THE
ORTESOL
JOURNAL

ORT SOL

Journal of the Oregon Teachers of
English to Speakers of
Other Languages

Volume 13 1992



The ORTESOL Journal

Volume 13

Co-Editors

Marjorie Terdal
Portland State University

Sarah Klinghammer
University of Oregon

Martha L ow
University of Oregon

Reviewers

Kimberley Brown Mary Fulton
Joanne Geddes Martha Low

Pat Rounds Suwako Watanabe




ORTESOL isa not-for-profit organization whose purposesaretoraise
thelevel of professional instruction in TESOL by providing opportunities
for discussing, studying, and sharing infor mation about TESOL and
Bilingual Education, and to cooperate in appropriate wayswith other
groups having similar concer ns. Benefits of membership include all issues
of The ORTESOL Newdletter and The ORTESOL Journal, special members
ratesfor the Annual ORTESOL Conference, and a variety of other
services and opportunitiesfor professional development.

Advertising in all ORTESOL publicationsisarranged by Maria
Dantas-Whitney, 2247 NW 12th Street, Corvallis, OR 97330.

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

Copyright © 1992
Oregon Teachersof English to
Speakersof Other Languages

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



The ORTESOL Journal

Volume 13 1992

ARTICLES

| Have a Mouth, But Cannot Speak: The Place of M etaphor
in Adult ESL

LizBrunkow .
The Role of Spoken Error Correction in Second Language
Acquisition: Issuesin Corrective Technique

Nancy Bell

Use of Routine Conversationsin Teaching Communicative
Competence to Japanese Students
Noriko Iwasaki

The Diary Study in Second L anguage Acquisition Resear ch
Susan Hemstr eet

REVIEW ARTICLES
Teaching English as a Second or Foreign Language, Marianne
Celce-Murcia (Ed.): A Critical Comparison of the First and
Second Editions
Reviewed by Cybele Higgins .. 73

A Short Coursein Teaching Reading Skills, Beatrice Mikulecky
Reviewed by DEE ANNEBESS .....occeviiiiiiciieieeeeee e 83

Teaching English Overseas: An Introduction, Sandra McKay
Reviewed by Steve Roberts

INFORMATION FOR CONTRIBUTORS ..o 1S



In thislssue

Articlesin thisissue of The ORTESOL Journal reflect the diversity of

interests of our readers.

Liz Brunkow teaches ESL to adult immigrantsand refugees at Portland
Community College. In therich world of metaphor, she discovered a
key these learners could use to unlock both the mysteries of the English
language and the voice to expresstheir own depth of maturity and
exp_erien;e. She shares teaching suggestions, sour ces, and moving
testimonials.

Nancy Bell examinesthe fit among current research into error
correction, theories of second language acquisition, and current
pedagogical theories. Drawing on this base, she recommends guidelines
}‘or classroom application in correction of spoken errorsof English
earners.

Noriko Iwasaki hasused her own experience asboth an English learner
and teacher to provideinsight into Japanese English-learners' frequent
reluctance to speak. Determining that the reasons are cultural aswell
aslinguistic, she suggests practical classroom procedureswhich can
provide them with thetools they need to overcometheir hesitation.

Susan Hemstreet discovered that the diary she kept during her two and
a half yearsin Japan provided a wealth of material for her thesison
sojour ner adjustment and coping strategies. She found, however, that
the methods recommended by resear chersfor conducting diary studies
in ESL had to be adapted to the particularities of her own entries.

Cybele Higgins comparison of the first and second editions of
Marianne Celce-Murcia'sseminal Teaching English asa Second or
Foreign Language givesusan overview of the major developmentsin
English language teaching over the past 13 years.

Dee Anne Bess describes and evaluates Beatrice Mikulecky's A Short
Coursein Teaching Reading Skills, finding it informative but in need of
supplementation in certain key areas.

Steve Robertsreviews Sandra McKay's Teaching English Overseas,
which he applaudsfor theinsightsit providesinto the diversity of
philosophical, economic, and educational contextsthat the expatriate
teacher may haveto adjust to. The book falls short, however, of
exploring theimper atives of cultural adjustment.

--The Editors



| HAVE A MOUTH, BUT CANNOT SPEAK THE PLACE OF
METAPHOR IN ADULT ESL

Liz Brunkow
Portland Community College

Abstract

Adult immigrantsand refugeesin ESL classeswant to be ableto
expressthemselveswith a depth that reflectstheir maturity and
experience. Metaphor, in itsmany formsand from many sour ces,
iIsonetool of expression in alanguage. Thispaper describesthe
backgrounds and situations of studentsin adult ESL classes. It
discusses sour ces of metaphor including songs, poetry, speeches,
student writing and first language poetry, and the uses of these
forms of metaphor appropriateto the students. The paper
demonstrates how presentations and lessons using metaphoric or
poetic language can be integrated into the linguistic,
metalinguistic and psycholinguistic requirements of an adult ESL
survival curriculum and how these become a means of
self-expression. Throughout the paper, there are anecdotes
demonstrating the students' need to expressthemselves.

Introduction

| was so lonely
When | left my motherland.
Thewind shook thetreesin a goodbye on the sad day,
Theleaves of thetreescried fully on the street.
My dreary boat wandered slowly on the high ocean,
The engine sound yelled so loudly for help.
Loc Tran

Loc Tran comes home from his warehouse job after midnight. He works
on outdoor loading docks, so he is often cold and wet. It islate when he
goes to bed because hefirst eats dinner and then watches late-night television
to unwind from hisjob. A few hours later, hiswife leaves for her job and the
children go to school. Three mornings a week Lac goesto ESL class, not



Rol

taking timeto eat until he goeshome at noon. If achildissick or thereis
some other emergency or heisjust too tired, he misses class. He has been in
the United States for five years and has been working steadily, but he wants

to improve his English so that he can get a better job. In Vietnam, Loc was

a ship's captain. His skills enabled him to build a small boat and escape
with dozens of other refugees, but now he must learn new skills.  Histimein
English classis precious. Should poetry be a part of that class?

ESL studentshaverevealed to methat they need or want to be able
to expressthemselvesin an adult way in English, the language in which
they must function. These adultswho have come from their own countries
with a position and a lifetime of experience may find themselves feeling
like small children, because their language appear sto be childish. Being
able to convey adult experiences and feelingsto othersin the new
environment in which they, asimmigrantsand refugees, are now living
seemsto be essential for survival. Even though at thistimeall of Loc
Tran'senergy goesto survival, hefeelsit isworth the effort to use
metaphoric language to tell of his experiences and feelingsin leaving
Vietnam. The use of poetic language is onetool of expression that can be
offered in the ESL classroom as students discover the elements of English
that suit their needs.

Duc Nguyen demonstrated his need to express himself when he described
hisarrival into the U.S. He had been released from " re-education camp” just
weeks before, after spending 15 yearsin that prison. During these years, Duc's
family lived in America asrefugees and Duc's son grew up learning to read
and speak very little Viethamese. Duc described hisarrival in the U.S.:
"When | got off the airplane, | wondered if my wife and son would meet me.
How could | expressall my happiness when | saw them? |t was not easy for
me to say something to her and to my son."

While hewasin prison, Duc had written a diary every day addressed to
the son that he had never seen, but when Duc was released, he was not
allowed to bring the diary out with him. Now he wants to be able to re-write
thediary in English to describe to his son the experiences and feelings of those
15 years.

In addition to the need for survival, adult students have many other
reasons to express themselves. Those with families know that their
children and grandchildren may grow up without knowing the family



experiences unlessthey aretransmitted to them in English. Those who are
beginning new relationships need ways to communicate the depth and

complexity of their feelings. A young Japanese man who was marrying an

American woman in a few weeks wanted to be surethat she knew that he
loved her. A woman from El Salvador and a man from Iraq are
establishing a relationship that is complicated by social, religious and family
consider ations. The depth of their communication is dependent on their
ability to expressthemselvesin English.

Besides these personal reasonsfor having a depth of expression,
Widdowson (1982) believesthat allowing and encouraging creativity is
crucial in learning the skills of a new language, since acquiring languageis
acreative process.

| mean the human capacity for making sense, for negotiating
meaning, for finding expression in metaphor, for refashioning
reality in the image of new ideas and new ideals....Creativity is
not the sole prerogative of the native speaker. (p. 212)

Thispaper describesthe backgrounds and situations of adult ESL
studentsthat make them unique from those in traditional academic
programs. It explores sour ces of metaphoric language and the uses of that
language that are appropriate for these studentsin the creative, expressive
processthat is part of learning a language. Throughout the paper, in
italics, are descriptions of the author's experiences with individual students
who have shown their need to expressthemselves at a depth beyond a
smple communicative level.

The Students

[tisbreak timein an ESL classand two young women walk armin arm
to buy coffee. One is Chinese and the other Japanese. A retired engineer
from Shanghai talks to a Viethamese teenager about the priority of school
over jobs. A Korean man, who goesto ESL class on hisway home from
work after cleaning buildings all night, puts his head on the desk to catch a
few minutes sleep during the break

Adultswith limited English are provided English as a Second
L anguage classes through the community colleges under the federal Adult
Basic Education act. The students come from all over the world and



reflect specific and world-wide political, economic and social conditions, as
well as U.S. immigration policy. There arethe immigrantswho, for many
different reasons, have chosen to livein the United States. Seasonal jobs
in Oregon attract migrant workerswho move from stateto state and in
and out of their own countries. Refugees from Southeast Asia make up
alarge percentage of the students along with Eastern European, Hispanic
and Middle Eastern refugees. A limited number of short-term residents,
who may be businessmen or researchersand their spouses, or relatives
visiting their families, have been allowed to attend the classes.

A class of 30 students can represent a dozen or mor e language and
cultural backgrounds. In addition to thisdiversity, theinstructor hasthe
challenge of teaching a group ranging in age from teenagersto thosein
their seventies. The educational background in their first language can
include pre-literates, those with basic schooling or those who ar e highly
educated. Even though students may be placed in one of several levels,
their skillsin English within that level vary from one student who may
writewell but hasnot had an opportunity to speak English, to the student
who haslived in the U.S. for along time and speaks fluently but writes
with great difficulty.

In planning lessons and materials, the greatest challenge for the
teacher ismeeting the individual needs of this diverse group: a student
takesa classtoimprove her English in order to get a promotion or
per haps even to keep her job; alongtimeresident studiesto take the
citizenship test or just to learn conversational English; a welfare client
attends class because welfare requires her to; a grandmother realizes she
hasto talk to her grandchildren in English; arefugee with severe
emotional problems needs skillsin English to restor e his self-confidence;
a college-bound student must improve his English before beginning an
academic program. Problemsin the family, lack of transportation, working
overtimeor just fatigue can interfere with their good intentions of
attending classregularly.

With thisrange of skills, ages, needs and attendance patterns, a
teacher hasto have an equally diver se sour ce of materials, techniques, and
inner resources. With itsarray of formsand multiplicity of uses, metaphor
isone such diverseresource.



Sour ces of Metaphor

Songs. The poetry of American songsis sung and listened to around
theworld, usually without trandation, and thelyrics have often provided
afirst exposureto the soundsand rhythm of English. Many adult students
have enjoyed American country music, for example, in their own countries,
so they often know the melodies and are enthusiastic about learning the
lyrics. They respond to the rhythms and the univer sal themes of love and
disappointment in love, and of nature, loneliness and friendshipsin
traditional, aswell as more current, music that conveysthe metaphoric
language of English.

During a party on the last evening of class, a young man from Vietnam
began playing and singing Elvis Presley songs on hisguitar. Therewas a lot
of good natured laughing and teasing about his earnest effortsto look and
sound like Elvis. Then he began playing more quietly and finally was singing
Vietnamese songs. Some of the other Viethamese began to join in, but
stopped as their tears came. The other teacher and | and the students from
the Middle East and Europe and Asia were all closeto tears. | didn't know
what to do to relieve the sadness. Then a Viethamese woman began to
laugh: " Why are you all crying? Do you understand Viethamese?' We all
laughed at ourselves and the party went on happily. In the context of the
songs the student had been able to build up his confidence to express his deep
feelings and even though hiswords shifted from English to Viethamese, all
of us recognized and understood the universal emotions of home.

American Poetry.  Since poetry reflectsthe culturein which it is
written and it providesa bridge into the culture of the new language being
learned, | have focused on American poetry, although not exclusively. |
have selected poemsthat are meaningful, but are not based on tragic
themes and emotions. In every class made up of immigrant and refugee
adults, there are many who are experiencing the tragedies of war, loss or
deep depression and are at various stages of adjusting to that experience.
In discussions of their own writing, studentswill often reveal their sadness,
but when thereisa choice of text, the teacher should not initiate themes
that might obviously evoke further depression for an individual student.
Sincelifeisserious at best for most recent immigrants and refugees,
poemsthat convey the lightness of humor and irony can balance more
somber themes.



ESL studentsareintrigued by Native American culture and many
relate personally to the descriptions of nature and the ideal of beauty and
harmony in all thingsreflected in thetranslations of Native American
songs or poems (seefor example Roberts & Amidon, 1991). Studentswho
aregoing through the transition, often an agonizing one, from the stability
and statusthat they knew in their own countriesto feeling alien and lonely
in the new country identify with the experience of alienation expressed by
L angston Hughes (1967). New personal relationshipsinvolving
cross-cultural under standing and friendships can be explored in " Changing"
by Mary Ann Haberman (cited in Prelutsky, 1983) and 'Don't Be Afraid"
by Alicia Ostriker (1982). With the ongoing stresses of the students' lives
and the practical functionsthat must be taught, the classroom community
needs daily sources of humor, irony or just fun for relief. The humor and
irony of Barbara Drake's (1978) " Imperfect Prisms’ and Jenny Joseph's
(cited in Martz, 1991) "Warning" offer themesthat can betaken lightly or
used to delve mor e deeply into cultural values. Shel Silversteins' (1974)
volumes, Wherethe Sidewalk Ends and A Light in the Attic, havesimple
poemsthat can be used for many objectivesin the classroom.

Speeches. LeGuin (1989) writesthat sound isone value of the word.
Just aswith songs, speeches can be important in conveying the melody of
alanguage. She asks why we have given up the thingsthat happen " when
the word behaveslike music and the author isnot just 'writer' but the
player of the instrument of language" (p. 184). An example of a speech

that carriestheinstrument'smusicisMartin Luther King's" | Havea
Dream."

On the morning of Martin Luther King'sbirthday last year, the world was
waiting for war to begin in the Persian Gulf One teacher was personally
feeling almost overwhelmed by the pending tragedy and she was aware of the
tension it was creating among the students who had recently gone through
turmoil and tragedy in their own countries. The subject of war could not be
ignored.

After reading and discussing King's speech and his dreams, the teacher
used the theme of dreams as a safe way for the studentsto be able to express
their feelings about whatever was important to them at the moment. She
asked each student to write a conclusion to the phrase, " | have a dream..."
Shearranged the individual sentencesinto a collaborative poem and the next
day each student read his or her own line.



Reading and talking about the metaphoric, emotional language of Martin
Luther King encouraged the students to expressin English the strong feelings
that they had that day, which were not exclusively about the war. With
everyone contributing to a class poem that even included some humor,
tensions were relaxed and the students were able to begin to understand each
other's concerns about war, families, jobs or returning home. And the teacher
felt that something positive had come from a nearly unbearable situation.

Student Writing. Of all the sour ces of the poetic use of language,
student writing as a vehicle of self-expression seemsto be the most
power ful and meaningful, as students add their own unique materialsto
the class. Several kinds of exer cises can be used to accommodate the
many levels of writing ability within a classand to generate poetry that is
shared by fellow students and future classes. Koch (1977), who taught
poetry-writing in a New York nursing home, describesthe effect of
involving adultsin writing collabor ative poemsthere. | have used
pre-writing activities, such asreading the Navaho song " In beauty may |
walk," to develop thetheme " beautiful” that Koch used, to reach the
"inward ear" (Maley & Duff, 1989) of my students. Koch's description of
hisadult students' experiencefitsthat of my classes, when each student
contributesonelineto a class poem.

Class collaborations are a good beginning. They take pressure
off individuals and encour age brief and spontaneous
contributions. Collabor ating also creates a slightly festive
atmosphere, being in somerespectslike a party game—everyone
contributing his sentences, then hearing the surprising results.
One can laugh at them or feel unexpected admiration. (p. 21)

Several kinds of exercises are effectivein small groupsto develop oral
and written metaphoric language. A small group can collectively produce
a poetic statement that expresses reactionsor feelings without being
inhibited by having to construct careful sentencesand paragraphs. There
can also be an element of collaboration through prewriting activities such
asbrainstorming ideas or listening to music or readings around a theme,
and the post-writing activity of publishing.

I'n addition to the power of collaborative poetry, individual writing is
meaningful to each student and the class. One student wrote for
Valentine'sDay, " You say, 'l loveyou!" / Sweet like candy / Sunlight mixed



with purple/ Reoiceforever." Another student whose husband, in the
confusion of fleeing Vietnam, was sent to Germany while she cameto the
U.S. wrote, 'Truelove doesn't vanish / Hispicturein my heart | Worried,
sad, tired / Heis solar power for me."

Theidea of writing lines of a poem appealsto some students, but can
beintimidating to othersif they think they are expected to writein
traditional poetic form. Students often write sentences or paragraphs that
can bereorganized into verseform or provide sour ces of poetic language.
These sentences are from two different students writing after reading parts
of Chief Seattle's speech and discussing city or country living: ‘Thecars
hornsand bikes bells make a city symphony." " | remember the clear
nights, the open fires, the sounds of grasshoppersand birds, and the smells
of treesand grass." The students are often delighted with theresult and
feel encouraged to try writing more poetry.

Each student and each classrespondsto writing activities differently,
but these exer cises offer a variety of waysto help generate poetic language
from the studentsthat isa strong addition to the body of published
literature and song. Together they form a wealth of language-lear ning
r esour Ces.

First-Language Poetry. Another rich source of published poetry is
from the students own countries. If theteacher usesa variety of poetic
formsin English in creative, non-threatening waysthat emphasize the
music of the language, many students will want to contribute such pieces
as childhood rhymes, proverbsor moretraditional poetry from their own
cultures. When the students themselves ar e encour aged to become
sour ces of metaphor in languages that the teacher and many other
studentsare not fluent in, they areinvested in their own personal
contribution to the class.

