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In thislssue

Articlesin thisissue of The ORTESOL Journal reflect the diversity of
interests of our readers.

* Mary Blakely spent three yearsin China training English teachersand
doing research. Her article describesthe language situation of minority
populations in Guizhou provincein the southern part of the country.
Theattempt in China to maintain minority groups native languages
while teaching literacy in the national language hasimplications for
language policy in the United States.

* Henry Morrison Millstein describes the obsolescing of thetribal
languages once spoken on the Warm Springs Indian Reservation in
central Oregon. Acknowledging the need for community consensuson
goals, Millstein proposes using task-based instruction to teach young
Native Americansthe languages of their peoplesand to train those
who still know the languages to teach others.

» Amy Robertsand Steven L ocke explor e the potential for acculturation
of Soviet Pentecostal refugees who have recently settled in the Portland
area. They predict that strong ethnic identity and religiousties will
slow the acculturation process. The background and life experiences
of this newest group of refugees create special challenges.

» Gerri Graber-Wilson examines the relationship between scoreson a
standar dized reading test and achievement in writing for ESL students.
She compar es achievement on narrative and expository discour se and
on timed and untimed samples.

* The book review in thisissue focuses on the current interestsin
lear ning (as opposed to teaching) a language. Kathleen Hughes
reviews four recent books on language lear ning styles and strategies:
Earl Stevick's Successwith Foreign Languages. Seven Who Achieved It
and What Worked for Them;  Anita Wenden and Joan Rubin's Learner
Strategiesin Language Learning, Rebecca Oxford's Language Learning
Strategies: What Every Teacher Should 10zow; and Thomas Parry and
Charles Stansfield's Language Aptitude Reconsidered.

* Gloria Streit Olness describes the development of a systematized
component for teaching pronunciation in the curriculum of the
University of Oregon's American English Institute.

—TheEditors



MINORITY EDUCATION IN RURAL CHINA: GUIZHOU

Mary M. Blakely
University of Oregon

Abstract

Changesin Chinese government policiesin the 1980s resulted
in somereformsin minority education, particularly in rural
areas where minority students experienced less successin school
than ethnic Chinese. This paper looks at Guizhou, a mostly
rural southwestern province with a heter ogeneous minority
population. Districts serving Miao, Buyi, and Yi ethnic groups
Illustrate problems of trying to adapt schoolsto local needs, yet
conform to national standards. | ssues include economic
development, compulsory schooling, standardized schools,
teacher preparation, compensatory education, ethnic
identification, and bilingual instruction.

The Setting

Guizhou People are so poor, they don't have three coinsto rub
together.

Guizhou Land isso rugged, a patch of level ground is never
mor e than three meters square.

Guizhou Weather isso bad, there'snever sunshinefor three
daysin arow.
(common Guizhou saying)

During theyear | taught at Guizhou Normal University (1987-1988)
in the capital city of Guiyang, | found the weather so much better than
in Chongging where | had spent the previoustwo yearsthat | ignored
remar ks about sunshinein their familiar saying. But although
exagger ated, the self-mocking claims about poverty heard so often in this
saying did seem to reflect Guizhou conditions. Sitevisits| made with
Chinese colleaguesto different rural minority areas made it clear that



minority peoples livesin Guizhou, including schooling, have been
strongly influenced by the land.

Punctuated by mountains, canyons, caves, and limestone cliffs, the
picturesque Yunnan-Guizhou Plateau interests geologists today. Eighty-
five percent of the provinceistoo rugged for agriculture, sowas" of no
use" in the past, and left to local indigenous peoples.

Prior to the establishment of The Peoples Republic of China
(" Before Liberation™) in 1949, the entire province was undevel oped
landlocked territory lacking transportation, communications, and industry.
Even after 40 years of tremendous development Guizhou retainsits
reputation as one of the poorest and most backward provincesin China.
The 1990 censusreportsone-fourth of the people over 15 years of age
in Guizhou cannot read, compared to 16% nationwide.

University students from Guizhou often claim to be from Yunnan or
Sichuan, adjacent provinces which do not have the same reputation for
poverty-stricken uncivilized inhabitants. A major reason for this
stereotype is Guizhou's large minority population. Popular opinion is
that Yunnan isa place of colorful exotic people whose languages and
cultures charm tourists, while Guizhou is a place of embarrassingly
primitivetribal groups posing obstacles to modern civilization.

In reality the same ethnic groupslivein both provinces; the
difference has been a matter of public -relations. Thereismorethan
pride at stake. Officials expect tourism to bring economic development
tominority rural areas, asit hasin Yunnan (Swaim, 1989).

Toimproveitsimage, Guizhou isnow promoting itself asa land of
fascinating minority peoples whose traditional villages, costumes, dances,
festivals, and folk art are treasured natural resour cesvital to the
province' stourist industry. Modern Guizhou is portrayed on today's
brochures by smiling young women in traditional costumes. This pattern
of historical denigration and neglect followed by recognition, public
attention, and economic exploitation isreflected in the treatment of
minority studentsin Guizhou. Traditionally, schoolswereto " civilize"
people, i.e. to teach them Chinese language and the dominant culture.
Minoritieswho did not want to be assimilated did not attend school, and



peasant livelihoods usually did not requireliteracy. But political and
economic reformsin the 1980s put schooling in rural minority areasin
anew light.

China’'srural economy is being transfor med from a self-reliant
peasant wor kfor ce into a commodity economy which encour ages
commercial enterprises at village and township levels (Lou, 1985). This
economic structurerequires a better-educated rural populace (Fei, 1986),
or asonetownship official told me, " We want to becomerich, sowe
need better schools."

Minority Population

China officially recognizes 56 " nationalities' (ethnic groups). The
dominant nationality isHan (ethnic Chinese), constituting over 90% of
the country's one billion people. Of the 55 minority groups, 18 now
have a population of over one million. Between the 1982 and 1990
censuses, the Han population grew by 10%, while the non-Han
population increased by 35%.

The actual birthratefor minoritiesishigher than for Han, sincethe
strict one-child-per-family rules have not applied to rural minority groups.
In addition, non-Han in remote areas wer e under counted in 1982, and
people areless afraid to identify themselves with their ethnic heritage
than they wereten yearsago. Furthermore, some people changed their
registration to minority statusin order to be eligible for special
educational and economic opportunities (Blakely, 1990).

Population trendsin Guizhou are similar. In 1949 the population
of Guizhou was only half Han. In the ensuing year sthousands of Han
wer e sent from northern and eastern provincesto build railways,
highways, power plants, telecommunications systems, hospitals, schools,
colleges, and factories. By 1982 the Han population was 75%. I n the
1990 census 65% of Guizhou people claimed to be Han; the other 35%
claimed member ship in one of the 48 recognized ethnic minority groups.
The groups having mor e than 100 thousand member s living in Guizhou
areasfollows:



TABLE |

1990 GUIZHOU POPULATION

Total 32,391,066
Han 21,154,520
Miao 3,686,900
Buyi 2,478,107
Dong 1,400,344
Tujia 707,413
Gelao 430,519
Shui 322,562
Hui 126,500
Bai 122,166

(Qin Hua, 1990)

Twenty-six percent of China'stotal population now livein citiesand
towns, wher eas less than 20% of Guizhou peoplelivein cities, and the
majority of these are Han. Population centersarein the middle of the
province (the cities of Guiyang, Zunyi, Liupanshui and Anshun), the
Tongren District in the northeast, and Bijie District in the northwest.

About half the provinceis designated by the national government as
Autonomous Pr efectur es, due to heavy concentrations of ethnic
minorities. These districts (under combined provincial, national, and
local jurisdiction) are The Southwest Buyi and Miao Autonomous
Prefecture, The South Buyi and Miao Autonomous Prefecture, and The
Southeast Miao and Dong Autonomous Pr efecture. These areas have
benefitted greatly in the past ten yearsfrom central government funds
for minority affairs, including additional fundsfor basic schooling.

Compulsory Education

Schoolsin China are state-run, operated by the Central gover nment
through the provincial gover nment's education commission, which



provides K-12 schooling through city or county education commissions,
which in turn govern the schoolsin thetownsand rural areas.
Compulsory nine-year education introduced in 1985 callsfor universal
state-run schoolsin all geographic areas by the year 2000, and in most
citiesthishas already been accomplished. In poorer rural countiesin
Guizhou the goal isuniversal primary schools (grades 1-6) by 2000,
junior middle schools (grades 7-9) by 2010.

Rural School Conditions

Therearetoo many children and too few teachersin rural areasto
compel school attendance. Even with the present low enrollment rates,
some village schools are so crowded that children under age seven are
not allowed to enrall in thefirst grade; city children begin school at six.
The province does not have enough money to train and hireteachers, to
purchase materials, and to construct schools (including housing for
teaching staff and for some students) to cover the entire population.

Because many villages have no schoals, it iscommon for children to
board at schoolsin township centersand county seat towns. The actual
distance may not be great, but lack of transportation makesit unfeasible
for them to walk to and from school every day. At a township school
in the Southwest Autonomous Prefecture, even somefirst graderswere
boarders. Teacherstold me that the Buyi minority children had more
study time and better living conditionsthan if they lived at home.

When the state-run schools aretoo far away or too crowded, villages
often set up their own schoolsand hiretheir own teachers. Teachersin
these " local-people-run schools' arelikely to bevillagershaving a primary
or junior middle school education who take on teaching responsibilities
in addition to farm work. Some continue their own formal education
through correspondence cour ses and in-service classesin county teachers
schools. In thisway over a several year period, teachersin local-run
schools may earn two-year or three-year diplomas.

Teacher Preparation

Teachersin state-run rural schools generally have lessformal
education than their counterpartsin city schools. Although thereis



strong gover nment pressure to improve the qualifications of teachersin
rural schools, the demand for teachersisso great that it will beyears
beforerural schools can hire only teacherswho have three-year or four-
year diplomas; therefore, formal education isgiven toin-service teachers
(Yang, Lin, & Su, 1989).

At any given time, several teachersin onerural school will be away
getting " further training" in township or county teachers schools. Others
are away from their positionsfor several yearswhileenrolled in degree
programsin Teachers Collegesand Normal Universities. Their teaching
tasksaretaken up by substitute teachers (with varying levels of formal
education and experience), who fill in until the teacher-with-diploma
comes back.

Standardized Education

Under China's centralized system, schools throughout the country use
standardized curriculum, textbooks, teaching methods, examinations, and
Chinese language. The system provides everyone, urban or rural, Han
or non-Han, with the same education. Most peopleregard thisasan
equal education, likethe principal of an integrated Han Miao village
school who boasted that had | observed in a city school that day,
teacher swould have been using the same page of the same mathematics
book.

The standard instructional approach accommaodates class sizes of 40-
50, even in primary grades. Teachersstand " on stage" in front of the
classand deliver lessons using a lecture method. Unlikein America,
rural schoolsin China are often as crowded as urban schools. It may be
hard to imagine 40 first graderslistening and repeating in unison after
theteacher, but it makes sensein context. Traditional teaching is
inexpensive: chalk, blackboards, and paperback textbooks. Rural schools
cannot depend on electricity; they depend on the teacher.

David Wu'sresearch in Chinaillustratesthat even preschool children
lear n that school is a place where large groups are led by teachers
(Tobin, Wu, & Davidson, 1989). It ishardly surprising that by thetime
they makeit into universities, teachersand studentsfind it difficult to
forsaketheir familiar knowledge-based, teacher-centered interaction



patterns. Thiscan betrue even when alternative views of learning are
known, asreported by Yeand Li (1988).

The standard curriculum prepares studentsfor college entrance
exams. politics, Chinese, history, mathematics, physics, chemistry, biology,
geogr aphy, English, PE, music, fine arts, and working skills.
Advancement by examination ispart of Chinesetradition, a hallmark of
the ancient scholar-official system (Hayhoe & Bastid, 1987). Students
who fail to pass exams at the end of primary, middle, or high school do
not continueto the next level. Each year fewer studentsclimb up the
pyramid, leaving winners at the top. This contrasts shar ply with our
western assumption that the school'stask isto teach all students, not to
get rid of less capable ones.

For the majority of Han pupils across China, this centralized system
has proven effectivein delivering schooling on a massive scale. The
1990 census shows that Chinese as a whole are better educated than in
1982: 37% have primary school education; 25% have gone to middle
school; 8% have graduated from high school; about 2% of the Chinese
have received some kind of college education (Blakely, 1990).

TABLE I

EDUCATION LEVEL OF TOTAL GUIZHOU POPULATION

Nonliterate 15 year olds 24.27%
Primary school 37.34%
Middle school 14.64%
High school/technical school 3.93%
College/university level 18%

(Qin Hua, 1990)

Unfortunately, standar dized schooling has often meant low
enrollment and high dropout ratesfor rural non-Han students, even in



primary school. Guizhou's education level remains below the national
average, particularly in rural minority areas.

With virtually no hope of going to college, and few rural jobs
requiring an education, there has been little incentive for many rural
studentsto stay in school. Rural vocational secondary schools are now
recruiting an increasing number of minority students, offering a salient
reason to complete primary school.

Although education remains centralized, some control isbeing
allowed to adjust curriculum to local needs. One exampleis English,
which studentsin rural secondary schools often identify astheir most
difficult and least favorite subject. Some say English ought to be
exchanged for a course morerelevant torural life, but administratorsare
afraid todrop it, asschools arejudged on the basis of their students
examination results, including English. In several village middle schools,
| wastold poor English classes wer e better than none, because without
them there was no hope of students passing entrance examsto township
high schools. County authorities see a connection from English to
moder nization and an improved local economy. Dropping English would
be stepping backward.

Compensatory Minority Programs

To support rural economic development, special effortsarebeing
made to improve minority students successin school. To do this, many
countiesarelowering requirementsfor them at all levels. One example
Isatownship in the Southwest Autonomous Pr efecture wher e pupilsin
a Buyi village primary school wer e allowed to advance to the next grade
with lower scoresthan were pupilsin a nearby Han village. L ocal
officials hoped more Buyi children would remain in primary school long
enough to become literate and per haps go on to middle school.

At amodern high school built with Minority Affairsfundsin the
same prefecture, the head of the foreign language department told me
Miao and Buyi students were admitted from rural middle schools having
no English classes. Because they could not be expected to pass high
school English, they took Japanese, which should make it easier to pass
foreign language written tests.



L ower ed requirements have also increased the number of minority
students admitted to colleges and universities. At my teachers university
each department allotted a small per centage of the freshman enrollment
to minority students whose entrance exam scor es wer e 10-30 points
below the cutoff point. It isassumed that given the same opportunity,
minority studentswill make up the difference and perform up to the
level of other students. Accordingto our dean, some of these students
continued to struggle throughout their four-year program, and if they had
not been in a special category they would have been for ced to leave.
Othersroseto the middle and a few exceptional students graduated at
the top of their classes.

Thiswas not public knowledge because the identity of compensatory
minority studentswas not revealed. I n fact several studentsfrom Miao,
Buyi, and Yi familiestold me privately that they refused to acknowledge
their ethnic background for fear their classmates would assume they
entered college with lower scores.

Thereisgeneral agreement that lowering requirementsisfair
compensation for past discrimination, but thereisalso quiet animosity
among non-minoritieswho seeit asreverse discrimination. People resent
giving limited dotsto less qualified students when there are not enough
collegesfor all qualified high school graduates. Han students not
admitted to university sometimes complain that if they claimed to be
Miao, they would be admitted.

Ethnic Identification

Thisbrings up theissue of ethnic identification. For purposes of
thisdiscussion, the key isan individual's eligibility for special minority
programs. In brief, while negative ster eotypes and social discrimination
remain, today ther e ar e offsetting benefitsto being minority. They are
lower ed exam scor es, additional gover nment stipends whilein college,
special classes and entire schoolsfor minorities at secondary and college
levels, and additional funding to rural schoolsrequiring native language
support. Furthermore, minority familiesare not required to adhereto
the one-child family planning policy, and some civil service posts give
precedence to minorities.



People often joked that in Guizhou it had become popular to be
minority. Therearesimilar patternsin Yunnan (Wu, 1990). Families
who had been Han last year suddenly became Miao. H& J wasthis
possible?

"It'seasy," accordingtoagroup of young high school teachersfrom
multi-ethnic rural counties. " If one parent or grandparent isMiao, then
you can be. You just take your registration card to the office to apply
and they giveyou ID." A chance at ear ning advanced degrees and
higher salaries prompted these formerly Han teachersto changetheir
official registrationsto Miao, Dong, or Buyi. Some siblingsremained
Han. When asked if it was as easy to change from Miao to Han, they
said, " No, but it doesn't matter."

Assimilation

Of course only assimilated minorities can enjoy these double
benefits. Chinese say " Hanhua," i.e. to betransformed into Han. The
"Hanhua" arejust like everybody else; their only non-Han identifier isa
word on a piece of paper that nobody sees. A Minority Affairsofficial
in a predominantly Miao county complained that those " paper Miao"
used up placesin collegesintended for "true Miao," i.e., Miao who have
not intermarried, have not become assimilated into Han culture, have not
replaced Miao language with Chinese.

