing shifts, will be examined in mor e detail.

The Classroom. " The way we learn our knowledge is so different
fromintheU.S, or at least from ESL," one student commented. " It
may not bethat ESL isnot helpful, but a Chinesejust arriving hereis
lost, doesn't know what's going on in class." He gave a sketch of a

12



typical classin China. Theteacher comesin; the students stand up and
say good morning. The teacher announces the topic he will discussthat
day, then writesa brief outline on the board. He then follows the
outline point by point, giving examplesto make hismeaning clear. To
be sure students under stand, after each example he asks questions of
high, middle, and lower level studentsto make sure everyone has
understood. Then he gives another example, and repeats the process.

The contrast of thisapproach with teachingin theU.S. is
bewildering at first, the student said. Studentsfind it hard to take
seriously ateacher who dressesin bluejeans, bringsa cup of coffeeto
class, sitson the desk, and startstalking about current t.v. shows or
water problemshe hasat home. Though the teacher meansto be giving
examples of larger points by discussing these topics, the Chinese students
don't share U.S. television culture, and water problemsin Chinaare
handled by the city, not theindividual: there are many layersto fathom
beforearriving at the intended meaning.

When American studentsin the classroom start asking questions,
the Chinese students' confusion deepens, the student said. On the one
hand, they fedl it is disrespectful to ask questions, and on the other, they
don't know how tojoin in. Onetypical device they may use—a raised
hand, followed by a tentative"” May | ask a question?" --tendsto rivet
what one student called " so much blond-haired, blue-eyed attention” on
them that the wor ds freeze, unspoken. ° It is a frustrating experience
that can leave the student feeling stupid, although hisideas are quite
clear to him.

Many students spoke of theteacher'srole. " To be a teacher for
one day, you become a father forever" wasthe way one student

s Asa solution, this student suggested that ESL could teach
students, instead, to signal with their pencils, then plungeright in with
an" It seemstome...."

13



translated a well-known Chinese saying. ’ A teacher should command
respect by demonstrating knowledge in the classroom, | was often told.
That respect was coupled with responsibility: the teacher must
under stand the purposes of studentstaking the class, one student, who
was ateacher in China, said.

Regret for theloss of cultural purity was sometimes expressed. At
atalk on the Japanese educational system, after hearing that the
curriculum used in Japan included Wester n philosophy and literature,
one student stood up to ask, " What | want to know is how you can still
form model Japanese—even with all the Western influencein your
schools—how Japan seems ableto absorb outside influence and yet
remain Japanese. It isimpossible now in Chinato form a model
Chinese." Later thisstudent blamed Western writers, naming Freud and
de Beauvoir asexamples, in the loss of self-discipline and control in the
schools, and in theincrease in what she called " sexual criminals." After
| asked her whether she thought the Cultural Revolution might also have
played arole, she said yes, of cour se there was moreto it than that, you
couldn't entirely blame the West: " One cymbal cannot make a sound."

And one voice cannot make a study. Another student down-played
the problems of changing cultures. " Students who come here are not too
upset by the changes they meet because, in choosing to become a foreign
student, they show areadinessto be shaped differently,” suggested David,
who used the name aforeign friend in China had given him. Finding
inadequate the concept of " boundary theory" used in intercultural
communication, which he described as" alwaysdrawing aline" between
the self and others, he preferred other metaphors: that of the self as
egg, perhaps, or aslight. A person ismorelike an egg without a shell
than a box with rigid boundaries, he suggested. Whiletheyolk isfirm,
mor e resistant to change, the whiteis quite adaptable. Or a person
could be described as being like a light that can go anywhere without
changing its essence, obstructed and given limits only by the wallsit

7 The same student said her father had "improved" her alot, taught
her alot, through many means, including physical punishment. He would
hit her acrossthe palm with aruler; shewould tell him how many hits
she deserved, and count them as shereceived them.

14



meets. People do not meet, or collide, as someintercultural theory
seemsto suggest, solely as minimal units embodying cultural values; there
ismor e adaptability, more freedom from cultural constraint, more
unpr edictable negotiation involved. ®

Coherence Breaks:. Missed Understanding. I n this section, two
students experiences of misunderstanding in an ESL program will be

considered.

Xian Tao was a tr oublesome student to her teachersin thewinter
of 1988, her second term in ESL " Lackadaisical" istheword one chose
to describe her; others complained of her absences, excuses, and failure
to do homework. Yet notes from my case study showed that in the fall
term teachershad commented on how quick and articulate she was, and
what a pleasureto havein class. | had met her first in my grammar
classthat fall, and had been struck by her lively, accurate participation
in class and her warmth towards her classmates. Teacherswho worked
with her both termstalked of a marked change.

What had happened? The most striking feature of Xian Tao'sESL
experience, seen from the outside, wasthis apparent turn from eager ness
to anxiety, and the corresponding changein her teachers evaluations of
her. Yet the brightness of her presencein the classroom was from the
start not unmixed with worry. Worry was present in our first talk: she
wanted to passthe TOEFL in January; sheworried what her friends at
home would say if she were still studying English by the time summer
came; sheworried about being a burden on her American friendswho
wer e supporting her; she knew she spent too much time talking with
Chinesefriendsat her dorm, but worried about refusing them, for she
knew they werelonely.

However, it isalso true that her anxiety grew; by late January it
had increased to the point wher e she could not catch her breath and

|t could also be said that thisargument itself confirms some of the
per ceptions of intercultural communication at the sametimeit iscalling
for more complexity of analysis: the either-or West, and the cyclical,
union-of-opposites East.

15



went to the infirmary complaining of chest pains—pains which
disappear ed once she got there. The peak of the crisiscame shortly
after the start of winter term, when many things happened at once.
Xian Tao registered almost a week late, so she was faced with a backlog
of work. Thelevel of English and amount of homework required
jumped dramatically: it made her dizzy, she said, and sometimes she
could not understand in class. In addition, three of her five Chinese
classmates had dropped out of the program to goto TOEFL centers,
and afourth had gone on to academic work at another university; only
she was left. She was concer ned she had made a bad decision by staying
in ESL.

Therewere moreworries, large and small, piling on top of each
other. She was anxious about the health of her grandfather, because
she had had no word from him for avery long time. Shewasworried
because she had received a phone call from the friend whose parents
wer e supporting her, saying they could pay for only oneyear of English;
then she would have to begin her academic work. So she was looking
for ajob. On top of all this, shewasworried about her major. Because
she wanted to switch from physics, which she had both majored in and
taught in China, to biophysics, she wasreading biology in Chinese; other
friends were encouraging her to switch tointernational relations.

At the moment when she seemed to me the most overwhelmed with
troubles, Xian Tao told meonefurther problem: at home, when she
had problems, she could ask her parents advice; here, she could not.
"My parents alwaystell mewhat to do,” she explained.

L ackadaisical? Her daily schedule ran something like this: up at
6:00, reading until 8:30; class from 9:00 to 2:00 with an hour off for
lunch; homework in the afternoon; dinner, then TOEFL until bed at
midnight. Mid-way through the second term she complained that when
shetried to do her homework she could not because shefelt guilty for
not working on the TOEFL ; then when shetried to preparefor the
TOEFL shefelt guilty for not working on her homework.

Theway certain ESL classes wer etaught added to her anxiety: at

atimewhen shefelt an overwhelming need to learn as much as possible
asfast as possible, she was being asked to abandon what wasfor her the

16



tried-and-true method of memorization (which had won her a placein
a Chinese university, a distinction shared by only 5% of the population
of her country) for methods she found hard to believein.

Shedid not, for example, like the way reading was taught, a way
which dealt with skimming, scanning, predicting, and focus on the main
idea. In her terms, shewasnot " learning” anythingin reading: " In class,
theteacher doesn't do anything helpful—just assigns a certain amount,
then asks questionson a quiz." Reading was hard, uninteresting, and not
useful for the TOEFL, she said. Shedid like a vocabulary class, where
she could preparelists of wordsto memorize. She could seeits
usefulness for the TOEFL.®

Xian Tao wasnot alonein her criticism of ESL. M ost of the
students wanted more TOEFL preparation. One student complained,
" They give us baby stuff,” while another felt some of the students knew
asmuch grammar astheteacher. The most bitterly voiced criticism was,
" Some of the ESL teachers make mefed stupid. | can't learn from
someone who treats melikethat." Yet teachers of these students would
complain that they had to keep ssmplifying their material, because these

° |t isworth noting that her reliance on memorization was not un-
self-critical, however. At the same timethat shetalked of memorizing
50 wor ds one day, she complained that the wor ds wer e useless to her,
good only for the TOEFL, and that shewould forget them immediately
after thetest.

| was also forced to rethink the opposite, but equally strong, stance
toward memorization held by some proponents of the communicative
approach when the other case study student, Wai Ping, who was thought
by all her teachersto be quitereticent in class, suddenly outshone and
outspoke her more communicative classmates when she had a chanceto
memorize and recite" How Much Wood Could A Woodchuck Chuck?"

17



studentswerenot ableto " get it.""' These conflicting per ceptions seem
to beg for more study.

While many adjectives could be used to describe Xian Tao's
pressured life, and whileit istrue that words have dippery meanings,
"lackadaisical" hardly seemsapplicable. Thisisnot a criticism of the
"wonderful, busy" teacher who made theremark, but rather an argument
for the value of ethnographic resear ch in making distinctions that are not
immediately appar ent, but important for classroom interaction, and for
understanding how to help studentslearn.

Two other episodes, both involving therole of silence, can further
illustrate the usefulness of qualitative methodsfor studying the classroom.
Thefirst isquite short. One day during winter term, when shewasa
student in my writing class, Xian Tao cameto see mefor a paper
conference. After we had discussed the paper she made no moveto go,
so | kept raising questions, trying to find out what was on her mind.
When finally, baffled, | fell silent for longer than seemed comfortableto
me, she began to speak freely. Thisexperienceled meto examinethe
place of pauses and silencein my teaching, and turned silenceinto a
useful teaching tool.

The second episode centered on a writing assignment given Wai
Ping, the second student in the case study, and raised again the question
of " beautiful" (rich, or " feng fu") language. The assignment wasin
several parts. First, studentswereto interview a classmate from another
part of theworld to learn about different non-verbal greetings, then they
wereto write an essay comparing and contrasting those greetingsto the
onesfound in their own countries. Next, they wereto discusstheir

10 Not all comments wer e so negative. In fact, in responseto the
questionnaires, the ESL teacherswere more critical of themselvesthan
their studentswere, and expected more criticism than they were given.
The studentsfound ESL helpful for their listening, speaking, and writing
skills, and praised the " warm and friendly" teachers, though one added
that the " wonderful" teacherswere"too busy,” both in the classand after
class, to spend moretimewith students.
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paperswith the person they had interviewed, and finally, they wereto
taketheir papershomeand " makethem perfect.”

Wai Ping cameto meto ask for help in making it perfect. Not
being surewhat perfection was, | asked thewriting teacher for help.
Shewas dismayed to find her joke had been taken so serioudly. With
great care she went through the paper with Ping, pointing out places
where her paper did not match the outline given for comparison and
contrast compositions. She pointed out parts she thought were not
balanced, sequencesthat werejumbled, and pointsthat were omitted.

Wai Ping listened, then said that following the form " made it too
long the same thing, repeating and repeating." Shedidn't want to do
that.

Theteacher thought she had not under stood what to do, and
explained again how to balance the piece. After the teacher left, Ping
explained, " | don't likewriting to be so that-that-that-that," gesturing
with her handsto show a step-by-step pattern.

After Wai Ping left, the teacher commented that Ping " still didn't
seem to get it." Theremark about " perfect,” she added, was half ajoke,
half a serious comment related to editing problems. on a subject-verb
agreement level, their papersshould be perfect.

Theteacher wasleft feeling the student could not under stand,
feeling that the work wastoo hard. The student was left feeling that
the work wastoo simple, too straightforward. Another good starting
point for future study.

Conclusion

At this point the question of the usefulness of ethnographic
techniquesin ESL research may beraised. The use of ethnographic
techniquesin this study hasturned up some moreor lessinteresting
stories, but hasit led to any greater knowledge? If by knowledge we
mean immutable laws, the answer is" no." If, however, by knowledge
we mean a greater under standing, then, arguably, yes. New teachers
faced with absenteeism, silence, or failureto comply with demands will
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not now know the particular reasonsfor their particular students actions,
or lack of action, but by reading stories based on ethnographic work in
ESL classrooms, they may be better prepared to see the possibilitiesin
the studentsthey encounter. And teacher s who come to the classroom
with an under standing of culture derived only from the generalizations
necessary in a theoretical approach can be encouraged by the voices of

these studentsto listen to and learn from the particular voices of their
own students.