Ngoc Phuong gave me a contemporary Viethamese poem but told me she
was unableto trandateit. Her skills were at an advanced level, but in the
few weeks she had been in the U.S,, she had lost all confidencein her ability
to communicate. When | asked her for the general ideas of the poem, she
gave me a trandation, but said that it did not carry the true thoughts of the
poet. During several sessions together, we worked on the whole poem, but
especially on the depth of meaning of particular lines, trying to bridge back
and forth between her language and culture and mine. Eventually, Ngoc




changed " At sunset” to " As evening slowly meetsthe daylight,” and the two

lines, "I can't think in thewind 11 feel very, very sad" finally became, " The
wind makes my spirit numb | My spirit has a melancholy of a thousand
years." It washard work for both of us, but Ngoc was later able to explain

to mewhat a relief it wasto her when she discovered that she could convey

Ideas, such asthe metaphor " a thousand years," in English, that she had
thought could be expressed only in Vietnamese.

Uses of Metaphor

Metaphoric languageisan integral part of all language, even language that
isdeveloped for special purposes. Poetry can be used asan integral part
of each language goal asit tapsinto the metaphorsfrom such sourcesas
the native culture, language, religion, storytelling and proverbsthat the
students bring with them as well asthe metaphors of the target language.
In addition to its place as art, poetry can be used to bring an awar eness
and knowledge of the properties of language, it can help develop skills by
adding dimension to lesson presentations and language practice, and it can
encour age attitudes of under standing and acceptance of the interaction of
thefirst and second cultures.

Reading. Literature, including poetry, hasa unique placein the
language classroom. S. Slater (personal communication, March 1991)
stated that literature speaksto the heart, its richness exceeds other
authentic material; literature allows one to have a gut response. Poems
should beread for their artful use of language and the pleasurethat this
art brings. Collieand Slater (1987) write:

Reading poetry enablesthelearner to experience the power of
language outside the strait-jacket of more standard written
sentence structure and lexis....Providing that lear ners can be given
the help with the personal and linguistic resour cesthey will need,
they will be ableto attain the fuller enjoyment of a poem that
comes from a sense of sharing the poet's created world and
becoming, asreader, a new creator of meaning. (p. 226)

In addition to offering pleasure and creativity, poetry can be used to
give studentsthe awareness and practice of skills needed in the reading
process, such as predicting, recognizing the topic, skimming, scanning,
drawing inferences, visualizing and guessing meaning of words from



context. Use of a short text such asa poem, which iswritten to be
enjoyed, can build confidence in the students as they develop and practice
these reading skills. Poetry can be used as a pre-reading exerciseto a
principal reading to evoke and build content schema, a framework of
knowledge and experience about the topic, which allows the studentsto
begin the main reading with some shared background. An example of this
would be to use Langston Hughes (1967) " The Dream Keeper" before
beginning a textbook chapter on the American Dream. A discussion of
the author's background and student sharing of the hopesthat they
themselves brought to the U.S. would bring the classto a common starting
point to begin examining American attitudestoward dreamsand ambitions.
The lesson could bereversed to use the same poem as a post-reading
exerciseto confirm or synthesize the textbook reading selection.

Writing. While studentsin survival-based adult ESL classes haveto
be able to decipher at least some of the metaphoric language that they
hear and read, it isdifficult to imagine a situation outside the classroom
in which they would berequired to write metaphorically. However, McKay
(1981) givesreasonsfor encouraging studentsto try poetic writing, writing
in which language is used for the expression of an idea asan end in itself
in contrast to transactional writing in which language isused to " get things
done." Shewritesthat poetry-writing gives students more chanceto
expresstheir own reactionsto a subject and that the freedom of poetic
form may become a vehicle for encouraging fluency.

For some students, writing poetry may be a skill that they develop to
nametheir fears, hopes and joys aswell asto recount their daily
experiencesin their new culture. | believe that when we cross cultures, we
do not really moveinto the new culture until we can expressour feelings
in the new language. I n one class, after reading poems on the theme of
rain, an element often depressing to new arrivalsto Portland, one student
expressed herself with a fluency that she had not approached in other
writing or speaking. Her lines, " It soundslikethe music from a piano....It
feelslike my mother's hand when she touched my face," did not conform
to conventional rhetorical and syntactic patterns, but her exploration of her
reaction to rain was positive as she concluded, 'Thisisthefirst timel
enjoy the Portland rain."

In addition to encouraging self-expression and fluency, poetry-writing
can be used asa pre-writing or post-writing exercise for more transactional

10



writing requirements. Asan example, the goal of a function-based lesson
may bethat studentswill learn to write a letter of complaint. Rather than
beginning the lesson with a model letter, the teacher could use Ogden
Nash's'The People Upstairs' to generate discussion of the students

housing, their relationship to their neighborsand the landlord, appropriate
and inappropriate behavior in an apartment building and waysto
complain. 'They celebrate weekends all the week. / When they take a
shower, your ceilingsleak." Against the background of Nash's humor and
exagger ation, the students would be following McKay's (1981) pre-writing
steps. studentsrecognize the need to write, they focus on atopic, through

discussion they can experiment with ways of organizing their complaints,

and they can decide who isthe audience for the complaint and what
rhetorical arrangement ismost effective. In the cour se of these pre-writing

and post-writing activitiesinspired by the poem, the studentswill gain
awar eness and form attitudes about the cultural aspects of making
complaints, in addition to thewriting skillsrequired by the function.

Either before or after the main task of writing letters of complaint, the

students, either asa classor in small groups, might compose a poem in the
style of Nash to use along with Nash's poem to emphasize, by contrast, the
appropriate language and tone of a serious letter.

Listening and Speaking. " | have a mouth, but cannot speak."” A
student, An Lu, quoted that Chinese saying to describe the frustration of
not being ableto use her educated, articulate, mature” mouth" to express
herself in English. She hasajob, takes care of her family, and manages
her lifewell in an alien culture, but she still feelsthat sheis speaking on
ababy-talk level, which is painful for her. With theintroduction of poetry
and the discussionsthat it generated in class, An Lu began to seethat she
could speak in English with a depth reflecting the tradition of proverbs,
sayings and poetry that she carrieswithin her.

In agroup of Lao men, Sommay Bounkhomg was younger, |ess educated
and the only one from the countryside. He seemed to have the skillsfor his
classlevel, but he was reluctant to participatein class and his attendance was
eratic. One day the teacher introduced poems on the theme of
understanding and empathy. Sommay became more and more involved with
the discussion until finally he was able to express with humor his strong
feelings about the theme. Throughout the rest of the term and into the next
he attended every class, he continued expressing hisideas which were often

11



surprising but always significant, and hiswriting became much clearer and
more expressive.

In addition to the possibilities of inspiring and developing speaking
fluency in students, poetic writing can be used in listening comprehension
and pronunciation practice. We are all surrounded by the metaphoric
language of advertising, song lyricsand ordinary speech. Students,
especially recently arrived ones, are often so overwhelmed by theidiomatic
language they hear that they may tune out English entirely. Many kinds
of oral language such as advertising slogans, song lyrics, Graham's (1988)
Small Talk, and traditional poetic forms can be brought into the classroom
so that students can begin to unravel the figures of speech and rhythms
that carry so much meaning. Rhythm is an essential part of a guidetothe
information of a spoken message. Maley and Duff (1989) write that
through exposureto poetry, studentswill retain the stressand rhythm of
the language. So often, especially in advanced classes, there are students
whose reading and writing skills are adequate for their basic needs, but
their pronunciation preventsthem from communicating the English that
they know. In choral practice ateacher can observe problems and work
to correct them without making an individual student the focus of
attention. Maley and Duff suggest that some of the essential featur es of
fluent speech, such asclarity of diction, phrasing, stressand rhythm,
control and variation of pace, flow naturally from the oral reading of
POEtry.

Structure. Sincelearning stylesand needs are so diversein an adult
class, the teacher must constantly make decisions whether to present
language structuresinductively or deductively. Poetry, either published or
student-generated, givesthe teacher a short piece of authentic languagein
which the grammar in context can be addressed in the way most
appropriatefor a group of students. In " Don't Be Afraid" the overall
effect of the author's choice of structure can be considered implicitly by
discussing the time frame, the degree of urgency and the sense of rhythm
in the poem, or explicitly by identifying, analyzing and practicing specific
formssuch as'Thisiswhere| want to open you like a sweater,” " that you
have kept closed,” "asif it were," "I could hike," "towalk" and " looking at."

When poetry isfirst introduced into the classroom, many students

appreciate having a formula to follow to manipulate and experiment with
wordsin away which they would not do in other circumstances. The

12



low-inter mediate student who wrote the following cinquain revealsa
knowledge of nouns, adjectives and verb formsaswell as an ability to
experiment with vocabulary within those formsto express feelings about
the subject of eyes.

Eyes

Mind windows

Seeing, looking, talking
Reveal happy and sad
Displays

It had been difficult for this particular student to organizethe English
that he knew, but after the successthat he felt with this poem, he went on
towriteand respond in class. It was the teacher'sfirst experience with
using student-generated poetry and she was surprised with the strong ideas
that the students expressed and was delighted at their ability to" push”
wor ds around to match their ideas with the pattern.

Even with attention directed at placing specific parts of speech into
a set form, students can create a personal, melodic response to a topic, as
in thisexample of the " Feelings-on-Four" pattern:

Rainbow

Beautiful and colorful
Hanging in the sky

Why can | never touch you?

Oneinductive way to attack a point of grammar that isa problem for
many studentsin a classisto have each student contributealineto a
collabor ative poem, following a specific, grammatical pattern such as" |
used to..., but now L.": "I used to chase birdswhen | wasyoung, but now
| run after my children." Thisisan effective way to build awareness and
skillswith structural " demons® that can threaten a student's confidence,
since collabor ative poetry-writing isa low-risk way for each student to
become involved in the lesson.

American Culture. In addition to language skills, adult immigrantsin
ESL classes need and want to learn the culture of the country. Often the
programsthat fund ESL classesrequire a citizenship component that
includes some knowledge of U.S. history and political and social systems.
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Students who want to feel a personal connection with a second language
and useit with depth and confidence need to have an awar eness of the
culture-bound aspects of that language. Poetry, asoner eflection of a
culture, isan effective vehicle for cultural awareness.

Many examples of metaphor have their rootsin American culture.
Native American songs can be used as an introduction to early U.S. history
and also as background to discussing current issues concer ning ecology and
the use of theland. Other poems encour age cross-cultural observations
about such issuesasold agein " Warning," thework ethicin "I Meant to
Do My Work Today," or consumerism in " Imperfect Prisms." Patterns of
Americans reaction towar could betraced through wartime poetry and
songs. Sincethereisagreat variety of sub-culturesin the United States,
presenting the strong regional and ethnic differences within the country as
reflected in regional and ethnic poetry and music helps studentsrecognize
the diversity of American culture.

When Paz (1990) was interviewed after receiving the 1990 Nobel Prize
for literature he said, " Poetry isnot a very popular art form these days, but
it'san essential part of human life. Poetry isthe memory of a country, of
language” (p. 7).

The Melody of the Language. Of all the uses of poetry, perhapsthe
most valuable oneisraising students awarenessthat they possessthe
melody of their first language and that they must discover and acquirethe
melody of the target language to betruly expressive. In addition to the
necessity of learning words and their sequence, the proper use of the
melody of the language allows one to be expressive in that language.
Gattegno (personal communication, July 1992) wrote that all people own
the melody of their mother tongue, which isan integral part of their
language. M elody includes pronunciation, intonation, stresses, pauses, and
therising and falling of the voice. When these factor s become part of
one'svoice, they add eloquence to expression and help convey meaning.

Often poetry iswritten with sounds conveying as much expression as
thewordsthemselves. It isvery effectiveto ask studentsto bringin and
read to the class poetry in their own languages without trandgation. Songs,
proverbs, and even brief examples such as greetings, in first languages, can
also be used to bring awar eness of the melody, first in one's own tongue,
and then in other languages. A dramatic demonstration of differencesin
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melody that surprised and delighted the entire class occurred when three
Chinese studentsread the same short poem in Cantonese, Mandarin and
Shanghainese. Once the melodies of many languages ar e shared, the
studentshave a greater interest in discovering and practicing the melody
of English.

Poetic language, whether it is published or student-generated, carries
the melody of English, and that melody can betransferred to all other
forms of spoken language to make that language expr essive. Papp (1988),
producer of the New York Shakespear e Festival aswell as of successful
musicals, describes growing up in a home wher e English was a second
language. At an early age he wasintrigued by the musical sounds of
different languages and developed an ear for thelilt, cadence and rhythm
of the spoken word.

The Classroom Community. The diver se ethnic, social, and
educational backgrounds of studentsin an adult ESL class often make it
difficult for them to work together in the classroom community. Caution
is needed when trying to mix groups of men and women from certain
cultures, or studentsfrom culturesthat have had centuries-long antagonism
between them. Whilethe priority isfor studentsto learn skillsin English
so that they can function in their community, it isnecessary for thisdiverse
group to achieve a sense of community within the classroom as well.

Etsuko Saito, a university graduate, had been an English teacher in
Japan. She married an American and was now living in the U.S. near his
family. She felt isolated and depressed when she suddenly found her English
inadequate as she was addressed as a child and was only able to respond
with childish English. By becoming part of the ESL classroom community,
she gained the confidence to be able to use the skills and experiencein
English that she had so that she could feel like an adult with her husband's
family and other Americans.

The process of writing a class collabor ative poem as described earlier
isnot only an effective introduction to poetry, but isalso a way to develop
under standing within the class community through each student's
contribution. Each line, which reveals something inter esting, humor ous,
tragic, or surprising, belongs both to the writer and to the classasa whole.
It was shown in the previous section that fir st-language poetry brings
awar eness and knowledge of the melody of the language to the students,
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but in addition to that it also brings pride and acknowledgement of the
many culturesrepresented in the group. Students enjoy listening to the
strange sounds and seeing the unfamiliar alphabets and character s of
different languages, and out of that enjoyment can grow mutual respect
and acceptance of differences.

Many students come from homogeneous cultures wher e they have not
had cross-cultural experiencesor they arein a stage of cultural adjustment
wher e they have reduced differencesto stereotyping rather than trying to
under stand them. The metaphoric language of poetry, which frequently
usesirony and humor in descriptions of the unfamiliar, isa
non-threatening way to look at the often sensitive issue of differences.

Curran (1977) believed that building a community of learnerswithin
the classroom isimportant so that students can interact with each other
and with theteacher to learn through trust, rather than competition.
Through poetic expression students can be encouraged to discover what
they havein common with each other, to develop respect for each other,
and to build a strong sense of community.

Publishing. One of the most power ful experiencesthat | have ever
had in teaching occurred when, on the last day of a class, | distributed
booklets that contained published poetry, the students own writing and
their first-language poetry and trandations. The students had previousy
seen all of theindividual and collabor ative poems and had shared
informally the fir st-language poetry. But, when | gave them this same
poetry in a booklet and they held the class's poetry in their hands, they
showed moreinterest and respect toward each other'slanguage and more
excitement and appreciation for each other'swork. When | talked to them
about thefact that learning was a shared experience and that the book|et
wasjust a beginning for all of us, they at first looked surprised, but then
nodded in agreement. One student spoke for all of us when she described
the book aspriceless.

That experience emphasized theimportance that " publishing,” both
orally and in print, can have and the part it playsin the use of expressive
language. Rather than only the teacher being the audience, the focus of
the expression includes fellow students and those beyond the classroom.
Publishing student writing, favorite poems and native-language poems can
be done throughout the term in many creative ways besides a book | et.
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Before and after classand during break time studentslike to browse
through a" gallery" of poemsthat are posted around the classroom or in
the hallways. Gueststo the school or class can beinvited to read them
also. Poems can be written on 3x5 cards and hung asa mobilein the
classroom, or a group of six students could use a paper cube or a plastic
photo cube to display six pieces of poetic writing. Often public school and
church buildings are used for night ESL classes and poetry could be shared

with those who use the buildings at other times or could be contributed to
the public school or church publicationsto encourage cross-cultural

under standing.

Koch (1977) describes the reactions of his studentsas heread their
work to them:

People wer e excited at the unaccustomed pleasur e of hearing
what they said read aloud, and excited at hearing it admired by
me and by other students. (p. 16)

They heard their poems, composed, sometimes with difficulty,
such a short time before, read aloud and admired. That
consolidated, validated in a way, like some sort of instant
publication, what they had accomplished. (p. 43)

Consolidation and validation of accomplishment iswhat the students
and | felt with the booklet in our hands. Recreating this processwith any
informal or moreformal " publishing” is meaningful and worthwhile.

Conclusion

E. Stevick (personal communication, August 1990) said that inviting
peopleto participatein poetic expression allows them an opportunity for
self-expression which they do not usually have asimmigrants.

"1 felt | was a stranger among strangersl Always yearning for her
homeland" arelinesfrom the poem that Myung Sook Leewrotein ESL class
to describe her first daysin the United States. She had arrived from Korea
30 years before asa bride in an arranged marriage. Now shewasin class
improving her English so that she could write an account of her lifein Korea
and of her often difficult and lonely early yearsin the U.S. She also wanted
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to describe the joy and contentment that shefelt now " Today | feel | am an
eagle, flying in the blue sky freely, joyfully and happily."

Myung Sook's sense of urgency to be able to express her experiences
and feelingsto her three children and their children, who do not speak or
read Korean, repeatsthethemein Tan's (1989) The Joy Luck Club when
Jing-Me Woo describes her mother and her mother'sfriends:

My mother could sensethat the women of these families also had
unspeakable tragediesthey left behind in China and hopesthey
couldn't begin to expressin their fragile English. (p. b)

Imagine, a daughter not knowing her own mother! And then it
occursto me. They arefrightened. In me, they seetheir own
daughters, just asignorant, just asunmindful of all thetruthsand
hopes they have brought to America. They see daughterswho
grow impatient when their motherstalk in Chinese, who think
they are stupid when they explain thingsin fractured English.
They see daughterswho will bear grandchildren born without any
connecting hope passed from generation to generation. (p. 31)

| magination seemsto be a necessary element in learning and
communicating what islearned, and therefor e as deeper levels of
communication are attempted, greater leaps of imagination arerequired.
The experiences of studentsdescribed in this paper show that adult
lear ner swish to communicate theimagination that they possessas well as
the knowledge and broad experiencethat they bring to class. Aspart of
their survival, students want to go beyond their " fragile" English in order
to validate the depth and complexity of their lives. They want to be able
to maintain alink with succeeding generations and to cement new
relationships. As part of the process of acquiring a new language,
metaphor releases the element of imagination which students can usein
developing skillsin reading, writing, listening, speaking and structure.
Metaphor can also help to convey the melody of the language, to teach
American culture and to build classroom community.