Native Languagein Schools

Previously, schools wer e taught exclusively in Chinese. Non-Chinese
languages wer e consider ed a hindrance to national unity, and it was
believed that through schools everyone would be assimilated to a
common Chinese language. Thisgoal did meet with some success, as
evidenced by ethnic minoritiesin mainstream society. After the Cultural
Revolution the government rever sed its position, saying the Chinese-only
policy actually had a divisive effect by causing nonparticipation,
noncooper ation, and academic failure among minorities.

The new position isthat language policiesin any area must suit

economic and cultural development of minorities aswell asenable
groups to communicate with each other to work for local development.
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The purpose of the new native language policy isto facilitate unification,
not separation (Tyson, 1991). In schoolswhereit is deemed helpful,
native language can supplement but not replace Chinese.

This policy affordsflexibility needed to addressthe range of
language use and degr ee of assimilation present in different areas of
Guizhou (Chen, 1987). Therearemany " Hanhua" areasnear cities
wher e assimilation has been completein past generations. In one
township center in northwest Guizhou wher e everybody claimed to be Yi,
only a few old women could recall snatches of oral Yi language, and no
onecould read Yi (Li, 1988). Seeing no valuein Yi language in school,
town leadersrefused minority language funds, but used minority affairs
fundsto replace the dilapidated 50-year-old wooden school.

An outlying school in the same county wasin a bilingual area where
people used Chinesein public and Yi at home. Teachers knew recent
minority education policies allowed the use of native language in school,
but they were still in the habit of using Chinese, except for explaining
somethingsin Yi. A proposal by local Minority Affairsleadersto make
Yi literacy arequirement in the school was opposed by local Education
Commission officials who thought it would confuse the students, who
needed to learn Chinesein order to passthetests. Most of these
leader swere Yi who had learned Chinese literacy in the same school 30
year s before. They sharea common sentiment of most ethnic people
that to succeed in China one must know Chinese, and increasingly, one
must read Chinese (Tyson, 1991).

The compromise was an after school Yi literacy classfor childrenin
grades 4-6. The classwasin its second year when we observed and only
a small percentage of eligible students participated. The Yi literacy
teacher, who had attended special training classesto learn toread the
Yi script, taught Chinese language in the mor nings. She was a middle-
aged women whose father had been a Yi scholar in the days Before
Liberation.

Bilingual Instruction

Thissame form of add-on native language instruction isbeingtried
in several bilingual areasin Guizhou. A branch of Provincial Minority
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Affairswas set up in 1982 to promote the use of native languages among

minority groups. Thisincludesthe development of textbooks, asthere
wereno materials prior to the new policies. In fact, Yi isthe only

language with a previously existing script. Miao, Buyi, Dong, and many

other languages have only recently been put into phonetic romanized
script by linguists. Fortunately, a number of linguists who worked at

recor ding these minority languages prior to the Cultural Revolution are

once again working in Guizhou directing the compilation of native
literacy textbooks.

One of the best examples of a broad application of new native
language policiesisin a county in the Southeast Miao-Dong Autonomous
Prefecture dominated by Miao (also known asHmong). Miaoin Tai
Jiang County have a long history of stubborn resistance to assimilation,
including armed rebellion. Today a high percentage of the county
officialsare Miao, and Minority Affairsis powerful.

Miao familiesin the county seat sent their children to school, but
the high school completion rate was poor. In the surrounding
countryside Miao peasants seldom completed primary school. Although
therewas no history of Miao literacy, local Miao Minority Affairsleaders
view the new language policy asthe hope for better schooling and a
better life.

Injust afew years Miao language specialists have taught native
teachersto ready their own language and trained them to teach Miao
literacy to children and adults. Miao women with no school experience
learned to read and write basic Miao in adult night classes. Written
Miao has been added to official court documentsand Minority Affairs
communications. Local native language supportersclaim even middle-
aged adultslearn quickly because the Miao script isa new phonetic
system that faithfully follows oral Miao. People who had never learned
toread the Chinese charactersthat surrounded them all their liveswere
learning to read Miao. Popular opinion in Tai Jiang is heavily in favor
of native language in the schools if it will help the children bemore
successful.

Thelocal Education Commission is guarding against theinstitution
of Miao literacy in schools. They support oral bilingual instruction, and

12



took meto visit one exemplary primary school in town. A well-trained
young Miao teacher spokein Miao and introduced some key Chinese
wor dswhen shetaught math tofirst graders. She and her fourth-grade
math class spoke both Miao and Chinese. School personnel believe that
studentswho receive systematic bilingual oral instruction perform better
than those whose teacher s use only one language. The most obvious
Improvement was parental support, evidenced in higher attendance for
male and female students; traditionally Miao girls had not attended.

Local Minority Affairsleadersare encouraged about the progressin
town schools and laud demonstration projects, yet insist it isnot bilingual
instruction unless all studentslearn to read both languages. The
Education Commission claimsthereisno usefor written Miao in formal
education since there are not any booksto read except basic literacy
texts.

Thislack of cooperation prompted the Minority Affairs Commission
to start itsown demonstration primary school several milesout of town
in a Miao village wher e the Education Commission's standard Chinese
language school had a low successrate. On our visit, my colleagues
estimated that the only student fluent in Chinese was a 15 year -old-boy
in gradefive. Asin many language-minority village schools, no students
had gone on to middle school in years. Thisiswhat Minority Affairs
wantsto change.

TheMinority Affairsdemonstration primary school consisted of a
room in the housing compound and two local Miao teachers newly
trained in Miao literacy. Enrollment was voluntary. All pupils began
with Miao literacy instruction in grade one; the plan wasto introduce
oral and written Chinesein thefourth year. Most striking wasthe large
number of girlsin the class, and how well they read their Miao
textbooks. Teachers claim they have no problem with attendance, and
all pupilshad made progressin both math and reading in thetwo years
since the school began. Until the day we visited, the head of the
Education Commission had not known of the existence of this new local-
run native language school.
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Conclusion

Few of the bilingual programsin Guizhou follow the model most
preferred by western educatorsfor initial literacy instruction in native
language (Goldenberg, 1988; Roller, 1988; Wyner, 1989). The need for
Chineseliteracy isincreasing and the value of native literacy as yet
unknown, so most bilingual projectsreserve native literacy until after
pupils can read Chinese. Therange of sociolinguistic environments
makesit important to carefully analyze the local situation before
determining what form of language support isbest suited to each
minority school.

| am doubtful the top-down centralized system can makeroom in its
structurefor grassroots decision-making such asthe local-run Miao initial
literacy school. It would not berealistic to expect parentsto be given
individual choicein the matter. Yet the situation is promising.

Investmentsin better buildings, qualified teachers, and appropriate
materials are paying off in improved enrollment, attendance, and
completion ratesaswell astest scores. If increased revenues from
tourism and commodity enterprises can be realized, rural counties can
provide even better schooling for all the students. That meansthe
better-educated youth can contribute moreto China's stated goal of
socio-economic development in rural areas.
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TASK-BASED SECOND LANGUAGE LEARNING
AT WARM SPRINGS: AN APPROACH

TO THE REVITALIZATION OF AN
OBSOLESCING LANGUAGE

Henry Morrison Millstein
Warm SpringsIndian Reservation

Abstract

Threetraditional Indian languages for merly spoken at Warm
Springs Indian Reservation in Oregon ar e obsolescing. A
currently popular TESL method, task-based learning, is
proposed hereas an approach to help maintain those languages.
Thisarticle beginswith a sketch of the current language
situation at Warm Springs. Suggested goalsreflect thevaried
lear ner needs and interests on thereservation. The difficulty of
training the few remaining Indian language speakersin
traditional language teaching methods that focus on formal or
functional languages leadsthe author to recommend task-based

lear ning, which centers around accomplishment of tasks using
the target language, such asinterviewing eldersand participating
in religious ceremonies. Task-based instruction could also be
used in training teacher sto develop culturally appropriate
materials. The paper concludeswith a discussion of cultural

issues affecting choice of tasks and potential advantages and
problems of using this approach to restor e an obsolescing
language.

[ntroduction

This paper exploresthe contribution that a currently fashionable
approach to second language teaching, task-based learning, may maketo
a specific situation: thelearning of traditional Indian languages on the
Warm Springs Reservation in central Oregon. While this may seem at
first glance a situation remote from those encountered by teacher s of
ESL, thisexamination will show that it isin fact not remoteat all in key
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respects. | believe that demonstrating the practical applicability of
current thinking in second language acquisition will be valuable for
anyonein thefield.

Thenotion of "task-based learning" istaken largely from The Fall
1989 issue of Papersin Applied Linguistics devoted to thistopic. Several
paper sthere, though developed from research and practicein a situation
very different from that of Warm Springs, make valuable suggestions for
the Reservation's I ndian language program, thus showing the
generalizability of theideas presented.

The Language Situation at Warm Springs

TheWarm Springs Reservation in central Oregon ishometo
speakers, or descendants of speakers, of three different Indian languages:
Sahaptin, Wasco, and Northern Paiute. These three languages are for
all practical purposes unrelated, although there has been some lexical
and even mor phological borrowing between Warm Springs and Wasco
and both are believed to belong to the Penutian stock, a large but still
hypothetical Indian language family thought to include many languages
in California, Oregon, and Washington, and which may include or be
related to Mayan. None of these languages are lear ned any longer as
first languages by children growing up, and most speakersare no younger
than their latefifties, although Sahaptin has a handful of peoplein their
fortiesor early fiftieswho are semi-fluent. Thereisat least one woman
in her eightieswho feels mor e comfortable speaking Sahaptin than
English, but thereare no longer any monolingual Sahaptin speakers.
Sahaptin is still used publicly in religious ceremonies, particularly those
of the Waashat or Seven Drum religion practiced at two longhouses on
the Reservation. While from timeto time elders may be heard talking
with one another in Sahaptin, it can be said that thereisessentially no
longer a Sahaptin-speaking community in the sense of a body that
consistently uses Sahaptin for all or most of itsdaily interaction.

The picturefor Wasco is even more bleak. None of the present
Wasco speakers professto be asfluent astheir parents generation, and
there are not morethan about a dozen people on the Reservation who
are semi-fluent or better in Wasco.
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For Paiute, the pictureisstill worse asfar asthe Reservation itself
is concerned, but brighter in terms of the off-Reservation survival of the
language. There appear to be no fully fluent speakers of Paiute left at
Warm Springs, but the languageis still spoken by Paiutesat Burnsand
on variousreservesin Nevada; on at least one of these, Fort M cDer mitt
on the Oregon border, children are still growing up speaking Paiute as
afirst language. People at Fort M cDer mitt have worked with personnel
from the Summer Institute of Linguisticsto develop literacy materialsin
thelanguage, including a complete trandation of the New Testament and
avariety of shorter publicationsincluding both Biblical and native
cultural stories. It should be noted, however, that at least some of the
Paiutes at Warm Springsfind significant diver gence between the dialect
of these materials and that with which they are familiar. The Paiutes at
Warm Springsare by far the smallest of thethreetribesrepresented
there, those identifying themselves as primarily Paiutein ancestry
numbering only around 60 of a total Tribal member ship of around 2,700.

None of the fluent or semi-fluent speakers of Indian languages at
Warm Springs have completed college, and most have not finished high
school. A couple of older speakers of Sahaptin havetraining and
experience teaching in the Tribal Head Start program, where some
Sahaptin is being taught.

Alphabets and written materialsexist in all three languages, but only
afew of the speakers of the languagesread and write them comfortably.

In short, thelanguages at Warm Springs are clearly obsolescing, in
Bauman's (1980, p. 11) sense. (It must be understood that theterm
" obsolescing" hereis not avalue judgement, but solely an estimate of the
degree of use of the language and of its survival chances.) Thereis,
however, a strong desire on the part of Tribal member ship and
leader ship to keep the languages alive in some fashion.

There has, however, been little clarity on what realistic goals might
be set for alanguage renewal program. The general hope—not always
explicitly expressed but nonetheless clearly present—has been for some
approach which could instruct the younger generationsin the languages
to the point wher e they would reach full fluency and be abletorestore
the Tribal languagesto the everyday use they formerly enjoyed. Given

19



the present state of the languages, thisisalmost certainly an unrealistic
goal; it could conceivably be achieved by an immersion program, but the
prospect of Indian-language immersion programs at Warm Springs,
though exciting, raises very serious problems of practicality. (Theseare
further considered in the appendix.)

At the opposite extreme from a language program designed to
restore full fluency and everyday language use is one designed to provide
lear ner swith some knowledge about the language as a token of identity
and a means of building community pride and self-esteem (Bur naby,
1980, p. 316). For such agoal, a program of the sort already in place
in the Head Start/Preschool program, teaching children afew smple
expressions of greeting, body parts, animal names, and colors, might be
sufficient. It does seem, however, that it isnot unreasonable to aim for
something between full language restoration and the very limited
program of language remember ed solely as a token of identity. For one
thing, there are still speakers, especially of Sahaptin, able and desiring
to passtheir extensive knowledge on to others. For another, the Culture
and Heritage Department, aswell as outside scholars, have for many
year s been amassing a collection in written form and on audio and
videotape of Indian language materials, particularly of the vast oral
literature of legends. Finally, somereligious services are still conducted
in Indian, and thereisa strong desire on the part of many tribal
membersto keep thistradition alive.

These facts suggest a direction for goal-setting for Indian language
at Warm Springs. Some goals that suggest themselves are:

— Learnerswill beableto take part in and conduct religious
ceremoniesin Indian.

— Learnerswill beableto understand and interact affectively and
intellectually with Indian language materials preserved in writing
or on audio- or videotape.

— Learnerswill be ableto engagein limited conver sation with

I ndian-speaking elder s (the limits of such conver sational ability
to be defined; | am thinking here of enough competence at using
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greetings and phatic formulasto encourage eldersto deliver
Indian language materialsto the younger generations).

-- Learnerswill know how to collect I ndian language texts from
elders.

— Learnerswill be ableto transcribe and, with the help of elders,
to trandate into English taped textsin Indian language.

Obvioudly, not all learnerswill want or need to develop all these
abilities. Some will be content simply to learn enough to maintain
language as a token of identity: a few formulas of greeting and limited
vocabulary, perhaps centering on matters of Indian culture. Otherswill
want to be scholars of their heritage, poring over the classic texts left
behind and inter preting them for new generations, so that the Tribes
alwaysretain somerelationship to their Native-language past. Some may
try toreach ascloseto full fluency asthey can get, to take advantage of
the still-present opportunitiesfor conversation and relationship in Indian
language. An effective language program must cater to all these degrees
of need and commitment. That means, among other things, that it must
have asa central goal enabling studentsto learn how to learn more, to
take advantage of both theliving and ar chived resour ces available to
them to deepen their language knowledge.

Above all, there must be solid community commitment to whatever
goals ar e agreed upon for the language program. Thusfar the
community has given only an affirmative responseto a very general
survey question indicating their interest in languagerenewal. Thereisat
thistime no evidence of a community consensus concer ning specific goals
for such an effort.

The Applicability of Task-Based L earning at Warm Springs

Inthelead article of theissue of Papersin Applied Linguistics
mentioned above, B. Kumaravadivelu (1989), a leading figurein the
movement for the application of task-based learning to second language
instruction, struggles with terminological questions concerning the
definition of "task" and " task-based learning.” For my purposes, the
definition of task given by Nunan (1989a) will suffice; atask is
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... apiece of classroom work which involveslearnersin
compr ehending, manipulating, producing or interacting in the
target language whiletheir attention isprincipally focused on
meaning rather than form. (p. 10)

Thisdefinition may, on the face of it, seem so general asto be of
littlevalue. It is clear, nonetheless, that most activitiesthat have
traditionally gone on in language classrooms ar e not tasksin this sense;
investigation would most likely prove that most classroom work even
today in second language classr oomsisfocused on linguistic form, even
when some communicative elements are present. The specific featur e of
task-based lear ning in a second language context isthat it callsfor the
negotiation of meaning in the target language to accomplish a
communicativetask; the form of the language thus generated may vary
widely and may not even be foreseen by the designer of the task.

The concept of task-based learning will gain greater specificity aswe
continue our consideration of it. Indeed, Kumaravadivelu (1989) himself
brings usa step farther in under standing when he comments:

Ashas been pointed out by lear ning-centered methodologists,
there cannot be a set of syllabus specifications as we know them
in traditional language teaching experience. L ear ning-center ed
materials can only be an indication of content in the form of
activities and tasks, leaving the actual language to be negotiated
in each classroom. In other words, we ought to think in terms
of learning materialsrather than teaching materials. (p. 15)

Kumaravadivelu providesin an appendix an example from an ESL
curriculum consisting solely of a specification of tasks and activities,
without specification of language accor ding to either formal or functional
criteria; that is, the language must be created in negotiation among
lear ners and teacher (p. 25ff).

Although Kumaravadivelu puts this suggestion in the context of a
" learning-centered" approach (similar perhapsto the Krashen-Terrell
"natural approach), it iscompatible with a variety of approachesand
may in fact hold the key to reconciling several of them—to what one
might call a" balanced eclecticism.” (Consider thisfortunate, sincethere
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isso little agreement among SL A resear chersand theorists even on basic
issuesthat a" learning based" approach purportedly justifying itself by a
specific psycholinguistic theory of SL A seemsto be on very shaky
ground.) Theformal, functional, and communicative featur es of the
language gener ated by these tasks can themselves be subjects of
instruction and further tasks of either a form-based or notion/function-

based nature. The differ ence between this approach and more
traditional oneswould then liein how the language is generated. In

mor e traditional approaches, formal and/or functional featuresare
sequenced first and then languageis generated (in part by curriculum

developers, in part by teachers) to exemplify them; in this, language
growsout of atask and the language actually negotiated around thistask

is allowed to determine the formal and functional features serving as
input.

