THE
ORTESOL
JOURNAL

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

Volume 15 1994



The ORTESOL Journal

Volume 15 1994

Co-Editors

Marjorie Terdal
Portland State University

Sarah Klinghammer
University of Oregon

Reviewers

Kimberley Brown Peggy Dame
Mary Fulton Martha Grace Low
Nancy Marwin



ORTESOL isa not-for-profit organization whose purposes areto raise the
level 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 ways with other groups having similar
concer ns. Benefits of member ship include all issuesof The ORTESOL Newsletter
and The ORTESOL Journal, special members ratesfor the Annual ORTESOL
Conference, and a variety of other services and opportunitiesfor professional
development.

Advertisingin all ORTESOL publicationsisarranged by Stephanie Spak,
1025 SE Park, Corvallis, OR 97333.

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

Copyright ¢ 1994
Oregon Teachersof English to
Speakersof Other Languages

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



The ORTESOL Journal

Volume 15 1994

ARTICLES
Basic Conceptsof Learning Disabilitiesas They Relateto
ESL Students
AllanKlegp 1

Group Discussion Among Japanese Students of English: Making It
More Useful and Less Frustrating

SUWEKO WALANADE ........ccoovieieeceiiieeeee e 22

The Role of Grammar in a Communicative Approach

ANNK AN JONSSON .ot 48

Adult ESL Writing Journals: A Case Study of Topic Assignment

Kathryn BrUunEtte ......oooeoveieiicieececeeeee ettt &0
REVIEW ARTICLE

Assessing L anguage Ability in the Classroom (2nd ed.), Andrew
Cohen
Reviewed by Angela Zagarella-Chodosh  .......coveeievenevencneeceene 72

TEACHING NOTES
The Complexity of Lying: Helping Children Understand Through

Literature
Dorothy S. MeSSer SChmitt .....c.ooveveereireees s 78

INFORMATION FOR CONTRIBUTORS .....cciiiece 85




In thislssue

Articlesin thisissue of The ORTESOL Journal focuson a variety of issues of

interest to professional language educators. Each articlerelatestheory to
practical suggestionsfor the classroom teacher.

Inthelead article Allan Klein draws on his experience in special education
and in teaching English asa Second L anguage to explor e the question of
lear ning disabilitiesand ESL students. Hisarticle provides educator swith

basic information about learning disabilities and their relationship to problems
with attention, memory, Iangua%e, and pragmatic skills. It also offers
practical advice for ESL teacherswho think they may be dealing with an LD

student.

Suwako Watanabe applies discour se analysis techniques to examine differences
In communication styles between American and Japanese studentsin small
group discussions. Cultural differencesarefound in strategiesfor turn-taking,
selection of a leader, and presentation of argumentsduring aturn. Her article
closes with specific suggestions for teaching ESL students how to be more
effective participantsin group discussionsin American classrooms.

AnnKatrin Jonsson reviews argumentsfor and against the teaching of
grammar in a communicative classroom. She applies a model offered by
L arsen-Freeman and Celce-Murcia, integrating form, meaning, and usg, to the
teaching of the s-passive in Swedish. She then examinesfour English
language grammar booksto see whether they teach present and present
progressive tensesin accor dance with the form-meaning-use framework.

Kathryn Brunette describes her own classroom-based resear ch into the use of
journals, focusing on therelationship between topic assignment and length of
journal entry. Her article also reportson student attitudes toward journal
writing and student reactionsto theinstructor's commentson their journals.

Alsoin thisissue:

Review: Angela Zagar ella-Chodosh reviews the second edition of Andrew
Cohen's Assessing L anguage Ability in the Classroom, and contrastsit with
thefirst edition, which had a much narrower focus. She recommendsthe
book enthusiastically for test constructors, research students, and classroom
teachers.

Teaching Notes: Dorothy M esser schmitt, currently president of CATESOL,
the California affiliate of TESOL, isinterested in the cultural phenomenon of
lying and itsrelationship to Grice'smaxim of quality (be truthful). She looks
at several examples of lying behavior in children'sliterature and offers
teaching suggestionsto help ESL teachers approach thistopicin a non-
threatening way.