Using metaphor isonetool to enable studentsto communicate " their
truthsand hopes' as adults. Because of the often traumatic transitions
that they have gone through, so many adult students have lost confidence
in their own abilities. Being able to express themselvesin a meaningful
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way gives them the self-esteem and confidence that they need to survive.
Even though the use of the imagination and creativity of poetic language
may have therapeutic benefits, in the classroom it can best be used asan
art form that givesthe students hopethat their new language can be a
sour ce of joy and accomplishment for them.
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THE ROLE OF SPOKEN ERROR CORRECTION IN SECOND
LANGUAGE ACQUISITION: ISSUESIN CORRECTIVE TECHNIQUE

Nancy Bell
University of Oregon

Abstract

Whileerror correction isoften a common component of second
language teaching, a great deal remainsto be learned about its
potential effects, both har mful and beneficial. This paper
examines current research into error correction and how it fits
into the second language acquisition theories of variability,
restructuring, and Universal Grammar. Theories of teaching are
then presented and the advantages and disadvantages of various
methods of error correction are discussed. Thistheor etical
framework of second language acquisition resear ch and teaching
resear ch isthen used to attempt to provide a number of
guidelinesfor teachersto use when correcting spoken errors of
their second language students.

Introduction

Thecorrection of errorsin second language (L .2) classroomsisan
important and controversial issue. A lack of coherence, however, between
theory and practice of L 2 teaching sometimes makesit difficult for 12
teachersto discern the best methods of error correction. This paper
makes an attempt to bridge the gap between theor eticians and teachers by
synthesizing current research findings and providing L 2 instructorswith
theoretically sound, but practically oriented methodsfor the correction of
L2errors.

Second L anguage Acquisition Resear ch
Attitudestowardserror correction have undergone a great deal of
change throughout the history of language teaching. The Behaviorist

emphasis on habit formation that predominated in language teaching in
the 1960s till lurksin some L 2 classrooms, despite Chomsky'swork on the
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creativity of LI speech and Corder's (1967) revolutionary remarks about
the potentially helpful natureof errorsand error correctionin L2
acquisition. Thiswork, aswell asthat of Selinker (1972) concerning
Interlanguage (1L ) theory, contributed to Communicative L anguage
Teaching (CLT) in themid-1970s. CLT was embraced by many teachers,
and as the extreme swing began away from grammar-based instruction,
theorists began to question the validity of any error correction in the
classroom, proposing that it might actually hinder acquisition. Recently,
however, the pendulum has begun to swing back to take another look at
the potential benefits of error correction and the theoretical consider ations
involved in any discussion of error.

Variability. Whiletheidea of IL hashad a great influenceon SLA
resear ch, traditional IL theory failsto deal with the problem of IL
variability. Research into the variability exhibited in L2 lear ner speech
showsthat all errorsarenot created equal. Errors may be dueto
systematic or non-systematic variability. If the latter, they can befurther
classified as either performance or freevariability errors.

Non-systematic variation is, perhaps, the most difficult issuefor IL
theory. The gradual diffusion model of language lear ning (Gatbonton,
1978) addresses many of the problems of non-systematic variation in IL
theory. Thismodel viewserror simply asvariability that the lear ner
resolves over time. Gatbonton postulates a two-phase lear ning process
beginning with an " acquisition phase," during which thelearner first uses
oneform in every situation and later introduces a second form, which is
then used in free variation with the first form. Next is a replacement
phase during which thelearner dowly restricts each form toitsrespective
environment until both are used (theoretically) in a native-like manner.

Therecognition of some U learner errorsasbeing theresult of
variability hasimportant implicationsfor the 1.2 classroom. The teaching
of language function aswell asform becomesimportant. Social aswell as
psychological factorswill play arolein alearner'sproduction of errors.
Classroom interaction might help thelearner sort out variouslinguistic
rulesif it takes place under the guise of a number of different social
contexts, varying in their formality. In addition, when teacher srecognize
errorsasvariablerulesthat gradually diffuse, they will understand that the
process of language acquisition is onethat requires meaningful practice on
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the part of thelearner, rather than only the constant drill work of
Audiolingualism.

Restructuring. Restructuring is one explanation offered by modern
cognitive psychology to explain how the learner goes about forming and
discarding various hypotheses during the process of language lear ning.
Thistheory of learning stresses the importance of practicein order to
automate certain sub-skills of a new task. Automation allowsthe
controlled processesto befreed for higher-level processing. For example,
when first learning to drive a car a person must pay attention to running
the car and watching the traffic. With practice, however, the person can
drive the car while making conver sation with a passenger.

McL aughlin (1990) points out that in language lear ning practice does
not make perfect, asis seen in U-shaped development. U-shaped
development poses something of a problem for the cognitive mode as,
upon acquiring a new form, learners appear to " restructure" theentire
system, with each new stage char acterized by a new internal
representation. The process apparently occur s as some cognitive change
allowsthelearner to change from, to use McL aughlin'sterms, exemplar -
based to rule-based representations. He providesan examplein L1 lexical
development in which younger children identify age or appearance as
fundamental to the definition of " uncle," whereasolder learnersfocuson
the mor e abstract kinship definition, despite the presence of
uncharacteristic features.

From thispoint of view, error can be attributed to arestructuring of
learner IL systems. The concept of restructuring may be of great usein
understanding the IL transitionsthat take placein SLA. It can also be
helpful for L2 teachersto be aware of the cognitive processesinvolved in
language lear ning and, thus, better to understand their learners problems.

Universal Grammar. Another facet of the SLA debateisthe
proposed existence of Universal Grammar (UG), which some theorists
believeto consist of innate linguistic principles and parameter s which
enable children to form hypotheses when lear ning a language. Even
assuming that theseinnate principles do exist in children, it remains
relevant to question whether or not they continueto exist in older learners.
Furthermore, if the principles arefound to exist, can they be accessed?
Finally, if the older learner can access UG, resear chers must find out how
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this can be accomplished. The discovery of whether or not, or perhapsto
what extent, adult L 2 classroom lear ner s have accessto theinnate
principles of UG will have a great impact on the provision of feedback.
If UG isfully availableto these learners, it would seem that explicit error

correction would be deemed unnecessary. Resear ch concerning the
availability of UG to classroom L2 learnerswill be explored in the next
section.

Second Language Teaching Resear ch

Potential Problemswith Error Correction. To begin an examination
of classroom-oriented teaching resear ch, some problems surrounding error
correction must be examined. The problems discussed here do not
necessarily constitute arguments against any error correction, but rather
arewar nings of what teacher s should watch for and try to avoid when
undertaking any form of corrective activity.

Many studies have revealed that teachers corrections of student errors
ar e often ambiguous and inconsistent. For example, L2 instructors
frequently use repetition as a corrective technique (e.g. Nystrom, 1983;
Schachter, 1981), even though it isoften a signal in normal conver sation
of non-compr ehension, approval, agreement, disagreement, or that the
statement has not been heard. Second-language students may often take
theteacher'sattempt at providing feedback asa natural conver sational
move, and rightly so, asit isthe teacher who isviolating conver sational
norms. Restricting repetition to its normal NS usage would help to
eliminate situations wher e the teacher actually isrepeating the sentence
because sheisnot certain she heard correctly, while the student, assuming
that an error was made, altersthe utterance.

A second major problem with error correction isthat it can be
potentially uselessif the learner isnot tending to the feedback. For
example, if ateacher providesfeedback about an incorrect language form
to a student who istrying to express her self on some important topic at
that moment, it islikely that that student will not even take note of the
correction, let alone assimilateit.

In addition to the problems already cited, some feedback can prove

useless because learnersare not ableto assimilateit even if they are
paying attention. Sharwood Smith (1991) points out that sometimes even
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grammatical itemsthat lear ner s are specifically made conscious of cannot

become salient to them if their internal lear ning mechanisms are not yet
to a stage wherethey can attend to theinput. For example, if an
instructor substitutes a learner's use of the simple past tense with the
present perfect, and thelearner hasno concept of either the form or
function of the present perfect, the learner will mimic the correction, but

will not be ableto attend toit. Apparently error correction isuseless
when it involves a linguistic stage of development that istoo far beyond
thelearner's present stage.

Finally, error correction might also discourage a lear ner, especially at
the beginning stages of learning, or if the feedback isprovided in an
inappropriate manner. Too much feedback all at once, or over the course
of time, may make a learner feel that no progressisbeing made or ever
will be made. Thismay also be the case with mor e advanced but less
confident learners.

Potential Advantages of Error Correction. Despite the potential
problemsinvolved in correcting students errors, negative feedback (error
correction) has been shown to be helpful in certain classroom situations.
There are two components of the language acquisition process that have
the potential, theoretically, to be altered: therate and the route of
acquisition. Long's (1983) review of naturalistic and instructional
acquisition studies concluded that instruction, which presumably includes
error correction, can have a positive effect on acquisition, although, asEllis
(1984) points out, the review shows evidence of effect on only therate, not
theroute, of acquisition. A number of studies (e.g. Dulay & Burt, 1973,
1974) have provided strong evidence that the route of acquisition may be
immutable. If teachersare aware that some structuresare acquired much
later in thelearning processthan others, they will realizethat it is
generally uselessto concentrate on correction of alate-acquired form with
beginning lear ners and can spend mor e time focusing on grammatical
itemsthat the natural route predictswill be acquired earlier.

One of the dilemmas of the communicative classroom is achieving a
balance between fluency and accuracy. Despite the many positive aspects
of the communicative classroom, too strong an emphasis on language
function may result in L2 speakerswho exhibit a great deal of
communicative competence, but very little grammatical accuracy. While
this may be acceptable for some learners, other learners, for example
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those who plan towork or study in the TL country, will need to obtain a
greater degree of accuracy intheL2. Error correction may be of vital
importanceto those students who wish to develop a high level of TL
accuracy.

One study that supportsthe use of negative feedback in the classroom
isLightbown and Spada's (1990) work. They found that the accuracy with
which studentsused certain English structureswas positively correlated to
differencesin teachers instruction. Theteachersall spent lessthan 30%
of classtime on form-focused activitiesand rarely " taught” grammar, their
emphasis on language form occurring in responseto alearner error or to
adirect request for TL help. Lightbown and Spada found that teachers
tended to focus on different areas of language as the emphasis of such
"lessons," for example, oneteacher stressed grammar and another
vocabulary. Students from different classesvaried in their formal accuracy,
presumably as a function of the individual teacher'sfocus.

Addressing theissue of UG, White (1991) exploresthe problematic
case of learners formations of incorrect L2 hypotheses that cannot be
disproven by positive evidence (normal native speaker speech) alone.
Under such circumstances, she asserts, negative feedback must be provided
for the learner to sort out the L2 rules, as UG will not be ableto. White
studied the effects of explicit instruction on adverb placement with two
groups of native French speakerslearning English. She proposed that
structuresthat are acceptablein French, and would be non-occurring with
only positiveinput in English, could pose a problem for French learners
of English, asthe francophone learner might assumethat the French
structureisalso aviable option in English. White found that, in
accordance with her hypothesis, only the group that received negative as
well as positive feedback was awar e that an adverb may not be placed
between a verb and itsobject in English, asit can bein French.

Felix and Weigl (1991) also examined UG in the classroom and found
no evidence that their subjects had accessto UG. Thesituation was an
extreme case of pureinstructional acquisition, the lear ners having no
exposureto English beyond what they could watch on television. The
teaching method used in the school closely followed the principles of
Audiolingualism, with teacher s discouraging lear ners from making any
utterancesthat were not grammatically well-formed. Felix and Weigl
found that, on atest of grammaticality judgement, lear nersused systematic
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strategiesthat were not tied to UG. Thetwo major strategiesthat the

students employed were (a) referenceto the corresponding German
structure asabasisfor judgement and (b) a strict adherence to what had

been explicitly taught in class. Although the particular teaching style used

in this classroom could have been a factor in limiting accessto UG, the
findings still have important implicationsfor ESL teachers. Sincethe
students wer e not able to make generalizations on their own, support for
sometype of error correction isapparent.

Further study, such asWhite's (1991) work on adverb placement rules,
must still bedonein order to document what effects, if any, error correc-
tion hason L2 acquisition in thelong term.

Corrective Techniques. Error correction, then, appearsto be a helpful
and potentially necessary part of classroom SLA. In order for error
correction to be effective, however, it must be done appropriately. This
isdifficult, as each time teacher s decide to make corrections, they have a
large number of choicesto makein avery short amount of time.

What to Correct. When deciding what to correct, Celce-Murcia
(1991) suggests an updated version of Burt and Kiparsky's (1974) notion
of global and local errors. Burt and Kipar sky definelocal errorsasthose
that usually do not impede under standing and global errorsasthoseerrors
that can cause an entire utterance to be misunder stood. While Burt and
Kiparsky work almost exclusively at the sentencelevel in their definitions,
Celce-Murcia proposes that a more useful interpretation for today's
communicative classroomswould beto view local errorsasthose at the
sentence level and global errorsasthose at the discour se level, for
example an organizational problem.

Whilethisreinterpretation can be of help to ESL teachersin deciding
which errorsshould be given priority when correcting, a word of caution
may be necessary. In spoken language, discourse errors can be difficult,
if not impossible, to correct. In addition, because the distinction between
global and local errorsused in both of the studiesisimprecise, a
comparison of theoriginal definition and Celce-Murcia's later
inter pretation might provide the most useful information for teachers.
Perhapsthe most important function of the definitions at this point isas
adevicefor raising teachers awareness of varioustypesof errorsand
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realizing that errorswhich cause misunder standings should command the
most attention when correcting.

Another important issue to examine when discussing the quick, often
intuitive decisionsthat ESL teachersmust makein order to correct an
error isthe problemsthat NNSs can havein making such choices,
particularly when discourseisinvolved. The majority of theworld's
teachers of English asa Foreign Language are NNSs, and while they may
bevery fluent, it isoften difficult for a NNSto makethe kind of intuitive
discrimination that is done by NSSs when they come acr oss a discour se
error. Often NSSsthemselves cannot explain why a certain connection or
type of organization isincorrect and can only say that it " feels' wrong.
Levelsof politenessor various styles of infor mation presentation, for
example, can be very difficult for the non-native-speaking teacher of
English to grasp.

Who Should Correct. Onceteachershaveidentified an error that
should be corrected, they face the choice of who should makethe
correction. Error correction resultsin the situation of having one speaker
impose judgement on another speaker'sutterances, which isat best
unusual, at wor st extremely rudein natural conver sations, as Chaudron
(1988) points out. Problems can arise from this, especially in a com-
municative classroom in which an attempt is madeto teach language in
real-life contexts. One way to make classroom L 2 conver sations more
natural, and possibly more helpful to thelearner, isto encour age self-
correction.

A study by Kasper (1985) looked into repair (correction) inthe L2
classroom. She definesrepair as" modifications of trouble sour ces which
have manifested themselvesin the discourse” (p. 200). Kasper analyzed
avideotape of an English classat a Danish high school, which included
both the language-centered and the communication-center ed portions of
the lesson. Kasper'sdata show that overall self-completed repair by the
learner isfavored by both the teacher and the learner. She points out that
self-completed repair ispreferableasit givesthe learner a chanceto
restore face and providesthe teacher with a glimpse at thelearner's
proficiency. Perhaps moreimportantly, self-completed repair requiresthat
thelearner access and productively employ an alter native target language
rule, thereby testing a hypothesis or reinforcing existing knowledge.



How to Correct. Chaudron's point concerning the conver sationally
unnatural situation that error correction createsincreasesthe argument for
providing atimein an L2 classroom strictly for communication, during
which thereisno overt correction, and atime for discussion about form
during which the teacher can provide correction. In doing this, teachers
will be showing their studentsthat, aslearners, they do not always need to
feel the pressure of forming grammatically correct utterances. The
activities discussed below may be helpful as modelsfor showing teachers
how to make a correction.

In responseto the ambiguity and inconsistency of teacher corrective
movesthat have been frequently observed, Schachter (1981) proposesa
series of hand signalsthat could be used to alert a student to the presence
of an oral error in an unambiguous way. She suggests hand signalsthat
form variouslettersfor certain error types, such asa "P' toindicate an
incorrect preposition. Thistype of signal alertsthe student to the fact that
an error hasoccurred and is quite specific asto the category of theerror.
In addition, the hand signals can give studentstimeto self-correct. While
Schachter's signals would not be appropriate to use when communication
isthefocus, astheteacher will want to emphasize natural communication
skills, the signals may be of value when grammatical accuracy isbeing
practiced.

Asan elaboration on Kasper's (1985) demonstration of the preference
for self-correction by thelearner, Celce-Murcia (1991) recommends that
teacherswork to advancetheir students abilitiesto self-correct. Teaching
learnersto locate errors, she proposes, will lead to an increasein their
abilitiesto self-correct. One activity she suggestsis asking studentsto
point out theincorrect sentencein a group of correct sentences. With
lower -level lear ners, who have a mor e difficult time making grammaticality
judgments, she suggests having them simply state the differences between
two sentences, thus making them more awar e of form. Although theideas
she proposesrelate mainly to written language, it is possible for the
teacher to utilizethistype of activity during oral work. For example, the
teacher can ask for alternative waysto state something, or for studentsto
compar e the way they might say something with the way the teacher might
say it.

Also, increased wait time by theteacher after an error hasoccurred
may lead to more incidences of student self-correction. Although it isnot
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exactly clear to what extent increased wait time can result in self-correc-
tion, studies have shown that waiting can be a valuabletool for the
teacher. Holley and King (1971) instructed a group of teachersto wait
fiveto ten seconds after a student hesitated befor e offering a correction.
They found that when the teacher s gave the studentsthis extratime,
students self-corrected over 50% of thetime. Their study showsthat some
teacher correction may be unnecessary and that offering a correction too
quickly can result in overcorrection on theteacher'spart and the
elimination of a valuable opportunity for thelearner to employ aTL rule.

In summary, it appearsthat ESL teachersshould (a) provide negative
feedback, (b) provideit in meaningful contexts, (c) set aside atime for
explicit error correction and focus on thetarget language form, (d) provide
feedback in a clear and consistent manner, and (e) emphasize correction
of errorsthat impede under standing.