The conclusion of thisstudy is, finally, an accumulation of questions:
Hypothesesto be tested, studentsto be understood not through
formulaic prior knowledge, but through interaction. It aspiresnot to be
closing, but rather, in the words Clifford Geertz (1973) usesto describe
one of the aims of anthropology, " an enlargement of the univer se of
human discourse" (p. 14). It isa goal appropriate, aswell, for thefield
of teaching language acr oss cultures.
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IMPROVING FOREIGN LANGUAGE LEARNING
THROUGH LITERATURE

By Jose 0. Umafia-Chaverri
Universidad Nacional
Heredia, Costa Rica

Abstract

Theauthor of this paper describes his experience using
literatureto teach EFL at the Universidad Nacional in Costa
Rica. He arguesthat literatur e encour ages language students
to think critically, to understand other world visions, to inter pret
literary discour se, to recognize linguistic variants, and to conduct
resear ch. The model presented in this paper advocates small
group work with the teacher asa facilitator. The paper closes
with suggestionsfor selecting appropriate literary text.

Programsthat aim for " full," or "total,” command of theforeign
language often include literatur e cour ses. But, why literature? How
can it help in thelearning of that language? Under what criteriaare
those cour ses oriented? What guides the teacher in choosing the texts?
How doestheteacher evaluate the students? This paper reportson an
experience teaching language through literaturethat has been more
satisfactory than previous approachesin the program of English asa
foreign language at the Universidad Nacional in Costa Rica.

Traditionally, teachersof literature have based their teaching on
four general assumptions. Many consider that theliterary text isan
example of the highest degr ee of language elabor ation (I banez-L anglois,
1979; John, 1986; Krsul, 1986; Ruiging, 1986). Othersview it asa means
for shaping character, sensibility, and intelligence (Castagnino, 1977;
Castro-Alonso, 1971; Henriquez, 1974; Mar ckwardt, 1981; Zughoul,
1986). In addition, it provides contact with other cultures (L eki, 1986;
Mar ckwardt, 1981; Ruiqging, 1986) and it isan object of pleasure
(Marckwardt, 1981; Power, 1981).

Within the framework of the preceding approaches, the justification
for theteaching of literature can be placed in two opposing
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methodological practices: (a) theliterary text asthe only object and
goal—in this case literary history, the reading of master pieces,

biographical information, and literary movements are generally stressed,;

and (b) theliterary text as an excuse or point of departure for
nonliterary activities dealing with grammar, conver sation, writing, etc.

Holding one of these two extremes will lead only to failure of effective
teaching of literary texts. Teachersshould ignore neither the nature of
theliterary text nor the need to improvethe students mastery of the
language they arelearning.

TheValueof Teaching Literature

It isuseful to think of aliterature course asa global and integrating
space wher e the students have the opportunity to put into practice,
through analytical experience, what they have learned in cour seswhich
concentrate on specific language skills, such as composition, grammar,
and conver sation. Within this conception, there area number of reasons
for theteaching of literaturein alanguage class:

1. Encouraging critical thinking.

Theteaching of literature hasa rescuing function to perform: it is
away of decreasing the powerful influence of the mass media and its
corresponding degradation of man to a passive, receptive being:

In the presence of a generalized tendency toward consensus,
toward homogenous attitudes, and toward thereduction of the
space to disagree—all of which are promoted by the mass media
—Iliterature presentsitself asan open space. (Mora & Ovares
1984, p. 149)

Thisprovides studentswith accessto a higher level of thinking which,

according to Mora and Ovares, is" global, open to abstraction and
multiple causality, capable of being relative and of being suspicious of
surface appearances’ (p. 13). In other words, by means of a dialogue
with literature, human beings can develop a critical awareness and

become responsible protagonists. Artistic models ™ represent a unique
combination of scientific and game-like modelswhich are ableto
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organize intellect and behavior smultaneously" (Ovares, Alfaro, Mora,
& Rojas, 1986, p. 78).

Contrary to what happensin the mass media text, theliterary text
isproblematic and challenging. Contrary to therelatively simpletext,
theliterary onerequiresthereader to use" more systematic strategies
to find and organize information and to establish deeper and more
complex relationships' (Ovares, Alfaro, Mora, & Rojas, 1986, p. 79).

Most of the texts that have been used in Costa Rica for the teaching
of foreign languages are similar to those of the mass media inasmuch as
both aresimple, direct, linear, non-problematic, explicit, and ingenuous.
Dueto thefact that foreign language teaching texts ar e often concerned
with giving examples of grammar structures, vocabulary and artificial
situations with which the student frequently has no experience at all
("snow," or "goingtotheopera,” for example), such texts are non-
problematic aswell as unintelligent. They are characterized by an
ingenuous, linear vision of the world. Thus, they tend to present values
and behavior patterns of the target language and culture astheideal.

2. Toknow otherswe know our selves.

Theliterary text, along with all cultural production, transmits
aspirations, frustrations, and criticism, which respond to a particular
historical moment. Therefore, theliterary text isa useful aid in
permitting the student to establish a dialogue with other world visions:

The knowledge of the literary text not only lets[the student]

appreciate the development of hisown culture but the existence
of others, of which he nourishes himself by means of
under standing and respect. (Mora & Ovares, 1984, p. 151)

Reading a literary text isa kind of journey from the historical
dimension of theindividual to that of artistic reality and truth, from
which studentsreturn enriched to the inescapable domains and
responsibilities of everyday life.

Facing each new literary text, the students, likeit or not, should
feel the imperious need of reordering their world vision, and
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consequently alerting their action in the concrete reality in which they
perform as historical subjects, that is, as social beings. Studying and
discussing the way in which atext conceiveslifein davery does not mean
transforming the classinto one of history or philosophy. It servesto
establish a spacefor reflection enabling the studentsto understand the
degrading limitsto which man has descended, to valuelifein liberty and

respect, and to do whatever they need in order to better their present
and future.

3. Literary discourse.

There has been much debate concer ning the existence of a
distinctive literary language. Aside from the discussion of aliterary
language or waysto make language literary, theliterary text containsa
number of factorsthat makeit suitable for development and enrichment
of the students' intellectual capacity:

Theliterary text isrepeatedly encoded and thisistheorigin of
a series of deep propertiesin art that make up its specific
nature. The multiple levels of the artistic text makeit a
particularly complex and heter ogenous object and the point of
departure of various fundamental elementsfrom a pedagogical
perspective. (Ovares, Alfaro, Mora, & Rojas, 1986, p. 79)

One of the properties of the artistic text isthat its meaning is found
at several levels. Thisallowsfor different readingsdueto a certain
" open ended or unfinished naturethat permits morethan onereading
route asa possibleinterpretation” (Ovares, Alfaro, Mora, & Rojas, 1986,
p. 80). That isparticularly important in the teaching of second and/or
foreign languages, because most language texts are linear and their
meaning production isfound at one obvious and finished level, especially
in the case of those texts that have been elaborated with a grammatical
or behaviorist base. This orientation often leadsto a direct or smplistic
stimulus/response r elationship.

Compared to other texts, theliterary one hasthe enormous
advantage of being theresult " of the encoding-decoding carried out
simultaneously on the basis of two social sign systems: a historic
language or writing ('primary' system) and a modeling secondary system
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(‘literariness}" (Gainza, 1986, p. 30). That is, theliterary text should be
thought of asthe union of two social sign systems. The modeling
secondary system isthat which transforms everyday language into a
different textual practice--literature. Such an advantage makesit possible
tousetheliterary text in amorevaried and useful way than, let's say,
anewspaper articleor areading selection illustrating the use of the
comparatives. It isnot that these latter texts should not be used. On
the contrary, dueto their relative simplicity and to the linear nature of
their code, they are highly effectivein beginning or survival cour ses.
However, asthe students master those levels, the difficulty of the texts
they read and discuss must be greater. Thiswill familiarize them with
certain grammatical patternsand vocabulary in a particular context while
increasing their capacity for abstraction to establish a relation and
correlation of data.

Literary discourseisvery useful when the studentsareready to go
beyond the logical/verbal mastery of the language, that is, when they
attempt to go beyond the direct obvious refer ence that characterizes
survival or basic mastery of thetarget language.

4. Languagevariantsin theliterary text.

Thefact that it iscommon to find several language variantsin a
literary text makesit a useful instrument for theimprovement of the
students' linguistic competence. In a novel or a dramatic text, for
example, charactersareidentified by their actionsand the language
variantsthey speak. That isnot usual in other kinds of texts, in which
writing generally includes a single variant, a single discour se.

In the case of foreign language lear ning, the students need to know
that, besidesthe formal or standard variant often taught at univer sities,
thereisagreat variety of discourse models, including even those not
accepted in certain social circles. Contact with these latter variants will
ultimately give the students the possibility of recognizing such discourse
registersin real communicative contexts.
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5. Theliterary text: a point of departure.

Literary text production, which in our culturesisa socially privileged
kind of work, has generated a vast body of texts commonly known as
historical/critical discour se. Theoretical proposals, methods, approaches
for analysisand research, criticism, and literary histories are but some of
thetypes of such adiscourse. Thisisafertilefield to develop the
students initiative for research, inquiring spirit, and discipline for work.

Coursesof literature cannot be a limited field in which the student
just reads and comments on what hereads; such coursesarefine at the
very beginning. However, when the student master s the language at
intermediate and advanced levels, it isappropriate to study proposals
that attempt to explain theliterary phenomenon. They should be within
reach of the students, and may beread in the native or target language.
At first, theteacher may frequently believethat it isalmost impossible
for studentsto present or discusstheoretical matters. That isthereason
why the teaching is usually oriented to simple comments and impressions.
However, trying to discuss theor etical aspectsisworthwhile, ispossible,
and promotes active participation and thinking.

Theteacher's apparent omniscienceisa very frequent cause of
students frustration: the teacher knows everything, studentsdo not; the
teacher can, students cannot. Students and teachersvery easily accept
theidea that students should contributelittle or nothing to the
improvement of their information and attitudes. The situation is even
mor e problematic if teachers ar e concer ned with a package of
information, whether it isthe result of their own resear ch activity or not.

A teacher who does not explain, illustrate and put into practice
proceduresto obtain certain information does not really do much for
students other than impressthem. Theteacher may be excellent at
telling them what he/she knows, but what can students do if they do not
know any appropriate waysto approach literature by themselves?
Teachers should not be too concer ned with making a good impression
on their studentswith their knowledge about literature; nor should they
force studentsto read countless texts that have been chosen
indiscriminately. What does seem worth worrying about, for it isthe
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teacher'sresponsibility, isteaching how to approach theliterary texts
critically and analytically.

Model for Teaching Literature
Students need to be familiar with the theoretical bases, the
justification of the general procedure, and each step in a given approach.
Every analytical processhasto beclearly illustrated by theteacher, so
it may then be put into practice. At first, the studentswork in small
groups until they are ableto continueindividually. The following has
proved to be a workable procedure:
1. Approach presented by the teacher:
a. discussion of aspectsinvolved.
b. justification for each aspect.
c. stepsto cover for the study of each aspect.

e. reading and discussion of an analysis carried out by the
teacher.

f. evaluation (discussion of unclear aspects, possibilities and
limitations).

2. Application of the approach by the students under theteacher's
guidance.

3. Presentation of results by the students.

4. Discussion and evaluation of results and procedure(s) during the
application.

5. Revison.
In second or foreign language programs that include cour ses of

literature, it isadvantageousto consider an intrinsic approach to the
textsasan initial step. That is, thetext and only thetext isto bethe
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object of study. At this point, the student is not allowed to consult any
outside source. Thisdoes not mean that later on such intrinsic
approaches may not be enriched with the use of other alter natives within
the student'sreach. Onereason why it isbest to start with intrinsic
studiesisthat thereading, inter pretation and subsequent work on a
literary text in aforeign language—as well astherelative uncertainty
which that implies—may lead studentsto find support in other people's
studies and inter pretations. While this procedureis sometimesrequired
at other levels, it isnot appropriate at first for it doesnot let students

cometo their own conclusions; it generally causesthem to become
satisfied with what other s have said.

Concerning intrinsic options, most structuralist proposalsarevery
useful, but teachers should feel freeto set up their own approaches as
long asthese are coherent and clear. Thefollowing model was designed
for the study of narrative, both short story and novels, and has been
used successfully with inter mediate students. The teacher may wish to

put into practice only part at atime, depending on the number of
students and their command of language.

L. Plot sequence. Studentsshould try to put the sequence of events
in chronological order. Large and small units of time should be
detected, delimited, and represented graphically. Figure 1, based
on Ernest Hemingway's" Soldier's Home," shows how this may be
done.

LI. Characteristics

A. Personality traits. Patter ns of behavior, brief and precise
description of the mechanismsthe character uses when faced
by different situations.

B. Physical condition.
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Figurel| Sequenceof gvents in " Soldier'sHome."
A PRESENT
I. Remote I1. Recent III. Immediate
Things used Things began Things did not Moment of
to fit. not to fit. fit anymore. narration
Methodist I World War Krebs did not
College. France and want to come
USA Germany. 191}% back. USA 1919

1. K came back too late for
welcome.

2. K did not want to talk

about his war experience.

3. K felt the need to talk
about the war; no one
wanted to hear about it.

4. K had to lie.
Nausea

S. K "lost everything."
Lack of will.
Observer

6. "One morning after he had
been home about a month..."
K mother's confrontation.

7. A new phase in Kos life.
"He wanted his life to go
smoothly. It had just
gotten going that way."




C. Process of improvement and/or degradation.

 objective: what the character wants.

« means: what the character needsto reach what he wants.

* obstacle(s): situationsthat impede the character's
achievement of the goal.

« helpful agent(s): those who help the character.