Thissuggestion promises a new appr oach to the development of a
language teaching program that holds great promise for a situation such
asthat at Warm Springs. Ascan beinferred from the outline of the
linguistic conditions on the Reservation, a major obstacle to developing
an effective teaching program isthe absence of trained teacherswith
fluency in the Indian languages. It is, of cour se, not impossible that
some of the Indian language speaker s could betrained in traditional
language teaching methods. Thiswould, however, be a time-consuming
process (especially when one consider sthat the teacherswould also have
to develop syllabus and curriculum materials), and its successis
uncertain, particularly in view of therelatively advanced age and limited
formal education of most of the potential participants. (Thisisnot to
say that extensive formal education is necessary to be a good language
teacher, only that the usual programs of teacher training presupposeit.)
Furthermore, in a situation wherethe languagesarein asprecariousa
state asthey areat Warm Springs, timeis of the essence.

Indian language speakersat Warm Springs would have gr eat
difficulty in generating language to exemplify either formal or functional
features, sincethat presupposes a linguistic self-consciousness that they
arenot trained to possess. They would, however, havelittle difficulty in
gener ating language around a specific task—say, a social situation, such
asgreeting afriend on the street, or a culturally-related activity, such as
beadworking.
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A syllabusand curriculum for Indian language could, then, consist
of a sequenced specification of tasksto be performed using the language.
A non-native-speaking linguist or language teaching specialist could
observethe language generated and cull out certain formal, functional,
and communicative elementsfor further instruction. Such observation
might also lead to revision of the task sequence.

The effect of this approach would beto throw the need for
expertise in second-language teaching as much as possible onto a
professional (presumably non-Indian, since the Tribes have no members
trained in thisfield), leaving the native speakersfreeto contribute what
ismoreessentially theirs: their native command of the language and its
use.

In " Pedagogic Tasksand Materials Design” Nunan (1989b) moves
into the specifics of class design for the classroom. Unfortunately, its
direct applicability to the Warm Springs situation islimited, as Nunan
presupposes a community using the target languagein all areas of life
(e.g., an ESL rather than an EFL situation). Nunan sends lear ners out
into the community to interact with native speakersand then back into
the classroom to discusstheir experiencesin doing so. As noted above,
the community of native speakersrequisite for thisno longer exists at
Warm Springs. Nonetheless, Warm Springs language lear ners can be
assigned tasksinvolving interviewing of eldersand participation in
religious ceremonies. Indeed, tasksin these areas would be essential to
reach theinstructional goals mentioned in the preceding section.

It should be pointed out that cultural parameters of language use [as
described by " ethnography of speaking” in Hymes (1974) sense] must
play an important role in devising tasks. This point is obvious, but it is
not pointed out in theliterature probably because the cultures using the
target language ar e not believed to differ much in thisrespect from the
culturesof thelearners. In any event, certain facets of proper language
use at Warm Springs definitely do impinge on task design.

An anecdote may makethisclear. Early in my Warm Springs
career, | prepared a series of Sahaptin language lessons cast in question
and answer format, modeled on some Berlitz materials. When | checked
it over with a group of native speakers, | noticed that although they
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accepted most of my language as grammatically well-formed, they were
clearly uncomfortable with the product. When | questioned them, they
said, " Any child who went around asking his elders'What'sthis? What's
that?' all thetimewould get slapped around.” Question and answer
dialogues—particularly with questionsinitiated by children—are culturally
guestionable at Warm Springs. Children are expected to learn by
observing and practicing on their own rather than by asking frequent
questions. Obvioudly, thisimposes constraints on language task design.
On the other hand, when native speakers under stand the pur poses of
certain procedures, they aretolerant of " bending therules' somewhat to
help teach the language, aslong as one shows some sensitivity to their
cultural norms,

Questions of theinter play between cultural background and the
appropriateness of given tasksin the second language background are
raised implicitly, though not explicitly addressed, in research by Salmon
(1989). Salmon studied the differential performance of students of
different proficiency levelsat a task involving response to questions
based on a dialogue. She classed her questions asfollows: (a)
information from text (" What does Juana ask for?"), (b) inference from
text (" Isthewaitress busy? How do you know?"), (c) opinion about text
(" What doesthe waitress say that is polite?"), (d) opinionsinvolving
feelings (" How do you feel when you don't under stand other people?"),
(e) opinion-generalizations (" Do you think Americans are polite/
impolite?"), and (f) information about personal experience (" Have you
ever had an experience likethis?") (p. 60). She then analyzed the
relative difficulty of each question typefor studentsat different levels.

At the beginning level, all question types except opinion-
generalization produced communicative breakdowns. The advanced
students had no breakdowns with infor mation-from-text questions. All
levels had breakdowns when faced with infer ence-from-text and opinion-
feeling (type d) questions (Salmon, 1989, p. 63).

For all students, including beginners, opinion-generalization questions
appear ed to gener ate the most language. Thismay at first glance be
surprising, since opinion-feeling questions wer e the most difficult for all
levels. The difference appearsto be that the latter asked for expressions
of personal affect, whilethe former asked for expressions of opinion on
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imper sonal topics (Salmon, 1989, p. 64). That affective factor s (self-
consciousness) caused the difficulty of opinion-feeling questionsrather
than any linguistic factorsis shown by the fact that they caused
breakdowns at all proficiency levels.

Salmon usesthese results to suggest an ordering of question types
that may be useful for learnersat various proficiency levels, starting with
infor mation-from-text questions (which may be skipped by advanced
lear ner s) and ending with optional personal feeling questions.

These data are obviously useful in constructing question-and-answer
tasks. Theinterplay of affective and skill factorsin the difficulty of
different question typesis of great interest, and highly relevant to
developing a language program at Warm Springs. Salmon, unfortunately,
does not specify the culturesfrom which her students came—it would
have been interesting to correlate the difficulty of opinion-feeling and
opinion-generalization questions with cultural background—but it seems
likely that opinion-feeling questions would cause even greater difficulty
for Warm Springslearnersthan for thosein her study. In general,
Warm Springs people are brought up to bereticent in the expression of
per sonal feelings except in certain contexts. And while opinion-
generalization questions seemed to be the most stimulating to the
subjectsin this study, such questions might prove to be much more
uncomfortable for Warm Springs learners. Such affective and cultural
factorsare not taken into account often enough in curriculum design.
In that respect, Salmon's paper has more profound implicationsthan are
explicitly addressed.

Thusfar, thispaper haslooked at theimplications of research into
task-based learning for the design and practice of classroom instruction.
Asnoted above, however, one urgent need at Warm Springsisfor
teacher training, atask complicated by the fact that those Tribal
member s whose fluency render sthem potential teachersare mostly
without the" Anglo" educational background that traditional teacher
training programs call for.

Here, too, experience with task-based lear ning yields useful

suggestions. Crookall (1989) reportson ateacher training cour se taught
with a task-based approach. He set up a ssmulation in a graduate TESL
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classin which the classwas divided into four groups, each of which
constituted itself asan ESL/EFL curriculum development firm responding
tothe need of an organization or agency seeking an ESL program for
a specific constituency and purpose. The" firms' wererequired to
compete with one another to win " contracts' from the various (smulated)
agencies. The materials produced by this class were of such quality that
some wer e submitted to a commercial publisher.

Thisidea hasinteresting implicationsfor Warm Springs. The
participantsin thiseffort were, of course, all graduate studentsin TESL,
and most probably had prior teaching experience; but what might happen
if onetook a group of potential Indian language teachers and divided
them into small groups, including in each group a person with
professional second language teaching expertise and experience? The
idea herewould not beto havetheteaching professional function asa
teacher; that would too easily throw the Indian language speakersinto
an unproductive passiverole. On the contrary, the effort would be to
create teamsin which all the participants, by virtue of their differing
knowledge, could play equal rolesin working toward a common task. A
factor encouraging such a project isthat, while competitivenessin
individualsisnot usually encouraged in Warm Springs culture,
competition between groupsis acceptable; having several groupsworking
on teaching programsfor a single language could well befruitful. At the
end, some sort of award might be given to the group deemed most
successful; but elements from the different programs could undoubtedly
be combined.

Conclusion

The thaskHzaseld approach clearly has promise even for a situation
such as Warm Springs quite unlike that for which it was originally
designed: the teaching of established languages with a solid written
tradition. While the literature on this approach for the most part does
not provide the specifics of program design, it promises an exciting step
forward for Warm Springsand other similar situations.

Thetask-based approach showsagood " fit" with the Warm Springs

situation because the aim of restoring an obsolescing language must
realistically be limited to teaching and encour aging its use for specific
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cultural endsrather than for an unrealistic goal of reinstating it asa
univer sally-used language. These cultural ends can beregarded as, or
divided into, specific tasks which can then becomethe basisfor

gener ating language between students and teacher s—language which can
then become the subject of other modes of instruction, whether form- or

notion/function-based.

Task-based instruction also lendsitself readily to a desideratum in
Warm Springs language teaching: the instruction of whole familiesasa
unit. Indeed, if the family includes I ndian language speakersin the elder
gener ation, that would automatically expand the cor ps of teachers.

Naturally, some problems have yet to be addressed. First among
theseisthe setting of language lear ning in the context of Warm Springs
cultural norms. Asnoted above, the most important public use of Indian
language at Warm Springs (as at many other reservations) takes place
in religious ceremonies. Teaching these ceremoniesin school istaboo
from both an Indian and a Euro-American per spective. This aspect of
language, then, would have to be taught outside the school setting. It is,
however, possible that some of the language used in religious contexts
could betaught, in non-religious contexts, in a school program.

A second problem isthat of motivation. All of the learnersand
some of theteachersin any Indian language program at Warm Springs
will inevitably be English-dominant. The temptation to switch to English
when performing a given task will often, especially at the beginning
stages, be all but irresistible. It will be necessary to find some means of
motivating the lear ners (and teachers) to stick with Indian language.

Despite these and other possible difficulties, the task-based approach
offersgreat promisefor our language efforts.
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APPENDIX

On an Immersion Program for Warm Springs

Burnaby (1980, p. 389), in her study of Indian language programsin
Canada, pointsout that successful Indian language programsfor English-
dominant studentsarelikely to be at one of two possible extremes:
either a minimal program aiming only at giving a token knowledge of
Indian language as a badge of ethnic and cultural identity, or else an
iImmersion program aimed at producing full fluency. Sincethereisa
desireat Warm Springsto have morethan a minimal program, the
possibility of an Indian language immersion program has been raised
there. How practical isthis?

| am, personally, excited by the possibility of an I ndian-language
immersion program. Nonetheless, | see two possible difficulties, onein
my estimaterelatively minor, the other quite significant.

Studies of the results of immersion programs demonstrate that such
programs have consider able success in producing second language skills
--far greater than that available through more conventional programs.
Thereis, however, a serous limitation. The outcome of a successful
iImmersion program is near-native-like r eceptive capacity, but a
productive capacity marred by serious grammatical inaccuracy; immersion
studentstypically come out speaking a pidginized form of their second
language (Hammerly, 1987; Richmond, 1985). While this grammatical
inaccuracy can per haps be overcome by immersion in a community
speaking the tar get language, such a speech community, as alr eady noted,
no longer existsat Warm Springs. (It could happen, though, that the
speaker s coming from an immersion program will begin to recreate such
a.community, at least for certain language uses.) It is even possible that
the development of such a pidginized Indian language capability might
have a negative effect on Warm Springs self-esteem and cultural identity;
people might constantly be comparing themselves unfavorably with the
previous generationswho spokea " purer” or "more correct" version of
the languages. Some of that unfavor able self-comparison with " the old
people” goeson today even among therelatively fluent Indian language
speakers.
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| call thisarelatively minor difficulty, because the survival of Indian
language in a form heavily influenced by English (and therefore
recognizably different from the language spoken by " the old people")
would surely be better than no survival at all. Modern Israeli Hebrew,
after all, isaflourishing language, although the influence of European
languages has made it very different from the original Biblical or even
the later medieval Hebrew that used to be spoken or written; thereisno
indication that Israelis, or Jews generally, value the modern Hebrew
language lessfor thisor that they areless grateful for itsrevival and
survival. Warm Springs people could learn to accept whatever sort of
language emer ges from an immersion program aslegitimately Indian, its
changes simply reflecting the great contact and interaction that the
Tribes now have with Euro-American culture generally. People might,
however, haveto be prepared to accept this" new" version of their " old"
language as part of the community education progr ess.

Thereis, unfortunately, another potentially moreintractable
problem. An immersion program, based asit ison the teaching of the
content of elementary education through the medium of a second
language, requires skilled teacher swho can teach through the medium
of that language and curriculum materialsfor elementary education in
thetarget language. For instance, the Immersion Teacher Handbook by
Snow (1987) is explicitly aimed at experienced elementary teachers(in
thetarget language) who want information on the special characteristics
of instruction in theimmersion situation. Such teachersare not available
in any of the Warm Springs languages. Nor are teaching materials
available in any of these languages. Even the development of Indian
language vocabulary for some subjects would probably require a good
deal of work, and some way to gain community agreement to and
acceptance of the new vocabulary generated.

Despite difficulties of this sort, Burnaby (1980, p. 258f; 1982, p. 31)
reportsthat one Ontario Ojibwe community maintained an immersion
program for several years. The Maorisin New Zealand have instituted
what appearsto be a very successful immersion program in their
ancestral language. There are, then, realistic groundsfor optimism asto
the possible success of an immersion program at Warm Springs.
Creativity and deter mination may be able to over come the difficulties
that present themselves. An immersion program at Warm Springs offers
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the possibility for a dramatic and virtually unprecedented resur gence of
traditional language. Perhapsthe only obstacle that lies between present
effortsand such future successisthe generation of sufficient community
consensus and commitment; and it would be no surpriseif Warm
Springs, which has achieved unprecedented successin economic
development among reservations, should achieve an unprecedented
breakthrough in thisarea aswell.
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RESETTLEMENT AND ACCULTURATION OF SOVIET
PENTECOSTAL REFUGEESIN OREGON

Amy Robertsand Steven Locke
HERE, Taipei, Taiwan

Abstract

Therapid resettlement of Soviet Pentecostal refugees
concentrated in the Portland, Oregon, ar ea presents challenges
to social service agencies and educational institutions. This
paper examinestherelationship between life experiences of the
Soviet Pentecostal refugees and their acculturation in the United
States. The authors predict that acculturation will be slow
because of extreme cultural and social differences. Thelocus
of control construct is presented as an intrapersonal variable
affecting acculturation potential of refugees. An unexpectedly
high internal orientation found in a survey of Soviet Pentecostals
in Oregon isattributed to their religious devotion and chur ch-
centered lives. Thearticle concludeswith recommendations for
professionals dealing with Soviet Pentecostal refugees, with a
focus on improving inter cultural communication skillsand
increasing sensitivity to cultural differences. Extended English
language training isrecommended, particularly for Pentecostal
females.

Introduction

All too frequently, refugees and other immigrants ar e viewed
as blank tablets on their arrival to the United States. Their
backgrounds arereduced to such simple quantified measures as
age, yearsof education or previous education. (Haines, 1985,
p. 15)

From a political and sociological per spective, the resettlement of a
lar ge number of refugees has been considered by many to be a
significant national achievement (Haines, 1985). But for many refugees,

33

b



the flight from their native country isjust the beginning of along and
difficult transition in acculturating to at least some aspects of American
society (Haines, 1985). While the acculturation processisinevitable, it

isneither quick nor without difficultiesfor refugees and the social service
agencies which attempt to serve them.

Social service agencies often depend upon resear ch findingsto
ensure cultural sensitivity and to increase under standing regarding the
needs of specific immigrating groups. In contrast, a lack of scholarly
resear ch addressing distinct ethnic groups of refugees often hindersthe
initial support system which makesimportant decisionsregarding refugee
resettlement. While alack of research on smaller ethnic groups appears
to be unimportant because of the smaller number of refugeesinvolved
in resettlement, a sudden influx of a group of refugeesflooding a
particular area of the country can create problemsfor the community.

Recent political changesin the Soviet Union haveresulted in
liberalized proceduresfor Soviet immigration to the United States, with
six million refugees expected over the next several years (Nelson, 1989).
Whilethe majority of applicantsfor refugee status are Jews and
Armenians, many Pentecostals ar e also seeking emigration (Nelson).
Many of these Soviet Pentecostal refugees have settled in and around
Portland, Oregon.

Therapid and concentrated resettlement of thisgroup of refugees
has presented the state of Oregon with many important consider ations.
Social service agencies and educational institutions assisting in the initial
resettlement process of the Soviet Pentecostal refugees have been faced
with new and very difficult challenges.