—TheEditors



BASIC CONCEPTSOF LEARNING DISABILITIESAS
THEY RELATE TO ESL STUDENTS

Allan Klein
Portland State University and
American Language Academy/University of Portland

Abstract

How doesan ESL teacher know if a weak student hasa learning

disability? T his article discusses definitions, resear ch, and

remediation relevant to thisquestion. Topicsincludethe originsand

development of learning disabilities (LD) asa field of study and
explanations of problemsinvolving deficitsin attention, memory,

language, and pragmatic skills. Special mention isgiven to reading

difficulties, including dyslexia. Resear ch on learning disabilities
among foreign language learnersis also summarized. Phonological

remediation isdiscussed, and related strategiesto improve LD

student performance areintroduced. The article also offers practical

advice, including some precautions, for teacher swho think they may
be dealing with an LD student. Included isan informal LD

screening instrument modified so it can be used effectively by ESL

instructors. The author summarizes some per sonal teaching
experiences and concludes by discussing realistic expectations for

both teachersand students.

Sompong, a Thai student in our intensive English program, is not
succeeding. Heisfriendly, well liked by the staff, bright, and outgoing. He
has been studying with usfor about a year and, although he has slowly moved
up through our classlevels, heisthefirst to admit that thingsare not really
going well. His syntax has not improved much and his pronunciation remains
poor. Yet thisvery limited successisnot for lack of effort or academic
interest on hispart. Heisoften studying when his classmates are on break,
and he hasfinished college in hisown country and plansto attend graduate
school in the United States. Sompong has also just completed a scuba diving
course, afeat that impressed me asonerequiring not only a good deal of
skill, but a fairly high comprehension level in English aswell. Thus, when _ _jj
| try to put together a profile of Sompong asalearner, | find therearejust



too many contradictions to make any sense. The pieces of the puzzle do not
seem to fit together, which hasled meto ask a ssimple question: Does
Sompong have a lear ning disability?

Other ESL teachersmay find themselves asking the same question about
studentswho do not fit the patterns of a low learner but who are making
very little progressin improving their English. Thisarticle will discuss
definitions, research, remediation, and realistic expectations for both teachers
and students. Its purposeisto assist teachersin developing strategiesto
successfully work with students who may be lear ning disabled.

Background

Whiletheterm "learning disability" (LD) hasbecomein recent yearsan
established part of the pedagogical lexicon, thefield itself isin fact relatively
new, having emerged only after World War |. Two theoretical per spectives
wer e developed in the year sthat followed, each originating from a different
point of view. Bender (1992) summarizesthe development of thefield.

Onegroup, the early perceptual-motor theorists, was concer ned with
impaired perception and delayed motor development as possible causes of
lear ning problems. After thewar, Gestalt psychologist Kirk Goldstein
observed brain-injured soldiersand noticed that some could no longer read
and had atendency toreverseletters(cited in Bender, 1992). In addition,
many appear ed distracted and exhibited hyperactivity. Hiswork was
generalized, sometimes erroneoudly, to children with the same symptoms.
Despite any over generalization, Goldstein's work was seminal because it was
thefirst to suggest that learning problems could have a cause other than
retardation and that differential teaching strategies needed to be introduced.

The other perspective, that of the language theorists, wasfirst used with
children in the 1920s and 1930s. Dr. Samuel Orton, a neuropathologist,
hypothesized that the normal dominance of one brain hemispherein language—
usually the left—was not present in children with language and reading
difficulties (cited in Bender, 1992). He also noted that many children had
problemswith eye and hand dominance. Orton recommended using an
educational methodology that included phonics and kinesthetic activities.

The 1960s brought a consolidation of these two differing camps.
President John Kennedy's open acknowledgment of hissister Rosemary's



retardation, along with the growing civil rights movement, brought a public
enlightenment concerning " handicapping conditions." Also, many LD
resear chers began to realize that the cause of both perceptual and language
problems did not necessarily appear to involve low intelligence or
environmental factors. Rather, it seemed to beabrain or central nervous
system dysfunction affecting information processing. Dr. Samuel Kirk coined
theterm " learning disability" in 1962, launching the current collaboration of
the two established per spectives (cited in Bender, 1992).