« success or failurein achieving objective: whether the
character getsthe objective and in what degree.

 consequence(s): what happens after the achievement, the
failure, or the partial achievement.

I1l.  World vision. The objective hereisto discuss, in depth, the
conflict which organizes and unifiesthe text. Students are asked

to pay particular attention to the confrontation of different
conceptions of life.

[V. Narration.

A. Qualities of narrator. Whether the narrator isomniscient,
limited, participant, etc.

98]

B. Timeand place. When and wherethe eventstake place.

(@)

. Formal aspects of narration. Discussion of those aspects
concer ning the use of language, such as description, dialogue,
metaphors, repetition of wordsand phrases, symbols.

O

D. Narrator'sposition. Doesthe narrator question, challenge or
defend a certain conception of life?

Though intrinsic studies are appropriate for theinitial stages of
literary studies, at the sametimeit is necessary to prevent students from
thinking theliterary text isnot deeply related to some context and history
that determine certain aspects of sense and productivity of meaning.
This can be done by pointing out the limitations of intrinsic approaches.
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L anguage Skills

Therearefour language skillsthat benefit from the teaching of
literature:

1

N>

|0

Reading comprehension. Thereading process should be properly
conditioned, guided, and basically analytical. That is, the students
need to know what aspectsto look for and why; in addition they
should be familiar with the different types of cluesa written text
may offer.

Writing. If the notion is accepted that precision is an objective
for any discipline that attemptsto be somewhat scientific, the
practice of writing isindispensable. To makethe students

activity basically scientific in nature does not mean it hasto be
arid and cold; on the contrary, it meansthat their written

expression should havereasonable, demonstrated criteria asits
support. There should be a clear, precise elaboration of proof,
not flowery language in an emotionally inspired essay.

Oral production and listening. When students speak or attempt
to discuss a topic based on an unguided reading process,
conver sation generally reaches only an exchange of personal
opinions. Those who speak better are the oneswho participate;

therest hopetoremain silent. Thisiswhy the teacher of
literature should make an effort to stimulate and challenge
studentsto achieve active, effective participation. Discussion of
theresults of an analytical and/or research processisavaluable
procedurefor many reasons: (a) it isareal situation for the
exchange of ideas, communication, reflection, learning; (b)

students ar gue about information they have been in contact with,

information they have analyzed to a certain depth; (c) students
ask/respond on the basis of a properly justified reading process
and textual proof, and not on their impression or personal taste;
(d) it lets students form opinions and take sides when defending
their work or someone else's; (e) it gives studentsthe possibility
of comparing their performance and competence; that is, students
have the chanceto set up goalsfor their improvement; and (f)

students shar e knowledge and ways of solving problems. In this
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way, as students leave behind distance and passivity, they become
active agentsin the adventure of learning through the language
they are acquiring.

If wewant studentsto read, write, listen, and discuss a topic on the
basis of concreteresults, there should be a moment in which such results
are presented and another in which they are defended. Individual or
group work on the same problem or problems provides studentswith the
opportunity to compareresultsand to participate more actively

Text Selection

It isalways necessary for the teacher to think of an adegquate degree
of difficulty in all activities and of the students' corresponding ability to
carry them out. Some of the aspectstheteacher may consider arethe
following:

1. Level of difficulty of the texts.

It would beinappropriateif in thefirst literature cour se the student
having a barely sufficient command of the tar get language had to read
textswritten by, let's say, Chaucer, Joyce, or Shakespearein their original
versions. Many factors may make reading and analysis a discour aging or
even impossible task; among them are the kind of language the writer
used (archaic, colloquial, etc.) and the writing techniques (multiple
narration, stream of consciousness, nonlinear unfolding of events, etc.).

It seems mor e valuable to have studentsread texts whose language
variantsare widely used in today'sworld. For inter mediates,
Hemingway's and Steinbeck's texts are definitely much more accessible
than Faulkner's, for example. We need to select textsvery carefully to
assurethat they will help rather than frustrate the student. Feeling able
to understand a novel or a poem encour ages one to continue making
mor e serious efforts.

2. Typesof texts.

When selecting a certain literary cor pus, the teacher delimits what
isliterary and nonliterary. What isincluded excludes something else
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and determines that which will also condition the students under standing

of what literatureis. That iswhy the teacher needsto be acquainted
with a variety of options available which may be used to explain the
literary phenomenon. By the sametoken, it isadvisable for the students
to be familiar with a number of ways of under standing and studying
literature. What isliterary here and now isnot necessarily literary
somewhere else and at a different time. The teacher will do well to let
students establish a dialogue with texts accepted asliterary aswell as
with thosetaken as subliterary or marginal.

One of the problemswith the practice of using anthologiesisthat
such materials generally fall into the trap of conceiving cultural
production, and specifically literature, asalinear, non-differentiated
process. In thisthey arein agreement with mass produced culture, and
while thismay bethe easiest solution for beginning or unawar e teachers,
it meansthat they are directed by someone else'sideas of society and
literature.

3. Coherencein thereading and study of varioustexts.

Thedifficulty of a certain variation of languageisusually a
hindrance for the effective chronological study of literary texts. Thiscan
be avoided by selecting the texts on the basis of a problem (slavery,
women in society, identity of minorities, etc.) that guides and helps
teachers by giving them arelative margin of freedom to choose from.
For example, the situation of black women in American society can be
analyzed in poems by Fenton Johnson, Claude McKay, Countee Cullen,
and Naomi Long M adgett; identity of minorities can be studied in short
storiesby Mario Puzo, Ronald L Fair, Diane Oliver, Joe Coogan, John
Fante, Mario Suaresand many other writers. By establishing relevant
issues to explore with the students, the temptation to select noncritically
the well-known univer sal texts or master pieces of literatureis eliminated.

Textsfrom different periods and genres might be studied to examine
one problem and achieve one or more goals. Sincethe variety of such
optionsislarge, it isimportant for the teacher to evaluate which might
be the most motivating and appropriate for the students level. Teachers
should also ask themselves which will demand of the students more work
and rigorous effort.
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What About Evaluation?

A fair evaluation isthat which attemptsto " measure" the knowledge
acquired by the student over a period of time. In this case, knowledge
isnot just a certain amount of data but skills, attitudes essential for self-
teaching, and the ability to apply what is known to solving new situations.
Thus, it isnecessary to discard those forms of evaluation ranging from
memorizing data to the free, but risky questioning of personal taste and
pleasure.

A course of literature from this per spective should evaluate
processes; this cannot be done through exams. If the goal isthe
evaluation of processes, teacher s need to plan tasks or activitiesfor
individual or group work. For example, the writing of term papers, one
of the most common requirements, should never be postponed to the
end of the course, or carried out without close guidance from the
teacher. Papers should be the outcome of a joint effort of both the
teacher and the student throughout the cour se. The teacher should
guide, question, and correct what the student proposesin arespectful,
open dialogue. This procedure may become a point of departure for
oral classroom activitiesin which students present the results of their
analysisfor discussion and evaluation. During the entire procedure, at
least the following aspects should be evaluated: (a) the clarity of
concepts used by studentsto support the theory they are supposed to
master; (b) their capacity to put into practice methods or approaches
for theanalysis of texts; (c) their ability to solve problems during analysis
and resear ch activities; (d) the way they present—orally or in writing—the
results of analysis and resear ch; (e) their support and defense of those
results; and (1) the consultation process. In each case, the teacher may
want to design an evaluation form and discussit with the class.

To evaluatein thisway not only permits an exploration of the
processes but also challenges studentsto exercisetheir mastery of the
target language. Without doubt, thisis one of the most important
aspectsthat aliterature teacher in alanguage program must evaluate.
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The Teacher'sRole

Though theteacher playsa significant rolein all processes, the
magisterial attitude so often found in a course of literatureisnot the
best one. It isvital that, as students master pertinent information, they
be given the opportunity to cooper ate in the better ment of the
experience and to have enough spaceto carry out asmany activities as
they need to improvetheir command of the language. It is advisable
that the teacher be a facilitator who makes use of didactic discourse only
when presenting, justifying, and illustrating analytical models.

Asin the social sciences, it isfundamental that teacher s constantly
examine and evaluate the instrumentsthey use and the procedures they
follow. Theteacher must play therole of model; everything, even the
teacher's own proposals, must be questioned and revised constantly.

Conclusion

In the particular case of a foreign language-lear ning program,
teachersneed not distort the nature and function of theliterature. First
of all, literature cour ses should be oriented toward the improvement of
language skills. However, thisdoes not mean an arbitrary mutilation of
thetext or alimited and limiting under standing of what literatureis. On
the other hand, teachers cannot make the mistake of conceiving cour ses
of literature as part of a plan to educate scholarsfor whom literatureis
an end unto itself. On the contrary, the teaching of literatureisjustified
in its attempt to develop the students critical thinking along with their
mastery of the target language.

Through the analysis and discussion of literary texts, the student can
reach an adequate level of conceptual elaboration and master the
application of scientific methods. Vague, undefined notions such as
"death,” "freedom,” "love" "beauty,” and "reality" areexplored. Thereis
an inevitable need for deep thought to define these notions, which are
normally not questioned by the consensus of a mass-consuming society.
Thishasled to unexamined beliefs such as" loveiswonderful," " beauty
ispositive," "death isnegative," " liberty isan absolute good,” " communism
iIsbad," " sexuality issuspect,” or "democracy isthe best form of
government." Theformulation, questioning and discussion of such
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notionsis an excellent opportunity for the studentsto clarify their own
thinking and perfect their use of the target language.
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ENGLISH IN THE WORKPLACE: ASPECTS
OF IMPLEMENTATION

By D'Anne Burwell
Portland Community College

Abstract

ESL educatorshave begun to develop English in the workplace
(EWP) programs as a means of addressing communication
problemsin theworkplace for limited English proficient
employees. EWP programs focus on specific language functions
necessary to on-the-job communication. This paper details
seven key features of an EWP program: company commitment,

needs assessment, instructor preparation, student assessment and

placement, program duration and frequency, curriculum
approach and design, and evaluation. This paper offers
educator s guidelines for implementing an EWP program.

Asthe number of immigrants coming to the United Statesto live
and work increases, mor e of the labor pool is being made up of limited
English proficient people. This changein thework forceis causing some
companiesto seek assistance from educatorsto help deal with their
communication problems. In response, ESL educatorsin the United
States have begun to develop English in the wor kplace (EWP) programs.
These programs focus on specific language functions necessary for on-
the-job communication. English taught in the workplace isemerging as
an area with enormous growth potential. Business people, together with
educators, are beginning to implement EWP programs as a means of
addressing the company's communication problems.

The shift in the American economy from heavy industry to
technology hasreduced the number of jobswhereworkerscan get by
with limited English. Yet millions of workers continueto settlein the
United Stateswith little or no knowledge of the English language.
L opez-Valadez, Friedenburg, Kremer, Reed, and L ucas (1985) believe
the situation iscomplicated by the fact that employersare now requiring
higher levels of education, moretraining and better communication skills.
Of all workerswho lose their jobs, eighty to ninety percent lose them
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because of inter per sonal problems, not difficultiesrelated to their
technical abilities (Friedenberg, 1985). EWP programsare based on the
assumption that lear ning English will alleviate some of these
inter personal problemsand thus contribute to greater successon thejob.

EWP programs are being developed to address the needs of limited
English proficient (LEP) adultswho are already employed. Kremer
(1985) believesthat since each LEP individual isunique in his/her
educational background, employment experience, and level of proficiency
in English, programs should be organized around these differing needs.
An EWP program does not purport to address all of the various needs
of a LEP adult. It does, however, aim at therelevant and practical
aspects of communication in an employment situation, since employment
isatop priority for many LEP adults (Friedenberg, 1987; L opez-Valadez
et al., 1985; Wilde, 1984).

Thefocus, then, ison language lear ning as a means of acquiring
and upgrading the English skills necessary for successin the workplace.
Crandall (1979) points out that the specific focus of EWP classes enables
employed L EP studentsto learn the English they most need. When the
cour se focuses on the work-related situations, Carnevale, Gainer, and
Meltzer (1982) and L opez-Valadez et al. (1985) believe students as well
asemployerscan seeaclearer path to improved performance and future
promotion.

In order for EWP programsto become more commonplace, it is
important to examine just what makes a successful program. This paper
examinesthe key features of a successful EWP program in detail. These
seven features are: company commitment, needs assessment, instructor
preparation, student assessment and placement, program duration and
frequency, curriculum approach and design, and evaluation. A thorough
under standing of each component is essential to the success of an EWP
program.

Company Commitment
Since EWP programs are not widely known in the business

community, Burtoff, Crandall, M oore, and Woodcock (1983) believe that
it becomesthe responsibility of educatorsto suggest thisalternative and

44



to work with employers and supervisorsin developing these programs.
Jupp and Hodlin (1975) insist that company per sonnel must be educated
about what isinvolved in language lear ning, what can be achieved in a
given period, how a cour se can be properly organized, and what
company personnel can contribute to good results. It isvital that the
company be made awar e of the benefitsit will receive from the
Implementation of such a cour se because the success of the program is
dependent upon the cooper ation of the company. Moreresearch is
needed to deter mine whether EWP programs ar e beneficial and cost-
effective.