Theprimary purpose of this paper isto examine the background
and thelife experiences of the Soviet Pentecostal refugees and the
relationship of these elementsto their acculturation in the United States.
Previousresearch addressing Soviet refugee resettlement haslargely been
limited to Jews. A group which differs greatly from the Pentecostal
refugees (Haines, 1985), Jewish refugees have much smaller families
(Kirschten, 1989), have obtained higher educational standing, some
mostly from white collar backgrounds (Simon, 1985), and have not had
torely on help from government or quasi-gover nmental agenciesin the
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resettlement process. M ost Jewish resettlement has been handled by
private communal organizations such as Jewish Family Services (Simon,
1985; Rubenstein, 1989).

Pentecostals, on the other hand, ar e often faced with major
problemswhen trying to find appropriate housing for their large families
of 9to 13 members (Roberts, 1991). While all Soviet refugees have
been described as difficult social service clients because of their high
expectations about employment in the Untied States (Haines, 1985), the
Pentecostal refugees are even mor e so due to their having been denied
by the Soviet government both educational opportunities beyond the high
school level and professional and skilled job opportunities (Kirschten,
1989). Thisisan important factor when considering that refugees
without advanced education or particularly relevant occupational skills,
such asthe Pentecostals, have much greater difficulty adjusting to the
United States (Haines, 1985).

Soviet Pentecostal Refugees

Knowledge of refugees country of emigration and cultural
background isvery useful in understanding their plight. As mentioned
in theintroduction, refugees are seldom viewed in terms of their distinct
cultural backgroundswhen they arrivein the United States. The Soviet
Pentecostal refugees are no exception. To most Americans, all people
from the Soviet Union are considered Russians. Theterms™ Russian”
and " Soviet" are often used interchangeably when in fact the Soviet
Union iscomposed of people from many different ethnic and cultural
backgrounds (Eubank, 1974). Only some of the many different ethnic
groupsin the Soviet Union can be considered Russian.

The Soviet Union isafederation of 16 republics which are each
inhabited by a different ethnic group. A majority of itscitizenslivein
the Russian Soviet Federative Socialist Republic (RSFSR), the Ukraine
and Byelorussia (Eubank, 1974). The people who inhabit these republics
are Slavicin origin and belong to a similar linguistic group (Ger ber,
1985). The peopleliving in the RSFSR arereferred to as" Great
Russians," whilethoseliving in the Ukrainearecalled " Little Russians'
or " Ruthenians' (Eubank). The group which inhabits Byelorussia are
referred to as" White Russians.”
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Themajority of Soviet Pentecostal refugees who are presently
settling in Oregon are from the Ukraine. They share the same language
and cultureand arereferred to as" Christians of Evangelical faith” in
their country. The Soviet Pentecostals ar e distinct from other
Evangelical groupsin the Soviet Union dueto their religious emphasis
on speaking in tongues and their beliefsin healing, prophecy, and the
baptism of the Holy Spirit (World Relief, 1989).

The history of the Pentecostal church in the Soviet Union isrife
with persecution and harassment. Befor e the Bolshevik Revolution in
1917, all Evangelicals wer e per secuted by the Russian Orthodox Church
(World Relief, 1989). After 1917 the Communists allowed the
Evangelicalsto practice their faith openly in hopes of diminishing the
influence of the Russian Orthodox Church (Ripp, 1984). Hundreds of
Evangelical churcheswer e established during the 1920s, but this period
of religious freedom was brought to an abrupt end in 1928 by Joseph
Stalin. He created har sh anti-religion laws which wer e enfor ced
throughout the republics (World Relief, 1989).

In the Soviet Union the Pentecostals have often been singled out for
per secution because of their commitment to practicing church doctrine
and maintaining religious identity. They have been viewed as being anti-
Soviet and their leader s and active member s have been imprisoned and
harassed (World Relief, 1989). Soviet Pentecostal families have
constantly lived under thethreat of having their children taken away and
placed in state boar ding schools, where they areindoctrinated with
atheistic teachings. They have been denied accessto higher education
and discriminated against in the wor kplace because of their religious
beliefs (World Relief, 1989).

M ost refugees who have come to the United States since World
War |l have left their countries because of political or ethnic
persecution. The Soviet Pentecostal refugees, on the other hand, have
emigrated because of religious per secution (World Relief, 1989). This
makes them and their adjustment situation unique among refugee groups
entering the United States.

In astudy of Dutch Calvinist immigrantsin the 1920s, Bratt (1983)
found that the maintenance of institutional structuressuch as ethnic
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churches and schoolsis conducive to the preservation of ethnic identity
and the resistance of cultural assimilation. T he case of Soviet
Pentecostal refugeesisvery similar. They haveimmigrated to the United
States for the main purpose of maintaining their faith and Christian
principles. Since the Pentecostal refugee communitiesin and around
Portland are close-knit and centered around the church, cultural barriers
will not come down easily and acculturation will not happen quickly
(Roberts, 1991).

The adjustment problemsfacing Soviet Pentecostal refugees have
been dueto the disparities between the society they are entering and the
onethey left behind. Not only has the church been pivotal in
maintaining ethnic identity, but aswith all refugees, the Pentecostal
refugees face a conflict between a" compulsive quest for their old
identity" and acceptance of American culture (Goldstein, 1979, p. 264).
Extreme cultural and social differences have been a major stumbling
block for Pentecostal refugeestrying to acculturateto the United States.

Barriers to Refugee Resettlement

Thetransition from a closed, totalitarian system where the state
provided many servicesto an open society based on individual initiative
and responsibility has been problematic for Soviet refugees (Edelman,
1977). Theidea of having to actively seek housing and to competein
ajob market has been overwhelming for them (Martinis, 1989). Positive
communication and inter action between refugees and those assisting
them in resettlement are often inhibited by cultural misperceptions
(Haines, 1985). Refugees per ceptions of the social agency and the
agency's per ceptions of their refugee clients often do not fit (Haines,
1985). Thisresultsin refugees being alienated from the very people
attempting to facilitate their adjustment (Goldstein, 1979).

Having experienced religious persecution in their native country and
difficulty in obtaining exit documents at the hands of gover nment
officials, Soviet refugees are very suspicious of American social service
agencies (Goldstein, 1979). They perceive these organizationsto be an
arm of the government which cannot betrusted (Edelman, 1977). They
also do not comprehend the social agencies emphases on counseling and
intervention because they are accustomed to a gover nment that supplies
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avariety of basic material needs and isrelatively unresponsive to their
demands (Goldstein, 1979). Refugees consequently feel that social
service agencies owe them a consider able amount of material aid but will
be slow and unresponsive in furnishing that aid (Goldstein, 1979).

American educational facilities have also been caught unprepared for
special English-as-a-second-language needs and the particular learning
styles of Soviet refugees (Andersen & Powell, 1988). Unlike American
classrooms which are often informal and inter active, classroomsin the
Soviet Union arerigidly controlled by the teacher. Students normally
rise when asking or answering a question and sit with their armsfolded
when listening to alesson (Andersen & Powell). American educators
and Soviet Pentecostal refugees ar e often faced with a new and very
different set of challengesfor which neither are adequately prepared.
Thisisan important factor, considering that education and language
training are essential for successful acculturation (Caplan, Whitmore, &
Bui, 1985).

The need to provide a basisfor understanding and improved
intergroup interaction between Soviet Pentecostal refugees and the social
service agencies and educational institutions which attempt to facilitate
their resettlement has become critical. Programsfor refugees should de-
emphasize admission decisons and relief efforts and concentrate more
on programsto support positive adjustment and acculturation. Program
adequacy should be seen not in terms of what refugees fled from, but
rather in terms of how they are adjusting and acculturating during the
resettlement process (Haines, 1985).

While past research has been useful in examining the acculturation
of refugeesinto a new culture, it has done so outside the refugees
personal experiences (Seigel, 1988). Although there are common
patternsin the experiences of all refugee groupsin the United States,
the key to under standing each group's unique situation isthrough
acknowledging the wide diver sity of their previous experiences (Haines,
1985).
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L ocus of Control and Refugee Resettlement

Therelationship between socio-cultural settings during refugee
resettlement and control beliefs of Soviet Pentecostal refugees has
recently been examined using the locus of control construct as an
intraper sonal variable which representslife experiences, or to be more
precise, social, economic, and political behaviors (Roberts, 1991). The
internal/exter nal locus of control construct isa basic sociological
personality dimension, characterized by the generalized tendency to
attribute cause or control of eventsto internal (i.e. ability, effort) or
external (i.e. luck, task difficulty) causes. Roberts utilized the locus of
control construct to study the life experiences and thusthe acculturation
potential of Soviet Pentecostal refugees.

Rotter (1954), using the locus of control construct asa measurement
scale, reported that individualswith a high internal locus of control score
weremore alert to aspects of the environment which provided useful
information to them, tried to take control of their environments, placed
greater value on skillsand achievement, and tried not to be influenced
by others. In contrast, Rotter hypothesized that individuals with high
external locus of control scoresbelieved that they had little or no control
over their environments. They perceived that normal events occurred
largely because of chance, fate, luck, and other external for ces.

In astudy of northeastern Nigerian students, Reimanis (1977)
suggested that the inter nal/exter nal locus of control construct was
designed to deal only with an individuals's per ceptions and feelings
concer ning levels of personal control. It does not attempt to measure
theindividual's objectivereality (Rotter, 1966). The locus of control
construct has been utilized to predict many social behaviorsand attitudes
(Banks, 1984; Fry & Grover, 1982; Norris& Niebuhr, 1984). Ziegler
and Reid (1983) noted that regardless of the subject's age, race and
gender, perceived internal/exter nal locus of control was an indicator of
job satisfaction, life satisfaction, racial tolerance, and social achievement.

L ocus of control studies conducted in the United Statesindicate
Americans have an internalized locus of control orientation (Hsieth,
Shybut, & Lotsof, 1969). The average American hasrecently been found
to score between 10 and 12 on the locus of control scale (J. Ratter,
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per sonal communication, November 1990). A higher scorewould
indicate a mor e external locus of control orientation while a lower score
would suggest a moreinternal locus of control orientation.

Individualsraised with values of self-reliant individualism, pragmatic
ingenuity, and personal output of energy, such asAmericans, arelikely
to be moreinternally oriented than those who have lived under a
pater nalistic gover nment which provides all information and education,
such ascitizens of the Soviet Union (Goldstein, 1979). | nterestingly,
Soviet Pentecostal refugees wer e recently found to have an average locus
of control scoreof 10.5 (Roberts, 1991). Thisissurprising, considering
that Soviet refugees have a strong tendency to deny the existence of
problems and blame exter nal factorsrather than facing their own
personal problems (Goldstein).

The high internal orientation, especially in thelife satisfaction
category, does not necessarily mean that Soviet Pentecostal refugees do
not feel alienated in the United States. Theseinternal scoresin thelife
satisfaction category can be explained by their religious devotion and the
fact that their lives center around the church (Roberts, 1991). Since
their primary reason for coming to the United States wasto escape
religious per secution, they would naturally have positive feelings having
achieved their personal goals (World Relief, 1989).

High life satisfaction can also be explained by the fact that thereis
agreat deal of social participation, approval, and acceptance within their
community through their church. The Soviet Pentecostals have, for the
most part, stayed together asa group in western Oregon. But whilethe
ability to participate within a similar language and cultural group will
naturally lead to greater life satisfaction, it isnot conduciveto rapid
acculturation (Gordon, 1964).

Soviet Pentecostal females wer e found to have moreinternal locus
of control scoresthan themales. Thiscould indicate that females have
higher life satisfaction and acculturation potential (Roberts, 1991). Even
though their culturetendsto be male oriented and dominated, the
females appear to be more open to new experiences and willing to
explore new options. In English classes at Portland Community College,
ESL instructorsremarked that the Soviet Pentecostal women were
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generally morewilling to take risks and had more control and power
than their roleswould lead one to expect. Robertsalso found that the
relationship between locus of control and economic satisfaction suggested
that Soviet Pentecostal women wer e mor e economically satisfied. They
tended to see and be mor e encour aged by the economic possibilitiesin
the United Satesthan their male counter parts.

Recommendations

Numer ous sour ces note the lack of global sensitivity and
inter national knowledge among Americansin general (Burn & Perkins,
1980; Taylor, 1979). Recent surveys have concluded that thereis
extremely limited under standing of other countriesand their culturesin
the United States. One study noted the tenuous relationship among
knowledge, attitudes, and language asthey pertain to foreign relations
(Barrows, Clark, & Klein, 1980).

In the United States case workersand other agency support staff
involved in refugee resettlement sometimes experience confusion and
hostility toward Soviet refugees when they do not fit the preconceived
image of what Soviet immigrants should belike (Haines, 1985). Many
social workersare not awar e of the conflictsthat often occur whiletrying
to adjust refugeesto the" American way of life" (Goldstein, 1979, p. 260).

According to Forbes (1985) and Brodsky (1980), agency support has
had minimal impact on refugee r esettlement and monetary assistance has
worked as a disincentive for success. Brodsky posited that the lack of
agency successisdueto the ethnocentric attitudes of social workers. She
also noted that Soviet clients, in particular, tend to draw a strict division
between the coldness and formality of the public area and the warmth
and spontaneity of relationswith family and friends.

Brodsky (1980) recommends that social workerswho deal with
Soviet refugees need to be moreinformal and directly and personally
involved with their clients. She also recommendsthat social workers pay
closer attention to the importance of the extended Soviet families.
Lastly, they need to focus on providing practical help in adjusting to
American culturewhile at the sametime being awar e of their own
dogmatism and ethnocentrism.
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The ability to deal with different communication stylesisalso an
important factor for agency success and is essential for intercultural
effectiveness (Hannigan, 1990). One of the goals of social service
agencies should beto help support staff recognize the importance of and
to practice using different communicative styles.

Hannigan (1990) offer sthe following topics as areasfor exploration
In agency staff training programs:

1. How willingam | to beflexible while accepting values different
from those of my own culture?

2. Under what conditionswill | accept a culturally different way of
doing things?

3. How important isit for meto pick up on cuesfrom clientswho
have culturally different orientations as compared to American
culture?

4. What arethesignificant factorsin understanding a different
culture?

Whileincreasing inter cultural communication skillsisimportant,
agency staff should also be awar e of other potential problem areas. As
mentioned earlier, the value of competitiveness and working hard to get
ahead cannot be assumed with Soviet Pentecostal refugees. Workingin
ajob market wherethey could befired from their jobsis overwhelming
and isan alien concept to the Pentecostal refugees (M artinis, 1989).
Social workers, employers, and otherswho interact with them must be
careful not to negatively evaluate the refugees as lazy or unmotivated.

Agency staff need to understand that Soviet refugees often find it
difficult to makethetransition from a closed, totalitarian system, where
the state provided many services, to an open society based on individual
initiative and responsibility (Edelman, 1977). Soviet refugees are
accustomed to recelving support from their native gover nment and
therefore perceive that American social services owe them a considerable
amount of material aid.
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Support should focus on providing the refugees with infor mation
about cultural differences and techniquesto establish successful
communication within these institutions. Soviet Pentecostal r efugees
would benefit greatly if American values wer e explained to them early
in the resettlement process. While this presentation would help prepare
them to participate more fully in resettlement, Grove and Torbiorn
(1985) suggest that newcomer s are mor e receptive to specific information
at different stages of their acculturation. Consequently, extended and
ongoing exposur e to the American way of lifeisbeneficial.

L astly, social service agencies also need to consider thereligious
per secution Soviet Pentecostal refugees experienced in their native
country. Often they are suspicious of assistance and associate social
service agencies negatively with the gover nment (Edelman, 1977).
Support agencies need to be patient and car eful not to migudge or
negatively evaluate their refugee clients when they do not respond or are
unwilling to accept agency assistance without suspicion.

Asnoted previoudly, ethnic identity isretained and resistance to
cultural assimilation isusually most pronounced when strong ethnic and
religiousinstitutionsarein place (Gordon, 1964). Timeto gain trust and
acceptance within the Soviet Pentecostal community is perhaps one of
the most important considerationsin theresettlement of Pentecostal
refugees. Social service agencies need to consider that Soviet Pentecostal
clients may not be adequately prepared to function without agency
support when their benefitsare terminated at the end of the established
18-month period.

The strong ethnic identity and religion-centered community of Soviet
Pentecostal refugees can be used asan aid to their resettlement instead
of viewed asabarrier. Given this strong religious structure, support
should be made available through their churches. More specifically, the
church leader ship circle should be sought out and used as a conduit to
the refugee community. Individuals, Roberts (1991) found, look to their
church community and leader ship for moral, spiritual, and physical
guidance and support.
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Throughout theinitial stages of resettlement, church and community
leader s could be utilized to facilitate discussions of the readjustment
experiences of refugees. Topicsfor discussion could include:

1. What havel discovered about America?

2. What have | discovered about myself sinceimmigrating to
America?

3. What are my expectations, dreams, and thereality of life?
4. Am | meeting my expectations?

5. What problemsam | having with language and
communication? (Goldstein, 1989, p. 262)

Discussion of these topics, says Goldstein, would help refugeeslearn
about cultural differences and techniquesto establish successful
communication.

Instead of trying to assess and treat each individual as a separate
entity, resettlement agencies might gain moretrust and acceptance by
approaching and treating the community asawhole. Through this
approach social agencies might gain a larger and much clearer picture of
the problems and needs of the community.

Implications of Continued Education and ESL Training

According to Simon (1985), Soviet refugees over the age of 30 or
with blue-collar backgrounds are morelikely to have problemswith
language acquisition than younger refugees or those with white-collar
skills. Haines (1985) noted that refugees without advanced education or
particularly relevant occupational skills, such asthe Soviet Pentecostals,
have greater difficulty adjusting to lifein the United States.