The search for causes of LD continuesin the 1990s, as does advancement
in assessment technology. While causal factor s havelittle direct impact on
the practitioner, it isworth noting some of the major ones being studied.
They include genetic factors; the influence of smoking and alcohol during
pregnancy; and along list of post-natal factors, including head injuries,
prolonged high fevers, and chemical/lead poisoning. Medical assessment of
learning disabilities, traditionally based on neurological examinations, has
been greatly advanced recently with the introduction of the PET (positron
emission tomogr aphy) scan, which can picture different areas of the brain and
estimate the metabolism in each. Thisisimportant sinceinactivity in a given
part of thebrain isseen asa possible condition leading to a learning
disability.

While the causes of learning disabilities are not yet entirely clear, the
types of problemsthat LD students encounter arewell documented. The
resear ch cited below involves native speakers of English, generally children,
the majority of whom are not studying another language. However, thereare
some general conceptsthat appear valid for learning disabled second language
lear nersaswell.

Attention Deficits

Thefirst problem, onewhich affects all subsequent learning, is attention.
Attention involvesmorethan just staring at the teacher. It encompasses both
the amount of time spent on task, also known as attention span, and the self-
directing of focus. Both of these areas present problemsfor LD students.

While nonhandicapped students use an aver age of 60-80% of thetime
available to them for concentrating on a task, studentswith learning
disabilities show only a 30-60% rate (Bryan & Wheeler, 1972; McKinney &
Feagans, 1983). Time on task, then, is something that should be monitored




asaconsistent indicator of disability. Likewise, the ability to focus attention
on relevant stimuli formsakey part of learning (Bender, 1992) and thusis
also a trait teachers should take note of. If students cannot filter out
interfering stimuli, whether outside noises, internal hunger pangs, or
emotional upsets, it will be extremely difficult for them to master alesson's
necessary information.

Such distractibility could be evidence of a problem with selective
attention, that is, determining which stimuli are essential and which aspects
of a given stimulus are useful. Selective attention isa crucial component of
classroom participation and success (Ross, 1976). Students who achieve at
high levels are those who can return their wandering thoughtsto a lecture
being presented and focus on the message, not the nasality of the speaker's
voice. Additionally, they use selective attention in order to " get the gist" of
astory by breaking down numerous pieces of information that are too big to
be sifted through at the sametime (Leahey & Harris, 1985). Resear ch
suggeststhat LD students have difficulty developing in thisarea (Ross, 1976).

Thereare specific auditory and visual strategiesthat can be used to help
students having trouble with attention. Oneisthe use of oral cues, such as,
"Herearethree specific examplesthat | want to show you," or " Point number
twois..." Another iscareful organization of the space on the blackboard to
help studentskey their attention to the matter at hand. Dividing the spaceinto
aconsistent and reliable framework of rectangles helps students selectively
attend. They know whereto look for important classroom information, such
asthe daily homework assignments (Klausman, 1993).

Memory-Related Problems

If attention isthe cor ner stone beginning the lear ning process, then
memory isitsfoundation, which keepsall futurelearningintact. It isnot
unlike an office'sfiling system for important papers. a careful and or ganized
system allowsfor easy retrieval of needed data, while a messy oneleadsto
frustration. People who have" messy" memories are often absent minded and
seem to be continually bumbling through life. It is easy for them to for get
things because they do not know wher e they have stored information in the
" cluttered files' of their minds (L evine, 1990). The brief overview of
memory that follows provides a basic context for explaining some problems
that LD students might encounter, but it isnot intended to be a comprehensive
view of all aspects of and modelsfor memory.



Thefirst step in being able to retain information isunder standing the
sensory input. Levine (1990) statesthat such sensory storage is dependent on
the ability to attend to input and discriminate between which partsof it are
worth keeping and which are not. Studentswith attentional problems often
fail at thisvital task. They may store many unimportant details, while
neglecting to retain much necessary information.

The next step isencoding new information in the working memory,
whereinformation is held until a decision ismade on further processing
(Torgesen, 1985). Encoding begins with the previously mentioned segmenting
of information into manageable blocks of stimuli. Later it can be stored in
long-term memory, if it hasfutureuse, or discarded, if it isneeded for only
abrief period of time. An important point isthat for information to be placed
in long-term storage, it must first beregistered deeply enough to make a
lasting impression. Adequate depth of processing is crucial for successin
learning (Lockhart & Craik, 1990).