Once a company has been convinced of the value of an EWP course
and has committed itself, Anderson (1982) points out that management
can cooper ate by providing toursfor instructors, helping to identify
potential students, giving company release time, and funding sufficient
development time. The company's commitment to recruiting studentsis
crucial. By far, the most effective way of recruiting studentsisto have
their immediate supervisorsask them to sign up. Wilde (1984) suggests
that supervisorstalk to each potential student, answer questions, deal
with scheduling and transportation problems, and make lists of students
who are enralling. In the several projectsthat Sauve (1982) examined,
instructorswho had the active participation of supervisorsand foremen
wer e adamant in stating how useful it had been. When supervisors and
foremen are not actively behind the program, it will generally fail.

Management hasthe power to offer incentivesto L EP employees
to attend classes. Thiskind of commitment on the part of upper
management is essential. Belfiore and Burnaby (1984) point out that
attendance r ecor ds have shown that the morerelease time given, the
moreregular the attendance. Some companies offer to give half of the
classtime asrelease time and the employees contribute the other half
from their own time. A pay raise has been used as another incentive.
A few companies agree to give employees who complete an EWP cour se
an extra percentagein their pay raise. Wilde (1984) pointsout that a
certificate of completion and/or discussions of potential promotion are
other ways companies can show their support of the EWP program.

One of the best ways a company can show commitment to a
program isto understand the need for sufficient development time and
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to fund it. Often companies want tailor-made cour ses but do not realize
thetimerequired for development. In looking at six projectsin Alberta
and Ontario, Sauve (1982) found that the longest period cited for

development time was one full week. Thisincluded developing and
administering a pre-test aswell as developing a curriculum and materials.

In describing a program at a Westinghouse tur bine plant, Jones (1982)
writesthat oneinstructor had two weeks (full-time) of preparation time

whiletheinstructor of a clothing factory had 25 hours of preparation.

Bell (1982) believesthe Levi Strauss project in which she wasinvolved
wasuniquein that it was designed specifically asa materials production

project with three months being allowed purely for development of
curriculum and classroom materials. In order to address L EP
employee/employer communication problems, each course'scurriculum

must be developed accor ding to the specific needs of the L EP population
aswell as of the company.

Needs Assessment

It isimpossible to design an EWP coursethat isappropriate for
L EP employees without first completing a thorough needs assessment.
EWP educatorsrealize the importance of a needs assessment but few
know how to go about doing it. In the projectsthat Sauve studied, the
needs assessment varied from atour of the plant and a talk with the
industry contact to a series of observations, several talkswith theindustry
contact, and a close study of the shop drawings. A needs assessment
should include a visit to the company, observation, and questionnaires
(Auerbach & Wallerstein, 1987; Belfiore & Burnaby, 1984; Promising
Programs, 1985; Jupp & Hodlin, 1975).

Visiting the company isonly one of the key elementsto a needs
assessment. Most likely several visitswill be necessary. The purpose
of theseinitial visitsisto investigate the overall structure of the
company. An EWP instructor should find out about the company's
various departments and what jobs L EP workersare performing. These
visitsgivetheinstructor a sense of the working atmosphere and an
under standing of the company's needs.

The second means of gathering data for a needs assessment is
observation. EWP instructors should spend timein the workplace
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observing the kind of language L EP employees need. Burtoff, Crandall,
Moore, and Woodcock (1983), Derge and Kudirka (1986), Fanselow
(1980), Gage and Prince (1982), and Jupp and Hodlin (1975) believe
that during observation, instructors can classify communication in the
following two areas:

1. Work Language:
a. language associated with immediate job situations,

b. languagerequired for work flexibility, for unusual situations,
and for increased responsibility.

2. Social Language:
a. languagefor smple social contact;

b. languagefor individual employeesto communicate about
their rightsand problems.

Instructor s need to investigate and experience the social reality of
the company before they can make choices about what thelearner in
that situation needs. (See Jupp & Hodlin, 1975, ch. 6, for a
methodology of investigating and analyzing a work situation.)

Both Bell (1982) and Jupp and Hodlin (1975) agreethat an
instructor should spend a day or so working at thefactory. In the Levi
Strauss project, Bell describes how she cut her own pair of jeans and
moved from section to section sewing each part together under the
guidance of the machine operators. This experience enabled her to get
afeel for the employees situation which wasinvaluable later in
developing and teaching the cour se.

Thethird instrument of a needs assessment is questionnaires, for
both personnel manager s and employee supervisors. The focus of the
guestionnairefor personnel manager s should beto find out how LEP
wor kersfit into the overall company picture. (See Burtoff, 1983, pp.
79-80, for a detailed listing of sample questions.) The focus of the
questionnaire for supervisorsshould be more specifically on types of
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communication problemsthat occur on a day-to-day basis. (Seefor
example Becker, 1986; Belfiore & Burnaby, 1984, pp. 27-28; Wilde,
1984.) Wilde found that the responses to these questionnair es wer e not
at all what was expected:

Out of 53 supervisorswho responded to the needs assessment,
three or lessdefined such topics asfollowing safety rules, calling
in sick and under standing attendance policies as major problems.
The areaswhich clearly stood out as major problemswere:

under standing instructions, reporting problems, asking for
clarification, and awkward situations because L EP do not
understand general conversation. (p. 14)

A thorough needs assessment isvital to the success of an EWP
program. Often EWP cour ses focus on such topics as following safety
rulesand practices, callingin sick and under standing attendance policies,
when these may not be the areas that should be emphasized. A
properly conducted needs assessment should pinpoint the specific areas
that need treatment in a particular company. Thus, communication
problems can begin to be addr essed.

|nstructor Preparation

ESL instructorsare frequently uneasy about having to become
familiar with a content area in which they have no training or
experience. Theseinstructors need to observe vocational classes aswell
asreview vocational course outlinesand materials. Vocational instructors
are often uncomfortable with thisscrutiny. In order to facilitate
interdisciplinary collaboration, staff development wor kshops can be given
aimed at increasing under standing between vocational skillsinstructors
and ESL instructors (Burtoff et al., 1983; Friedenberg, 1987; Promising

Progams, 1985).

In addition to consultations with the vocational skillsinstructor, EWP
instructors must do a consider able amount of background research in
order to be familiar with the particular work setting. However,
Anderson (1982) pointsout that it isunrealistic to expect the instructor
to be fully knowledgeable about the work. Ander son and Panzer (1985)
suggest that EWP instructors make use of the knowledge students have
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about the job in addition to consulting with vocational skillsinstructors,
and individual research and observation.

To help instructors prepare for teaching about ajob that may be
unfamiliar to them, atask analysis of thejobsthat involve LEP
employees can be performed. Published listings of job tasks can be
obtained from the National Center for Vocational Education, Ohio State
University, V-TEC's Consortium, and several state agencies (Carnevale
et al., 1982). Theselistings break ajob down into three parts. First, the
task listing isa comprehensivelisting of jobs performed by workers.
Second, the task detailing is a systematic breakdown of each task to
determinethe skills, sequencing, knowledge, and attitudes the wor ker
needsto know in order to perform a singletask. Third, the task
inventory isalist of duties, tasks and questions that ask workers, who
already perform that job, about the way atask isdone. If an instructor
has no previous experience with a certain job, a task analysis may
provide valuable infor mation.

Student Assessment and Placement

It ispossibletotest learnersformally in order to placethemin a
program. Promosing Programs (1985) cites one sour ce of information
regar ding potentially valid instruments asthe California Adult Student
Assessment System of the San Diego Community College District. (See
also Lopez-Valadez & DeHesus, 1982, for sample assessment tests.)
These kinds of tests do have the advantage of providing a standar dized
measur ement of progress, which is something the company very often
wants. But these tests measur e a formal knowledge of language
structures and do not give much feedback on thelearner's
communicative abilities. In addition, Burtoff et al. (1983) and Richer
(1982) agreethat LEP workers often suffer anxiety about tests, believing
that their scoresmay be used asa basisfor firing them.

Structured interviews might be mor e appropriate and more
informative. Much of the literature pointsto interviews as the best way
to assess students (Burtoff et al., 1983; Jupp & Hodlin, 1975; Lund,
1982). These authors agree that theinterview should be structured so
that social chatting, job specifics, and basic literacy are covered. The
interview should be given by theinstructor so that initial under standing
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of individual linguistic and communicative weaknesses can be gained.
Theinterview should be reasonably easy and quick to administer and be
conducted in arelaxed, informal environment.

Program Duration and Freguency

The workplace imposes sever e constraints on the time available for
EWP classes. Different shifts, overtime, flex time, release time, car
pools, bus schedules and teacher schedulesarejust a few of these
conflicting factors. The arrangementsfor a course areinevitably a
compromise between these practical constraints and the essential
conditions needed for language lear ning.

After experimenting with different lengths of cour ses, Jupp and
Hodlin (1975) suggest 40 hour s asthe minimum duration to achieve
worthwhile results. The authorsbelieve that thistimewould ideally be
organized in daily sessions of 45 minutes each. Ander son (1982) believes
that the format of a one hour classfour daysaweek would be optimal
for beginning students. Wilde (1984), however, pointsout that it is
difficult to get ateacher to teach at a company just one hour a day
because of the timeinvolved in transportation. Both Bell (1982) and
Wilde believe that a two hour classtwo days a week provides enough
continuity for learnersand isrealistic given other constraints.

Jupp and Hodlin (1975) think that while 40 hoursisa minimum
time frame, 50 hoursis moretypical and 60 hours should be about the
maximum length. A further course can always be arranged. Wilde
(1984) recommends that each course have at least two weeks between
sessionsfor evaluation and further planning with company per sonnel.
Jupp and Hodlin and Wilde agree that the cour se should be about ten
to twelve weeksin duration.

Setting beginning and ending dates rather than an open entry/exit
type of arrangement wor ks best. Students should know how long the
course will be, so that they have a feeling of accomplishment after
completion (Anderson, 1982; Barndt & Marino, 1982; Befflore &
Burnaby, 1984; Jones, 1982; Lund, 1982; M ohan, 1982; Monk, 1982;
Wilde, 1984). Also, company supervisorscan recruit L EP employees
for aparticular daterather than have the constant pressure of recruiting.
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Belfiore and Burnaby (1984) note that while classes often tend to
be mor e convenient at the end of the day or shift, learners must then
battle fatigue and make special arrangements at homefor their late
arrival. Lunch-time classes take away workers only real break from
concentrated work and usually do not provide enough time anyway.
Although there may be no ideal time of day for such classes, it seems
that two-hour classes twice a week work best in most cases.

Curriculum Approach and Design

To help set a company's expectations for improvement in their LEP
workers communication, it isimportant to show management the cour se
obj ectives befor e the classes begin. Belfiore and Burnaby (1984) believe
that since cour ses have different purposes and different audiences, the
syllabus can be formal or informal, finely tuned or roughly outlined. A
syllabus needsto be flexible to respond to and incor porate a learner's
daily needs.

Often EWP cour ses begin with predeter mined objectivesthat are
drawn largely from the needs assessment. Asthe cour se proceeds,
however, new objectives should be allowed to emerge and be
incor porated into the curriculum. The whole curriculum should be a
" working document” (Belfiore & Burnaby, 1984, p. 58). The results of
a needs assessment usually point out an array of communication tasks
that areimportant and need improvement. Objectives can be written
and exer cises and activities developed to deal with these problem areas.
Theformat for organizing these objectives can vary from an overall
general guide, asin a Freirian-based approach, to a more specific type
of syllabus, asin a competency-based approach.

In a Freirian-based approach, objectives are or ganized around
themes and topics wher e teacher sand students select topics of inter est
or problem areas. Themain objective in thisapproach isfor students
to develop a critical consciousnessthrough analyzing topics of concern
and interest (Auerbach & Wallerstein, 1987; Barndt & Marino, 1982;
Belfiore & Burnaby, 1984; Nettle, 1982). One problem with this
approach isthat companies often demand concr ete evaluation data.
Competencies offer away for instructorsto give management specific
evaluation data.
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Many state-of-the-art EWP curricula designstoday are competency-
based because many EWP instructor s believe that thistype of approach
aids LEP studentsin coping with a second language in a new
environment by breaking the language down into small useful chunks.
A competency-based approach allows students the oppor tunity to master
essential linguistic tasks directly related to successful performance on the
job. Burtoff et al. (1983) are among advocates of a competency-based
approach and believe that this approach accelerates the lear ning process
and enhances lear ner retention.

A competency-based approach is especially effective when combined
with a functional context methodology that usesjob-related materials and
concepts asthe basisfor training (Burtoff et al., 1983; Carnevaleet al.,
1982). Functional language teaching attempts to make language learning
mor e flexible, relevant, and effective by identifying explicit learning
objectivesthat consist of language functions. Some of these functions
would include: asking permission, making a request, and following
directions. LEP wor kers can immediately put this newly learned
functional English to usein their day-to-day work. (See Derge &
Kudirka, 1986, for a samplelist of 71 competenciesfor the workplace.)