Since the mean age of the Soviet Pentecostal refugeesis 38 years
old and themajority are not educated beyond the high school level,
adjusting to lifein the United States and successful language acquisition



areimportant considerations. This situation suggeststhat extended
English language training is needed for all Soviet Pentecostal refugees.

Presently many refugees view English training merely as one of the
requirementsto maintain good status with the social service agencies
(Roberts, 1991). Soviet Pentecostal refugees should under stand that one
of the best predictors of successful acculturation of refugeesinto
American cultureisthelevel of English proficiency of all family
members (Caplan et al., 1985).

In addition, Soviet Pentecostal refugees should understand the
structure of education facilitiesin the United States. As mentioned
previoudly, they are accustomed to learning in an environment that is
rigidly controlled by the teacher (Andersen & Powell, 1988). They often
do not realize that learning in American classroomsisnormally more
informal and interactive and ther efore mistake the American educational
structure aslacking seriousness. Soviet Pentecostal refugees need to
accept the situation in American classrooms as one which involves a new
and very different set of challenges for which they might not be
adequately prepared.

One last consideration which has been overlooked by those involved
with refugee resettlement concerns ESL classesfor Soviet Pentecostal
females. Females often are excluded from programs such as English
language training since they remain at home with young children. This
isa discouraging situation when considering the relationship between the
perceived life and economic satisfaction and thus acculturation potential
for females (Roberts, 1991). Roberts concluded that females see the
opportunities of living in the United States and thus could be
instrumental in helping the family adjust to their new environment.

Languagetraining isan important element for interaction and thus
acculturation and adjustment to the host culture, and females should not
be excluded from language training just because they are at home with
the children (Oberg, 1960). Programs need to consider the potential
benefit of Soviet Pentecostal femalesto society and take measuresto
assur e them opportunities similar to those of their male counterparts.
Per haps one option would beto provide a child care program that would
encour age femalesto participate morefully in programming.
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In conclusion, approachesto ESL classes and lear ning should be
similar in structureto therest of theresettlement effort. Again, the
strong ethnic and church-centered community can be used asan aid to
English language lear ning instead of being seen asa barrier. Community
leader ship could be utilized to assess language needs and problems and
could act as a liaison between the community and theinstitutions
involved in ESL training. While individuals might be hesitant to disagree
or voice concernsor problemsthey are having for fear of being singled
out, a group might be more willing to sharein the development of their
ESL learning.

Soviet immigrants want to feel good about themselves while also
feeling free. Goldstein (1979) notesthat the greatest advantage of
American lifeto Soviet refugeesisthe freedom to be what they want to
be. Soviet Pentecostal refugees are willing to take advantage of the
Institutions and opportunitieswhich are available to them. However,
physical availability is not enough. The elimination of cultural barriers
and misunder standing is paramount to the resettlement of thisunique
group of people.
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CAN A READING COMPREHENSION SCORE PREDICT WRITING
ACHIEVEMENT AMONG ESL UNIVERSITY STUDENTS?

Gerri L Graber-Wilson
Eastern Washington University

Abstract

This study examined the relationship between measur es of
reading and writing achievement for 99 international ESL
studentsin narrative and timed and untimed expository writing
samples. For thereading comprehension test, the Degr ees of
Reading Power (1985) (DRP), considered appropriate for ESL
lear ners, was used. Although thistest employs exclusively
descriptive passages, results of the study indicated a strong
positive relationship between the reading comprehension score
and writing achievement in both narration and exposition.
However, midterm interviewsrevealed that reasonsfor writing
problems differed among higher- and lower -level readers. It was
evident that while some studentsin each category wer e better
able to control thoughts and language on the shorter, timed
sample than on the expanded, untimed sample, thiswastrue for
a higher percentage of the lowest reading group. In general,
lower -level readerslacked rhetorical and syntactic writing sKills.
Higher-level reader s showed frustration with discour se mode,
especially narration.

Just as spoken languageislearned largely from models, it seems
logical that the vocabulary, organization of ideas, and syntax of literary
language would also be learned through models. Reading and writing
have been viewed in an interactive relationship wherereading ability
initially precedes writing ability, but later influenceswriting skills. This
belief scemsto be confirmed by Heller's (1979) obser vation that good
reader s appear to use more detail in their writing and are ableto
include moreideasin a T-unit without losing control of syntax. Smith
(1983) believesthat reading and writing form an essential relationship.
He proposesthat all the conventions of writing, which aretoo numerous
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for formal instruction, are acquired through reading and, like spoken
language, without conscious awar eness of lear ning.

A fundamental connection between reading and writing for native
speaker s of English appearsto bethe ability to recognize or ganizational
skillsasareader and to usethem asawriter. Meyer and Rice (1984)
point out that the patter ns of organization recommended by
contemporary rhetoriciansare similar to Meyer'soverall organizing
principles of the prose analysis system recommended for proficiency in
reading: antecedent-consequent or causal relationship, response or
problem-solution format, comparison, and description.

Despite numer ous studies which confirm a positiverelationship
between direct measur ement of reading achievement and writing
achievement among college freshmen, Nist and Sabol (1984) believe that
reading and writing involve different processes. In their observations of
college reading and writing, they discovered that studentswere confused
regarding the focus of thetask in each area. Nist and Sabol view a
concern for detailsin reading asfar lessimportant than the same
concern for supporting detailsin writing. Although they see a
relationship between reading and writing, they believe that successful
readersand writersare aware of the disparities.

Reading and writing pose unique problems for second language
lear nersin reading skill, background knowledge, text organization, and
language. Several theorists and resear chers consider successin reading
in aforeign language to be dependent on the reading skillsacquired in
thefirst language (Coady, 1979; Cummins, 1980; Rigg, 1977). In fact,
Coady assertsthat problemsin foreign language reading arereading
problems and not language problems.

Therelationship between prior knowledge and reading
comprehension is particularly significant for ESL learners. Sever al
studies show that cultural background affects areader'sinterpretation,
inference, comprehension, and recall of text (Carrell, 1984; Rumelhart,
1980; Steffensen, Joag-Dev, & Anderson, 1979).

The organization of thetext isalso a factor in comprehension and
recall for ESL readers, according to studies by Carrell (1984) and Ezzaki
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(1984). However, Carrdl's study showed that expository organization in
comparison, problem/solution, and causation facilitated the processes
mor e than did description.

It isnot surprising that language limitations may cause problemsin
reading compr ehension aswell asin writing. Studies by Cziko (1980)
and Ulijn (1980) showed that nonnative readerswererestricted in the
use of semantic cluesand had to rely more on graphonic and syntactic
cluesthan nativereaders, thereby losing attention to meaning. In
writing, Norment (1984) observed that the language background of
Chinese and Spanish subjectsinfluenced structurein both narrative and
expository modes. As Kaplan (1966) maintains, rhetoric is evolved out
of cultureand isnot universal.

However, academic demands of the university requirethe highly
competent ESL writer to follow English organizational skillsin
development of the paper, in the use of athesis statement and in
supporting details; and to show unity, coherence, and progression.
L anguage proficiency must be demonstrated not only in correct usage but
in syntactic variety and appropriate word choice.

Therarestudiesthat involve the reading/writing relationship for ESL
college students use small populations, only one language group, only one
writing sample, or the Nelson-Denny Reading Test, considered by Heise
(1982) to beinappropriatefor ESL learners.

The present investigation proposed to examine the following
questions:

1. What istherelationship between reading ability as measured by
the DRP and writing achievement for international ESL
students?

2. Isthereasdignificant difference between achievement in narrative
writing and in expository writing?

3. Isthereasignificant difference between writing achievement on
timed and on untimed assignments?
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4. Isonewriting sample sufficient evidence of writing ability? If o,
which one, timed or untimed?

5. Can areading comprehension scor e predict writing achievement
among ESL university students?

M ethod

Subjects.  Thesubjectsfor thisstudy were 99 inter national
under graduate students drawn from six sections of a first year writing
coursefor foreign students at Oregon State University (OSU). Students
who wer e permanent residents of the United States wer e excluded from
the study. Freshmen and sophomor es wer e equally represented at 37
each; juniors numbered 21, and seniors4. The average age was 21.
Countriesof origin were mainly the Pacific Rim and Middle East, and,
typical of national figures, the students wer e predominantly male (72%).
Most wereenrolled in business, science, and engineering.

Instruments.  Theinstrumentsused in this study consisted of the
Degr ees of Reading Power (DRP) reading comprehension test (PB2
form for freshman college students) and three writing samples.

The DRP isan untimed, standar dized r eading assessment
instrument. The passages, on universal themeswith interest general
enough to avoid cultural biasin most instances, arewritten in descriptive
mode and in a modified doze for mat.

For thisinvestigation, the limitation of the test lay in the discour se
made. Carrell (1984) has observed that the organization of descriptive
passages isless helpful for comprehension than are other expository
patterns. Moreover, if transfer of reading skill to writing occursonly
when prose structure of story schemata istaught, as Belanger (1987)
notes, comprehension of the exclusively descriptive passages of the DRP
may not indicate skill in the narrative and expository requirements of the
freshman composition cour se. Conversaly, a lack of skill in thisarea may
not berelevant.

The freshman composition course required of all studentsat OSU,
including international students, is processoriented and usually includes
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practicein three of the traditional discour se modes. narration,
exposition, and argumentation. For the study, the first two assignments,
narration and exposition, wer e selected. Because academic writing
includes both timed in-class examination questions aswell as untimed
preparation of papers, thewriting samples were assigned in both settings
and included (a) a revised untitled narrative composition, (b) a prepared
45-minute in-class expository composition, and (c) arevised untimed
expository composition.

Narration seemed to be appropriate for two other reasons. Dubin
and Olshtain (1980) maintain that it offersan advantage for ESL
studentsin itsuniversality of form and use. Furthermore, in a study of
both native and nonnative college adults, this mode of discour se was
most likely to elicit syntactic complexity (Norment, 1984). It should
ther efor e have offered students the best opportunity to show the
language skill required by the scoring guidelines (see Appendix).

For validity and reliability, Hartnett's (1978) recommendations were
followed: The purpose of writing was not diagnostic, mor e than one
sample was used, and independent ratersused a holistic scoring guide.

The TWE Scoring Guidelines, which cite and illustrate the
characteristics of each increment of the scale, provided thecriterion
validity of the writing assessment so that the frequent migudging of this
type of writing mentioned by Hake (1986) could be avoided. The
assertion in the narration assignment replaced the thesis requirement of
the guidelines.

For thefirst two samples, four ESL writing instructors, including the
classinstructor, were availableto read the 198 compositions. Consensus
was reached on 87.9% of the essays. Those assignments which did not
receiveidentical gradesweregiven toathird reader. In therare cases
wherethree scoreswererecorded (3 out of 198), the ratersdiscussed the
reasonsfor their decisionsuntil consensus wasreached. Reliability was
sacrificed on thethird writing sample so that the midterm score would
reflect normal classroom achievement.

Procedure.  During thefirst week of each of three quarters, the
DRP was administered to all writing students by theinstructor. To
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prevent instructor or rater biason thewriting scores, thereading tests
wer e not scored until after the end of each quarter. Since Cooper
(1977) recognizes rehear sed writing as the only kind that per mitsthe
writer to producethe best writing, sufficient time was allowed to prepare
thewriting sample either beforehand, asin the timed, in-class
assignment, or during the process of revision in the untimed essays.

During thefirst week of classes, students were made awar ethat the
audience would be composed of at least two raters, including the class
instructor. They received copies of the grading criteria to be used, heard
and read models of narration with an assertion, received specific
instruction in development and or ganization, and then wrote a rough
draft in class, consulting both peersand instructor. Work on the dr aft
continued out of class, and students wer e encouraged to use the tutoring
services of thewriting lab.

Toavoid the problem of student preferencein discourse mode, the
topic for thefirst assgnment was adopted from Hake's (1986) list of five
topics which elicited pure narration on between 2,500 and 3,000 exams
at two universities. The first sample waswritten during the second and
third weeksin responseto the following oral and written directions: " In
400 to 500 words, narrate an important event in your lifeand tell how
this event has changed your attitude, behavior or lifestyle."

The second assignment was a compar ison/contrast composition
started in the third week. Aswith thefirst assignment, the topic allowed
the subjectsto use culturally familiar material. The oral and written
directions wer e given asfollows: " In 500 to 750 wor ds, compar e and/or
contrast some elements of your culturewith those of another culture, or
some customs of the past with those of the present in your own culture,
and show how the beliefs of each affect behavior." For thiswriting
sample, students wer e asked to write a short version of their paper in an
In-class assignment.

Thethird samplewasthe fully developed and revised version of the
in-class assignment. Representing a nor mal midterm evaluation of
writing skill, theinstructor wasthe sole rater, but students were not
awar e of the changein audience.
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Before completion of the untimed expository assignment, the
instructor conducted individual interviews. The following questions were
asked:

1. Did you have any trouble on the timed assgnment? What were
the problems?

2. Areyou having any trouble developing your ideas on the
untimed, longer assignment?

3. Doyou have any suggestions for making this course more
effective?

At the end of the third quarter, the Kuder-Richardson Formula 20
(KR20) was applied to all the DRP scoresyielding a reliability of .87.
Reading scores wer e divided into raw-scor e groupings based on the
seven-point increment scale of the PB2 conversion table. The two lowest
groups wer e combined because of the small number of studentswho fell
into these score ranges. Compared to normsfor Grade 12, Spring, a
raw DRP score of 68 is equivalent to the 50th percentile point. The
percentile point range for 71-77 is55 to 90+; for 64-70: 36 to 54; for
57-63: 21 to 35; and for 40-56: 6 to 20.

M eans and standar d deviations wer e calculated for the reading test
and for each of thethreewriting samples. Three one-way analyses of
variance (ANOVA), with GB-STATE softwar e, were used to analyze
these data.

Results

All writing test scores proved to be significantly related to reading
comprehension scores (p <.01). The means aloneindicate a gener al
trend to higher writing scoresfor higher reading scores (see Tablel).

Themean for all reading scores was 67.25 with a standard deviation
of 7.5. Examining the meansfor the two higher DRP groups, 71-77 and
64-70, one observesthat the achieved writing scores ar e consistently
above 4, minimal competence in writing on both therhetorical and
syntactic levels (see Appendix).
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TABLE I

MEANS (AND STANDARD DEVIATIONS) FOR
READING AND WRITING PERFORMANCE

Timed Untimed
Group DRP Narration Exposition Exposition
71-77 74.29 4.71 4.89 5.08
(2.25) (0.93) (0.89) (0.89)
64-70 67.03 4.47 4.38 4.85
(2.32) (0.75) (0.89) (0.78)
57-63 60.77 4.00 3.88 4.67
(1.93) (0.94) (1.16) (0.98)
40-56 51.34 3.22 3.44 3.89
(4.66) (1.09) (0.53) (0.93)

Tablell illustrates the per centages for each of the writing scoresfor
each reading group. Almost two-thirds of the top reading group (71-77)
and approximately half of the second group (64-70) achieved the scores
of 50r 6 on all threeassignments, " demonstrating competencein writing
on both therhetorical and syntactic levels." Only one person in each of
these top reading groups showed less than minimal competence by the
third assignment while 33% of each of the two lower reading groups had
not yet achieved the minimal grade of 4 (included in this percentage are
three students with reading scor es of 57, 68, and 59 who withdrew
without completing the third assgnment because, asthey stated in the
midterm interview, they had previously received grades of 2 and expected
to fail the cour se). Because no onereceived a score of 1 on any
assignment, thislevel has been omitted from thetable.
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TABLE I

WRITING SCORESFOR EACH READING GROUP

Timed Untimed
Group n Narration Exposition Exposition
71-77 38 2-0.0% 2-0.0% 2-0.0%
3-10.5% 3- 5.3% 3-2.7%
4 - 26.3% 4 - 31.6% 4 - 28.9%
5- 365% 5-34.2% 5-28.9%
6 - 26.3% 6 - 28.9% 6 - 39.5%
64-70 34 2-0.0% 2-0.0% 2-0.0%
3- 8.8% 3-17.7% 3-2.9%
4-41.2% 4 -35.3% 4 - 29.4%
5-44.1% 5-38.2% 5-50.0%
6 - 5.9% 6-8.8% 6-17.7%
57-63 18 2-11.1% 2-16.7% 2-16.7%
3-22.2% 3-27.8% 3-16.7%
4-33.3% 4-22.2% 4- 5.5%
5-33.3% 5-27.8% 5-50.0%
6- 0.0% 6- 5.5% 6- 11.1%
40-56 9 2-11.1% 2-0.0% 2-0.0%
3-77.8% 3-55.6% 3-33.3%
4- 0.0% 4 - 44.4% 4 - 55.6%
5- 0.0% 5- 0.0% 5- 0.0%
6-11.1% 6- 0.0% 6-11.1%

(a) Withdrawals with expected scor e of 2.

The analysis of variance for all three samples confirmsa strong
correlation between the measurement of reading and the grade achieved
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on each of thethreewriting samples: narration, F (3,95) =7.91p <
.0001; timed exposition, F (3, 95) = 8.88 p <.0001; and on untimed
exposition F (3, 95) = 5.56 p <.0015.