The purpose of memory isto drive performance. For information to be
usable, it must be catalogued in the memory filesand beretrieved quickly and
accurately by the working memory (Torgesen, 1985). The importance of the
memory processisillustrated by the example of a teacher's assignment for a
student to write a paragraph. The student must call up not only information
on the subject to be written about, but also knowledge of syntax, mor phology,
and semantics, aswell as lower-level skillssuch asletter formation, left-right
sequencing, and capitalization and punctuation.

L earning disabled students have problemsin both the storing and
retrieving of information. Their problemsinclude paying attention to the
wrong details, not segmenting information into usable pieces, not storing
information deeply enough, and losing infor mation during the encoding and
retrieval process (Levine, 1990). Because of these problems, they exhibit a
decreased interest and motivation to try to remember items, a cyclical failure
(Ross, 1976; Torgesen, 1985). What isan automatic response for students
without learning problemsis an intentional and unnatural processfor LD
students. Categorization and association techniques, such asthe ones
mentioned in Oxford's (1990) Language L earning Strategies, have been shown
to benefit learnerswith deficitsin thisarea.




L anguage Deficits

Both attention and memory are general areasthat affect all types of
learning, so it isnecessary to look specifically at languageto get a clearer
idea of how lear ning disabilities affect ESL students. LD research has
traditionally focused on investigating the syntax, mor phology, and semantics
of the native speaker. However, recently, the emphasis has shifted to looking
at the pragmatic content of real communication situations (Boucher, 1986).
Resear ch into syntax and semantics by Wiig, Semel, and Abele (1981) has
provided insightsinto how LD students misunder stand sentences. Their work
shows that language breaks down because of two kinds of ambiguity: deep
structure/syntactic and word usage/lexical. An example of the former isthe
sentence, " The girl saw the boy with the binoculars,” (did sheusethe
binocularsor seethem?) and of thelatter, " Thiswill make you smart,” (will
it hurt you or make you intelligent?). Language tasks wer e conducted on a
group of 12-year-old studentswith learning disabilities and on various control
groups. Theresults showed that the LD students had a general language
function of a 7- to 8-year-old on lexically ambiguous statementsand a 5- to
6-year-old level on sentence ambiguity.

Theimplication for ESL teachersisthat suspected LD students may have
serious difficulties with any form of language that might not be absolutely
clear, including jokes, riddles, teaching instructions, and multiple word
meanings.

Although, there has been a great deal of material written about native
speaker swith language disorders, with Wiig and Semel (1984) particularly
acknowledged for their scholarship, an examination of syntactical and
mor phological problemsin isolation, nevertheless, appearsto havelittle
relevance to the ESL classroom. The problemsof an LD student could be
extensive enough to fill an entire grammar book. Wiig and Semel give many
examples, including deficitsin verb endings, plurals, possessives,
compar atives and superlatives, complex sentences, logical connectors,
pronouns, and prepositions. Even so, it would be difficult to identify LD
students based on such criteria, since most beginning students also exhibit
difficultieswith at least some of these structures.




Pragmatic Deficits

In contrast to the investigations described above, theresearch in
pragmatics with LD students, though new, is showing some positive results
(Bender, 1992). Resear ch has shown that learning disabled studentsare
consistently weak in pragmatic abilities (Boucher, 1986). Specifically, these
deficitswill manifest themselvesin the areas of narrative language, r eferential
communication, and social behavior.

Thefirst of these, narrative language, involves under standing the
substance of a story in either spoken or written form. Problems seem to stem
from theinability (a) to recall critical information, (b) to under stand the story
schema showing the connection between various eventsin the narrative, and
(c) to visualize the hierarchical nature of the story manifested through
temporal and causal factors (Feagans, 1983). An additional concern istheuse
of pronounswhosereferentsare either unspecified or ambiguous (Prutting &
Kirchner, 1987). These difficulties combine to pose a serious challenge to
LD students.

An example of thissituation is provided by Abdullah, a student from the
United Arab Emirates, who was repeating and failing our pre-Level 1
program for thethird time. He seemed to have a grasp of the concepts of
subject-verb agreement and word order and had master ed beginning
listening/speaking skills, but he was absolutely lost when it cameto reading
and writing. The ability to skim a story for the main idea and scan for details
was, for him, an exercisein futility. He appear ed to have no sense of story
hierarchy. His solution to answering basic comprehension questions would
beto copy a paragraph verbatim, even when the answer was present in the
story'stitle. Thefrustration to both Abdullah and histeacher s was palpable.