Conclusion

Even though a great deal of debate still continuesamong ESL
resear cher s about whether or not error correction isat all valuableto the
lear ner, the resear ch above suggeststhat error correction may provide a
beneficial, and per haps even necessary contribution to second language
acquisition. Until resear chers provide more certain guidelines, instructors
must take into account their students expectations of language learning,
which probably include error correction. At this point the consensus seems
to bethat in a communicative classroom negative feedback is helpful and
possibly even necessary, but only when the students are focused on form.
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USE OF ROUTINE CONVERSATIONSIN TEACHING
COMMUNICATIVE COMPETENCE TO JAPANESE
STUDENTS

Noriko Iwasaki
University of Washington

Abstract

Theoriesin pragmatics provide a possible reason why second
language lear ner s cannot communicate effectively even though
they know grammar, vocabulary, and pronunciation. In this
paper, " principles’ in communication or rulesof language usein
English and Japanese are compared in an attempt to find sour ces
of difficultiesthat Japanese ESL students have. Theoriesin
speech acts, trice's (1975) Cooper ative Principles and L akoff's
(1973) study in rules of politeness provide the theoretical
framework for the comparison.

The examination of the theories and the comparison reveal two
major sources of difficulty: (a) different priority in Cooperative
Principlesand in rules of politenesswhich result in strikingly
different application of therulesand (b) lack of knowledge of
adjacency pairsand other conventionscrucial in realizing speech
acts. In order for studentsto overcome these difficulties, the
author suggests memorization of carefully designed routine
conver sations and effective utilization of the memorized materials
in class.

Sample classroom procedures are given for effective use of
routine conversationsfor an ideal communicative appr oach,
integrating grammatical competence, socio-cultural competence
and strategic competence as equally important components of
communicative competence.
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[ntroduction

Japanese language and culture are markedly different from English.
Thisisonereason why Japanese lear ners of English have a hard time
acquiring proficiency in English, despite the fact that most of them study
English asa compulsory subject for at least six years. They seem ableto
acquirelinguistic competence, including grammar, pronunciation and
vocabulary to some extent, but they cannot utilize what they know to
communicate effectively in English.

Asan English teacher at a foreign language school in Japan | was
teaching the most advanced coursesin grammar, reading, writing and
public speech. My credentialsin English were strong: a high score on the
TOEFL, good knowledge of English grammar, and " fluent spoken" English.
Sometimes, as| quietly sat in a corner of theteachers waiting room, a
native speaker of English would comein and say, " How are you doing?"
Not being sure of what | was expected to say, | would haveto think for a
few seconds about how to respond. By thetime | decided to at least say
"Hi," the person was usually already gone. Theimpression | gave was one
of being either very unfriendly or unableto speak English. Thereal
reason was a lack of instruction or experiencein how to respond to the
basic greeting " How areyou doing?"

Principlesin conversation, or what D' Souza (1988) callsthe" grammar
of culture,” havelong been neglected or treated inadequately in the
instruction of English in Japan. Because of this, Japanese students of
English either use English inappropriately or become even more silent
than Japanese are known to be.

In this paper, suggestions are made for teaching culturally fluent
communication and grammatical accuracy at the same time through
effective utilization of routine conversations. A synthesis of important
aspects of communication is suggested by having students memorize
routine conver sations and use what they have memorized in appropriate
context. Thereproduction of the memorized materialsisfollowed by
application of thelearned itemsin controlled, unrehear sed contexts. The
conver sations are to contain culturally and grammatically important
elements, which students can apply in other contexts aswell.
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Effectiveness of the above method is rationalized by comparing how
principlesin conver sationswould berealized differently in English and in
Japanese. These differences may confuse Japanese students and make it
Impossible for them to deduce how to respond appropriately in context
from what they know about the language and culture. At the same time,
unlimited possibilities of utterances make an inductive approach the least
feasible. The difficulty in producing an appropriate response may
discourage Japanese students from actually using English to communicate,
which should be the most effective way for them to improve.
Memorization of essential routine conver sations would enable those
studentsto use the language and function appropriately in contexts without
feeling threatened or embarrassed. Thiswould eventually help the
students communicate mor e actively and mor e fluently.

Communicative Competence

One source of frustration for ESL studentswho have studied English
for along period (and have acquired satisfactory control of grammar,
pronunciation, and vocabulary) isnot knowing how to use the language
appropriately in a given context. Another source of frustration isthe
inability to interpret verbal and nonverbal behavior appropriately. There
isclearly a need for studentsto learn a set of social rulesin order to
communicate effectively. The ability to produce and interpret verbal and
nonver bal behavior iswhat Hymes (1972) calls" communicative
competence,” which isminimally composed of " grammatical competence,”
" sociolinguistic competence,” and " strategic competence,” aspointed out by
Canale and Swain (1980). Sociolinguistic competenceis assumed to
include pragmatics (including principlesin conver sations) since
sociolinguistics includes non-linguistic elements like non-ver bal
communication, wher eas pragmatics deals mainly with language usein
contexts.

Differences and Similarities. Communicative styles differ from culture
to culture, but arenot totally different. Keenan (1976), having studied
conver sational postulatesin Malagasy society, found that the maxim " Be
informative" often doesnot seem to hold in Malagasy society since
Malagasy people are generally very reluctant to give precise information.
Keenan, however, points out that the maxim might be observed or violated
in accor dance with the situation, i.e., how significant the information is,
and the relationships between theinterlocutors, just asin English-speaking
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cultures. But the scope of significance in Malagasy society differsa great
deal from Wester n societies. Malagasy people mostly live in small
communitiesand have a very good idea about what isgoing on in the
community. Because they value infor mation that other people may not
know, they arereluctant to give away information which would seem trivial
to Westerners.

Nelson (1984) examined the linguistic features used to express
politenessin Japanese and found that the rules of politeness suggested by
L akoff (1973) to be universal also worked in Japanese, but " with some
modification.” Schmidt and Richards (1980) agr ee that many speech act
strategiesare universal " only if they are phrased in extremely general
terms’ (p. 140). They reviewed studies showing differencesin
communication between cultures. One by Searle (1975) showsthat certain
idiomatic forms are conventionally established devicesfor indirect speech
acts, so similar expressionswould never work in another culture. Schmidt
and Richards conclude, therefore, that language lear ners need to learn
particular conventionalized forms. The learners also need to know
particular speech acts appropriate to specific contexts.

Richards (1980) points out the difficulty in inter preting speech acts,
I.e., actsthat speakersintend to carry out by speech. Communication
breakdowns easily occur when non-native speakers of English fail to
inter pret speech acts correctly. Many of theideas behind principlesin
speech actsare universal, but when they are applied, the outcome differs
agreat deal from language to language. Thus, language forms used for
speech acts ar e specific to each language. What isimportant, then, isto
determineto what extent the learners can apply the principlesin
conversation in their first language to the second language and to learn to
discer n the differ ences between the two.

Japanese and English. In order to predict the difficulties that
Japanese students may encounter, some principlesin Japanese
conver sation and somein English conver sation will be examined and
compared here.

Cooper ative Principles. Grice (1975) described four maxims, or
Principles of Cooperative Behaviors, which operatein conver sation.
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1. Maxim of Quantity: Make your contribution just asinformative as
required.

2. Maxim of Quality: Make your contribution onethat istrue.
3. Maxim of Relation: Make your contribution relevant.
4. Maxim of Manner: Avoid obscurity and ambiguity.

These maxims are observed in English, and utterances can have a
wide range of meaning by the manipulation of these maxims. However,
Nelson (1984) pointsout that the Maxims of Quantity and Manner are
sometimes violated in Japanese for the sake of politeness.

Shi O totte moraemasen ka?
Salt get can-receive-Neg
" Couldn't I have you passthe salt?"

According to Nelson, because the speaker intendsto be polite, sshe
violates the two maxims, Maxim of quantity and Maxime of Manner. In
other words, " have you passthe salt" has more than enough information,
which makes the meaning of the expression ambiguous.

Onewould not even need to use the above example to know that the
Cooperative Principle" Maxim of Manner: Avoid obscurity and ambiguity,"
isnot always observed in Japanese language since Japanese communicative
styleisknown to beindirect and ambiguous. According to Condon (1984)
one of the " Japanese habits' often noted by Americansisthat "the
Japanese use vague wor ds and ambiguous expressions so that it ishard to
know wherethey stand" (p. 38).

It should be noted, however, that indirectnessisalso used asaway to
be politein English-speaking culturesand in other cultures. If that isthe
case, why do so many Westernersthink the Japanese are indirect and
ambiguous? There must be something different in the way Japanese
peopleareindirect.

L akoff (1973) arguesthat there aretwo basic " rules of pragmatic
competence” (p. 296).
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1. Beclear.
2. Bepolite.

She pointsout that clarity and politeness sometimes are in conflict, and
when they are, politeness super sedes. This may be natural since
establishing a good relationship is often more important than relaying the
content. Though these basic ideas are very similar in both languages, the
outcome seemsto berather different.

Paliteness. L akoff illustratesrules of politeness asfollows:
1. Don't impose.

2. Giveoptions.

3. MakeA feel good—Dbe friendly.

Rule 2 operatesvery similarly in both languages. In English, hedges or
euphemismsare used in order to be polite. Onemay say "Heis sort of
conservative" (hedge), or "Heis doing number 2" (euphemism). Or one
might say "I guessit'stime toleave" even though the speaker iscertain
about what heissaying. The speaker givesoptionsto the addr essee about
thetruth of the content in these utterancesin order not to sound so
assertive asto offend the addr essee.

Lakoff claimsthat "to beclear" isa subcase of Rule 1 of politeness
(i.e,"Don't impose"). The purpose of being clear isto avoid wasting the
addressee'stime and to get the message communicated in the shortest
time. Whilethis may be a major way of being politein English, in
Japanese conver sation ellipses or unfinished sentences are often used " to
avoid theimposition of the speaker'sintention or decision on the
addressee" (Nelson, 1984, p. 6). Thisiscertainly the case in Japanese.
The assumption which underliesthe ellipses or unfinished sentencesis
something like, " If | say thismuch, this person must be able to under stand
what | want, and saying more would only sound pushy and rude." Thisdoes
not mean that Japanese speakersusually say lesswhen they are polite than
when they are casual and direct. Japanese speakerstend to havealong
introduction to make a point, and the point is often not addr essed.
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Nelson (1984) points out that Rule 3 works differently in English and
Japanese aswell. She claimsthat being friendly and treating people
equally might be a way of making somebody feel good in English, but that
being formal isthe Japanese way of making someone feel good.

Lakoff (1973) statesthat what is polite for one person might berude
for another person. She concludesthat thethreerulesare universal, but
different orders of precedence might be observed in different languages.
She has shown how therules can be manipulated in order to be politein
English. Though further analysis of the differ ences between the two
languagesis needed, L akoff has asleast shown that thereisagreat deal
of similarity between the two. Some Japanese ESL learnerstend to think
that they do not haveto be as politein English asthey usually arein
Japanese, over generalizing the fact that English hasrelatively few devices
for politeness wher eas Japanese language has a great many. That iswhy
some Japanese students sound a little too direct, while other swho apply
Japanese politeness directly into English, sound too polite. Sometimes
those who have experienced failurein communication, especially in making
requests, become direct or even rude. They first use ellipsisto be polite,
which may be very difficult for Americansto figure out, and fail to have
their requestsrecognized and accepted. Then, their realization that they
haveto be direct and clear may maketheir later requests sound so direct
asto sound pushy or desper ate.

Topics. Topic nomination isanother potential source of difficulty for
non-native speakersalthough it may not be as serious as the difficulties
discussed previously. According to Richards (1980), to select, introduce,
develop and change topicsisimportant in conversation. L earners have to
know about specific restrictions of topicsin the target language, i.e., what
to talk about, what not to talk about, and with whom to talk about certain
topicsin thetarget culture. Barnlund (1975) carried out a survey about
ver bal self-disclosure and found that topics Japanese and Americans chose
to talk about with certain targets (close friends, acquaintances, par ents)
werevery similar. The most frequently discussed topics among Japanese
wer e matters of interest and taste, followed by opinions about public
issues, and attitudes toward work or studies. Financial matters, personality
and feelings about one's body ranked lower. Among Americans, the
ranking of topicswas very similar except that attitudes towardswork and
studies wer e the second most commonly discussed topics.
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Thus, Japanese lear ners of English may not haveto bevery careful in
choosing topicsfor conver sations when talking with Americans. However,
Barnlund found that the extent of self-disclosure was scored much higher
for Americans. What Japanese ESL |earners might have to know is how
far in depth Americanswould be able to go without being offensive when
discussing certain topics.

Conventionalized Forms.
1. Speech Acts

Speech acts are things we actually do when we speak: e.g., asserting,
reporting, requesting, giving suggestions. According to Richards (1980),
" linguistic conventions associated with the realization of speech acts may
vary considerably acrosslanguages’ (p. 419). Thus, it can bevery hard for
ESL learnersto under stand the intended meaning. The most common
confusing expressions | have heard Japanese students complain about are
in fact very simple greetings such as" What'sup?" "How isit going?" and
" Seeyou later." Many of them try to interpret the expressionsliterally.
They try to explain what is happening in their liveswhenever some people
greet them saying " What'sup?" try tofigure out what "it" iswhen greeted
"How isit going?" or why the person says" Seeyou later" when ghewill be
most unlikely to see them again. If they only knew that these expressions
are conventionalized forms of greetings which do not require " answers'
except conventionalized responses, their liveson arrival in the United
Stateswould be easier.

2. Adjacency pairs

Very often the second utterancesin conver sations areidentified as
being related to thefirst ones. These pairsare called " adjacency pairs.”
In other words, the second utterances ar e predictable from thefirst
utterances. Speech acts are often realized in communication as adjacency
pairs. When the partner knowswhat is expected by the first utterance, the
speech act intended by the speaker can berealized. Examples of
adjacency pairsareasfollows:

a) Greeting-Greeting A.How'sit going?
B. Good.
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b) Request-Grant A. Can | smoke?
B. Sure. Go ahead.

c) Request for information-Grant A. Do you havethetime?
B. It'sone o'clock.

Native speakersmay takeit for granted that Speaker A isjust greeting
in (a), isasking for permission in (b), and asking for information in (c).
However, greeting by inquiring about the partner's condition isan
American custom (and it may not really be" inquiring" anything). The use
of " can" in asking for permission isan English convention. Native speakers
know that in (c) A wantsto know the time only because 'Do you have the
time?" iscommonly used for thispurpose. In fact, ESL learnershave
difficulty under standing the intended speech acts of thefirst utterances.
The students either have to be exposed to the culturefor along time or
have to be taught explicitly about these conventionalized expressions.

In (a), an ESL learner might reply, " What do you mean by 'it'? Study,
work, or what?" In (b), " Yes, you can, but | do not likeit,” and in (c),
"Time? What time? | do not havetimenow.” In fact, thesereplieswere
thisauthor'sreactionsupon first hearing these utterances. ESL learners
need to know how speech actswork in English, and need to know many
adjacency pairsin order to communicate comfortably.

3. Opening and closing formulae for speech events

An adjacency pair like greeting-greeting isthe most common way to
open a conver sation. If second language lear nersknow the pair, they can
comfortably open a conversation, asin the example below from Richards,
and can continue the conver sation by bringing up an appropriate topic.

A. What'sup?

B. Not much. What's up with you?

A. Nothing.

ESL learnersalso may not comprehend signalsfor closing. Richards
gives examples from Schegloff and Sacks (1973). Closings ar e preceded
by preclosings, such as"we-éll," "OIL..." and " so0-00." Without knowing the
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signals, ESL learnersmay try to continue the conversation, or may not
know how to expresstheir own intention of closing.

In Japanese, similar expressions are used for pre-closing just asin
English. However, other similar expressions could only be transition or
opening of conversation. For example, Japanese equivalentsfor English
expressions " we-ell," "OK," and " s0-00" areexpressonssuch as" eeto...,"
"anoo...," "zya.." and others. Among those, " anoo..." could often be used
for opening, and if not, used to express hesitation in deciding how to
continue. It seemsthat " Eeto..." can only be used for hesitation while
sear ching for words. On the other hand, " zya..." could definitely be used
asasignal for major transition or pre-closing. These very short
expressions usually do not have definite meaning except that they are used
as certain signals. It seemsthat which oneto usefor opening or which
onetousefor pre-closingisjust a matter of convention.

Misinter pretation of an opening or closing may cause more serious
problemsthan not knowing how to use one. A frequent complaint heard
from Japanese ESL learnersin the U.S. is: " Americans often say things
they do not mean. They are soinsincere. They say ‘we must get together
soon' or something like that, but they never call me again to make an
appointment.” If thelearnersknew that " we must get together soon" can
bejust a convention for closing, they would not anxiously wait for the
phone calls, or misunder stand the Americans when they do not receive
any.

Interestingly, Japanese people use a similar strategy for closing
conversation " nicely." Many people say " sonouchi asobini kite kudasai ne"
(" please come visit me sometime") in closing conver sation. Very often they
do not mean it. Whether they mean it or not depends on how closethe
addressees are to the speakers. If the addressees are considered close
enough to visit the speakers, the speaker s probably do mean it. If not, it
isjust a conventionalized sociable closing. If non-native speakers do not
know this, and visit the speakers, they will most likely embarrass
themselves.

The above examplesillustrate that although similar rules may be
observed in the two different cultures, what speakersactually say torealize
some actsis often conventionalized. There are both universal principles
and language-specific application of the principles. Thisisa potentially
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serious sour ce of confusion for ESL lear ner s unless differences and
commonalities are more precisely studied. To teach ESL learnersthat
Americansare" different” isnot useful unlessdifferences are precisely
defined. Schmidt and Richards (1980) point out that

(the Japanese) generally believes and is probably taught (in
accor dance with the prevailing stereotype) that while Japaneseis
avery "polite" language, Englishis"logical," " direct" and not very
polite...[therefor €] (the Japanese may) be insensitiveto the
nuances of English politeness. (p. 150)

It isnot that the Japanese areindirect and Americans are not. How,
when, to whom and to what extent they are supposed to beindirect or
polite are different between the two cultures.

For thereasons above, | propose use of authentic routine
conver sations for teaching communicative competence to Japanese
students. Use of such conver sationsinvolves (a) presentation of authentic
conver sations to show how language is actually used to realize certain
speech acts, and to show how socio-cultural rules affect the use of
language, (b) memorization of conver sations and (c) application of the
embedded rulesin other contexts.