Those students who scored in the two lower reading groupswere
mor e likely to show incompetence in writing than those in the higher
groups. Thewriting problems of the lower readersalso persisted into
the third assignment mor e frequently than those of the higher-level
readers.

A secondary finding of interest indicated that the mean reading
score, 67.31, for femaleswas dlightly higher than the 67.22 mean for
males; however, only 28.57% of the females scored in thetop reading
group compared to 42.25% of the males. On the other hand, the lowest
reading group was composed of only 3.57% of the femalesbut 11.27%
of the males.

The difference between narrative and untimed expository writing was
statistically significant: F (1, 192) = 9.56 p < .0023. Table Il showsan
increasein the lowest score on the untimed expository sample for only
one group, 57-63. The writer in the lowest reading group who
demonstrated competence in narration showed equal competencein the
untimed exposition.

Those who showed " incompetence” in narration demonstrated
inadequate organization or development by listing a series of eventsin
atime sequence, including irrelevant details, and failed to show the
significance of the events. These writersalso exhibited errorsin syntax
which frequently obscured meaning. While some of thewritersin the
two higher reading groups demonstrated " developing competence” (level
3 of the scoring guidelines) with flaws on either therhetorical or
syntactic levels, or both, " incompetence" (level 2) appeared only in the
lower groups.

Theanalysisof variance for timed and untimed writing on the same
topic in exposition for all groupsalso indicated a significant difference:
F (1, 192) = 9.56 p < .0023. Thetimed, rehearsed writing sample
revealed further differences between the low-level and high-level readers.
While approximately 16% of thewritersin each of the three higher
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groups wer e able to control the development and or ganization of the
content and language on the short assignment better than on the
expanded assignment, thiswastruefor a higher percentage (22%) of the
lowest group. Fewer writersin all categories achieved 6 on the shorter,
timed version of their papers, and 39% of all writers performed better
on the untimed assignment. Fully 44% of all except the highest reading
group received lower scoreson timed expository writing. Mor e of the
best reader s showed competencein both.

On the untimed, comparison/contrast assignment, the weaker writers
who wer e also the weaker readersfailed to show the significance of the
cultural elementsthey described. Often the composition resembled a
shopping list of foods for the holidays. The most apparent problem for
thisgroup appeared to be the lack of analysisof the cultural elements
they chose to compare; for example, " In my country women cover their
heads and bodies with a vell and long robe when they go out of the
house." They wrote description rather than exposition.

Others, rather than omitting analysisin the discussion, showed the
fallacies of logic mentioned by Irmscher (1972). Erroneous conclusions
wer e based on unsupported generalizations; " all* and " some" were
confused; and emotion was frequently substituted for evidence, or
evidence was manipulated to prove questionable assumptions.
Frequently, writers appealed to a personal authority in suggesting cures
for American society. Although form may have been rooted in cultural
differences, the argumentsremained unconvincing to theraters.

Theonly high-level readerswho scored below " minimal competence”
(level 4) on the untimed assignment exhibited unique problems. The
first writer ignor ed the comparison/contrast and analysis elementsto
write a humorous personal narrative. The second writer became so
emotionally involved in the subject that organization and syntax were
ignored in a ten-page stream of consciousness.

The Japanese had other unique problems. Despite more English
training than most other studentsin the course (an average of almost
nineyears), their average reading scor es (60) and writing scoreson both
untimed assignments wer e the lowest in the group. One reason may
have been the high per centage of single femalesin the group, seven out

60



of eight. They reported that a college degr ee was moreimportant to
them for a marriage certificate than for ajob and grade wasinsignificant.
Some, including the sole male, admitted r g ection by better Japanese
universitiesasareason for studyingin the United States. Othersblamed
their lack of fluency in English on thetype of language training that
overemphasized grammar and memorization of vocabulary listsfrom
archaic formsof literature.

A western language background seemed to be of little advantage to
the European group. Although their reading scores wer e higher than the
average (71.33), these students struggled equally with their Asian and
Middle Eastern peersover mode of discourse, organization, grammar and
vocabulary. Thefact that not one of this group showed less than
minimal competence on thetimed expository assignment may indicate a
European cultural familiarity with thistype of writing.

Discussion

While a TOEFL scoreis often the basisfor admission to the
university, many students skirt the requirement by attending a community
collegefor afew coursesto avoid the test. Although preparation in a
campus English language program isdesirable and recommended, many
studentsrefuse this option as being too costly and time consuming, or
they cut short thetimein attendanceto one quarter. Asaresult, the
students entering the composition course arrive with greatly diverse
abilitiesin English. To save them time and money, accur ate placement
Isimperative. To accomplish this, many program directorsrely on a
singlewriting sample. But which mode of discourseis suitable? Should
the sample be rehearsed? Should it be timed or untimed? Some of the
results of this study may prove helpful to writing instructors whose
classesinclude ESL students.

First of all, the mode of discourseinfluenced writing consider ably.
The overwhelming recommendation of the subjectsin this study wasto
omit narration. Since only 4% preferred narration, and nearly 25% were
unable to achieve even minimal competencein it, it seemsthat the
omission of this mode of discourse at the university level would benefit
most ESL students. Many who demonstrated skill in writing exposition
expressed a lack of motivation to write narration. Confirming research
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by Horowitz (1986), Johns (1981), and Kroll (1979) that narration is
unnecessary for the kinds of academic writing required in most cour ses,
even those who did well on the assignment reported that they would
never use narration in English in either their personal or academic
writing and viewed learning it asa waste of time. Some of the weaker
writersalso reported difficulty in under standing the assertion
requirements of the assignment, ther eby showing a purpose for narration
isevidently not universal.

Should the writing sample be rehearsed? Timed, rehearsed writing
assignments appear ed to work to the advantage of lower-level readers.
Because they were able to control both thought and language better than
those writerswho showed mor e competence without the time constraint,
it ispossible that rehear sal allowed some less competent writersto
memorize a short composition rather than composeit. They may also
limit grammatical structuresto those which are most familiar. Cooper's
(1977) recommendation that writing be rehear sed to produce the best
results appeared to beinappropriate for most ESL studentsin this study.

Should thewriting sample be timed or untimed? Thetime limit
frustrated many. Confusion about what to include and how to present
it out of context resulted in either short, disconnected paragraphsor an
overemphasis of only one point. The better writersfelt that thetime
constraint prevented sufficient monitoring of syntactic choices. 1t
therefore follows that timed writing alone should not be used as an
indicator of writing competence for international students.

An additional recommendation for preparing ESL studentsfor the
academic writing of the univer sity, besides omitting narration and
allowing the best possible writing to develop without time constraints, is
that high standardsfor writing be upheld. It isnot helpful for an ESL
instructor to read between thelines and accept rhetorically or
syntactically flawed writing that obscures meaning. This acceptance only
confusesthe student later when writing rules are more stringently
adhered to.

Thisstudy also underlined the need for including critical thinking

skillsin ESL reading and writing cour ses. Better writerswer e successful
in organizing their thoughtsin thelogical patterns customary for English,
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but weak writerswere unableto recognize their own assumptions or
evaluate their own arguments. They experienced difficulty in drawing
conclusionsfrom their examples or inter preting infor mation they had
provided. Extratimeisneeded to develop these skillsin studentswho
are perhaps more familiar with rote learning and highly structured
written responses.

Peer evaluation caused problemsfor several reasons. Guidelinesdid
not ensur e effective evaluation. On one hand, the better writers
considered the opinions of less able writersinaccurate or not helpful.
On theother hand, those who needed help with rhetorical or syntactic
problemsfound that their peerswere no more knowledgeable than they
were. Finally, many werereluctant to offer any opinion at all and spent
thetime socializing. An overwhelming majority thought the practice
should be discontinued.

The necessity for preparation of ESL studentsfor university writing
coursesisobvious. To encourage ESL studentsto take thetimefor
adequate language training, universities should award them the same
credit for learning English that other studentsobtain for learning any
foreign language. While foreign students must compete with native
speakersin their content areas, which are usually highly contextual,
competing with native speakersin composition classes seems unnecessary.
I nstead, second language lear ner s need a place to practice the specific
kinds of academic writing required for the coursesthey take.

The present study indicated that a DRP reading score may be
helpful in appropriate placement of ESL studentsin writing cour ses.
Reading scores generally predicted writing achievement. What they
could not predict wasthe effect of lack of motivation on the few high
scoring reader swho could not or would not write narration, the onewho
would not write exposition, or the onewho did not liketo write at all.
Neither could it predict theinfluence of motivation on the solitary low-
level reader who loved to write.
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APPENDIX

Test of Written English (TWE) Scoring Guidelines

Scor es

6 Clearly demonstrates competence in writing on both therhetorical
and syntactic levels, though it may have occasional errors.

5 Demonstrates competencein writing on both therhetorical and
syntactic levels, though it will have occasional errors.

4 Demonstrates minimal competence in writing on both the rhetorical
and syntactic levels.

3 Demonstrates some developing competence in writing, but it remains
flawed on either therhetorical or syntactic level, or both.

2 Suggestsincompetence in writing.

1 Demonstratesincompetence in writing.

Excerpted from Educational Testing Service" Test of Written English”

(TWE) NC 6151 Scoring Guidelines (reproduced with permission of the
TOEFL Program Office).
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LEARNING STYLESAND LEARNER STRATEGIES
Review Article

Kathleen A. Hughes
Portland State University

Success With Foreign Languages: Seven Who Achieved It and What Worked
for Them. Earl W. Stevick. New York, NY: Prentice Hall. 1989.

Learner Strategiesin Language Learning.  Anita Wenden and Joan Rubin,
editors. Englewood Cliffs, NJ: Prentice Hall. 1987.

Language Learning Strategies: What Every * Teacher Should Know. Rebecca
Oxford. New York, NY: Newbury House. 1990.

Language Aptitude Reconsidered. ThomasS. Parry and CharlesW.
Stansfield, editors. Englewood Cliffs, NJ: Prentice Hall. 1990.

Sincethe early 1970sresear chersin second language lear ning have
been finding out how students learn languages by asking the students
themselves. This new focus on how lear nerslear n—from their own point
of view--paints a mor e complete picture of the whole process of language
learning, making it clear that whileit isimportant to understand the
many effective waysto teach relevant language material, it isequally
important to under stand the variety of effective waysto learn that
material.

The various methods students use to learn languages ar e called
lear ning strategies. Resear ch in this area attemptsto answer questions
about what lear ners actually do when they set out to learn a language
—how they study, what they do in and out of class, and how they
approach specific learning tasks. The basic assumption isthat if we can
discover how students learn languages—especially successful students we
can construct a body of information on learning skillsthat can be taught
along with language skills.
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Asagroup, thefour bookslisted above offer an excellent look at
thisflip side of language learning, a side many resear chersfeel will
reveal theinner workings of the mind as it processes second language
information. The questionsraised by looking at language lear ning from
the student's per spective are among the most interesting in second
language acquisition (SLA) research today: How do successful students
lear n languages? What strategies do they use? How can these strategies
be analyzed, classified, and taught? Can we teach struggling language
studentsto be successful learners? Isit possible to predict who will be
a successful language learner and who will be unsuccessful—and can we
do anything to changethis?

Success with Foreign Languages: Seven Who Achieved It and What Worked
for Them

Stevick's book is highly readable and he takesthereader right to the
heart of the matter by interviewing seven successful language lear ners.
Anyoneinterested in hearing what " good" studentsactually doin and out
of classwill befascinated by the detailed descriptionsthesereal people
give about their language learning. To highlight the different approaches
found among the students, Stevick divides hisbook into seven chapters,
onefor each learner type he observed: intuitive, formal, informal,
imaginative, active, deliberate, and self-aware.

His presentation format allowsthe reader to overhear an interview
between student and " teacher,” inter spersed with informative asides by
theteacher rAs Ann spoke, | recalled something written by John Carroll
....Ann seemed to beverifying. .. . | alsoremembered some advice
from Eugene Nida. .« ." (p. 2)]. After a certain amount of interview
dialogue, Stevick stopsto ask thereader specific questions designed to
focustheideas, then continues with hiscomments on the ideas and
issuesthat he hasraised. Stevick usesthe alternation between student
comments and his own commentsto introduce the reader to awide
variety of theoretical concepts, managing to discuss an impressive array
of ideas, techniques, methods, and practical applications. At times, this
format seemed intrusive—I| wanted to hear everything the" good" students
had to say—but it became clear that Stevick was using hisformat to bring
the students commentsinto focus and to engage thereader in an
infor mative dialogue on the marriage between theory and practice. In

68



fact, it began to read like a textbook or teacher preparation text on
second language acquisition presented in a chatty, relaxed manner, with
therefreshing addition of real-life examples.

In Chapter 1, for instance, Stevick introduces not only Ann—whoiis
lear ning Nor wegian and who tells us how she'sdoing it—but also
conceptslike" top-to-bottom" listening, the need for " meaningful context,"
and " nonverbal communication.” He doesthisboth by taking a cue from
Ann'sdialogue and by extending her discussion into therelevant areas
of SL A research. He also discusses practical techniqueslike selective
listening and how to examine a newspaper. He challengesreadersto
think through ideas, inviting them to look at what he's saying through
their own experienced eyes—either asstudent or teacher, or both.
Because the entire discussion, for me, was so " reality-based" --so focused
on the learner sthemselves—I found myself wishing | had been presented
with the whole idea of second language acquisition teaching methodology
through thiskind of text.

It becomes apparent while reading this book that rather than
discovering how all successful language learnersare alike, Stevick allows
usto see moreclearly their amazing diversity. He admits he wanted to
find thetactical similarities among successful language learnersin order
to teach these smilar strategiesto struggling students, and although he
says hedid not find the similarities he was looking for, he did divide his
lear ner sinto categories (intuitive, formal, imaginative, etc.) and
throughout hisdiscussion he pointsout similaritiesin approach. Because
of this| fully expected to find learner profiles at the end of his book,
constructed not by the similarities between learners, but by the individual
differences among them that could still place them into definable
categories—am | an intuitive learner, | wanted to know? Or do | operate
within several categories, but still within some definable, established
profile? | was disappointed that no attempt was madeto give a clearer
picture of how each lear ner approached language study so | could
compare myself with real, successful language learning " types."

However, Stevick points out an important issue raised by the
discovery of so much diversity. He maintainsthat studying the diversity
may provide uswith important insightsinto how to avoid building
methodologies around particular strengths of proponents of each
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methodology or how to avoid casting and recasting the learner in our

own images (p. 141). To that end, Stevick listssix " teaching" strategies
he would integrate into his own classroom, the sixth being a warning to
himself not to build a " system of teaching around one type of learner"

—areminder to theteacher that hisor her own language learning style
and preferences should not provide the basisfor a philosophy of teaching
(p. 150).

Although Stevick seesno conclusive pattern emerging from his study
of successful language lear ners, he attemptsto discuss what he sees as
"partsof apattern.” In alengthy description of how he seeslanguage
lear ning taking place, he loosely ties histheoriesto hisinterviews, saying
that he believesthere must be a conver gence of verbal and nonver bal
Images in students' minds, trigger ed by simultaneous exter nal stimuli.
Wherel looked for more specific conclusions drawn from his actual data,
| found a more general theoretical discussion. But he does suggest
several waysto actively pursue language lear ning, including encouraging
studentsto create their own meaningsfor words, to plan their own
lear ning, to design their own learning tools, and to accept responsibility
for how " thingsturn out" (p. 145).

At theend, Stevick includes a helpful profile of himself asa
language lear ner, giving specific kinds of tasks he would set for himself.
Thisisone of the most interesting sections but one of the shortest. In
addition to hisown profile, as| said, | would like to have seen profiles
set up for all seven successful language lear ners. After reading about
the innovative and seemingly ingenious tactics used by these successful
students, | could seethevaluein constructing profiles of " successful
students" to distribute in language classes. These glimpsesinto theinner
world of " good" students—how they studied, what extracurricular activities
helped them, what they did in class—could provide an effective
smorgasbord of optionsfor each student to pick and choose from
according to hisor her own interests and inclinations.

However, even without the concise profiling | waslooking for, I still
believe Stevick's book provides a wealth of information for both the
teacher and student interested in how "good" students say they learn and
what theory hasto say about their observations.
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Learner Strategiesin Language Learning

While Stevick's book introduces the subject of learner strategies by
going to the " horse's mouth" —exploring fir st-hand accounts of language
lear ning by the students themselves—Wenden and Rubin edit a book that
takesa step in the opposite direction, a step back to gain a broader
per spective of the history, development, and current applicationsin this
area. Thisbook providesthe reader with a complete overview written
by various author s of the who, what, when, where, why, and how of
research in learner strategies.