Unfortunately, materialsfor EWP cour ses ar e often unpublished
and difficult to find. In most cases, teachers must adapt or writetheir
own materials. A great deal of timeisrequired in developing a cour se,
and teachers may feel intimidated by the prospect of writing an entire
curriculum. Burtoff et al. (1983, pp. 90-93) offer specific suggestions as
to how teachers can break thisformidabletask down by dividing the
hours of the courseinto unitsand assigning each unit one of the desired
objectives. The use of task-oriented goals asin a competency-based
approach seems particularly well-suited to the workplace, wher e success
on thejob ismeasured in terms of how well tasks ar e perfor med.

Evaluation

Industry considers evaluation to be an extremely important part of
the EWP program. Besides satisfying accountability, evaluation gives
everyoneinvolved an opportunity to review the original goalsto see what
has been gained and to see wher e improvements can be made. An
EWP cour se has an advantage over other types of ESL programs
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regarding evaluation in that the real language behavior of the student
can be morefully investigated at the place of work. Evaluation consists
of two components; student progress evaluation and program evaluation.
The company expects measur able results from both areas.

Thefirst component isthe student progress evaluation, which should
include self-evaluation, pre- and post-tests, and the supervisor's opinion.
No one factor alone should berelied upon to provide an accurate
evaluation. First, self-evaluation can give lear ners a sense of autonomy.
After judging what they have accomplished, they can assesstheir
commitment to continue learning. If learnersare at a basic literacy
level, then a self-evaluation questionnaireisinappropriate. Belfiore and
Burnaby (1984) suggest that an oral discussion with similar questionsis
aviable option. In the case where even oral skillsaretoo basic, a
bilingual aide should be obtained.

Second, theinformation gained from pre- and post-testsis another
part of student progress evaluation. Again, a competency-based cour se
lendsitself easily to eliciting infor mation pertaining to change, before and
after the course. However, Jupp and Hodlin (1975) caution that
compar ative performance does not answer the crucial question of
whether someone has an adequate level of English. The authors suggest
theinformation from a post-test be used to indicate whether the
learner's English isadequate, greatly improved, or still inadequate.

The supervisor'sopinion isthethird part of the student progress
evaluation. Jupp and Hodlin (1975) write:

A thorough evaluation of improvement in a student's ability to
communicatein hiswork place and the effect of thison his
level of efficiency could beimmensely complicated and time-
consuming. Theonly practical way totry tojudgeit isto ask
for the opinion of each student'simmediate boss. (p. 69)

Theauthorsadmit that thistype of evaluation isobviously unreliable,
but insist that supervisor evaluation hasvalue sinceit reflectsthe
supervisor'srelationship with theworker. In order for a courseto be
successful, the language training should have a positive effect on the
tension and frustration between a supervisor and worker. T he
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information gathered from the supervisor is of equal valuetothe
information from the student, and both are essential to the whole
evaluation process.

The second component of evaluation isthe overall program
evaluation. First, company personnel who are directly involved should
evaluatethe coursesin the form of awritten questionnaire. Thistype
of questionnaireiseven more successful if it isfollowed up with a
personal interview. Belfiore and Burnaby (1984) point out that this gives
the opportunity for explanation and anecdotes that might otherwise not
berevealed. However, if student participants are asked to perform
program evaluation, they often do not feel they can give anything but a
positive evaluation.

Second, statisticsin the following areas can be compiled and used
asan indication of program success. productivity improvements, cost
reductions, absenteerates, staff turnover, promotions, raises, use of
interpreters, punctuality, and health and safety figures. Belfiore and
Burnaby (1984) and Carnevaleet al. (1982) agree that a good EWP
program should make a positiveimpact in these areas. | n the padt,
some EWP programs have not attempted to gather detailed evaluation
data Evaluation should not be placed at the bottom of thelist of
priorities. Industriesthat are contemplating implementation of programs
want concr ete evidence of positive results. EWP planners must insist
that athorough evaluation process be an integral part of every course
(Belfiore & Burnaby, 1984; Burtoff et al., 1983; Mohan, 1982; Sauve,
1982). (See Wilde, 1984, for sample forms of evaluations.)

Conclusion

Educators and business people acrossthe United Statesare
beginning to form partner shipsto address communication problemsin
the workplace. Since EWP programs arerelatively new, it important to
examine just what makes a successful program in order for these courses
to become more commonplace. Every one of the seven features
described above isan important aspect of an EWP program. Company
personnel and EWP educator s must sharethe responsibility of planning
each area carefully.
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CULTURE LEARNDI1G IN THE ESL CLASSROOM
Review Article

By Lisa K. Hoffman
Phanat Nikhom, Thailand

Culturally speaking: A conversation and culturetext for learners of
English. Rhona B. Genzel and Martha G. Cummings. New York:

Har per and Row. 1986

Americana articles 2: Reading the culture. Tacey Ruffner. Oakland,
CA: Newbury House Publishers. 1982

Theculture puzzle: Cross-cultural communication for English asa
second language. Deena R. Levine, Jim Baxter, and Piper McNulty.
Englewood Cliffs, NJ: Prentice-Hall. 1987.

Beyond language: Intercultural communication for English asa
second language. Deena R. Levine and Mara B. Adelman.

Englewood Cliffs, NJ: Prentice-Hall. 1982.

The teaching of English as a Second L anguage, like the teaching of
any foreign language, traditionally focused on linguistic rules and forms,
literature and trandation, grammar, vocabulary, and some conver sation.
Recently, educator s have also stressed communicative competence as a
goal in ESL instruction, teaching socially appropriate modes of
interaction along with language rules (Brown, 1987; Krashen & Terrell,
1983; Richard-Amato, 1988). Thereis growing recognition in thefield
of language teaching, however, that thereismoreto interaction than
linguistic, communicative competence (Brooks, 1986; Carqgill, 1987,
Seelye, 1985; Valdes, 1986). There must be:

an interpretive aswell as productive aspect of interaction.
I nteraction involvesthe inter pretation of speech behavior and
other behavior of people and theinter pretation of setting
features of social activities, including normative role statements.
(Mehan cited in Krasnick, 1984, p. 213)
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Thisview shows clearly theinterrelationship of language and culturein
any interaction. People use their cultural knowledge about social
structures, norms, and other peoplein order to communicate effectively.
L anguage-use competence emer ges, thus, as both cultural and
interactional aswell aslinguistic. ESL studentsin the United Statesare
caught in a difficult transition phase, one which involves learning not only
a new language, but also a new culture, replete with foreign values,
attitudes, and behaviors. L earners need and want to develop both
linguistic and cultural competencein order to interact with native
speakers of English and adapt to their new environment. Language and
culture become inextricably linked in an effective ESL classroom, forming
a symbiotic relationship (Damen, 1987; Lono, 1987; Valdes, 1986).

Thisreview will explore culture learning within the ESL context.
After briefly discussing therole of culturein communication and the
variableswhich influence culturelearning, | will examine four textbooks
that attempt to incor porate cultureinto the language lear ning process.
| have used Damen's Textbook Evaluation Guide (Damen, 1987) asa
basisfor my evaluation of the books, posing such questions as: What
arethe goals of the text, the learners, and the teacher ? Does the text
promote culture learning and ease culture shock by adjusting the learning
environment? Does it addressthe cultural patternsand beliefs of the
learner in a positive way and discuss different cultureswith empathy and
under standing? What changes ar e expected of the learners? Doesthe
text help the studentsto develop interactional competence, or doesit
mer ely teach knowledge about thetarget culture or about culturein
general? These questions ar e not exhaustive, but rather providea
starting point for my analysis and discussion.

Damen (1987) defines culture learning as" human learning related
to patterns of human interaction and identification" (p. 216). Concer ned
with norms and values, cultureisundeniably subjective, yet it formsthe
basisfor rulesof communication and action in social settings. Unlike
linguistic dictates, cultural rules are often vague and framed only in terms
of preferences, requiring negotiation by the actorsin contextualized
situations (Damen, 1987; | Crasnick, 1984). The development of cultural
competence involves an awar eness and acceptance of cultural differences
and similaritiesrather than a memorization of rules. ESL textsthat have
cultural openness and competence as a goal must, therefore, present
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cultural information in a non-judgmental, compar ative frame of
reference. Thisallowsthe studentsto examinetheir personal attitudes,
beliefs, and world views whilerelating these to other cultures, particularly
the"target” culture, and learning new waysto interact and convey
meaning. Sinceit is often difficult to identify a homogeneous tar get
culture, especially in the United States, texts would accomplish more by
focusing on waysto think and learn about culturesin order to develop
greater tolerance and under standing of differences. Some specific
cultural information should be presented in the ESL classroom, but
through a cross-cultural approach that makes clear that thisinformation
does not represent all of thetarget culture. (For a detailed explanation
of cross-cultural comparison methods, see Dunnett, Dubin, & Lewsberg,
1986; Lado, 1986.)

Although the use of culturally appropriate materialsiscritical, even
mor eimportant isthe teacher's own attitude toward her students
backgrounds and the way in which she usesthe text (Dunnett, Dubin,
& Lewsberg, 1986; Gurney, 1987; Valdes, 1986). ESL teachersin the
United States need to have a basic empathy for differences among
culturesaswell asa broad awareness of the American culture. As
Valdes has pointed out,

Thereismoreto teaching culturethan an appropriate textbook.
Theteacher also must have a background from which to draw
in order to determine methods and techniques of presentation,
concepts and valuesto be stressed, areasrequiring tact or
extensive application for certain ethnic groups, what to expand
from the printed material and what to omit or compress, and
most vital of all, how to makeit interesting and non-judgmental.

(P. X)

| Crasnick (1984) offersthree per spectives with regard to culture
teaching and learning as part of language-use competence. | have based
my analyses of the following textbooks, in part, on these assumptions.
First, verbal and non-verbal language ar e interwoven in communication,
with non-verbal communicative competence being entirely culturally
determined. Morain (1986) concurs, claiming that " macro-kinesic systems
may be determined by cultural norms® (p. 67). Teachersand texts must,
therefore, address culturally specific non-verbal communication techniques

61



and teach waysto recognize, under stand, and initiate non-verbal signals.
Second, language has a purpose. ESL students have a need for training
in everyday language, to achieve a basic communicative competence that
will be useful to them. Thisis particularly truefor heads of households,
for whom functional ESL skillsvastly increase employability in the U.S.

(Bailey, 1987; Cole, 1987; Osterloh, 1986). Third, language isthe basis
of social reality, providing the means by which people externalize
themselves and interact with society. This performancein turn shapes
society'snorms, values, and structures. ESL studentsintheU.S. are
not primarily interested in high society notions of culture or evenin
obscur e peculiarities of American personalities. Above all, they want to
acquire practical knowledge of culturethat will facilitate their interactions

with Americans. These assumptionsillustrate the complexity of language
and itsrelationship with culture. They point to the need in the ESL

classroom for a systematic presentation of the major values and norms
that govern everyday lifein the U.S,, exploring issues that are both

interesting and relevant to the students' personal experiences. This must

take placein an accepting, culturally sensitive, cross-cultural environment

that allowsthe studentsto maintain their own cultural identities.

Culturally Speaking: A Conversation
and Culture Text for Learnersof English

Culturally Speaking, intended for intermediate and advanced ESL
studentsin a high school, college, adult education, or industrial training
program setting, isprimarily a conver sation textbook that focuses on
mainstream American culture. The authors suggest four main goalsfor
thetextbook: (a) to help people adapt to the U.S. and learn how to
interact in a culturally appropriate way in different situations; (b) to act
asavehiclefor learning about others; (c) to encourageinterest in and
respect for other cultures; and (d) to get studentstalking and acting
comfortably. The goal of presenting cultural information is explicitly
stated and an integral part of the text; the text isbased on the view that
communication involves both language and culture. Moreover, the
authors believe that people learn most effectively through doing (Genzel
& Cummings, 1986, p. viii) and suggest some communicative activities
that place thelearning in natural contexts.
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Each chapter focuses on different aspects of " mainstream American
culture," covering such topics as friendship definitions, dating customs,
humor, super stitions, pets, holidays, and others. Cultural itemsare
described asfact, suggesting that " traditional” mainstream American
attitudes are morevalid than any variations. For example, each chapter
offersanswers" an American would probably give,” implying that other
answersareincorrect. The authors also make vast generalizations that
could be misinterpreted in an social setting, such as" Americanslike
ethnic jokes and jokes about mothers-in law, wives, husbands, religion
and sex" (Genzel & Cummings, 1986, p. 71). The students need further
infor mation about when such jokes are appropriate. | find these
generalizationsto be. a drawback, as no attempt ismadeto explore or
even acknowledge the diversity of American culture. Admittedly, it is
not within the scope of any text to present the wide range of American
cultural attitudes; however, some acknowledgement should be madeto
this effect and avenuesfor further discussion of cultural differences
within the U.S. could be offered. The text does, however, show
senditivity and under standing toward the learners' native cultures. This
isexhibited through discussion questions aswell as activities such as
"Let'sShare" which encourage studentsto reflect on their own cultures
and relatethem to U.S. culture. There are also brief mentions of
international cultural practices.

One unique aspect of Culturally Speaking isthe" simulation game"
asa climax to the activitiesin a particular chapter. These games give
students opportunitiesto interact in simulated situations such as
attending school, going to a nightclub, shopping in the U.S,, and going
to thedoctor. An example befor e the simulation games helps prepare
studentsfor what might be an intimidating and uncomfortable activity.
The games ar e elabor ate productions which involve the students both
in setting up and participating in the appropriate scene, practicing the
vocabulary and cultural patternsthey havelearned in the chapter.