Strategic Competence

Befor e discussing my proposal for teaching communicative
competence further, another important component, " strategic competence,”
should be discussed. Asmentioned earlier in this paper, Canale and Swain
(1980) point out communicative competence is composed at least of
grammatical competence, sociolinguistic competence, and strategic
competence.

Japanese students usually have less difficulty in grammatical
competence, but sociolinguistic competence (including rulesin language
use) poses great difficulty. Although lack of strategic competence would
not be as serious a sour ce of difficulty aslack of the other competencies
would, strategic competence would be extremely useful to save students
whenever their grammatical or sociolinguistic competenceisnot sufficient.



Canale and Swain (1980) define strategic competence as" verbal and
nonver bal communication strategiesthat may be called into action to
compensate for breakdown in communication due to performance
variables or to insufficient competence” (p. 30). Other researchershave
also examined and discussed similar skills effective for intercultural or
inter per sonal communication.

Strategic competenceis especially important for ESL students or
non-native speakersliving in thetarget culture. In Japan, English learners
would not have a very hard timein communicating in English because
participantsin intercultural settings (e.g., workplace, confer ences) have
good reasonsto interact with each other and may have had sometraining
in intercultural communication. In thetarget culture, non-native speakers
have to interact with native speakerswho do not have any particular
reason to listen to them. ESL studentsin the U.S. need to talk to
strangers, classmates, professors, or gover nment officer swhom they meet
for thefirst time. These people may not haveto listen to them patiently.

If theroutine conver sationsfor teaching are carefully designed so that
they contain basic linguistic unitsor clauses commonly used for successful
communicative strategies, the conver sations can help studentslearn
strategic competence aswell. In fact, many effective skillsfor intercultural
communication will be mainly carried out verbally.

Ruben (1987) identified the following seven skillsfor intercultural
competence (p. 40):

1. The capacity to beflexible.

2. The capacity to be nonjudgmental.

3. Tolerancefor ambiguity.

4. The capacity to communicate respect.

5. The capacity to personalize one's knowledge and per ceptions.
6. The capacity to display empathy.

7. Thecapacity for turn taking.
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| want to add two more skillsfor ESL students.
8. The capacity to be a good listener.
9. The capacity to make oneself under stood.

Some people have the above capacities, but may not be ableto
expressthem effectively, verbally and nonverbally, in a different culture.

Students would find themselves mor e successful in communication
when they taketimeto use seemingly trivial additional phrasessuch as" to
me, ..." or "asfar as| know." These phraseswould help them to
personalize their knowledge and per ception. Thefollowing are examples
of phrases and linguistic skillsto help students acquire the strategic
intercultural competence described above.

a. The capacity for turn-taking.
Phrases: "I think that..." " In my opinion..." "Tome..."

Other related skills: Topic nomination. The ability to bring up another
topic to keep the conversation going.

Nonverbal aspects. Timing to take turns. Eye contact.

b. The capacity to personalize one's knowledge and per ception.
Phrases. " Asfar asl know..." 'Tome..." " Up tonow..." Useof " some"
instead of "all" (Keyes, 1982).

c. The capacity to beagood listener.

i) Skill for comprehension:
Under standing various functions of " OK" " Now..." " So..."
i) Skill for clarification

Asking for focused repetition (Baxter, 1983)

E.g., A: | went . B: You went where?
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Asking for meaning/spelling.
Phrases. " What doesthat mean?" " How do you spell it?"
Asking for repetition

Phrases. " Could you say that again?" " What did you say?" "Huh?"
"What?"

Paraphrasing
Phrases. " You mean ?" "You aresaying (!
d. The capacity to make oneself understood.
i) Skill for providing feedback
Expressing difficulty in under standing.

Phrases: " Sorry, but | did not understand.” "I don't understand
you."

Expressing difficulty in answering.

Phrases: "Let mesee..." "| am not sure, but
"Well..." 'That'sa difficult question.” " It depends.”

i) Skill to check thelistener's under standing.

Phrases. " Have | made myself understood?" " Isit clear?"
iii) Skill for clarification

Paraphrasing

Phrases: " Or..." "In other words..." "What | am sayingis..."
"Let meput it thisway..."

The above examples areimportant for Japanese ESL studentsin
particular. Skills(c) and (d) are especially useful for Japanese students,
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who tend to take too much time befor e answering questions dueto
insufficient linguistic ability and different communication styles. Native
speakers might misinter pret this asthe Japanese habit of " silence.” Many
ESL studentscannot answer a question immediately because they think
they need to provide a definite answer and so take timeto think. Phrases
like" It depends,” or "1'm not sure, but | guess..." or use of hesitation noise
in English ("ummm...," "weeell...") will help these studentsa great deal.

The above phrases and skills, useful to achieve better strategic
competence, can easily beincluded in sets of routine conver sations. This
enables studentsto learn the phrases and associated skillsin appropriate
contexts. The phrases can be memorized and can later be applied in
real-life Situationsif students are given enough activitiesfor application.
Therefore, teaching all the componentsin communicative competence can
be accomplished through use of well-designed routine conver sations.

Teaching Communicative Competence

Explanation of rules associated with communicative competence, such
as discussed above, can be complex and endless. Non-native speaker s can
never master all the principlesin conversation and put them into practice.
Even if they learn some principles, it isnot possible to predict what ver bal
expressions could be generated from the principles. The deductive
approach would not work here.

Memorization of Routine Conver sations. Perhapsthe most effective
startis to memorizeroutine formulae and usethem in appropriate
situations. As previously discussed, many culture-specific rules seem to be
embedded in established convention. Although memorization may
discourage creativity of students, it would play an important rolein the
acquisition of culturally appropriate communicative skills.

Many resear cher s support the effectiveness of routine formulae
(Jorden & Walton, 1987; Nattinger, 1988; Wong-Fillmore, cited in
Huebner, 1983). Such formulae ar e adjacency pairs, clauses, or chunks.
Nattinger callsthese chunks" lexical phrases’ and emphasizestheir
effectivenessin learning vocabulary rather than memorizing separ ate
words. Lexical phrases can lead to fluency in speaking and writing, and
allow the learnersto pay attention to discour se, not sentences. He also
believesthat lear ners eventually analyze the phrasesand find regular rules
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of syntax. Wong-Filimor e argues that the use of formulaic speech can
gradually evolve into creative language when motivated by thelearner's
needsfor communication.

Jorden and Walton (1987) point out that thereisno way for the
learnersto predict formulaic speech, especially when the target language
and the native language (learners native language) are markedly different.
They also arguethat basic dialogues containing for mulaic speech should
betheintroductory pedagogical unit for further analysisand practice. In
other words, learnersfirst acquireroutine conver sations and then analyze
the syntax and the principles of conversation (or culture) underlying the
conver sations. Thismay be far mor e effective than the other way around.

In addition to the above reasonsfor lear ning routine for mulae,
lear ners can use the formulae immediately. Familiarity with routine
conversationsfor the situationsthat the ESL lear nersfrequently
experience can immediately reduce their anxiety in thetarget culture. This
advantage may be particularly true with Japanese ESL students. As
Condon (1984) points out, Japanese prefer conformity with the group to
which they belong. They do not want to be different. Confor mity to the
native speakers model isnot necessary, but knowing how native speakers
would behave will certainly help them to know how to behave without
being misunder stood. M oreover, thisapproach may suit the Japanese
lear ning style, which is characterized by a tendency to accept what is
presented to them rather than create something new.

For thereasons above, | suggest the use of routine conver sations that
contain conventional phrases asteaching units: unitsfor teaching usage of
grammatical itemsin contexts, socio-cultural and pragmatic rules and how
they areactually applied in the target culture. Conversationsto be
presented to the students should (a) satisfy the students needs (i.e., the
conversation for the situations students frequently encounter), (b) facilitate
under standing of their target culture, and (c) provide a cor pus for
grammatical analysis. In organizing a syllabus, these conver sations can be
ordered in consideration of both functions and notions needed by students
and the level of grammatical complexity.

Sample Routine Conversations. | have chosen some conver sations for

Japanese ESL students comingtothe U.S. to study. Thesetake placein
the situationswhich they are most likely to encounter as students. Many
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of the students are eager to know the appropriate formulaic speech (if
thereisany). | asked ten native speaker s about their verbal and
non-verbal behavior in the following situations. These will not only satisfy
the students needs but also provide them with a cor pusfor cultural aswell
asgrammatical analysis (modal verbsin Examples 3 and 4).

1. Greeting friends
A: Hi. [smiling]
How areyou doing (How yadoin'?) / What'sup?/ What's
happening?
B: Hello. [smiling]
Good. / Fine, thanks.) Not much.
And you?
A: OK.
2. Greeting a professor.

A (student): Good morning, Dr. Brown (or first nameif A knows
the professor quite well).

B (professor): Hi. [Professor might not answer you in many
wor ds but students usually respond in more words.]

3. Asking a professor for a conference.

A (student): Excuse me, Professor Brown, may | make an

appointment when we can go over something I'm having a little
trouble with?

B (professor): Well, let's see. Tomorrow at three would be okay
for me.

4. Asking afriend afavor.

A: John, | wonder if you could do meafavor.

B: Wédll, | don't know. What'sthe favor ?
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A: Can you help mewith a paper | am supposed to turn in?
B: Sure

The dialogues above will be very useful as class material for the following
r easons.

1. Studentscan learn the most common and authentic conventional
expressions, and they can first produce the expressions without complex
analyss.

2. Through different sets of conversationsfor different contexts(eg.,
different social status of participants), studentslearn to communicate
appropriately in related contexts.

3. The conversations provide an opportunity to discuss not only
cultural behavior, but also other aspects of cultures which immediately
affect behavior, such asdifferent levels of human relations. e.g.,
relationship between a student and a teacher, friendship.

4. The students can practice nonverbal behavior in the class as well
asverbal behavior. The dialogues arefirst to be memorized and to be
performed realistically in the class so that students can learn and practice
appropriate nonverbal behavior aswell: e.g., smiling (Japanese usually do
not smilein greeting), waving and hugging (not bowing).

5. Thesecan also serve as good presentations of modal verbs.
Teachers can start discussing other usage as well. M emorization of
grammatical items actually used in contexts will enfor ce accurate
production of the grammatical items.

6. By practicing various dialogues, students can learn skills necessary
to function in thetarget society: e.g., how to ask for something, how to
accept arequest, how not to make a commitment too soon (" what isthe
favor?") and so on. Very often ESL students may accept somebody's
request not only because they do not know that they can say 'no,' but also
because they do not know appropriate wording for not making a
commitment too soon or for refusing politely.
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Sample Classroom Procedure. There may be variouswaysto utilize
routine conver sations like the above, but effectiveness of the conver sations
depends on how they areused in class. For example, just to have students
memorize the conver sationsfor reciting does not seem effective sincethe
students probably cannot inter nalize grammatical and cultural rules
embedded in them. The following is an example of effective procedure,
an adaptation of methods underlying a Japanese textbook, Japanese, the
Spoken Language by Jorden and Nada (1987-1990).

(Conversations areto be memorized at home.)

1. Set up thesituationsin which conversationswill take place
naturally.

2. "Acting" in the classroom with action, gesture, eye contact.

3. Explain verbal and non-verbal behavior related to the contexts,
cultural backgrounds, and useful grammar for the situations.

4. Exercises. acting in slightly different contexts.

Memorizing routine conver sationsisnot a goal for students. It isthe way
they start learning cultural and linguistic rules. Until students analyze the
rulesand try to apply therulesin other contexts (Procedure4), they
cannot internalize therules.

Meaningful contextualized exercises would be essential for application
of therules. It will be very effective to give students dlightly different
contextsto utilize therules embedded in the memorized material, instead
of substitution of words or phrases. For example, in greeting, give
different rolesto students. If an acquaintance in the neighborhood greets
saying " How areyou doing?," you would not even bother to explain your
condition even if there is something different on that day. But if a close
friend greetsin the sameway, you might expressyour feeling explicitly.

Theway requests are made may vary depending on contexts. whom
to ask, how big afavor it is, and soon. Thus, | suggest that teachersgive
different rolesto students, such asatenant and an apartment manager,
and give different requeststo make. Thisisan opportunity for students
to utilize their judgement of relationship to decide politenesslevel, and use
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different modal verbs appropriately and effectively. Have the students
perform theroles, give comments, show more appropriate and accurate
ways, and let them perform again. Trying to figure out what todoin a
given context is exactly what studentsneed to doin real life. But, in real
life, they do not often have another chanceto do better. An appropriate
response might give abad impression and affect their relationship.
Classrooms arethe only placeswherethey can try to improve themselves
without affecting their relationship with others.

Conclusion

Universal, yet Language-Specific. It seemsthat English and Japanese
languages have very similar underlying principlesin conversations. The
similarity isso evident that it seemsthat they may be universal. Canale
and Swain (1980) point out that there must be " rule-gover ned, universal,
and creative aspects of sociolinguistic competence” (p. 16). However, as
discussed previoudly in this paper, the waysthose rules are verbally
realized arevery far from predictable for non-native speakers of the
language. Thus, dependence on the students' creativity will not lead to
successful communication.

Creativity vs. Control. Various methods of " communicative language
teaching" have been recently developed by variousresearchersin order to
teach communicative competence. As Brown (1987) summarizes, one of
the characteristics of the approach isthat studentsareto use the language
in unrehearsed contexts. Thischaracteristic could lead to neglect of
grammatical accuracy and to the dependence on creativity. What should
be achieved, then, isan optimal balance between control and creativity.

Use of routine conver sation as suggested above may help achievethe
balance between control and creativity optimal for Japanese students. By
providing dlightly different and unrehear sed contextsin class, teachers can
provide opportunitiesfor studentsto apply thelearned rulesand to use
some creativity. The contexts presented to students should be controlled
and limited so that they only need what they have learned so far. Thiswill
allow students creativity within their competence, and will facilitate
appropriate and accurate communication. This preventsthe danger of
" premature creativity” in free communication setting, pointed out by
Hammerly (1985) and Quinn (1991).
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Memorized materialsasa starting point will help studentsdevelop a
certain level of appropriateness and accuracy. What's more, the
memorized materialswill help Japanese students have confidence in their
competence to deal with certain situations. By using the language in
meaningful contextsin class, very closeto real-life situations, they will
eventually become more competent and confident in other contexts as
well.

For the successful acquisition of communicative competence,
grammatical competence, socio-linguistic competence (including mastery
of principles of conversation) and strategic competence are equally
important. The suggestion made hereisan approach which integratesthe
three essential components most effectively.
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THE DIARY STUDY IN SECOND LANGUAGE ACQUISITION
RESEARCH

Susan Hemstreet
American Heritage Association

Abstract

Thispaper providesan overview of the status of diary studiesin

English asa second language resear ch, a survey of the processes
used by the author to conduct her research, and the conclusions
she cameto regarding the value of the diary study in second
language acquisition resear ch. Thisdiary study focuses on
sojourner adjustment and coping strategiesin a foreign
environment.

Introduction

For the purpose of my master'sthesisin TESOL, an examination of
sojourner adjustment and coping strategies, | analyzed adiary | kept
during thetwo and a half years| lived in Japan as an English teacher.

In opting to do adiary study, | choseto explore a still-developing field
of ethnographic resear ch. The centuries-old introspective technique of
diary-keeping increasingly has been used over the past ten yearsto probe
various aspects of classroom language lear ning and teaching for which
traditional quantitative or empirical research does not permit accurate
investigation (Matsumoto, 1987).

In the last decade, research on diary studies has been gathering
momentum, primarily under theimpetus of Kathleen Bailey of the
Monterey Institute. When she published her diary study of a university
French classin 1979, she commented that " the methodology istoo new and
theliteratureistoo limited" (Bailey, 1980, p. 64) to draw conclusions about
the usefulness of diary studies. However, since the publication of the first
diary studiesin the late seventies, the methods and stylistics of diary
studies have been somewhat refined and standar dized, although they are
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still evolving. Therefore, in choosing to do adiary study, | elected to do
aform of participant-observer, qualitative research.

Three major advantagesto qualitative second language r esear ch,
Gaies (1983) suggests, are asfollows: first, qualitative research allows for
sufficient investigation of the lear ning processes of second language
lear nerswho participatelittlein verbal classroom interaction. Second,
qualitative studies enable classroom resear chersto explore and obtain
important insightsinto learners mental statesor the thought processes
involved in classroom language lear ning experience. T hird, the
hypothesis-generating characteristic of qualitative approaches perfectly fills
the current needs of second language classr oom-centered research, in
which many significant variablesremain to be discovered.

Van Lier (1988) predictsthat observation will form the single most
important component of classroom research in the future. He does not
assume that observation is necessarily less objective than empirical studies,
the notion of objectivity being complex and relative.

Long (1983) agreeswith Van Lier (1988), saying:

M ost resear chers are generally unimpressed by the aura of
obj ectivity that surrounds experimental research, and especially
so when it isapplied to the study of human beings.
Ethnographersrecognize the biasinherent in one person
reporting events, but somefeel it isassafe or safer totrust one's
own insights as another's alleged objectivity. (p. 23)

Schumann (1978), who published theresults of her study of Farsi as
chronicled in adiary, recommends using the diary study to orient other
learners. Asalanguage learner in Iran, shefelt she had particular
difficulties finding language practice oppor tunities because of the
restrictions put on women in Iranian society. Schumann believes that
published journals of women who successfully learn second languagesin
similar circumstances would provide orientation and useful techniquesfor
gaining access to native speakersand for assuring sufficient linguistic input
to acquirethetarget language.
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A significant by-product of thediary study is self-reflection and an
increased consciousness of their experience on the part of thelearner.
Butler-Wall (cited in Bailey, 1990) remarked that a diary helped her

to sort out recurring issues, important questions...It seemsthat a
diary ismorethan the sum of its parts; although | wasthe one
who recorded every individual item, | did not realizewhat | had
recorded until | had recorded many items. (pp. 224-225)

Thissynergistic property of thediary study iswhat attracted me most
todiary study research.

Qualitiesof a Diary Study
A definition of thediary study isgiven in Bailey and Ochsner (1983):

A diary in second language lear ning, acquisition or teachingisan
account of a second language experience asrecorded in afirst
person journal...The central characteristic of thediary studiesis
that they areintrospective: thediarist studies his[sic] own
teaching or learning.... (p. 2)

The steps Bailey and Ochsner (1983) recommend toward conducting
diary research areasfollows:

1. Thediarist providesan account of her or his personal language
learning (or teaching) history.

Also called " cultural life histories," thisaccount contextualizesthe
diarist's per ceptions and observations, and givesthereader some hint of
thediarist'sfocusor bias. Thisisimportant because, as Bailey (1990)
states, " what the diarist perceives asreal may be moreimportant to that
person's language-lear ning experience than any external reality” (p. 86).
Thediarist's perception of eventsinformsthe study, and thusthe reader
hasto identify with thediarist much asheor she would identify with a
fictional character in anovel (Bailey & Ochsner, 1983).