Onemajor concern thisbook addresses from the beginning isthe
validity of self-report resear ch—a concept at the core of learner strategy
resear ch. The assumption within this area of research isthat student
per ceptions, observations, and analysisare a valid research domain, valid
and in reality vital to unraveling the mysteries of language learning. In
one of the two forewordsto thisbook, H. H. Stern puts hisfinger on the
pulse of learner strategy resear ch by observing how it rever sestwo
unfortunatetrendsin the profession:

... it counteractstwo tendencies which are implicit in much
language lear ning r esear ch and language pedagogy. Oneisthe
tendency in pedagogy to infantilize lear nersand to maintain
them in a state of intellectual and emotional dependency on
teachers, course materials, tightly organized " methods," and
gadgetry. The other isthe tendency in research to
over emphasize unconscious acquisition processes which are
lar gely beyond the learner'sor the teacher's control. (p. xi)

Stern's observation goesto the heart of learner strategy research
with itsemphasis on developing active, independent, and responsible
language studentswho can " learn how to learn" aided by research into
the conscious processes used by successful students. Encour aged by the
growing concer n that it isimpossible to teach everything about languages
within the confines and constraints of language classrooms, resear chers
arerenewing their effortsto produce students who will be successful
language entr epreneur s—students who can take classroom information
and effectively expand it into the kind of knowledge they need to
continue learning on their own.
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Wenden and Rubin'sbook gives a thorough picture of how learner
strategy research has developed. The book isin three parts. Part One
answersfour basic questions: (a) What are learner strategies? (b) How
isinformation on learner strategies obtained? (c) What assumptions
about language learning under lie its resear ch objectives, procedures, and
analytical concepts? and (d) What ar e the educational implications of
thisresearch? (p. 1).

After thistheoretical introduction, Part Two presents six empirical
in-depth studies on different approaches to language lear ning
emphasizing various strategies and how they might affect acquisition.
Part Threethen discusses the implications of such research, suggesting
that teachers help their students not only to acquirelinguistic
competence but also to develop their competence as lear ner s—this being
the dominant themein learner strategy resear ch.

Oneinteresting aspect of thisresearch isthe emphasis on self-
directed learning, on creating an autonomous lear ner who has established
language lear ning goals and knows how to achieve them. Oddly enough,
however, the literature on such autonomy lies outside second language
lear ning resear ch, with the exception of experimentsin France, Great
Britain and Sweden. In North America researchers must turn to the
area of adult education for infor mation on how to encourage and
develop autonomous learners (p. 8). Thisisan interesting comment on
thethrust of language lear ning pedagogy with its emphasis on how
teachersteach, rather than on how learnerslearn. Wenden addr esses
thisimportant issue in thelast half of her introductory chapter.

Chapter 3 toucheson the controversial subject of what methodsto
usein order to gather student-generated data. Although the battle still
lingers over objective vs. subjective observationsor qualitative vs.
guantitative studies, author Cohen triesto dispel many of the objections
raised about self-report or verbal report techniques—interviews,
questionnaires, diaries, journals. Central to hisargument are the many
inconclusive studies done in typical classroom observation stylein which
resear cher swere unableto observe the strategies they werelooking for,
leading them to initiate direct contact with the lear ner s through what
Cohen referstoas” self-report,” " self-observation,” and self-revelation”
techniques of datareporting (p. 32). Cohen reportsthat although the
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major objectiveto these self-report techniques has been the long-held
theory that most language acquisition and language lear ning occurs
subconsciously, some resear cher s believe that the amount of language
processing done consciously has been underestimated. As studies
accumulate on the processes students themselves describe—and say they
use—perhaps we will see a mor e balanced pattern of conscious and
UNCONSCIOUS processes at work.

Thesix chaptersin Part Two form an interesting overview of key
studieson learner strategies. Included are chapterson strategies
involving memory and teacher feedback, and three chapters on what
successful language students say they do. Chapter 9 explor es how what
students believe about language lear ning affects what they do about it.
This section offers good insightsinto the kinds of resear ch projects being
conducted in the learner strategy area.

In Part Three, the editors devote a whole section to the issue of
how to train studentsin " how to learn" alanguage. Thisimportant
section addresses another central issue—the educational goal of lear ner
strategy research—and triesto answer the question " How can weteach
students'how to study' languages?' Basic questions arise when we begin
to discuss educational objectives.

... what should the objectives be—helping students clarify and
assesstheir beliefs? expand their repertoire of effective
lear ning strategies? learn how to regulate their learning (i.e.
definetheir objectives, choose materials, evaluate outcomes)?
... Should the pur pose and significance of learner training
activities be made explicit or remain implicit? Should it
precede language training or beintegrated with it? And, who
iIsto beresponsible for directing or regulating training? i.e.
should activities be structured and deter mined by the teacher or
should a more non-interventionist approach be taken? Finally,
how isit to be evaluated? (p. 131)

In her concluding chapter, Wenden discusses answer sto some of
these questions, offering tentative guidelinesin what she callsa" relatively
new field of endeavor" that offersonly a" sparse body of information” to
teachersand students who want to know what kind of classroom
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activitieswill promote learning skills (p. 167). Thisbook raises many
important questions about learner strategy research and it isan excellent
placeto find the relevant background information in thisarea. It isa
also a perfect jumping-off point to pursue what has been donein this
areamorerecently.

Language Learning Strategies. What Every Teacher Should Know

After we haveread the Wenden and Rubin book, which offersa
thorough grounding in what learner strategies are and why they are
important, it isappropriateto turn to Oxford'srecently published work
on the classification, assessment, and teaching of learner strategies.
Oxford takes the questions outlined above concer ning the educational
objectives of learner strategy research and produces a volume designed
to answer those questions.

An interesting personal note at the beginning of Oxford's book
describes how her interest in language lear ning strategies ar ose from her
own frustration in language classes and shows very clearly theresearch
connection between lear ner strategies and the push for autonomous
learners:

Totally discouraged with language learning as | experienced it,
| began to take eventsinto my own hands. Against what
seemed to be insurmountable institutional odds, | started
assuming some per sonal responsibility for my own language
learning. | invented my own private strategiesfor learning new
languages, techniques including making mental linkages,
grouping and comparing words, and using picturesand colors.
Eventually it dawned on me that new languages could be
lear ned more readily through foreign travel, living abroad, and
correspondence with foreign friends, and with great personal
effort | began to usethose techniques, too. Littledid | know
that these and other strategies had been potentially accessible
thewholetime, but theinstructional establishment had smply
not under stood the need to encourage learnersto use such
strategies. (p. X)
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Oxford's personal frustrations echo a more general frustration felt
by students and teachers alike concer ning how to shape activitiesinside
and outside the classroom to enable studentsto become mor e per sonally
involved and knowledgeable about their language lear ning. With this
book she has made certain that if teacher and students want accessto
learner strategies, they will haveit. She hastracked down almost all
known strategies, has subjected them to close scrutiny, categorized them,
developed waysto assess their use by students, and developed a system
to teach them to the uninitiated. She also keepstrack of strategy use
here and abroad by offering thereader an interesting chapter on
networking opportunitiesfor those interested in who's doing what, where.

Thisbook will acquaint thereader with a variety of learner
strategies neatly packaged into a system covering six main types of
strategies, which arefurther divided into two major categories—Direct
Strategies. memory, cognitive, and compensation; and Indirect Strategies:
metacognitive, affective, and social. These six categories are divided
again. For example, under memory strategiestherearefour strategy
activities: creating mental linkages, applying images and sounds,
reviewing well, and employing action. Altogether there are two classes,
six groups, and 19 sets of strategies.

As scrupulous as she has been about her desireto corral a body of
elusivelearner strategiesinto a single volumevisibly restrained in
economical categories, Oxford admits:

thereisno complete agreement on exactly what strategies are;

how many strategies exist; how they should be defined,
demar cated, and categorized; and whether it is—or ever will be
—possibleto create areal, scientifically validated hierarchy of
strategies. (p. 17)

Having made this disclaimer, she goes on to show that it probably is
possible.

In thefirst chapter, after acquainting thereader with her system of
classifying learner strategies by using several diagrams, a lengthy
discussion, and an action-packed section on " activitiesfor readers,”
Oxford offers 12 pages of activitiesfor studentsto acquaint them with
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theworld of learner strategies. Thisbook isnot light reading and would
be best begun in a serious mood. Oxford's approach is exhaustive, her
intent isto create knowledgeable teachers and users of learner strategies,
and the method isintense.

The succeeding five chapter s discuss, in depth, each specific strategy
under the heading of either Direct or Indirect Strategies. Chapter Six
presents a way to assess any strategies students might be using, and an
eight-step plan to teach relevant strategies. There are seven appendices,
thefirst three being Oxford's Strategy I nventory for Language L earning
(SILL), a system she has developed for identifying and diagnosing
students strategies. The SILL hastwo versions, one for English speakers
lear ning a new language and another for speakersof other languages
lear ning English. Accompanying these assessment toolsis an appendix
containing general instructionsto administratorsof the SILL.

Two other useful appendices serve asimportant reference keysto
thelarge variety of activities covered in her book. Appendix E, for
example, showsthereader how to locate activities such as" Work with
Skimming and Scanning,” or " Consider the Nature of Practicing."
Appendix F isareferencelist of the exercisesfor students, for example
the" Embedded Strategies Game,” " Memory Practice,” or " Jigsaw
Reading." To make use of the book even easier, in Appendix G Oxford
haslisted all definitions and explanations of strategies according to the
four skillsrequired to perform them--Listening, Reading, Speaking, and
Writing. Thereisalso awell prepared subject index.

Although thisbook is mainly for teachers of second or foreign
languages, Oxford pointsout itsrelevancefor all teachersand | agree.
Any language teacher can benefit from the insightsin thisbook, and |
hopeteachersin other disciplines might be affected by this ar ea of
resear ch aswell. In almost every discipline or subject area teacherswho
acquaint themselves with the special demands and focuses of their
subject can do their studentsan important favor by teaching appropriate
and relevant lear ning strategies, whether those strategies apply to
mathematics, music, sociology, or Russian.
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Language Aptitude Reconsidered

This edited volume of papers presented at the 1988 ILR Invitational
Symposium on Language Aptitude Testing at the Foreign Service
I nstitute L anguage School in Arlington, Virginia, isaresult of
gover nment agency interest in finding " good" language learnersfor their
intensive language programs. Participating agenciesincluded the CIA,
the FBI, and the NSA (the National Security Agency). I n the
introduction to thisvolume, the editors note that interest in language
training by these agencieswas (in 1988) at an all-time high, while funding
was becoming " increasingly scarce" and career diplomatswith excellent
language proficiency wereretiring (p. 1). This state of affairs, then,
created a need for " cost-effective" language learners, resulting in the call
for help throughout the linguistic community.

Sincethe government's primary method of selecting candidates for
their language programs centers around aptitude tests and thesetestsare
not always" accurate”" predictors of success, a need has been identified
for new language aptitude resear ch and testing. The six papers
presented in thisvolume represent the response to the gover nment's
desirefor accurate and reliable language aptitude testing and addressthe
basic question—how can we predict who will be a successful language
learner?

If this question sounds familiar by now, it isbecauseit isbasic to
lear ner strategy research, and in fact, one of the presentersat this
conference was Rebecca Oxford. In her paper Oxford definesvarious
factor s contributing to successful language lear ning including lear ning
styles, cognitive styles, and lear ning strategies, discussing how current
resear ch might contribute to improving our ability to predict successin
language learning.

Whilethree of the other presenters discuss specific conventional
aptitudetests—MLAT, VORD, DLAT, and DLAB—using empirical
studiesto determinetheir effectiveness, Oxford and two other s discuss
how mor e affective measur ements might also predict aptitude,
measurementsor learner characteristics such as personality, motivation,
attitudes, learning styles and strategies. Madeline E. Ehrman, Director
of Research at the Foreign Service Institute (FSI), discussesthe
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relationship between language lear ning styles, preferred learner strategies,
and the methods of instruction at the FSI. She usesthe Meyer-Briggs
TypeIndicator (MTIB) which classifies student's per sonalities accor ding
to their preferencesfor activities, problem solving, interacting with
people, and behavior in general.

In her discussion of how psychological type might interact with
language aptitude, Ehrman is cautious about answering the most often
asked question—ar e certain types better language lear ners—mainly
because samples on which her conclusionsare based arerelatively small.
But she does ventur e a guessthat Intuitive-Feeling (NF) students seem
to have an edge. Her main concern, however, isnot only the usefulness
of thiskind of research to predict aptitude, but itsmoreimportant role:
" to help learners make the most of their assets and compensate for their
liabilitiesin a systematic way" (p. 169). In other words, she sees
resear ch in this area as a way to help teach students more about " how
tolearn" their language, and mor e specifically, how they personally and
individually—with increased knowledge about their own preferences and
skills--can become mor e proficient learners.

Robert C. Gardner'spaper examinesthe relationship between other
learner characteristics. attitude/motivation and personality and their
relationship to achievement in second languages. He finds little
correlation between personality and language proficiency—which is
per haps more a comment on the testing devicesthan on the idea itself
—but he doesfind a clear relationship between attitude/motivation and
language learning. Therelevant factorsin attitude/motivation
characteristicsinclude desireto affiliate with the tar get language, attitude
toward thelearning situation, and motivation to learn the language. In
combination they predict language " fairly well." Gardner's discussion
includes cautionary information on the discrepancies between the for mat
and design of aptitude measures and attitudinal measures and suggests
that these differ ences affect any correlation with achievement.

In examining existing aptitude tests and their effectivenessin
predicting " good" learners, symposium leadersasked John B. Carrall,
author of the Modern Language Aptitude Test (MLAT), to provide an
update on this 30-year-old aptitude test with an eyetoward improving it.
In hisdiscussion, Carroll is skeptical about the possibilities for improving
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thetest's predictive powers; however, he does offer commentson " fine
tuning" several measurement devicesin light of recent research. Thisis
an interesting discussion by the author of one of the most widely used
aptitude measurements available today.

A second paper reportson therelationship between a new test (the
VORD), the MLAT, and language proficiency. The VORD was
developed by the Department of Defense to test aptitude by asking
studentsto learn an artificial language " based on the propertiesof Turkic
languages' (p. 4). Thomas S. Parry and James Child designed a study
to comparethe" correlational and predictive validity" of the VORD by
giving thistest to 36 studentsin a gover nment language training program.
Thisstudy isone of very few over the past 15 yearsto experiment with
new kinds of aptitude measurement, a comment on the appr opriateness
of thiscollection of papersat the present time. The questionsraised in
each paper, aswell asthe collective emphasis on reevaluation and
integration of recent resear ch, suggest promising advancesin our ability
to measure and predict aptitude and to apply these discoveries directly
to educational goals designed to enhance students under standing and
proficiency in language study.

Thelast paper in thisseries, by John Lett and Frank E. O'Mara,
describes how the Defense L anguage Aptitude Battery (DLAB) is used
to select candidatesfor study of a particular foreign language at the
Defense Language I nstitute in Monterey, California. These authors also
describe a major study of the variables associated with foreign language
acquisition and attrition. The variables amassed for thisstudy included
sex, level of education, age, brain hemisphericity, prior experience
lear ning a foreign language, attitudes and motivation, learning strategies,
personality and cognitive style, field independence and extraversion, and
language aptitude as measured by the DLAB. The discussion of the
resultsled the authorsto believe that language aptitude tests " may have
some diagnostive/prescriptive value' (p. 8).

In this study, theintegration of such awide variety of variablesin
aptitude measurement studies—with the accompanying emphasis on
students' conscious abilities, preferences and activities—shows the impact
of resear ch on student characteristics. Throughout thisbook the shift
can be seen from the emphasis on relying on measur ements of
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intelligence of subconscious cognitive processes, to relying on the more
observable measur ements of personality, motivation, attitude, and
strategies. Slowly the student isemerging in these studies, not asa mute
partner in thedrivetoward linguistic knowledge, but as an active
participant ableto make a significant contribution to our under standing
of the baffling linguistic processes.

Conclusion

Throughout these four booksthereader can see heads turning from
all directionsto look at the student. The student isvisible, active, a
participating and contributing member of the research team. Only in the
last book doesthe emphasis change somewhat as the gover nment views
second language acquisition resear ch asa meansto find a cost-effective
subject to serveitsvaried purposes. But it isinteresting to note that due
to the shift in research toward the lear ner, the gover nment, along with
the entire linguistic community, is now taking a mor e personal look at
individual characteristicsin order to meet specific language objectives.

What these four books contributeto teachersisa growing
under standing of the importance of listening to students. Resear chers
are advising usto look up from our textbooks, lesson plans, time-
crunching schedules, professional activities, and personal objectivesto
take a closer look at our learners. We are being challenged to ask new,
mor e focused questions about the lear nersthemselves: What can we
reasonably expect to teach them during the time they spend in class?
What arethey actually doing to learn in class? How arethey spending
their time outside of classto learn? How does our approach to
classroom lear ning affect them? Can we help them "learn to learn,” to
become independent of teachers, textbooks, methodology, time, space,
and the constraints of formal education? Heady questions, but some feel
the time has come to seriously address these important issues.

Thethrust of learner-centered research isto find out what isreally
going on inside the heads of language students as they attempt to learn.
Asresear chersbegin to seek answer sto per plexing language questions
from the students themselves, perhaps we ar e approaching the last
linguistic frontier. The path we aretaking parallelsrecent research in
thefield of writing. For year s we have been studying the products of
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writersto find out how they have managed to produce such amazing
texts. In our enthusiasm we have dissected novels, short stories, poems,

essays, diaries, journals, any scribblingsat all in an attempt to get inside
writers headsto figureout how they did it. Finally, dissatisfied with the
answer swe found through this outside-in approach, and out of
frustration, we simply began asking writersto tell ushow they did it. By
addressing this basic question to the artists themselves, we gained
fascinating glimpsesinto the mind of thewriter and into the process of
writing. Writerstold uswhat they were actually doing, thinking, feeling,

and experiencing asthey wrote, and asa result we now haveamore
complete picture of how writerswrite.