Although the authors explanations of the other activities make them
appear communicative and useful, | found in reading through the text
that some of the methods wereinappropriate. | do not like the authors
use of listsor chartsto present cultural "rules." Thisseemsto
compartmentalize culture unnecessarily and stifle creative thinking about
cultural differences. There are also too many idioms and obscur e terms
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for an ESL student to process and have them be useful. Idioms can
provide a good mode of interaction with Americans; as homework,
students could ask Americans what certain key idioms mean. Another
criticism related to a specific activity isthat the authors encourage their
reader sto ster eotype people based on appear ance (p. 45). | consider
thisan inappropriate activity for an ESL classroom, even if the authors
claim " your conclusion abut these people may or may not betrue." The
teacher would have to exer cise extreme caution and sensitivity not to
offend anyone and to teach that making judgments based on peopl€e's
appearanceis never acceptable.

Few changes arerequired on the part of the students. They are
expected to under stand, accept, and adapt to mainstream American
culturewithout surrendering their own culture. Culturally Speaking has
some strong points, including the use of dialogue and simulation games.
In using thistext, however, ateacher would need to emphasizeculture
in communication and how to avoid misunder standings. Thiswould
involve teaching mor e adaptive strategies (including vocabulary and
phrases) and focusing mor e on communication practice than on " facts'
of U.S. culture. Thistext could be used, but only by an experienced and
innovative teacher who would be able to benefit from someideaswhile
discarding others.

Americana Articles 2:
Reading the Culture

Americana Articlesis a collection of news-based public interest
articlesintended to familiarize the intermediate ESL student with various
aspects of American culture and values. The articles, extracted from
newspaper s and popular magazines, presuppose some exposureto
American culture. The author believesthat the ESL teacher must play
theroleof cultural interpreter; thisrequiresan " awareness of Americans
culturally defined conceptual system and how it functionsin all facets of
their lives' (Ruffner, 1982, p. ix). She suggeststhat it isthe teacher's
responsibility to direct the student in a process leading from a closed
first cultural framework to a cognitive under standing of a second cultural
frame of reference (p. x). The goals of thistextbook areto expose
studentsto American values and beliefs, including both harsh ad inspiring
aspects, and thusto develop a better under standing of this complex
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reference system. Ruffner states as her task: " to present an integrated

framework of the major elements of American culture which tend to be
taken for granted by most Americans, but cannot be assumed to be part
of others operating framework" (p. vii). These goalsareto be
accomplished through active student participation in discussions. In
addition to promoting an openness to cultural differences, the text targets
reading compr ehension and analysis, reasoning skills (inductive and

deductive), mechanical and interpretive skills, vocabulary development,

and grammar.

Ruffner intendsfor thelearnersto practice communicative and
cognitive skills, including how to ask about information and relationships,
and how to use contextual information and logic to complement reading
and oral/aural skills. However, the book's exploration of cultural
information and the exercises are often perfunctory. With the exception
of pair work, Americana Articles 2 lacks sufficient interactive activities
that would integrate the cultural infor mation with everyday life and
develop interactive competence. Also, a cross-cultural perspectivein the
description and questions sectionswould be useful. The articles clearly
illustrate the diversity of U.S. culture, focusing on different ethnic,
geographical, gender, age, and linguistic groups. However, the text
explores conceptsrather than specific cultural strategies for
communication. It provides a good atmosphere for discussions, but does
not teach waysto adapt or communicatein different situations.

Teachers could make use of Americana Articles 2 in the classroom
by supplementing the entire text with a more practical communication
textbook. T eacher s could use some of the articlesto stimulate
discussions on interesting cultural notionswhilerelating them to
situations students might encounter. The articles lend themselves, for
example, to discussions of women in thework place and the work ethic;
changesin American lifestyles; innovation and creativity in forming one's
own lifestyle; taboo conver sation topics; and geographical slang and
idioms.
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The Culture Puzzle: Cross-Cultural

Communication for English asa
Second L anguage

The Culture Puzzle was written for use with intermediate level
studentslearning English either in the U.S. or abroad; however the
cultural material is also appropriate for more advanced students. The
authorsbelieve not only that cultureformsan integral part of
communication, but more importantly, that cultural differencescreate
predictable communication problemsfor ESL studentsand that students
benefit from explicit explanations of the cultural use of English among
native speakers. Thereexistsaneed in the ESL classroom for a
systematic explanation of cultural information aswell as opportunities for
intensive practicein cross-cultural communication skills (p. ix). This
rationaleilluminates The Culture Puzzle's primary goal: to create an
awar eness of cultural differencesin communication. Secondary goals
include using English effectively in American-context situations, both
orally and through reading. Thetext providesinformation and practice
opportunitieswithout forcing the lear nersto change or become
American; rather, students are encouraged to make their own decisions
asthey develop both linguistic and cultural fluency.

The Culture Puzzle isbased on a communicative, cross-cultural
approach which stimulates active use of English and active under standing
of cultural differences. The content coversarange of cultural items
centering on modes of interactions with Americans, including ver bal/non-
verbal communication strategies, gender relationships, notions of " talking
thingsout," and initiating and ter minating conver sations. Although
Americans and their communication styles are presented as" aver age,"
the text makes numer ous commentsthat the cultural statementsare
generalized or mainstream. Studentslearn that the United Statesis
made up of people of many cultures, ages, and ethnicities, all of whom
might react differently in any given situation (see, for example, p. 30);
Thebook clearly makesthe distinction between observation and
judgment and encour ages studentsto do the same.

Each chapter first gives an introduction and an example of

ineffective communication, highlighting common errors. Thisisfollowed
by questionsto insure comprehension, then by a revised interaction
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highlighting the culturally appropriate use of American English. This
activity points out many of theerrorsan ESL student islikely to make
and offers solutions to common communication problemsin the revised
version. Therest of the chapter discussesrelated aspectsof U.S. culture,
presents useful phrases and vocabulary, incor porates " cross-cultural
notes,"” introduces discussion topics, and suggests a variety of
communicative activitiesrequiring the student to use the new material.
Questions and activities consistently relate the cultural themes back to
the students own cultures, illuminating smilarities and differences, and
thereby encouraging studentsto analyze their own systems of belief and
how they influence their communication patterns. Each unit creates
opportunitiesfor truly cross-cultural interactions, making thelearners
reflect upon their own cultural ideas and opening up new ways of
thinking about cultural beliefsand attitudes.

The Culture Puzzle has a few noticeable drawbacks. Although the
occasional photos areinteresting, they are not well incor porated into the
lessons. Theteacher could easily use these as a basisfor discussion or
role play. Some of theillustrationsrequire additional explanation. For
example" Some people'let off steam' easily” isthe caption for a picture
of ateapot (p. 37). Theauthorslikely intended for thisto lead to a
discussion of American idioms, although thisisnot clear. Some of the
book's methods may betoo " communicative" for certain student
populations. If teaching over seas, for instance, an instructor might want
to use thistext in conjunction with another, more formal textbook. In
the U.S,, thetext could be supplemented by authentic materials--a movie,
video-tape, or activitiesin the community to practice the s material.
Specifically, | would add moreinformation and activitiesrelating to
students particular needs, for example, how to apply for ajob or how
to interact with teachers and other member s of the community in
different situations.

The only changes expected of studentsare an increased awar eness
of cultural differences and an under standing of how easy it isto
misinter pret words or behavior from another culture. Studentsare
expected to learn certain " survival skills* or adaptive strategies, such as
how to explain to someone that they feel uncomfortable because of
differencesin cultural expectations.
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Beyond L anguage: Intercultural
Communication for English asa
Second L anguage

Thefinal textbook, Beyond L anguage, was co-authored by Deena
R. Levine, who alsowrote The Culture Puzzle. Beyond L aneuage,
ther efore, under standably embodies much of the same rationale, goals,
and methods as The Culture Puzzle. The authors believe that language
instruction alone cannot fully assist foreignersin adapting to their host
country; cultural instruction isalso necessary. By presenting American
culturethrough reading passages and providing a context for reading and
vocabulary development, the author s hope to stimulate discussions; assist
adjustment to the U.S.; encourage appreciation of cultural diversity; and
assist studentsin achieving fluency in English and communicating
successfully (p.ix). Beyond L anguage focuses on reading, vocabulary
building, and conversation skills. Intended for inter mediate and
advanced ESL students, it could easily be used as a sequel to The
Culture Puzzle.

The Chaptersof Beyond L anguage are divided into two main parts.
Thefirst section presents a reading which focuses on American values
and behavior and isfollowed by comprehension questions and
vocabulary. This serves as a background to the second section, which
offerscross-cultural conver sational activities meant to hep students
become awar e of therole of culturein their personal observations,
judgments, and actions. The new vocabulary isnot explicitly defined or
explained, but rather isexplored through several different exercises, such
as synonyms, multiple choice, filling in blanks, and matching. The
amount of new vocabulary—sometimes as many as fifty-seven unfamiliar
wordsor phrases (p. 137)—can be overwhelming. If | wereto usethis
text, | would define some of the difficult words befor e beginning the
chapter, particularly for " intermediate”" students.

The author s suggest a wide range of communicative activities such
asdemonstrating and practicing common American gestures, small group
work; open role play with member s of the same culture; practice at
reading a college cour se catalogue; cross-cultural questionsfor large
group discussions, and others. Students from the same linguistic/cultural
background are encouraged to think critically about their own culture.
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One activity, for instance, hasthe students create two role plays, onein
their native language and culture and onein English, and then discuss
how the non-verbal communication patternsdiffer (p. 57). All of these
communicative exer cises allow the lear ner to synthesize and use the
cultural content which was presented through the readings while
providing a context for cross-cultural discussions and interactionswhere
mor e than one answer may be correct. Theinstructor isencouraged to
vary the order of presentation, to adapt thetext for use according to the
needs of the learners, and to add or omit items (p. xiii). For example,
the author s suggest that role playing may not always be appropriatein
the ESL classroom, depending on the level and cultural background of
the students.

Beyond L anguage would be most appropriate for an advanced ESL
classroom focusing on the development of reading skills. It providesa
good integration of reading and communicative activitiesin order to
maximize language and culturelearning. | seeit asparticularly useful
for studentswho have already worked their way through an introductory
language/culture textbook (such as The Culture Puzzle) and would like
to further develop some of their reading and vocabulary skills.

Conclusion

Thispaper has emphasized the importance of teaching culture along
with language in the ESL classroom. Each of the textbooks | examined
had praiseworthy goals and intentionsto integrate language and culture
lear ning; however, they met with varying degrees of successin
accomplishing their goals. | found The Culture Puzzle by L evine, Baxter,
and McNulty, to bethe most thorough and useful text for an
intermediate ESL classroom in the U.S. The explanations and exer cises
it usesenablethelearner to assimilate information and engagein
meaningful action. Thelearner moveswith relative ease among the
various levels of culturelearning, from the Information stage to Analysis,
Synthesis, Comprehension, and finally Insight (Kleinjan cited in Damen,
p.222). TheCulturePuzzleisan excellent culture textbook which |
would use without hesitation. | would also consider using Beyond
Language, but only as a sequel to TheCulture Puzzle. It provides
valuablereading practice and interesting activities, but does not give such
a completeintroduction to American cultural communication. Finally, |
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would use only partsof Americana Articles? and Cultu cing.
Theformer provides stimulating topicsfor discussion, while the latter
offersexciting opportunitiesfor simulation games.

Teaching cultural material in the ESL classroom can be challenging
and difficult, so great isthe potential for miscommunication.
Comprehension involves under standing the over all message above and
beyond the literal meaning of words, including gestures, intonation,
allusions, and the presence or absence of certain words (L ono, 1987).
Cultural conceptsareimplicitly or explicitly stated in every aspect of the
language curriculum, sometimes causing serious problemsfor students
unfamiliar with mainstream American culture. Richmond (1987) writes
of the difficulties Anglo-American teachers may experience when
teaching Native Americansif not aware of cultural differencesin
communication. Cultural misunder standings occur both in expectations
about and responses to classroom interactions, for teachers may
inadvertently be asking their studentsto violate deeply ingrained patterns
of communication. For example, " Anglo teacher s usually expect to be
looked in the eye by children who are being reprimanded. Viewing a
child'sfailureto maintain eye contact asa sign of defiance, they are apt
to become annoyed when Native American children, not wishing to seem
impertinent, avert their eyes' (p. 23). Thereverse may also betrue, with
students holding unrealistic expectations of their teachers. Teacherscan
avoid some potential misunder standings by becoming familiar with their
students backgrounds and by bringing cross-cultural differences out into
the open.

Once cultural information is made accessible by the teacher, students
need to develop appropriate techniques for dealing with the new
language and culture, constructing their own inter pretations of events,
objects, or situations, juxtaposing these against their background
knowledge, and using these schematato then predict other eventsthat
have not yet been observed (Lono, 1987, p. 81). Thistype of cultural
exploration can befacilitated through personal experiencein the
classroom, including role play, dialogues, problem-posing activities, and
active discussion to involvethe ESL studentsdirectly in their own
reactionsto new cultural experiences. Theteacher can createthe
circumstances necessary for the studentsto engage in analysis and
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conceptualization about language and culturerather than just memorizing
language patter ns which fit smulated events (Gurney, 1987).