2. Thediarist systematically records events, details, and feelings about
the current language experience in a confidential and candid diary.
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In order to avoid the retrospective lapse mentioned by Brown (1987),
it isbest that the diarist have ample time and accessto thediary
immediately after participation in theresearch situation. Bailey (1990)
recommendsthat the time allotted to writing about the language teaching
or learning experience should at least equal the time spent in class. Bailey
(1983) also stressesthe importance of setting up the conditionsfor writing
so that the actual process of writing isrelatively pleasant.

3. Oncethediary has been recorded, thediarist revisesthejournal
entriesfor public access.

Names ar e changed and infor mation damaging to others or
embarrassing for thediarist isdeleted. However, Bailey (1980) cautions
against changing mor e than the names of the other participantsand dates
of the study, in order not to dilute or impair the data. Misleading per sonal
descriptions may distort thereaders conclusions about the research.

4. Therevised diary isthen studied for significant patternsor events.

An issueisusually deemed salient if it arises frequently or with great
intensity.

5. Thefactorsidentified asimportant to the language learning or
teaching experience areinterpreted and discussed in the finished diary
study.

Bailey and Ochsner (1983) outline some stylistic preferencesfor the
diary studiesaswell. Asthediary iscreativeresearch, in which the author
usesthe data asa vehicle for expressing personal views, it iscritical that
theauthor makes her or his personality accessibleto the readersthrough
thewriting. Thus, believability isthefirst standard for weighing diary
studies. Thereader must accept the author's sincerity and motive in
creating adiary study.

Further, Bailey and Ochsner (1983) ask, " why deper sonalize the
personal?" (p. 193). Tothisend, it isrecommended that diary studiesbe
written in the first person, with active verbs, and that the indirect diction
of experimental research be avoided. The diarist must identify, and then
bond with, the reader ship.
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Matsumoto (1987) recommends amending the guidelinesto address
theissues of universality, reliability and methodology. She suggests that
the number of diariesinvestigated for a particular research benot just one
but several, and that the resear cher investigate other diariesin addition to
her or hisown, to avoid (as much as possible) idiosyncratic findings.
Second, theresults of thejournal data should be somehow quantified, as
in Brown's (1984) resear ch, to make the results more generalizable to
other populations.

Preparing the Diary for Analysis

Relatively few diary studies have been published; they aretypically
very long and the methodology of keeping and analyzing a diary study is
new and unpolished (Bailey, 1985, 1990; Bailey & Ochsner, 1983;
Matsumoto 1987). It typically takesalmost aslong to write about the data
asit doesto analyzeit (Bailey & Ochsner, 1983).

Thediary included in the appendix of my thesislooksvery unlikethe
four volumes| kept in Japan. Theblack and whitetyped text lent itself
to analysis, but wasunlike the variously inked and collage-like pages of the
actual diary. Theoriginal diary isnot just text. Pasted among my entries
are poems, newspaper clippings, notes from other people, song lyrics,
sketches, quotations from books, hor oscopes, chocolate stains and cir cled
tear drops. Thedifferent inksand handwritings used in the diary volumes
giveit an inchoate, messy look, more various and revealing than the diary
initstranscribed form.

Tobegin my research, | first re-read thediaries closely, marking
passages with colored notepaper for reference and inclusion in the
completed diary. | specifically looked for entriesrelating to adjustment
problems, language acquisition, interactionswith fellow sojournersand
Japanese colleagues, and my teaching. However, | soon became impatient
with thismethod of pre-reading and decided to typethediary up as|
re-read it, continually weighing what to include and what to leave out.

When | first began transcribing the diary | was sever e about what was
wor thy of inclusion and what was not. Asthetask continued | became
mor e lenient about including passages which merely reflected the activities
of my daily lifewithout shedding light on the four areas| wanted to treat
specifically.
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Often when | travelled outside of Japan on vacations | wrote lengthy
descriptions of the people and scenery. These descriptions wer e cut unless
they referred back to Japan or seemed pertinent. | also deleted most of
thereferencesto my family and other people back in Oregon. Finally, |
cut all the poems and passages from bookswhich | had recorded in the
diaries, even though some of the selections wer e obviousr eflections of my
feelings about Japan and my sojourn there. Placeswhere the diary has
been cut are marked by elipses. "..." However, thereisno mark to show
if an entire day's entry has been deleted.

Despite (or because of) the numerous excer pts, | decided not torevise
thewords of thediary for public consumption. The spellings and the
abbreviations aretranscribed, for the most part, asthey werein the
original diary. | found, as Bailey (1983) predicts, that as| conducted the
analysis, eventswhich initially seemed embarrassing becameless so. | had
a strong commitment to leaving the diary as whole as possible.

While typing thediary included in the appendix, | distinguished words
written in Japanese by italicizing them. | wish, of cour se, that | had been
ableto actually render thewordsin katakana, hiragana, or kanji
characters, asthey werewritten, and | consider it a significant limitation
that | was unableto do so. Putting thewordsin italicsis not the best
compromise.

Analyzing the Diary. Once the diary wastyped (and therefore much
easier toread), | began theanalysis. | had already completed the bulk of
thereview of theliterature, and waslooking very specifically for evidence
of adjustment stages. | had also planned to analyze the diary for evidence
of Japanese language acquisition, but the absence of formal assessment of
my language skills and the paucity of entrieson thistopic led meto
abandon it.

Using Schumann's (1978) directive to isolate the salient issues of the
sojourn, I marked any expressions of emaotion which wer e repetitive or
seemed particularly heart-felt. Behaviors wer e highlighted for the same
r easons.

| drew upon my background asa major in English literatureto search
for themes and patterns. A close reading of any document will usually
yield a consistent motif; it was exciting when my diary complied. Not all
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of these found " storylines" were discussed in the finished thesis;, however,
| have found them personally beneficial to dissect and ponder.

Oncel had isolated a particular behavior, e.g., " reading,” | combed the
diary for every mention of that behavior and wrote down the date of its
appearance. | then read thesereferences as a whole, selected several for
thethesisanalysis, and discussed them in the analysis.

Thefollowingisincluded as an example of the thesisanalysis. It isan
excer pt from the section on situational variables.

Beinga " Gaijin" in Japan. | haveinternalized the concept of being a
foreigner to the extent that while | wasin Japan | referred to myself and
other expatriatesas" gaijins' (literally, " outside/people") and even now,
writing thisthesis, the word gaijin comes easiest. By my second day in
Japan | had picked up theterm (4/2/87). We were aliens. Therewas no
way in Japan that | could blend in and appear to be a native.

The southern city | lived in was a port sometimes visited by sailors,
and had a stable population of over forty Europeans, Australians, and
North Americans. Nevertheless, seeing a gaijin wasalwaysararity, and |
was a constant subject of stares, covert or overt, whenever | ventured
outside. At first thiswas delightful; | remember feeling likea movie star.
However, the attention soon lost itsfascination. | summarized it once:

Town today. People standing on the busrather than sit down
next to agaijin. Motherstwisting their toddlersaround to look
at me, & thetoddlerscrying. Boysfollowing me & saying, " Hello!
How areyou! | am handsome boy." ...Everywhere, stares.
(6/26/88)

Asmy Japanese improved, and | became even mor e awar e of what
people wer e saying about me, my sensitivity rose. While attending the
field day of my host sister, | became very upset at being referred to as
" gaijin-san," and behaved badly by shouting (in Japanese), 'Hey my name
isSusan! It'snot gaijin-san, you know! Call me Susan!'...They've no
thought that I'm a person, an individual w/feelings’ (11/6/89). While living
in the dormitory, | had insulated myself as much as possible from the
stares and comments of the townspeople. Living with a family brought me
out in public, with an increase in upsetting incidents.
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Certainly, my obvious physical differenceswereasummary of my alien
statusin Japan; during one Halloween | felt so upset about some exclusion
from the other foreign teachersthat | went to a party asa mime, not
speaking at all, only writing, " Asamime, | wasthere& | made no
demands on anyoneto entertain me. It was a good analogy for my lifein
Japan. No onetreated measa person, | wasjust a whiteface" (10/31/87).

Being stared at became so usual that | began to remark on it only
when it wasn't occurring, asin Hong Kong, when | noticed, " No one looks
@ you b/cyou'rea "gaijin""' (1/3/89).

The" gaijin stares" continually reminded me of the social distance
spoken of by Schumann (1978) and per hapsinhibited my acquisition of
Japanese. But even when | felt close to the Japanese, my foreign-ness got
in my way, as| reflected:

| got alittle homesick for Japanese people whilel wasin
Thailand & sidled up to afew & exchanged exclamationswith
them. It's strange, though--if | see a Japanese person | fed a
littlelike | know them... | understand their speech, | can guess
from what they're wearing what socioeconomic group they're
in..Anyway, | feel that kinship with them, but they, looking at me,
have noidea of it. Even when | start speaking to them they can't
accept me as one of them. Other countriesare morewilling to do
that. (1/5/89)

A strangething about the " gaijin" fascination wasthat it was
contagious. When Selki hosted some Australian exchange students |
wrote, 'They are so colorful... they all looked different! Our Seiki students
wer e gaping—pt.ing & saying, ‘Kawaiir | tried to reprovethem, but |
actually felt like doing the same thing!" (12/4189). When | saw unknown
foreignerson thestreetcar or in town, |, too, would gawk and wonder
about them.

Responding to continuous attention required that | develop some
means of dealing with it. Reactionsto gaijin stareswere compared and
debated among the foreign community. On bad days, | responded to what
| considered rudeness with rudeness of my own. However, it seems| was
ableat last to achieve some peace with my status as a foreigner, saying
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"1'm also (usually) nicer to people who stare at me or make gaijin
remarks' (3/26/89).

| even attempted some consciousness-raising with my Japanese friends,

asthis passage demonstr ates:

| love being called " Oneisan” (Elder Sister). | wastelling that to

Mr. K. & co. last night & hesaid, " You foreigners seem to didike

being called "gaijin.' But we Japanese have no other name for

you." Ohyeah? | said, " What about 'oneisan’ or 'anata’ or

finding out a person'sname? You don't call strangers
Nihonjin-san', do you? Then why do you need to say
"Gaijin-san'?" | thought I'd made a good argument, & | don't
think that group had thought of it before. A little pause & Mr.

K said, " Your strong point isin being frank, isn't it?" Ha ha ha!

(4/14/89)

This passage was an explanation of one of several personal and

situational variables which | thought had had an influence on my
adjustment process, and was included with the analyses of my coping
strategies and adjustment process.

Blind Alleys. | abandoned several methods of analyzing the diaries.

The usual tension between qualitative and quantitative resear ch
preoccupied me, and | sometimes felt myself making uneasy compromises,
attempting to chart data which was not meant to be visual.

At one point, | began isolating all the expressed emotionsin the text,

followed by their precipitating event. Theidea, taken from Matsumoto
(1987), was to connect my emotionswith their triggersand to tracea
pattern. Theresultslooked something like this:

7/9/87 s.th. fundamentally wrong w/me
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(blc told cdn't use Tandai for pvt lesson)
deficient asa colleague

not always cheerful tired grump paranoid
let my feelings show not prof onﬁ

just want to clear out

prize solitude didikeresponsibility
I'm agrouch

need a vacation
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| filled several pageswith thissort of analysis before concluding that
my criteriafor what constituted an " expressed emotion” were fuzzy, and
that thetriggerswere problematically varied. | did not know how to use
theresultsas| lacked any systematic method of linking event and emotion.

At another time, | did aword count, tallying the frequency with which
certain conceptswererepeated, e.g., " paranoid,” " crazy," "happy,” " lonely"
and "depressed.” It was suggestive that far more negative termswere
expressed than positive. However, | decided not to include these results
because it was difficult to distinguish among the terms meant to describe
myself and those which described others. Further more, sometimesthe
word " crazy" (for example) was used lightly, and at other timeswith great
seriousness, and | could not devise a table which would weight those uses
accur ately.

| had avery smilar problem with a graph | made of coping strategies
and the frequency of their appearancein thediary. | abandoned this
graph because | felt that the number of timesa strategy was mentioned in
thediary was not necessarily a truereflection of theimportancethe
strategy held for me. A strategy like over-eating, or eating chocolate, for
example, might be so common and so relatively harmlessthat it did not
merit remark in thediary, while going away on vacation did. For this
reason | did not believe a graph of coping strategies would be a helpful
measur ement.

Intheend, what | did wasread thediary text carefully, alert to events
of particular salience or frequency, as Schumann (1978) suggests. | read
the greater part of the material on culture shock, adjustment stages and
coping strategies befor e beginning my research, and in that way many
avenuesfor analysis were suggested to me.

Finally, asa guideto thediary analysis, | took the words of the Cree
hunter who said, upon taking an oath in federal court, " I'm not surel can
tell thetruth...I can only tell what | know" (Clifford, 1986, p. 8).

Deviations from the Diary Guidelines. My original intent wasto
follow, as closely as possible, the guidelines established by Bailey and
Ochsner (1983) for adiary study. However, for variousreasons| found
conforming strictly to the diary study guidelines established by Bailey
impractical or unappealing.
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Bailey and Ochsner (1983) suggest that the diarist should providea
"language learning history," sothat thereader may become acquainted with
the character of thediarist: her biases, experiences and personality. | was
unableto organize my experiencesin a history related to my diary study.
Furthermore, | believe my personality isfully accessiblein the thesisand
in thediary itself.

Bailey and Ochsner (1983) recommend revising thediary for public
consumption. | deleted passages which | deemed irrelevant to the study:
dreams, news from home, some per sonal speculations. However, if the
diary isso big (over 60 pagesin thethesis), it isbecause | wanted to
present the diary as much as possiblein itsentirety. | felt that even if |
did not use all the material in the appendix diary, perhaps someone else
could see patternsor themestoward which | wasblind. Too, reading the
diary, even the seemingly irrelevant parts, revealsthe personality of the
diarist and conveys a sense of the daily life of my sojourn.

Although | deleted sections, | did not reword the public diary. | felt
it would be a misrepresentation to allow thetext of thediary to be
" polished" to make mysealf sound smoother, moreintelligent and
per ceptive, in my private prose.

Disadvantages of a Diary Study. The unusual and personal nature of
thediary studiesinvites limitations peculiar toitsgenre. Aswith other
case studies, but unlike most social science resear ch, the diary studies by
definition are not based on a random sample (Bailey, 1985). The findings
in the diaries are based on a sample of one, and thus cannot be
generalized easily to the wider population. Schumann (1978) concludes
near the end of her diary study:

When | initially undertook thisstudy, | did sowith the hope that
by examining my own language learning | could arrive at some
answer s about what isinvolved with second language learningin
general. However, now | realize that what | have learned is how
| learn second languages. (p. 56)

Bailey'sresponse to the question of the diary's generalizability has
evolved with her research over the years. Bailey and Ochsner (1983)
concede that the possibility of aggregating the diariesisan " unresolved
guestion” (p. 191). In her analysis of competitiveness and anxiety as
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revealed through thediary studies, Bailey callstheinsistence upon
generalizability " inappropriate’ (p. 95) becauseall learnersare unique and
functioning in an individual learning environment shaped by their own
per ceptions, even those learnersused in an empirical resear ch study.

Some questions have been raised about the integrity of revising the
diariesfor publication (Matsumoto, 1987). Ethnographies are summaries
of the events observed. Reader s have no accessto the original data and
thereforeno opportunity to arrive at their own inter pretations. The
inter pretive lens of the ethnographer is sometimes seen asa distortion, not
asaclarifier.

In addition, the re-written diaries may lose the essence of the diary,
and eliminate some valuable variables from the study. Without the diary
initsentirety, research, especially comparative research, is generalized
from only partial data. Brown (1984) assertsthat the primary data need
to beavailablefor proper hypothesis-generating, and recommendsthat the
diary under analysis be wholly available.

Thedual role of the researcher asdiarist also may pose an obstacle
to the acceptance of diary studies asreliable data (Brown, 1984).
Matsumoto (1987) agrees, saying that the diarist may be a language
lear ner or teacher, but, for reasons of objectivity, should not be the
resear cher. However, in the early models of the diary studies, the
resear cher provides her or hisown data. If thediarist isalso the
resear cher, pre-conceived ideas and expectations about the results of the
diary study may influencethediarist'srecord of events and subsequent
inter pretation and conclusions.

Bailey (1990), admitting that all diaries" are not necessarily always
gems of ethnographic investigation" (p. 217), statesthat a diary study, like
ethnography, is often only as good as the person conducting it. A good
ethnographer must be thorough, flexible, nonjudgmental, inter pretive, and
agood observer and critical thinker.

Ethnography is meant to provide a holistic view of the resear ch topic
(Watson-Gegeo, 1988). A frustrating aspect of analyzing my diary was
realizing how many variables wereinvolved. To attempt a detailed study
of a human being demandstoo much. | might be required to research
physiology, psychology, and sociology. | resolved the problem by finally
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drawing some limits. | asked what was the bare minimum the reader
needed to know to under stand my diary analysis, and left my research at
that. During the cour se of thisanalysis | chased many paths of which |
have recorded but afew. Many other avenuestempted me but | resigned
myself to not following them.

A significant limitation to my resear ch was the contrast between my
memories of my stay in Japan, and what was actually written in the diary.
In fact., some of my clearest and most immediate memories of Japan were
not even mentioned in passing in thediary. My dilemma then was
whether to use a kind of writer's privilege and include these memories, or
to limit myself to what wasfound in therevised, publicdiary. The
compromiseisfound throughout thetext of the diary analysis.

Thethesisattempted to document in detail the effect the host culture
had upon the sojourner. It isleft to wonder what effect the sojourner had
upon the host culture. | see, from theletters and choices of my former
colleagues and students, that my presencein Japan affected them. To
discover how would be speculative and anecdotal, but no lessimportant.

| often questioned the ethics of using a private document for a public
purpose. | wondered what my motives wer e for doing so, beyond the
obvious fascination of studying and learning from my own experience. |
felt that my diary might have some significance because of its unusual
length, covering the duration of my sojourn. From my research, | knew
that the opportunity to use such alongitudinal study israre, and for that
reason | believed my thesiswould be a contribution if I did nothing but
allow therevised diary to be accessible.