Now, possibly out of the same frustration, linguists who have been
dissecting students products—their output, their utterances, their errors,
thelr test scoresand their apparent activities—are now asking students for
their own observations about these products—how they are producing
them, how they are processing language infor mation, what they are
thinking, feeling, and experiencing asthey study, write, memorize, talk,
and play with the language. Aswe gather the data gener ated by
students themselves, we move into an uncharted area of applied
linguistics, an area that not only offers studentsa full partnership in the
business of language lear ning, but an area that also may provide uswith
mor e complete answer sto the basic and elusive questions about language
acquisition.
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PRONUNCIATION INSTRUCTION WITHIN AN INTEGRATED
CURRICULUM: A CURRICULUM DEVELOPMENT
PROGRESS REPORT

Gloria Streit Olness
University of Oregon

The purpose of this progressnoteisto discussanew curriculum
structure which systematically addr esses pronunciation skillswithin an
integrated content-based intensive English as a Second L anguage (ESL)
program. Theseideasarein an early stage of implementation, and this
noteisnot intended to addr ess specific pronunciation teaching
techniques. Rather, it isintended to provideideasfor and to €licit
comments from other professionalswho haveinterest in making
intelligibility skillsa more intentional part of their ESL programs.

As Anderson-Hsieh (1990) recently commented, we are currently at
atimein our profession when pronunciation and intelligibility are being
neglected. Emphasis on a content-based approach hasleft many
instructorswithout thetime, curriculum format, training or resourcesto
addressintelligibility in any systematic way. The assumption has been
that the intelligibility of ESL studentswill develop automatically asthey
wor k with English to communicate about topics of interest. However, we
still encounter some studentswho request mor e dir ect feedback about
pronunciation. Wor se yet, we find students who may or may not be
interested in pronunciation, but who remain lar gely unintelligible despite
our best effortswithin the content-based framework.

How can we address pronunciation in a content-based curriculum:
Do werelegateit to a separate course? Do we leave it up to the
discretion of core courseinstructors? Who teachesit, when many
instructors have not been trained in thisarea? How do we provide
ongoing staff training which targetsthiscurricular area?

What Has Been Donein the Past

Asafirst step, the American English Institute (AEI) at the
University of Oregon examined the history and current status of
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pronunciation teaching in our own program (via class observations and
instructor interviews). We also made informal phone contacts with
administratorsin other programsand asked our teacherswhat had been
done at their previous places of employment. We found that ESL
programsin general have used a wide variety of formatsto address
pronunciation. These include:

« Elective coursesor mini courseson pronunciation. These are often
limited by the vicissitudes of staff interest or instructor availability,
and they arerarely offered morethan onetime a year. Programs
found that it was frequently the better studentswho decided to
enroll in these classes; those who really needed the work often chose
not to take the class, even when it wasrecommended to them.

» Optional pronunciation work "woven into" theregular curriculum.
Some programs” recommended” pronunciation to their instructorshby
listing it as an objectivefor courses, placing pronunciation books on
the recommended text lists, or incor porating a few specific
pronunciation lessonsin the curriculum. Other programsdid not
overtly recommend that their instructorswork on pronunciation, but
trusted that it would appear naturally in the curriculum. However,
with each of these approaches, it was not certain how much
pronunciation was addressed, since thiswas usually left up to the
discretion of theinstructors. Teacherseither used the pronunciation
texts, or they choseto focus on other areas. They worked on
pronunciation daily, two timesaterm, " asit cameup," or not at all.
Some administrator s questioned whether pronunciation was
adequately addressed in their corecurriculum.

* Integrative laboratory work. Some programs had a mandatory lab
for studentsin oral skills classes and assumed that pronunciation
would beincluded in this component. One program mentioned that
thelower levels especially wer e those that would include some
pronunciation work in the labs. Other programs madethe lab work
optional and left the amount of pronunciation instruction in the labs
up to thediscretion of theteachers.

» Referral of studentsto supplemental resources. Alternatively,
instructorsin some programs had the option to send their students
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for extra-curricular work with pronunciation books, tapes or videos.
Again, thiswas usually at the discretion of the instructor. In many
cases instructorswere not awar e of what was available and did not
use these resour ces. One program mentioned that they would like

to expand materialsthat students could use for independent work on
pronunciation.

 Staff training in specific techniques. Some programs offer ed
occasional training of staff in techniques specific to pronunciation
instruction (e.g. Visipitch, JazzChants). One program mentioned
that some of their instructors (especially in ESP) used the Visipitch
on aregular basis.

e Useof student tutors. The AEI had previously tried training
university studentsto tutor ESL students specifically in
pronunciation. Thiswasfound to belabor intensive, with a high
turnover ratefor thetutors. Currently tutorsare simply given basic
vocabulary and concepts needed to act as better informantsfor
students who have pronunciation difficulties (and other difficultiesin
general) rather than training thetutorsin specific pronunciation
teaching techniques. Individual tutoring with an English-speaking
peer isa free service given to tuition-paying students.

| deas and Development

The AEI staff wanted to apply the best aspects of pronunciation
curriculathat had been tried in the past with a few new ideasto develop
a mor e systematic approach to pronunciation instruction in our
curriculum. The program needed to be broad enough that no student
could get through the curriculum without encountering work on
pronunciation in a number of different areas. The program also needed
enough depth in certain areasthat extra help would be available (a) for
studentswho needed it and (b) for studentswho did not need it as much
but who desired an extra pronunciation focus. At the sametime, we
wanted an approach that would tax neither the resour ces of the standing
curriculum nor thework loads of the teachers. The approach which we

arenow developing (aswell as someideasfrom other ESL programs) is
asfollows:
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» Continue what we ar e already doing. The approacheswe were
already taking wer e worthwhile, and we wanted to continue them.
They include optional work on pronunciation in the core cour ses,
reasonable amounts of office hourswith instructors, referral to a
pool of tutors (either through self-referral or upon the
recommendation of theinstructor), and referral to thelab for extra
work on specific pronunciation problems. Certain recommended
textson pronunciation areincluded in the curriculum; the number
of these can be increased as additional resources are found (see
below).

* Establish a pronunciation referral service for those studentswho
require moreintensive work on pronunciation. The Appendix
provides a copy of the form that teacherscan useto refer students
to a separate pronunciation instructor. Thisinstruction isdone one-
on-oneor in small groupswith students whose pronunciation skills
arefalling behind those of their ability-matched peers. This
specialized instruction is available every term, and oneinstructor is
given 10-12 hours a week to do the teaching. Written feedback is
provided to theinstructor who referred the student, the instruction
isnon-credit and ungraded, and the student is given optional
homework. Student and teacher feedback after thefirst term of this
service has been positive.

We also found that local speech-language pathology clinics offer
individualized pronunciation instruction to ESL students. We opted to
keep our pronunciation instruction department-internal. However, for
other programsthat cannot afford the staff or financial resour cesfor
department-internal pronunciation instruction, referral to an outside clinic
may be a viable option. For example, our campus speech-language
pathology clinic provides a two-hour evaluation session for $10, and one
term of twice-weekly, hour-long individual lessonsfor $30. These
relatively inexpensive services are provided by a student clinician in
speech pathology supervised by a professionally certified speech-language
pathologist. Community speech pathology clinics may also offer
pronunciation instruction services, but often at higher rates (e.g. $40 for
each one-hour lesson) because a certified person is providing the service.
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* Expand library of pronunciation resour ces availableto instructors
(instructional books, tapes, videotapes, and computer programs).
Wearein the midst of reviewing all available pronunciation
resourcesfrom ESL catalogues and other programs. From these
lists, and based on other background research in theory, we will
establish a corpus of current resour ces of the most practical use for
teaching pronunciation.

» Placeresourceinformation in an accessible format. Teachersare
often pressed for time, and they are morelikely to use a resource
if they are aware of its availability. To encour age them to work on
pronunciation, we are forming a computer database which will
arrange information about pronunciation resour ces by category. This
will include information about the resour ce medium (tapes, books,
videos, computer disks); specific pages or tapesto usefor specific
pronunciation areas (e.g. voiced/voiceless contrasts, contrastive
stress); theinstructional format (e.g. drill, sentences, dialogues, self-
instructional); and theinstructional level (beginner, advanced, or
general). Subsets of the database will also be printed out and
placed in binder form for teachers not familiar with computer use.
Instructors can use these databases either to find ready materials for
in-class pronunciation instruction or to find resour ces to which their
students can bereferred for extrawork on specific pronunciation
difficulties.

» Gather information on pronunciation theory and techniques. ERIC
searcheson CD ROM are aready source of thisinformation, asare
other electroniclibrary searches. They allow for sear ches of
pronunciation and intelligibility infor mation, with sub-sear ches for
language-specific material, testing vs. instructional material, etc.

» Disseminateinformation on pronunciation theory and techniquesto
staff. In addition to the database described above, key articlesand
bookswill be announced at staff meetings before they are entered
into the computerized resourcelist. We will place copies of helpful
articlesin a binder for staff use (e.g. an article on typical
pronunciation difficulties of Korean students). We have also begun
in-servicetraining on pronunciation, with the theory and practical
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techniques of a specific pronunciation sub-area presented at each
meeting.

Expand the group of materialsthat students can use for self-
instruction. Not only are tapes and videos useful for this purpose,
but computer programs are now also available which can be set up
for auto-instruction of pronunciation. IBM's SpeechViewer, for
example, combines both audio and visual feedback to studentsin a
format which can beindividually tailored to student needs. It allows
the student to work independently, since the materials can be placed
on disk for the student ahead of time. Computer programssuch as
SpeechViewer can offer the advantages of other feedback
instrumentslike the Visipitch, but with the added advantage of
freeing instructorsto do other work. Thereader will find areview
of technological aidsfor pronunciation instruction and evaluation in
Edney (1990).

Maintain and develop student tutorsas aresour ce (as described
earlier). We are developing a set of dialogue-based pronunciation
materialsthat students could taketo their tutorson recommendation
of the student'sinstructor. Thiswould allow for work on a problem
pronunciation area without requiring the tutor to find or develop
expert materialson her own. For those programs which cannot
afford to develop a tutor program, alocal library or Chamber of
Commer ce may have information on community volunteer groups
which offer tutoring to normative speakers of English.

Place mor e responsibility on studentsfor pronunciation progress.
Oncethe above resour ces ar e established, teacher s can place
reasonable expectations on studentsfor out-of-class pronunciation
work. Students can advancein their pronunciation studies according
totheir skillsand interests. When in-class work does not suffice,
they can bereferred for remedial work with the pronunciation
instructor or they can bereferred to the tapes and computer
materialsin thelab to refine more advanced skills. They can
request atutor or spend a minimal standard of time communicating
with English speakersoutside of class.
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Thereader hasprobably already remarked that thiscurriculum does
not include a separ ate pronunciation course. Thisisone of its
advantages, since separ ate pronunciation cour ses ar e often time- and
resour ce-consuming and cannot be offered on aregular basis. Also a
teaching approach that does not relegate pronunciation to a separ ate
courseincreasesthelikelihood that pronunciation work will be integrated
with other skillsin avariety of contexts. However, some programs may
find reasonsto include a separ ate pronunciation coursein their
pronunciation curriculum.

Summary and Comments

Because the curricular approach described aboveis eclectic and
multifaceted, it hasthe advantage of providing both extensive and
intensive pronunciation work to studentswho need or desirethis. The
major time and resour ce investment of thisprogram isin establishing it.
However, onceit is established, the program can easily beincor porated
into a content-based, integrated curriculum. Maintenance of the program
would simply require occasional updating of the database and
incor poration of new materials. The program also effectively usesthe
resour ces of staff who are competent in pronunciation work, while
providing training and support for those less familiar with the area.
Teachers of core coursesaremorelikely to work on pronunciation in
their courses since they have ready accessto the necessary resourcesand
training.

To set up the program, we hired one staff member who was
interested in pronunciation techniquesfor 17 hoursaweek dotothe
background resear ch, interviews, materials development and staff
presentations. This per son sought out the expertise, help, and material
resour ces of other people on staff as needed. As an alter native, work
could be divided among those staff member swho have an interest in any
given area (e.g. database entry, ERIC sear ches, phone calling about
computer resour ces) without requiring the administrative costs of adding
an extra staff person. Those most interested could later be used asin-
service leaderson their particular topics of interest. For larger
programs, graduate studentsin applied linguistics could also be used as
aresourcefor background research.
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Future Plans

We eventually hopeto set a minimal standard for pronunciation
skillsfor our graduating students. Testing procedures could be used to
identify students with pronunciation problems, to document progr ess, etc.
Thispart of the processis crucial to such a program, and needsto be
considered asthe new curriculum isimplemented.
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APPENDIX

Pronunciation Instructor Referral Form

General Information; Referral to a pronunciation instructor isdesigned for those
studentswhose pronunciation difficulties are markedly wor se than their peers, whose
difficultiesinterfere with their communication, and who have not benefited from
pronunciation work in other curricular areas. Studentswho participatein the program

receive individual and/or small-group instruction in pronunciation.

*oXXk,|{{ e00e¥* Xo 000000 of ¥¥*KoKoo 00 0000 Kot Y oo¥ i} ok o000

First Criterion: Isthe student's pronunciation interfering with hisher communication

toagreater degreethan peersin the sameclass? YES NO

If NO, the student should be referred to other resources. Seethe pronunciation
instructor for ideas.

Second Criterion: Have other possible approachesto pronunciation work been tried
with this students?

Resour ce Tried? What happened when it wastried?
I n-class work YESNO

Office hourswith instructor
(reasonable amount) YESNO

Referral totutoring
(focus on pronunciation) YESNO

Referral tolab or other
materials (what wastried?) YESNO

If NO to any item, please make note of reason item was not tried with this student
(e.g. the method would not be helpful due to severity of the difficulties, instructor not
familiar with theresource, etc.).

ko 0000000 o] ¥ekxXokk X]1]aXek¥K gk Kk gk kK KoKk g KHXK kkdkkdex

Studentln for mation:

Name: Native Language:

M F (circle one) Class from which student isbeing referred:

Instructor:
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Ingtructor:
What kinds of pronunciation difficulties do you hear when this student speaks?

Isstudent aware of hisher pronunciation difaculties?

What would you judgeto bethis student'slevel of motivation for changing
pronunciation?

WIll]] @@ k*X* ¥ kX gg XX g% 0006 000.111** *x o0 Jee*x* ¥ X0 00 0000 I e¥

Scheduling:

Weekday timeswhen student isNOT AVAILABLE (i.e, timeswhen student has
classes and meetings)

Monday

Tuesday

Wednesday,
Thursday

Friday

Please fill out the preceding with the student, then place thisform in pronunciation

instructor's mailbox. Thisform will bereturned to you with the day and time of the
student's scheduled appointment. Please pass the appointment information along to
the student when you receiveit.
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INFORMATION FOR CONTRIBUTORS

Editorial Policy

The ORTESOL Journal, aprofessional, refereed publication,
encour ages submission of previously unpublished articles on topics of
significance to individuals concerned with the teaching of English asa
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 crossedisciplinary interests,
both theoretical and practical, the Journal invites manuscriptson awide
range of topics, especially in the following ar eas:

1. psychology and sociology of language lear ning and teaching;
issuesin research 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
resear ch in such areas as applied and theor etical linguistics,
communications, education, English education (including reading and
writing theory), anthr opology, psycholinguistics, psychology, first and
second language acquisition, sociolinguistics, and sociology, and which
then addressimplications and applications of that research toissuesin
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).
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General Information for Authors
The ORTESOL Journal invitessubmission in four categories:

1.Full-length Articles. Manuscripts should usually be no longer than 20
double-spaced pages. Submit three copiestothe Editor of The
ORTESOL Journal.

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

Three copies of an informative abstract (not mor e than 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. The
review article manuscripts should usually be no longer than 20 double-
spaced pages, but may be much shorter (norestriction on minimum
length). Submit three copiesto the Editor, at the above address.

3.Notesand Comments. The Journal welcomes comments or rebuttals of
published articles (either in The ORTESOL Journal or elsewhere), and
welcomes articles with an emphasis on direct application in the
classroom. These would include instructional methods, materials,
techniques, and activitiesat 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 alsoinvitesshort descriptions of
completed work or work in progress. Manuscripts should usually be no
longer than five double-spaced pages. Submit three copiesto the Editor.
(Abstracts preferred.)

Since all manuscripts are anonymously reviewed, please include a title

page with your name and your school (or other affiliation). At thetop
of thefirst page of thetext, type only thetitle and not your name.
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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 thetext, type only thetitle and not your name.

All submissionsto the Journal should conform to the guidelines of
the Publication Manual of the American Psychological Association (current
edition). Exceptions ar e as follows: refer ences should be cited in
parenthesesin the text 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.

If the manuscript has been prepared using a personal computer,
please submit your three copies with a diskette—identifying the program
used. The preferred program isWord Perfect, IBM compatible, but
some other programs can be converted.

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

It isunderstood that manuscripts submitted to The ORTESOL
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 enhance clarity or style. The
author will be consulted only if the editing has been substantial.
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