Culturelearning can have a huge impact on theindividual, causing
alienation, culture shock, confusion, and other threatening changes
(Damen, 1987). Culture teaching and learning, ther efore, demand a level
of teacher and student commitment beyond that required for the
traditional language classroom. The fact remains, however, that culture
lear ning isinevitable. Given the value of human diversity within the ESL
classroom, in the American community, and throughout the world,
culturelearning deservesto be facilitated. Although cultur e textbooks,
such asthose described in this paper, can enhancelearning in the ESL
classroom, thereal key to culturelearning is effective cultur e teaching.
Teacherswho are sensitive to an intercultural approach and have been
trained in cross-cultural communicative methodology will likely succeed
in adapting any of these materialsfor usein their own classroom.
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JAPANESE LEARNING PREFERENCES: A STUDY OF
FOUR INTENSIVE ENGLISH PROGRAMS
Resear ch Notes

By Moally Farquharson
Edmonds Community College, Japan
And Steve Stoynoff
Central Washington University

Abstract

The purpose of this study wasto identify lear ning preferences
of Japanese studentsenrolled in intensive English programsin
the United States and compar e them with the instructional
practices of their ESL teachers. The data suggest Japanese
students prefer lecture and discussion over other instructional

practices. It further suggeststhat the least preferred strategies
wer e those associated with a lear ner-centered orientation.

Teacher preferences seemed to agree with student preferences.

Theresults of this study have formed the basisfor a new
orientation component at Central Washington University.

Background

Studentswho enter ESL/EFL programs bring with them a variety
of customs, habits, and attitudes that profoundly affect how they learn.
Recent research in cognition has focused on the relationship between
cognition and lear ning in teacher/student interaction and theinfluence
of individual and cultural differenceson lear ning outcomes. Thiswork
indicatesthat individuals differ in how they organize, process, and
respond to information and that individuals exhibit characteristic
responsesto learning and certain preferencesfor ways of learning that
appear to be consistent over time (Kolb, 1984; Messick, 1976; Witkin
& Goodenough, 1981). Sincethisareaof inquiry isrelatively new, a
consider able amount of imprecision exists with respect to terminology
and definitions. References can be found in theliteratureto cognitive
styles, cognitive strategies, learning styles, learning strategies, study
strategies, and metacognitive strategies. Distinctions between the terms
arefrequently vague and the fact that a number of researchersuse
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several termsinterchangeably only addsto the confusion. Nevertheless,
second language r esear cher s have begun to emphasize the importance of
taking into consideration the particular waysin which English language
lear ners learn when planning instruction (O'Malley, Chamot, Steuner -
Manzar nes, Russo, & Kupper, 1985; Oxford, 1990; Reid, 1987). Yet, to
date, little detailed information has been collected on how specific groups
of ESL/EFL studentslearn or prefer tolearn.

Purpose

The purpose of thisstudy wasto investigate the lear ning preference
of Japanese studentsenrolled in four U.S. intensive English programs
(IEPs), and, mor e specifically, to identify their preferencesand to
compar e them with those of their ESL teachers. The study sought to
answer the following resear ch questions:

1. DoJapaneselearnersprefer tolearn in particular ways, and are
the preferences shared by the majority of Japanesein the
sample? If preferences exist, what arethey?

2. Towhat extent do the preferences expressed by Japanese
lear nersdiffer from theinstructional practices selected by their
ESL teachers?

Method

The study made use of a commer cially available standar dized
instrument known as the Renzulli and Smith (1978) L earning Styles
Inventory. Theinventory consists of a series of 65 statements designed
to measure learner preferencesfor ninedifferent instructional strategies
used to teach curricular content. The nine strategiesare: (a) projects,
(b) drill and practice, (c) peer teaching, (d) discussion, (e) teaching
games, (f) lecture, (g) smulation (i.e., role plays), (h) programmed
instruction (i.e., aseries of discrete point tasks that incor porate
immediate feedback so learners can gauge their performance, and (i)
independent study.

Permission was obtained from the authorsto translate the instrument
into Japanese and to alter several statementsin theoriginal instrument
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instrument to adjust for cultural bias (e.g., statement number 14:
" Learning about an event such asthe signing of the Declar ation of
Independence by acting it out in class" wastrandated toread " Learning
about an event or story by acting it out in class'). To enhancethe
accuracy of thetrandations, the instrument wastrandated into Japanese
by one native speaker of Japanese and back-translated into English by
another native speaker. A random selection of eight statements was
then presented to a third native speaker and checked against the original
trangation. Theinstrument and theinstructionsweretranslated into
Japanese to eliminate the influence of English language proficiency asan
intervening variable.

Translated copies of the instrument, instructions, and arelease form
wer e completed by 84 students at four intensive English programsduring
thefall of 1989 (refer to Figure 1). Theinventory was self-administered
and took approximately 20 minutesto complete. In keegping with human
subjects considerations, no personal information was collected that could
be used to identify a particular individual in the study. However,
information was collected on students' length of stay in the U.S., gender,
and level in their 1EP.

Figure 1. Response by institution.

Institution N (subiects
CWU (42)
osu (1)
PSU (14)
Uo (27)
Total (84)

A "teacher form" of the sameinventory was completed by 24
instructors at the same four ingtitutions. Data from the teacher
inventories wer e intended to serve two purposes. (a) to determine
whether theinstructional preferences of studentsdiffered from the
preferences of teacher, and (b) whether factors such asthetype of
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faculty appointment, degree held, and number of yearsof ESL/EFL
teaching experience affected the type or variety of instructional practices
utilized by ESL faculty in the four |EPs surveyed. Only thefirst purpose
will be addressed in thisresearch report.

Completed inventories wer e forwarded to Northern Illinois University
for initial computer processing. A mean and a standard deviation were
computed for each subject on each scale of the nineinstructional
strategies. Further analyses are being conducted at Central Washington
University (CWU) to determine whether the observed differences among
subjectsin the sample are statistically significant. Simple T-tests for
differencesin means between subjects scoreson the nineinstructional
strategies and between subjects at three of the four universitiesin the
study will be performed over the next few months. Because one
institution returned teacher inventories after data processing had begun,
it will not be possibleto include a comprehensive examination of the
data collected from teachersin thisarticle.

Results

First, the data indicate that Japanese students sampled at three of
theinstitutions* clearly prefer tolearn in particular ways and that the
preferences appear to be shared acrossinstitutions (refer to Figure 2).
For example, lecture wasranked higher than any other strategy by
studentsat all threeinstitutions. Specifically, it wasranked first by
30.9% of the CWU subjects, 42.8% of the Portland State University
(PSU) subjects, and 22.2% of the University of Oregon (UO) subjects.
Furthermor e, when lecture wasincluded as either first or second by
preferenceit accounted for 61.9% of the subjects strongest preferences
at CWU and 37% at UO. Discussion and teaching games wer e strong
second choicesfor studentsat all threeinstitutions. Discussion was
ranked either first or second by 33.3% of the CWU subjects, 28.5% of
the PSU subjects, and 33.3% of the UO subjects. Teaching games was
ranked either first or second by 23.8% of the CWU subjects, 21.4% of
the PSU subjects, and 37% of the UO subjects.
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Figure 2. Preferences by institution.

Highest Ranked

First Choice

L ecture

Cwu (30.9%)
PSU  (42.8%)
uo (22.2%)

First & Second Choice

o (61006 111111,1111111, 1111, 11111811,

T
R

L owest Ranked L earning Pr efer ences
L east Preferred

Simulation

CWU (26.1%0)

P (ees%) IRV

Peer Teachin

uo (25'9%3 IIIIIIIIIIIII

Second L owest Ranked
Simulation
Cwu (50946 )

PsU - (57.1%) 11111111111111.11111

Peer Teachin

uw o, 7%? 111111111111111111111

Second, the data indicated that ssmulation, peer teaching,
programmed instruction, projects, and independent study areleast
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preferred by the subjects at all threeinstitutions. Simulation isthe
strategy ranked the lowest for CWU subjects (26.1%) and PSU subjects
(28.5%). Peer teaching ranked the lowest for UO subjectswith 25.9%

of the subjectshaving listed it astheir least desired strategy. A full 50%

of the subjectsat CWU identified simulation as either their lowest or
second lowest preferencein strategies and 57.1% of PSU subjects
expressed the same hesitations about the strategy. At UO, 40.7%
identified peer teaching as either their least or second least preferred

strategy.

While the data from the teacher formsare not complete, areview
of 16 of 31 teacher formsrevealsthat discussion wasthe most often
cited instructional strategy. In fact, 13 of 16 teachers(81.3%) indicated
that they used it either rather frequently or very frequently in their
classes. So at least for those teachers at three of the four institutions,**
there appearsto be a shared preference among teachers and students
for one of the strategiesin the inventory, although discussion was not
preferred by students as often asit was by teachers. Nor did students
prefer discussion as often asthey preferred lecture. Equally important,
11 of 16 teachers, or 68.7%, indicated that they rather infrequently or
very infrequently utilized simulation as an instructional strategy in their
classes. Hence, it would appear that teachersat three of the four
institutionsin the study share students hesitation about one of the
students least liked strategies.

Discussion

A preliminary review of the data suggest that Japanese studentsin
the sample do prefer particular instructional practices, specifically lecture
and discussion, over arange of others. Moreover, studentsin the sample
did not prefer smulation/role plays, peer teaching, and several other
strategiesidentified in theresearch literature as student-centered learning
strategies. Theresults are generally shared by studentsat three of the
four institutionsin the study.

On alearning strategies continuum with teacher -centered strategies
located at one end and lear ner-centered strategies at the other, lecture
would clearly be placed at the teacher-centered end of the continuum
and discussion and teaching gameswould be placed toward the student-
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centered end. Thefact that the Japanese lear nersin the sample
expressed a preference for both types of learning strategies suggests that

not all Japanese | EP students have an exclusive predilection for learner-
centered instructional strategies. Thisisdespite the considerable
emphasisin theresearch literature on theimportance and efficacy of
lear ner-center ed strategiesin the promotion of motivation and students

achievement in L2 classrooms. In fact, theleast preferred strategiesin

theinventory wer e those most closely associated with a lear ner-centered
orientation (e.g., smulation, peer teaching, projects, and independent

study).

The answer to the second resear ch question isbased on a
preliminary review of the data collected at only three of the four
institutionsin the study. However, it would seem that teacher
preferencesfor discussion and their infrequent use of simulationg/role
plays does not differ from the preferences of studentsin the sample.
On the other hand, teacherswho infrequently utilize lecture or
extensively useinstructional strategieslike peer teaching, projects, or
independent study could be said to differ in their preferencesfrom the
studentsin the sample.

From theresearchers point of view, one of the most surprising
resultswasthat half of the 16 teachersindicated that they frequently or
very frequently utilized lecture asan instructional strategy in their classes.
Although thiswasthe strategy most frequently preferred by students, it
was not a strategy the resear chers expected to find so widely used by
teachers, given the current emphasis on lear ner-centered approachesto
instruction. Thisresult raises several additional questionsin our minds.
Areteachersadjusting to student preferences? Areteachersaware of
the research on learning strategies and isit influencing their choice of
instructional strategies? And if the research literatureisnot influencing
their decisions, what factorsare? A detailed examination of the data
collected on the teacher forms of the L earning Styles Inventory will help
to partially answer the last question. However, additional resear ch
beyond the scope of thisstudy will be required to answer thefirst two
questions.

Theresults of this study are not intended to guide teachersin the
selection of particular instructional strategiesfor Japanese students,
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although the results might be useful when considering instruction that
will be delivered exclusively to Japanese. Thelikelihood that lear ning
preferences would be shared by all the groupsrepresented in a
multicultural classroom isdlight; therefore, it would be impossibleto
concentrate on the use of particular strategies. Moreover, focusing on
anarrow set of two or three strategieswould seriously limit the variety
in a classroom lesson and would impose serious constraintson the
multiple modalitiesin which studentslearn.

Instead, the results of the study should be used to identify the key
considerationsin providing instruction to learnersin thiscultural group.
That is, if it can be assumed that Japanese studentswill have a strong
preferencefor instructional practicesthat utilize alecture format, then
classroom teachers should conscioudly attempt to expand therepertoire
of these studentsto include some of the more lear ner-centered strategies
that commonly occur in the U.S. classrooms. In other words, Japanese
students should be shown how to lear n effectively using such strategies
as group/pair work, projects, independent study, presentations, etc.
Otherwise, intensive English programsrun therisk of not adequately
preparing studentsfor their classroom experiencesor of frustrating the
expectations and progress of the studentsin their programs.

Based on the preliminary results of this study, CWU'sintensive
English program hasincor porated a section into its student handbook
that describesthe variety of instructional strategies commonly utilized
by | EP teachersand explains student role expectations. It also lists
descriptions of commonly occurring classroom practicesin the regular
university including lab classes, lectur e classes, seminars, and studio
classes. I n addition, since the winter of 1990, the new student
orientation at CWU hasincluded a component that introduces students
to avariety of learning strategies and student role expectations through
video vignettes of classroom lessons and live simulations that help
students practice several of the strategies lesscommon to Japanese
educational settings. This has been useful because 90% of the ESL
studentsat CWU are Japanese.