That thediary isa " found" diary, not written expressly for research
purposes, isitsstrength; it also may beits greatest weakness. Thediary
keeping was not regular, asthese entriesindicate: "1 do want towritein
my diary, but | am sotired!" (9/28/87); " Another preciousweek lost to
posterity—it meansthat it wasafull & activeone" (6/16/89); and " What a
long time sincel'vewritten!...Haveto rely on lettersto Mum to explain.
I've been busy" (7/31/89). Factors which may have been significant in my
adjustment process may have correspondingly impaired the diary keeping.

Perhapsthat truncation of the diary isa metaphor for such an
endeavor. The past was lived as a whole. How difficult it isto resurrect
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a bygonelife and isolate its elements piece by piece. In thisdiary study
| began with a large scope, hoping to analyze and explain all the facets of
my lifein Japan. My ambitions shrank as my thesis evolved. My pur pose
became merely toillustrate several coping strategies which worked or were
detrimental, and to delineate the stages of adjustment | experienced, in
order to confirm or question the stages proposed in theliterature.

Advantages of a Diary Study. There are some strengths uniqueto the
diary form. A diary study isexploratory and creativein the sensethat it
not only gener ates new hypotheses concer ning second language acquisition,
but discovers new variables which play important rolesin classroom
language lear ning or teaching, thusinspiring further experimental
investigation (Matsumoto, 1987).

A crucial advantage of the second language diary study isthat it
provides a detailed description of all aspects of the language lear ning or
teaching experience. While product-oriented experimental studies
investigate only one or a few pre-selected aspects of the second language
lear ning experience at one time, process-oriented ethnographic studies
such asthediary study enable resear chersto investigate all aspects of the
classroom-language experience over a period of time. Therefore, a holistic
investigation of classroom language learning or teachingispossiblein
second language diary research (Matsumoto, 1987).

Diary studies allow a context-laden overview of the language learning
situation, but the researcher ispart of the context. Thusdiary studies
avoid the " observer's paradox" discussed by Van Lier (1988), a situation in
which the merefact of having an observer watch the lesson distortsthe
natural chemistry of the classroom and disturbsthe naturalism of the
observation. Because the diary study requireslittle research intrusion, it
does not strongly affect the teaching or learning process it observes
(Matsumoto, 1987).

Diary studies shed light on otherwise unobser vable aspects of second
language lear ning or teaching, particularly on hidden psychological
variablesin second language acquisition such as affective factors, cognitive
style, language lear ning strategies, decision making, self-esteem, and
sour ces of enthusiasm. Also, the diary study isone of the best methods for
focusing on theindividual learner, and for discovering personal variables
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which influence the process of second language learning (M atsumoto,
1987).

Gaies (1983) pointsout that the diary study, asit isnot concer ned
with the students verbal participation in the classroom, allows investigation
of the lear ning processes of even " quiet” learners. In addition, Bailey
(1985) arguesthat whether or not the diary studies can be generalized,
they (like other case studies) can be compared for trends and significant
variables.

A further advantage of the researcher-diarist roleisthe certainty of
collecting the data. When the resear cher analyzesthe diaries of other
subjects, thereisalwaysthe chancethat the diarist will refuse to hand over
thejournal, or will not conscientiously record all therelevant data, or will
not follow directions when filling out the diary (Brown, 1987).

An important strength in using the diary study liesin the fact that it
can be used for purposes other than theresearch itself (Brown, 1984).
Bailey (1980) claimsthat the keeping of a journal holds" considerable
promise both asaresearch tool and as an aid to self-awareness" (pp.
64-65). Regular reflection may aid in a growing involvement in the topic:
Grandcolas and Soule-Sushielles (1986) state that " self-awar eness of the
partnersin the classroom situation isthe necessary condition for any real
and lasting internalization of the language and any behavioral changes
leading to such internalization" (p. 299).

When | first picked up my journalsfor re-reading, | saw nothingin
them worth studying and littleto analyze. | had written myself, in the
diary, "Why do | want to write so much when what | put down issotrivial,
contributesin no way to my under standing of myself & theworld & isjust
an egocentric exerciseto remember my experiences?" (4/3/89), It was only
on thethird reading, or the fourth, that | began to see some coherencein
thediary, and could trace consistent themes and patterns. Now it seems
that analyzing the diary could become a life-work, sorich isit in episodes
to ponder, study, and analyze.

Tomethat isalesson in thefertility and complexity of the human
experience and the human personality. It has confirmed for methevalue
of doing ethnographic work in order to morefully delineate theindividuals
that people our classroomsand our world.
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Some problems could have been eliminated, | think, had | chosen to
analyze another person'sdiary. Thetext of the analysiswould probably be
mor e disinter ested—or not. The clumsy tongue of the interpreter isalways
the distorting medium between the veracity of one person's experience and
its communication. Unlessone'slifeisa life of words, words cannot
communicate thetruth of it; words are a foreign language to describe the
lived truth. But thereisheroism, | think, in trying to convey what islived.
| recommend it. | encourage othersto conduct diary studies. It seems
that writing the diary waslessthan half of the story; the re-examination of
thediary wasthe most valuable part of thejournal-keeping. Truly, asa
sojourn ismorethan new scenery and people, adiary ismorethan paper
and ink.
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TEACHING ENGLISH ASA SECOND OR FOREIGN LANGUAGE: A
CRITICAL COMPARISON OF THE FIRST AND SECOND EDITIONS
Review Article

Cybele Higgins
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Teaching English asa Second or Foreign Language. M. Celce-Murcia
and L Mclntosh, Eds. Rowley, MA: Newbury House Publishers, Inc.
1979.

Teaching English asa Second or Foreign Language, second edition. M.
Celce-Murcia, Ed. Boston, MA: Heinle and Heinle Publishers. 1991.

A comparison of thefirst and second editions of Teaching English as
a Second or Foreign Language providesacomprehensive view of what
changes have taken placein thefield over thelast twelve years, with some
similaritiesin approach, concentration, and depth of coverage, but also
many differences. A few areas of focus are omitted all together from the
second edition.

In the foreword to the second edition Celce-Murcia (1991) states that
its objectiveismuch the same asthat of thefirst, to maintain " a balance
between theory and practice" (p. She also writesthat goals of the
second edition areto " cover all of the areasthat are considered critical to
successful language instruction: knowledge of teaching methods,
background on and strategies for teaching the language skills, new waysto
integrate the skills, an under standing of important student factors, and
additional information helpful to a teacher's performance and growth" (p.

I'n the second edition these goals are met in waysthat reflect not so
much a distinct departurefrom thefirst edition, asa holistic integration of
earlier techniques, methods and approaches with new ones.

In the last decade new approaches have come to the forefront. The
first article of section one on M ethodology in both editionsisan outline
of teaching approaches; to the five approaches discussed by Prator and
Celce-Murciain thefirst edition, Celce-M ur cia adds the Situational
Approach, the Affective-Humanistic Approach, the Comprehension-based
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Approach, and the Communicative Approach. In addition to the lists of
defining features of each approach in both editions, in the second edition
sheincludes a discussion of the pendulum swing in the history of language
teaching. She callsto attention this phenomenon for " healthy per spective
in evaluating the so-called innovations or new approaches to methodology
that will continue to emerge over time" (p. 3).

Newton's" Current Trendsin Language Teaching" in thefirst edition
and Blair's" Innovative Approaches' in the second edition both look at
current trends and approachesin language teaching. Newton's concluding
discussion that the trend will be for teachersto simply choose " what
appearsto bethe best from diverse sour ces, systems, or styles' (1979, p.
24) accurately predictsBlair's discussion. Blair suggests that many creative
methods and appr oaches came out of the 1980s and attemptsto help
make " sense out of a deluge of creativity" (1991, p. 24). Helooks at some
of the mor e unconventional approaches and contrasts them with more
mainstream approaches; to many of the approaches discussed in the first
edition, he adds mor e recent methods, such asthe Natural Approach and
Freire's Problem Posing.

Thefinal articlesin the Methodology section in both editionsare
completely different. In thefirst edition Heaton's" An Audiovisual Method
for ESL" discussesvarious media for language teaching, including
traditional devices and electronic media. Thisand the content of Gasser
and Waldman's " Using Songs and Gamesin the ESL Classroom" are
subsumed in the second edition into articles throughout the L anguage
Skills section, and especially in Brinton's" The Use of Media in Language
Teaching" and Schreck and Schreck's” Computer-Assisted L anguage
Learning" in the Skillsfor Teachers section.

Thefinal articlesin the Methodology section in the second edition
concern presenting material and teaching ESP. In " Guidelines for
Classroom Language Teaching” Crookesand Chaudron discuss many
factorsinvolved in a successful language lear ning environment, including
presenting language through modalities (i.e. materials, AV), and rulesand
explanations; the use of tasks (controlled, semicontrolled, and free); and
interactional learning in group work. They also discusstherole of the
teacher asafacilitator, the necessity of correction and feedback, and the
Importance of a warm and inviting classroom climate. Finally, Johns
" English for Specific Purposes (ESP): ItsHistory and Contributions®
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reflects a new focus on teaching not just for survival or for literature and
humanities-based learning, but for a wider range of purposes benefiting a
larger portion of the student population.

In the Language Skills section in both the editions of Teaching English
asa Second or Foreign Language some articles have the same focus, yet
with slightly different contents, and othersare completely different. In the
Listening section in thefirst edition Hershernhorn's'Teaching Listening
Comprehension Using Live Language" givesan overview of theliterature
from asearly as 1945 to 1972 and emphasizes " the need for using live
language to supplement materials' (1979, p. 69). Thisarticle and Epting
and Bowen's'Restructuring the Language L ab for Teaching Listening
Comprehension and Related Skills' are subsumed into Morley's" Listening
Comprehension in Second/Foreign Language Instruction” in the second
edition. Morley stressesthat listening isan active, not a passive, aspect of
the process of communication (1991, p. 86), which may have been assumed
but not emphasized in thefirst edition, and stresses the necessity of
listening to under stand, not just to repeat. She also bringsup the
argument that affective factorsand attitudes may impinge on the learner.
In addition to including live language in the classroom, Morley'sfocusis
to develop listening comprehension activities and materialswhich are
relevant and task oriented. Her article also contributes some useful
sample lesson activities, which increase the practical applicability of the
second edition over thefirst.

An entirely new focus, " how people learn to listen, and how listening
promotes learning" (1991, p. 107), is presented in the second edition in
Peterson's” A Synthesis of Methodsfor Interactive Listening." She shows
how the development of listening skillsislinked with a psycholinguistic
model of cognitive processing and introduces bottom-up, top-down, and
inter active processesinto the discussion of listening comprehension. She
shows at what stage of development a learner can benefit from practice
through different kinds of activities, and follows with exercisesfor different
levels using these differ ent processes.

In the Speaking section of both editions the focusis communicative
competence. In thefirst edition Campbell's" Linguistics and Social Aspects
of Communicative Competence” comparesrulesof pronunciation, word
grammar, and sentence formation that characterize different languagesto
illustrate that the rules of communicative competence differ from culture
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to culture. Following Campbell'sarticleis Mockridge-Fong'sreview of late
60s and early 70sliterature on teaching speaking, ' Teaching the Speaking
Skill," into which she weaves many teaching activities, some communicative
and some traditional. She concludes by emphasizing teaching in " total
contexts' asopposed toin "isolation" (1979, p. 99).

Thearticlesin the second edition reflect the synthesisand
incor por ation of the communicative approach during the 1980s.
Riggenbach and L .azaraton's " Promoting Oral Communication Skills' goes
beyond discussing the importance of communicative competencein
language lear ning to provide some well-developed communicative
activities: linguistically structured, performance, participation, and
observation activities. In 'Teaching Speech Act Behavior to Normative
Speakers," Olshtain and Cohen demonstrate that teaching speech actsis
a useful context in which skills can be taught, asin the grammar of modals.

Bowen's" Contextualizing Pronunciation Practice in the ESOL
Classroom™ in thefirst edition and Celce-Murcia and Goodwin's " Teaching
Pronunciation” in the second edition both discuss teaching pronunciation
through contextualized techniques, enphasizing " real" world speaking " in
meaningful contrastsand in situationsthat are both relevant and
interesting to the students® (1979, p. 101). Celce-Murcia and Goodwin
provide, along with Bowen's contextualized drill technique, other
contextualized exer cises, such aschain drills, recitation, and the use of
pictures, diagrams, and dlides. Furthermore, they discuss communicative
activitiesfor speaking practice, such asinterviewsand role-playing and
dramatization, aswell asindividualized practice ideas, such asaudiotaped
dialog journals, the language laboratory, and tutoring. They also stressthe
importance of feedback and correction and that pronunciation instruction
lendsitself to integration with activities geared toward other skills.

I'n both editions the Reading section contains an article on teaching
reading to nonliterate adults. Lewis " Preliteracy Activitiesfor Adolescents
and Adults' in thefirst edition includesa number of activitiesthat " move
from the concrete to the abstract” (1979, pp. 113-114). In the second
edition Haverson's" Adult Literacy,” on the other hand, makesa crucial
distinction between a strategy-based model and a skills-based model for
teaching adult literacy (1991, p. 185). Hewritesthat a skills-based model
" deniesthevery nature of adultness' (1991, p. 186) and that a
strategy-based, or whole language, reading model viewsreading asa
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" successful interaction of conceptual abilities, background knowledge, and
processing strategies' (1991, p. 186). Asdoes L ewis, Haver son discusses
the unique characteristics and needs of the nonliterate. Thus, while both
author s propose language experience activities for teaching adult literacy,
Haver son's emphasisis on teaching by valuing the adult as a wealth of
personal experience and knowledge, and on incor porating thisinto learning
activities.

A notable omission from the second edition isHatch's" Reading a
Second Language" which dealswith " word-attack™ skills, including
phonetics, syllabary, linguistic, and whole word methods. I n place of
Hatch'sarticleisHawkins Teaching Children to Read in a Second
Language,” which putstheteaching of skillsinto per spective by viewing it
asapart and not the whole of teaching reading. Hawkins' discussion
incor porates recent resear ch in psycholinguistics, which viewsreading as
" decoding, prediction, and schemata building" (1991, p. 182).

In thefirst edition, the articles"” The Teaching of Intermediate
Reading in the ESL Classroom” and 'Teaching Reading at the Advanced
Level" by Gaskill and Gorman, respectively, are subsumed into Dubin and
Bycina's" Academic Reading and the ESL/EFL Teacher" in the second
edition. Dubin and Bycina stress an inter active model for reading
instruction that provides practicein both bottom-up and top-down
strategies from psycholinguistic research (1991, p. 197). They write that
the combination of these two strategies will addresslearnerson both ends
of the ability scale: those who " rely on bottom-up processing and fail to
take advantage of previous knowledge and predict...[and those who rely on
top-down processing who] overlook textual cluesand guesswildly at the
meaning of a passage” (1991, p. 198). They also include a discussion of
cultural dimensionsto reading, which callsto attention crucial differences
in how different cultures approach and use reading.

Finally, omitted from the second edition'sis Povey's" The Teaching of
Literaturein ESL Classes," thefocus of which istaken up again in the
Integrated Approaches section (which will be discussed below), yet in an
entirely different manner. In place of literature, the second edition
includesan article focusing on English for Science and Technology, " EST
Reading,” by Lynch and Hudson. Although Gorman mentioned the needs
of the science and technology student population in thefirst edition, this
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ocuson EST isnew to the second edition and marksa concern in the
field to morefully address actual needs of a broader student population.

The Writing section in thefirst edition beginswith Gorman's" The
Teaching of Composition,” in which he suggests an inter active approach
that linksthe use of reading and writing in a text-based approach to
teaching writing. Similar to Gorman, in the second edition Kroll's
'‘Teaching Writingin the ESL Context" advisesincluding readingin writing
assignmentsto provide models and to encour age ability to function in
college environments wher e students are asked to synthesize large amounts
of material and prepare academic writing based on it. Kroll continuesthat
thefocusin writing has shifted from a product approach to a process
approach. Shefocuseson " free" writing (as opposed to " controlled" or
"guided" writing) in the academic curriculum (1991, p. 249), and departs
from Gorman in emphasizing the importance of teaching techniquesfor
getting started in the writing process, asin activities such as brainstorming,
listing, free writing, and clustering.

A major difference between Gorman and Kroll isthat Gorman
stresses teacher correction of student writing, stating that he himself
correctsassignmentsin detail (1979, p. 198). In contrast, Kroll stressesthe
importance of the goals, timing, and content of feedback and includes peer
response along with traditional teacher response.

The contents of Cronnéell's" Spelling English asa Second L anguage”
in thefirst edition islargely subsumed into Olshtain's" Functional Tasks for
Mastering the Mechanics of Writing and Going Just Beyond" in the second
edition. Olshtain'sarticleisgeared for early writers, and advocatesthe
teaching of sound-spelling cor respondences and English consonant and
vowel combinations. Olshtain goes beyond Cronnell in linking the
mechanics of writing with the composition process, in that writers must
focuson linguistic accuracy and content organization for communicative
competencein writing (1991, p. 242). In effective writing, she stressesthe
importance of writing ascommunication and as directed towards an
audience.

Finally, an addition to the second edition is Frodesen's" Grammar in
Writing." Frodesen emphasizesthat it isimportant to help students edit
and " provide them with a variety of syntactic strategiesfor effective
communication and help them under stand how grammar contributesto
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meaning" (1991, p. 266). Theinclusion of thisarticlein the second edition
reflectsthe new focus on integration (1991, p. 265).

In the Grammar and Vocabulary section L ar sen-Freeman contributes
"Issuesin the Teaching of Grammar" to thefirst edition and ' Teaching
Grammar" to the second, and much of the contents of Mclntosh's
"Grammar Sequence" from thefirst edition are subsumed into
L arsen-Freeman's second article. Lar sen-Freeman'sfocusin both editions
ison deductive and inductive teaching and lear ning strategies, the need for
amix of these strategiesin the classroom to suit the different learning
references of the students, and the effectiveness of recycling material
instead of teaching linearly (1979, p. 226; 1991, p. 284). Overall, the
difference between L ar sen-Freeman'stwo articlesreflects growth and
maturity of views she has held consistently on teaching grammar.

The approach to teaching Vocabulary in the two editionsis different.
Celce-Murcia and Rosensweig's ' Teaching Vocabulary in the ESL
Classroom” in thefirst edition holdsthat it isthe teacher'sduty to " arouse
in hisor her studentsa genuineinterest in vocabulary" (1979, p. 256).
Seal, on the other hand, in 'Vocabulary L earning and Teaching" in the
second edition, writes: " for years, learners have been telling usthat they
want to increase their vocabularies' (1991, p. 309). Thetechniques offered
by Celce-Murcia and Rosensweig can be subsumed into Seal's " three-C's":
techniquesto " convey meaning," " check," and " consolidate." Seal's
activities, moreover, are designed to get studentsto relate vocabulary
wor dsto personal experience (1991, p. 295). Thearticlesin both the first
and second editions advocate encour aging studentsto read extensively as
the best way to build vocabulary (1979, p. 255; 1991, p. 309). Seal adds
that it isimportant to teach not just a large vocabulary, but collocation, the
“how" of vocabulary use, so that lear ners know the combinations of
possibilitiesfor aword (1991, p. 306). Noticeably absent from the second
edition isa discussion of the use of idiomsin teaching vocabulary (1979,
p. 251).

Both editions of Teaching English asa Second or Foreign Language
contain sections that focus on the Student, yet in the second edition the
terminology has changed to L ear ner, reflecting a changein how the
teaching relationship isviewed, from a student/teacher to a
lear ner/facilitator relationship. In both editions several articles addressthe
following issues: the differing needs of ESL students (an almost identical
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discussion by Peck in both editions), linguistic minority groups, and adult
education.

McGroarty's" English Instruction for Linguistic Minority Groups' in
the second edition covers most of the sameissuesas Arthur's'Teaching
English to Minority Groups' in thefirst edition. Thereisadditional
attention given in the later articleto " different formsof language that may
impede communication or comprehensibility" and to " different approaches
to style" for different cultures (1991, p. 373). McGroarty's discussion of
the different speech communitiesinvolved is also more comprehensive
than Arthur's; sheincludes, among others, Native Americans and the deaf.
Both authors emphasize maintenance of thefirst language, yet M cGr oarty
goes farther in proposing a cooper ative lear ning classroom arrangement
to " offer a better chancefor providing the cognitive and linguistic
scaffolding that supportsfurther language development” (1991, p. 383).

In Heaton's" The Adult ESL Classroom” and in Hilles' " Adult
Education" in thefirst and second editions respectively, the authors
similarly define the adult student population and its needs, yet propose
different waysto go about teaching adults. While Heaton proposes
accessible games, language experience activities, and survival English,
Hilles stresses taking the maturity and extensive life experiences of adult
studentsinto account when designing lear ning activities.

An important addition to the section on Learnersin the second
edition isEnright's" Supporting Children's English Language Development
in Grade-Level and Language Classrooms." Asin the addition of Hawkins
article on teaching reading to children, thisinclusion of children in the
discussion of ESL reflects a more comprehensive view of the actual
student population.

The section on Teachersin both editionsof Teaching English asa
Second or Foreign Language containsarticles which address planning
lessons, selecting and evaluating textbooks, media, testing, and keeping up
to dateasan ESL professional. With basically the same layout and topic
cover age from thefirst to the second edition, the articlesin the second
edition are more comprehensive. For example, while Celce-Murcia and
Gorman's" Preparing Lesson Plans' in thefirst edition givesa list of
information that should beincluded (1979, pp. 295-296), Purgason's

" Planning L essons and Units' moves beyond the format of the lesson plan
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toinclude a discussion of the context for planning and different principles
and uses that determine the shape of a lesson (1991, pp. 420-423).
Similarly, an addition to Daoud and Celce-Murcia's" Selecting and
Evaluating a Textbook" in thefirst edition, Skierso's'Textbook Selection
and Evaluation™ in the second edition includes an additional preliminary
information survey for textbook evaluation.

In thefirst edition Bailey and Celce-Murcia's" Classroom Skillsfor
ESL Teachers' discusses aspects such as attention to the social climate,
incor poration of a variety of learning activities, encour aging student
participation, carein feedback and correction, and teacher self-evaluation.
While such an article has been omitted from the section on Teachersin
the second edition, these aspects have been incor porated into many
articlesthroughout the book. A notable addition to the second edition is
Schreck and Schreck's" Computer-Assisted L anguage Teaching.”

Thediscussion of language testing in both editionsreflects a growing
observation among language teaching professionals that tests have been
misused and that a more constructive view of language testing is needed
(1991, pp. 486-487). To thisend, Cohen, the author of both articles,
includes a discussion of theimportance of teaching test-taking strategies
in the second edition.

Finally, both Thompson's" Keeping Up to Dateasan ESL Teacher"
in thefirst edition and Crandall's" Keeping Up to Date asan ESL
Professional” in the second edition list such resour ces as professional
organizations, periodicalsand journals, and publishers. Crandall'sarticle
addsto thislist book reviews, textbook selection committees, curriculum
development teams, wor kshops, resear ch and collabor ative proj ects.

Section three on Integrated Approachesis completely new to the
second edition. Snow's 'Teaching Language Through Content" presents
"the use of subject matter for second language teaching purposes’ (1991,
p. 315) and stressesthat " the main instructional goal isto prepare second
language studentsfor thetypes of academic tasksthey will encounter in
school, college, or university" (1991, p. 315). The content-based approach
teachesthe four skillswith the addition of the fifth skill: study skills (1991,
p. 319). Stern's” An Integrated Approach to Literaturein ESL/EFL"
subsumes Povey'sarticle on literaturein thefirst edition and isan example
of teaching content in an integrated way. Moreover, Stern's approach to
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teaching literature necessarily integrates skill areas and teaches cultural
similaritiesand differences. Finally, Eyring's" Experiential Language
Learning" defines experiential language learning as" more than providing
natural experiences so that lear ners acquirethe language; it also
deliberately teaches lear ners, as whole people, about how to learn” (1991,
p. 347).

I'n conclusion, this new section on Integrated Approachesisreflective
of the change in focus from thefirst to the second edition. While the first
edition reflects a departure from the audiolingual method and the advent
of many new approaches, the second edition reflects maturity and depth
in integrating various approaches and methods from the past.
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A SHORT COURSE IN TEACHING READING SKILLS. Beatrice S.
Mikulecky. Reading, MA: Addison-Wesley Publishing Company.
1990.

Review Article

Dee Anne Bess
Concordia College

This guidebook to teaching reading is based on theinteractive
approach to reading, an approach that emphasizes both bottom-up
(identification) and top-down (inter pretation) processes. The book is
intended for teacherswhose students alr eady possessthe elementary
literacy skills. It beginswith a succinct and compr ehensible summary of
recent research in reading and then proceedstoillustrate how theory may
be put into practice. Mikulecky focuses on methods of teaching reading
skillswithin a framework of collabor ative learning and on raising the
lear ners' conscious awar eness of those skills. [It should be noted that
while several resear chers, such as Haverson (1991), make a clear
distinction between reading skills (focusing on word identification) and
reading strategies (focusing on comprehension), Mikulecky uses" skills' as
acover term for both.]

Thetext isdivided into three sections, the first of which treatsrelevant
resear ch and theory. The second section is devoted to an enthusiastic
rationale for incorporating pleasurereading into the curriculum. Thethird
section, comprising the bulk of the book, specifically addr esses the teaching
of reading skills. In addition, an appendix contains further information
about varioustheoretical and practical concerns. The main tenets of the
book are examined below in light of current research in teaching reading.

According to Grabe (1986), teachers of English as a second language
should striveto enable their second-languagereaderstoread in a way that
approximatesthat of native speakers. That isalso clearly Mikulecky's goal
for ESL teachers. While several other resear chers mention the cultural
aspects of reading (Dubin & Bycina, 1991; Eskey, 1986; Grabe, 1986),
Mikulecky exploresthem more deeply, examining the mismatch between
the schemata assumed by native-speaker authorsand those possessed by
second-language readers. She suggeststhat the second-language teacher's
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task isto understand that different cultures have different schemata, to be
sensitive to those differences, . and to help to build new schemata in
second-language learners. This sheterms " teaching an alter native cultural

literacy" (p. 5), which involvesteaching lear ners native-speaker-lie ways
of reading, thinking about, and inter preting texts.

Many resear chers, including Grabe (1986, 1991), Haver son (1991), and
others, emphasize theimportance of extensive reading and the need for
teaching skimming, scanning, previewing, and bottom-up skills. However,
their writing often consists of masses of theory sparsely punctuated with
practical examples. Mikulecky, on the other hand, lists 24 necessary
top-down and bottom-up reading skills compiled from diver seresear ch,
and packs her book with helpful suggestions and classroom-ready sample
activitiesfor teaching them. Inter spersed strategically among theseis
theoretical explanation.

The section on extensive pleasurereading is exuberant and practical.
Others say it should be done, but Mikulecky givesideasfor actually
incor porating it into the class. She also includes a strong (but not
dominating) emphasis on bottom-up skillswhich, according to Grabe
(1991), is necessary, though often neglected. M ost of the bottom-up
exer cises focus on rapid word recognition and taking in phrases or chunks,
as advocated by Stoller (1986). In the vocabulary section, Mikulecky gives
asurprising caution against teaching vocabulary in pre-reading activities (p.
81), in agreement with Seal (1991). She also recognizesthe need in
academic settingsfor thedirect teaching of vocabulary (see Grabe, 1991)
and givesthreetypes of exercisesthat teach vocabulary in context. In
addition, the book includes extensive sections on identification of topics
and main ideas and on teaching formal schemata, or the recognition of
textual organization patterns. In all, the text isa very useable blend of
theory and practical examples.

However, comparison of Mikulecky's book with current research
reveals some problems. First, with so much emphasis on teaching skills,
aquestion could be " When do the students actually read?" It seemsthat
skill-building exer cises would take up most of the classtime. Indeed, in
the sampletime-framesfor reading classes (p. 32), intensivereading is
scheduled for only 30 minutes out of two and a half hours of reading class
per week. This does not seem compatible with the" pre-reading,
while-reading, post-reading” lesson format recommended by Dubin and
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Bycina (1991) and Grabe (1991). (Still, it should be noted that some of
Mikulecky's exer cises, such asrate-building, do involvereadingin a
meaningful context.) I n addition, with the exception of her
recommendation of pleasurereading, no explicit enphasisis placed on the
use of authentic materialsin the classroom. Neither isthere any mention
of thetheme- or content-based reading that isendorsed by Grabe (1986)
and Dubin and Bycina. None of these issues are addressed at all by
Mikulecky.

Therearealso two areasthat Mikulecky treatsinsufficiently. Firt,
although sherecognizes activating and building readers' schemata as
important, sheincludes very few suggestions on how todo it. The
activitiesmentioned areteaching learnersto preview a text, encouraging
learnersto predict, and " Prep” (Pre-reading Preparatory Instruction, p. 41),
which is essentially semantic mapping. Secondly, the rate-building section
seems less practical than other sections, being over-dependent on
commercially available rate-building kits. But even so, the examples shown
give teachersideas of how it might be possible to use any passage for
rate-building.

It must be pointed out that none of these shortcomingsin Mikulecky's
book result from conflictswith current theory in the teaching of reading
and all of them could beresolved with minor adjustmentsin emphasis—
adjustments which would be well worth the effort considering the wealth
of practical examples and usable theory contained in the book.
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TEACHING ENGLISH OVERSEAS: AN INTRODUCTION. Sandralee
McKay. Oxford, UK: Oxford University Press. 1992.

Review Article

Steve Roberts
Portland State University

Relatively little attention has been given to the practical professional
consider ations of teaching overseasin an EFL setting, whereit isthe
teacher, rather than the student, who isin the minority. While there does
exist arange of resourceson such things as culturelearning, intercultural
communication, and job listings that are available to the language teaching
professional wishing to work over seas, the practical aspects of what is
actually involved—the various contexts within which language is taught--
have been left lar gely untouched.

It isinto thisgap that Sandra McKay has stepped with Teaching
English Overseas: An Introduction, an introductory text designed to bring
together and examine exactly how sociopalitical, economic, cultural,
educational, and institutional factors affect the teaching of English in
countrieswhereit isnot spoken as a native language. The book isdivided
into two parts. Thefirst part dealswith the broader picture: the
sociopolitical, economic, and cultural contexts, and their impact on the
teaching of English. The second part narrowsitsfocusto the effects of
educational and institutional factors.

Chapter One examines language planning (the status accor ded a given
language, and the means used to develop that language, both in the society
asawhole and in education), the types of nations under consideration
(A-modal, uni-modal, or multi-modal), and the objectives sought:
nationalism (national identity) or nationism (the practical exercising of
gover nment). Chapter Two deals with the economic context of teaching
English overseas, with an examination of the factorsinvolved in both the
international and intranational spread of English.

The concern of Chapter Threeisthe cultural context of teaching

over seas, which deter mines how and what kind of English gets taught,
involving the goals perceived for education and theroles of the teacher

87



and student. Chapter Four reviewsthe educational context and how the
practical outworking of gover nment-mandated language policies manifest
themselves. Finally, Chapter Five concernsitself with the institutional
contextsthat the expatriate teacher may encounter—the public, the
privately-funded, and the private—along with their advantages and
disadvantages.

Thereismuch that | liked about thisbook. To begin with, | agree
with the threethingsthat the author stresses at the beginning, first that the
teaching of English isa socially and politically significant act that is
reflected in the specific manner in which the language operatesin a
particular country. Second, since the function of schoolsisto symbolize
and strengthen cultural values, the biasesthat expatriate teacher s possess
asto what constitutes " correct” methodology must be recognized and
examined. Finally, ateacher'sprimary concern when over seas should be
the improvement of their students English proficiency within the context
of prevailing social and educational structure, rather than the changing of
that structure.

Of course, thislast point does not mean that the teacher cannot use
whatever channels are available to seek change when something arisesthat
he or she perceives as a problem affecting the welfar e of the students,
even if it does deal with the prevailing social and educational structure.
Theissueis much more the degreeto which changeis sought.

Other aspectsthat | appreciated about the book werethe
"implicationsfor language teaching" offered in each chapter. | found them
quite useful, and often very insightful. The author statesthat language
policies are made often out of ignorance or political expediency.
Consequently, the English teacher can become, in effect, atool of a host
country'spolicy for upholding the status quo. In another instance she
pointsout that dueto the perceived connection over seas between English
and socioeconomic mobility, there may be an increase in the demand for
curriculathat emphasize technical language over literature, reading over
speaking, and formal rather than informal English.

Theformat was another part of the book that | thought useful, with

case studies (providing good illustrations of each topic), questions for
"exploring theideas," further research optionsand related readings at the
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end of each chapter. The format, coupled with the content, makesthe
book an ideal classroom text on the subject.

Thus, for the per son contemplating teaching EFL overseas, or the
teacher already in the process of going, Teaching English Overseas offers
avery good introductory source of practical information, told in a
forthright, well-exampled manner. Yet it isnot without a few deficiencies.
For example, in discussing the implications for teachers concerning
educational factors, in Chapter Four, the author on several occasions
recommends that prospective teachers" observe classes’ and "talk to local
teachers." Thisisthekind of advice that would seem appropriate only for
those people who already happen to be" in-country,” not for thosewho are
half aworld away (unlessthey have the courage—and the airfare—to take
a chance). In many countries of the world, thiswould be extremely
difficult, if not impossible. A few more words by the author on just how
to implement these recommendations, with perhaps a case study of a
per son who had done so successfully, would have been helpful in this
regard.

Another limitation perhaps more significant than the aboveisthe
author'sdecision to confine her discussion to professional concer ns, and
not to address morethoroughly the practical issues of living in another
culture and the adjustmentsthat areinvolved. Thisisa serious omission,
because these two areas will have an unavoidable impact on ateacher's
job performance. While McKay doesimply that teachersneed to respect
cultural differencesaswell asbe awar e of their own cultural conditioning,
she makes no mention of how difficult a process cultural self-awarenessis,
or even that the processis something that a person tendsto resist, being
an " emotional event" derived from experience alone, and which presents
aseriousthreat to an expatriate's sense of self-control and cultural identity
(Hoopes & Pusch, 1979). Furthermore, the author failsto mention the
step that precedes both cultural self-awareness and respect for cultural
differences—that a teacher must have a secure, positive identification with
hisor her own culturein thefirst place (Hoopes & Pusch, 1979).

Despite these criticisms, however, those who have had the opportunity
to live and work abroad will recognize the service that Sandra McKay has
donein writing thisbook. It fillsa very specific, very pressing need in a
practical, straightforward manner, and will servewell asan introductory
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guide to embracing the challenges and avoiding the pitfalls of teaching
English over seas.
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Editorial Policy

The ORTESOL Journal, aprofessional, refereed publication,
encour ages submission of previously unpublished articles on topics of
significance to individuals concer ned 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 representsavariety of cross-disciplinary 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; issues
in research and resear ch methodology;

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

3. testing and evaluation;
4. professional preparation.
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resear ch in such areas as applied and theor etical linguistics,
communications, education, English education (including reading and
writing theory), anthropology, psycholinguistics, psychology, first and
second language acquisition, sociolinguistics, and sociology, and which then
addressimplications and applications of that research to issuesin our
profession. It also especially welcomes articles which focus mainly on
direct application in the classroom (methods, materials, techniques, and
activities, at all levels of instruction).
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1. Full-length Articles. Manuscripts should usually be no longer than
20 double-spaced pages. Submit three copiesto the Editor of The
ORTESOL Journal.

Marjorie Terdal
Department of Applied Linguistics
PO Box 751
Portland, OR 97207
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restriction 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 articleswith an emphasis on direct
application in the classroom. These would include instructional
methods, materials, techniques, and activities at all levels.
Manuscripts should usually be no longer than five pages. Submit
three copiesto the Editor, at the above address (no abstracts).

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

Since all manuscriptsare anonymously reviewed, pleaseinclude atitle

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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All submissionsto the Journal should conform to the guidelines of the
Publication Manual of the American Psychological Association  (current
edition). Exceptions are asfollows: references should be cited in
parenthesesin thetext by last name of author and date; footnotes should
bereserved for substantive information and kept to a minimum; footnotes
should be typed on a separ ate sheet, immediately following the last page
of text.

All submissionsto the Journal should be accompanied by a cover
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If the manuscript has been prepared using a personal computer,
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manuscript accepted for publication to enhanceclarity or style. The
author will be consulted only if the editing has been substantial.
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