It isimportant to consider the needs of all major groups represented

in an |EP; therefore, it would be valuable to study the ways other
cultural groups prefer to learn and to compar e the extent to which
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students shar e certain references and how significantly their preferences
differ from their ESL teachers preferences. A mor e detailed
consideration of theresults of this study will be forthcoming.

*Since the sample from OSU contained only one student, no
attempt was madeto include discussion of thoseresultsin thisreport.

**Because data from PSU have not been included, resultsrelate
only to teacher samplesfrom the other threeinstitutions.
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THE EFFECT OF MEDIA ON LISTENING
COMPREHENSION
Resear ch Notes

By Marian Tyson
English Language I nstitute/Pacific Univer sity

Abstract

The purpose of this study wasto compar e the effect of media
on thelistening comprehension scores of intermediate ESL
students. Participating students wer e divided into two treatment
groups: one watched a video, the other listened only to the
audio portion of the same video. The two groups were then
tested on their listening comprehension by means of an
immediate recall protocol. T-testswere used to analyze the test
scor es, which showed the video group generally outperformed
the audio group, recalling moreinformation and reporting fewer
distortions of information.

Statement of the Problem

The use of videotapes has become widespread in ESL classesin
recent years, due at least in part to the decrease in the cost of tapes
and VCR equipment. These tapes ar e often used in listening
comprehension classes and may replace or supplement the use of
audiotapes. However, resear ch has not established that the addition of
the visual element, especially in the movie or TV-type context of many
videos, isan advantage to the language lear ner.

Several resear chers have conducted studiesto deter mine whether
language |lear ners comprehend moretext via the audio or audio-visual
modes (Brink, 1983; Durio & Kildow, 1979; Jackson, 1979; Ortmeyer &
Goldstein, 1980; Parry & Meredith, 1984; Stallings, 1972; Wong-Chin,
1983; Wright, 1971). However, none of these studies have attempted to
replicate one another, and only one of them was performed with ESL
students. Some of the studies found video superior to audio, some found
no significant difference, and one conducted with ESL studentsfound the
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audio mode superior to the audio-visual modein atest of listening
comprehension recall (Ortmeyer & Goldstein, 1980).

Why should there be any concern over the use of video? In
selecting audio or video materialsfor classroom use, the teacher needs
to determine what the object of the lesson isand what skillsare being
taught If the object of the listening comprehension classisimproving
aural comprehension, then the teacher needsto choose listening
materials that maximize the ability of the lear nersto processlanguage
and assist them in inter preting the speech stream. Video tapes often
present the students with smultaneous aural and visual input. According
to Donaldson (cited in MacWilliam, 1986) in a conflict between the two
media (audio and video) it isthelinguistic mode that isignored.
Students having difficulty under standing the dialogue while watching a
video may ignorethe audio portion and watch the video. One of the
implications of Donaldson's study isthat if the goal of the listening
comprehension classisto improve aural skills, then use of audiotapes
might be superior to videotapes. This study compar ed the effect of
media on the listening compr ehension scor es of intermediate ESL
studentsin order to gather data on which mode of presentation, audio
or audio-visual, resulted in higher overall listening comprehension.

M ethod

Thevideo selected for the recall was a segment of the Discover
television seriesentitled " A Wine of the Times." Students participating
in the experiment wer e assigned to either the audio or video treatment.
Comprehension of the audio or videotape was measur ed by the
immediaterecall protocol. After listening to or viewing the tape two
times, students wer e asked to write as many propositions (idea units) as
they could within a 20 minute period.

Subjects

A total of 62 students, enrolled in ESL programsat four institutions
of higher learning, participated in alistening comprehension recall
exercise. All students had been placed in the intermediate level by their
respective collegesor universities. The majority of the participating
students wer e from Japan except four studentsin the audio group and
six studentsin the video group. Their TOEFL scoresranged from 420
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to 537 and their Michigan Test of English Language Proficiency scores
from 78 to 85. All of the studentswere enrolled in listening
comprehension classes as part of their course of study and the
experiment was conducted at each of the participating schools during the
students regularly scheduled listening comprehension classes.

nstruments and M aterials

A taped segment of the televised science program Discover was
chosen for this study. The segment was" A Wine of the Times," alook
at thewinemaking process at Mondavi Winery in Napa, California. A
pilot test, using students not included in the sample, indicated little
background knowledge of the wineindustry and its methods of research.
The Discover segments are approximately 15 minutesin length, allowing
the studentsto watch the segment more than once in a 50 minute class
period. The discour se consisted of narration, interview, and conver sation.
Theaveragerate of presentation was 175 words per minute, thenorm
for speakersreading from a script (Markham, 1988).

Theimmediaterecall protocol wasthetest instrument. Students
listen to atext in the target language and then write down in their native
language everything that they can recall about thetext. The papersare
scored based on the number of idea units generated. By using their
native language, students may be able to describe concepts they
under stand in the target language, but cannot expressin that language.
A modified version of the method involves having the studentsrecall the
information in the tar get language. The modified ver sion was chosen for
thisstudy since resourcesfor translation were unavailableto the
resear cher.

Data Analysis

The scores of the studentsin this study wer e calculated in four
categories on theimmediaterecall protocol: total idea units;
macr opropositions (main ideas); elaborations; and distortions (Ber nhardt
& James, 1987; Steffensen, Joag-dev, & Anderson, 1979). The protocols
wer e scor ed as described by Bernhardt and James. The protocol written
by the student was" compared with a transcript of the original text and
scored on the basis of recall of details, called 'ideas units in thetext" (p.
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18). An idea unit was defined by Steffensen, Joag-dev, and Anderson as
a substantive, non-redundant proposition. These units were determined

by theresearcher and two additional raterswho wer e native speaker s of
English and also ESL instructors. Macropropositions wer e those ideas
determined by the ratersto be dominant ideas supported by other idea

units. Theremaining statements on therecalls were scored as either
elaborationsor distortions. Steffensen, Joag-dev and Anderson state that
there are two types of changes people make when recalling a text:

elaborations are extension of the text, while distortions are inappropriate
modifications of thetext (p. 15).

Results

Onetailed t-tests wer e used to compar e the scor es of the audio and
video groups on theimmediate recall protocol. Therewas a significant
difference favoring the video group in the total number of idea units,
macr opr opositions, and elabor ations. The number of distortionswas
significantly higher for the audio group. Figures 1 and 2 show thetotal
idea unitsrecalled by the audio and video groups and therelative
frequency of the scores. In Figure 1, thereisa concentration of low
scoresfor the audio group. In Figure 2, the recall scores of the video
group approach a more normal distribution.

Figurel. Total idea unitsrecalled--audio.
25-

Relative Frequency (73)

— |

10 1's 20 25
Total Idea Units Recalled
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Figure 2. Total idea unitsrecalled--video.

10 15 20 25
Total Idea Units Recalled

Theresults of theimmediate recall protocol did not support the
hypothesis of the resear cher that the studentslistening to an audiotape
would scor e higher than students watching a videotape of the same
material, a hypothesis based on classr oom observation. In asking
studentsto listen for particular items of information while watching a
videotape, the resear cher had observed that many studentswould close
their eyesto listen to the audio portion, shutting out any visual
distractions. A study by Drew and Cadwell (1985) conducted on
broadcasting students concluded that viewer s of television news tended
to focus on audio and did not react to visual discontinuity. " Subjects
wer e unableto attend to both channels simultaneously so they
concentrated on the one that traditionally containsthe 'factual’
information (audio)" (p. 831).

One of the major variables among the studies conducted by
resear cher s comparing audio and video has been the taped material
used. Many of the studies mentioned used tapes made specifically for
the particular research project. In the one study in which students
receiving the audio treatment scored higher than the video treatment, a
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commercial tapewasused, Hawaii. Chinese Style. The intent of this
study wasto find a similar commer cial tape providing not only nonver bal

cuesto the audio portion, but also providing nonverbal distractions,
preferably onewith a " movie-type" script. Theresearcher was unableto
locate a 7-15 minute story script. The Discover tape was educational,
and generally the visual cuesreinforced the commentary. Had the visual
segment been composed of stimuli both related and unrelated to the
audio, theresults of this study might have been different.

Conclusions and Implications
for Teaching

Theresultsof thisstudy lend support to the use of video as a means
of increasing listening comprehension under certain conditions. The
video group's scores wer e significantly higher than the audio group in
recall of both total idea units and macropropositions (main ideas). This
study under scores the need for further research with the audio and video
media under different types of conditions. Thisstudy supported video
as an effective means of increasing listening comprehension with the use
of ataped documentary for intermediate students. Another variable
which could betested would be a comparison of different types of taped
material (such as movies, documentaries, or lectures) with the same
audio and video groupsin order to determineif the video groupswould
consistently score higher on avariety of material. Other research could
utilize a different method of measuring listening compr ehension; part of
the audio group could do an immediate recall protocol while the other
part could do a multiple-choice test. The same division could be made
within the video group.

In selecting audio or video materialsfor classroom use, the teacher
must analyze what the object of the lesson isand what skillsare being
taught. Consideration must be given to the students proficiency levels,
their goalsfor learning English, and their interest in the material being
presented. Video can help provide an overall under standing of the tape
if thevisual clues areredundant with thelinguistic stream. For some
lessons, the use of audio may be superior, asin under standing such
speech patternsasrhythm and stress, use of pauses, reduced forms and
cohesive devices.
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This study supportsthe use of video as an effective medium for
enhancing the listening compr ehension of intermediate ESL students.
Further research can help define the most effective uses of both audio
and video in the language lear ning classroom.
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INFORMATION FOR CONTRIBUTORS

Editorial Palicy

The ORTESOL Journal, a professional, refereed journal, encour ages
submission of previously unpublished articles on topics of significanceto
individuals concer ned with the teaching of English as a second or foreign
language, especially in elementary and secondary schools, and in higher
education, adult education, and bilingual education. Asa publication
which representsa variety of cross-disciplinary interests, both theor etical
and practical, the Journal invites manuscripts on a wide range of topics,
especially in the following areas:

1. psychology and sociology of language lear ning and teaching;
issuesin resear ch and resear ch methodology;

2. curriculum design and development; instructional methods,
materials, and techniques,

3. testing and evaluation;
4. professional preparation.

The Journal particularly welcomes submissions which draw on relevant
research in such areas as applied and theoretical linguistics, communica-
tions, education, English education (including reading and writing theory),
anthropology, psycholinguistics, psychology, first and second language
acquisition, sociolinguistics, and sociology and then addressimplications
and applications of that research to issuesin our profession. It also
especially welcomes articles which focus mainly on direct application in
the classroom (methods, materials, techniques, and activities, at all levels
of instruction).

General Information for Authors

The ORTESOL Journal invites submission in four categories:
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1. Full-length Articles. Manuscripts should usually be no longer
than 20 double-spaced pages. Submit three copiesto the Editor
of the ORTESOL Journal.

Margorie Terdal
Department of Applied Linguistics
PO Box 751
Portland, OR 97207

Three copies of an informative abstract (not morethan two hundred
wor ds) should be submitted together with the manuscript

2. Review Articles. The Journal invitesarticleswhich arecritical
reviews of recently published scholarly textsrelated to the
profession. Thereview article manuscripts should usually beno
longer than 20 double-spaced pages, but may be much shorter
(norestriction on minimum length). Submit three copiesto the
Editor, at the above address.

oo

Notes and Comments. T he Journal welcomes comments or
rebuttals of published articles (either in the QRTESOL Journal
or elsewhere), and welcomes articleswith an emphasis on direct
application in the classroom. These would include instructional
methods, materials, techniques, and activities at all levels.
Manuscripts should usually be no longer than five pages. Submit
three copiesto the Editor, at the above address (no abstracts).

4. Research Notes. The Journal also invites short descriptions of
completed work or work in progress. Manuscripts should usually
be no longer than five double spaced pages. Submit three copies
to the Editor. (Abstractspreferred.)

Since all manuscripts are anonymously reviewed, pleaseinclude a
title page with your name and your school (or other affiliation). At the
top of thefirst page of the text, type only the title and not your name.
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All submissionsto the Journal should conform to the same
requirements asthose for the TOOL Quarterly, detailed in Guidelines
for the Preparation of Manuscripts, which is published in every
December issue. Exceptions are as follows: references should be cited
in parenthesesin thetext by last name of author and date; footnotes
should bereserved for substantive information and kept to a minimum;
footnotes should be typed on a separ ate sheet, immediately following the
footnotes page.

All submissionsto the Journal should be accompanied by a cover
letter which includes a full mailing address and both a daytime and an
evening telephone number.

Manuscripts cannot bereturned to authors. Authorsshould be sure
to keep a copy for themselves.

It isunderstood that manuscripts submitted tothe OR'TESOL
Journal have not been previously published and are not under
consideration for publication elsewhere.

The Editor reservestheright to make editorial changesin any

manuscript accepted for publication to enhanceclarity or style. The
author will be consulted only if the editing has been substantial.
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