The next deficit area, referential communication, is defined asthe ability
to communicate specific information to another person and/or to evaluate the
adequacy of communication from another (Feagans, 1983). Giving or
receiving instructionsis an example. Referential communication is complex
becauseit requiresthelearner to distinguish between complete and incomplete
messages and to under stand what optionsfor response are available. Students
with learning disabilities have difficulty acting upon communication that is not
absolutely clear. If they are expected to participatein infor mation gap
activitiesor in any situation where following directionsis necessary,
problemsareliableto result.




Thedifficulty that some ESL studentswith learning disabilities have
socializing within their own language group isa good example of thethird
area of pragmatic deficit, social behavior. Particular concernsinclude poor
use of language in social situations, lack of awar eness of social cues
(including nonverbal ones), incorrect determination of one's own social status,
and lack of adaptation to new social environments (Bryan & Bryan, 1983).

The case of Masahiro, a Japanese student, illustrates some of these
problems. While he progressed, albeit painfully, from the foundations class
to Leve 1, histeacherswere deeply concerned about hisinability to
understand or produce morethan just beginning English in a spoken or
written form. However, what also seemed troublesome was hisinappropriate
adjustment to social situationsin comparison to other Japanese students.
Although Masahiro was 18 yearsold, he acted much younger. His style of
dressand basic immaturity added to the feeling that something was not quite
right. He let the teachersknow that he had a " secret” that was not for public
discussion; hehad a" girlfriend" in another city. What seemed disturbing was
that Masahiro handled these eventsasif he were a preteen; he would become
quiteupset if ateacher asked him about hisgirlfriend while other students
wer e near by.

Social/sexual issues, while less quantifiable than academic ones,
nonetheless can be a crucial indicator of LD. However, care needsto be
taken to avoid inappropriate evaluation influenced by cultural differences.
Instructors must also note that social behaviorsalone are not sufficient
evidence to diagnose a lear ning disability.

Reading and Dydexia

Unlike some pragmatic deficits, reading problems can be more clearly
measured. For most ESL students, especially thosein university preparation
programs, reading isan essential daily activity. According to Vellutino
(1987), words on a page can beidentified in two ways: by whole-word
processing (examining the visual featur es, meanings and contexts of words),
or by part-whole processing using alphabetic mapping (breaking down words
by letter-sound associations). In Vellutino'sview, learning to read isnot an
easy process, and beginning reader s have to be able to employ both
approaches. Students depending too much on a whole-word strategy, and
neglecting alphabetic mapping altogether, arelikely to overload visual
memory and make errorssuch as" was'/" saw" and "lion" /" loin."



Conversely, those who use only alphabetic mapping may have fluency and
comprehension deficiencies.

Dyslexiaisdefined in avery narrow sense as an extreme difficulty in
learning to identify printed words, presumably asaresult of a problem in
neurological functioning. It wastraditionally thought to be a dysfunction of
visual perception/visual memory, but a more current theory, which Vellutino
describes, holdsthat dyslexia is a subtle language deficiency. It stemsfrom
(a) phonological-coding deficits (trouble encoding and retrieving from
memory), (b) deficient phonemic segmentation (difficulty in distinguishing
component sounds of wor ds), (c) insufficient vocabulary development, and (d)
inability to discriminate the grammatical and syntactic variationsin words and
sentences.

Poor readersgenerally do not under stand that words, both spoken and
printed, are made up of individual phonemes. Asaresult, the strategies of
alphabetic mapping and letter-sound synthesis (phonetic decoding) do not help
them learn toread. Theroot of such poor phoneme segmentation isin the
memory storage of weak representations of letter sounds and word names, a
broader phonological coding problem (Liberman, Shankweiler, & Liberman,
1989). Poor phoneme segmentation, in turn, can inhibit learning the
association between lettersand combinations of lettersand various sounds, as
well aslearning printed words as complete entities. Poor readers store words
without completely encoding them phonologically, thus not retaining enough
cluesto retrieve the words when necessary (Vellutino, 1987).

Further, a commonality may exist between the processing of reading and
listening (Sinatra, 1990), with some lear ning disabled students exhibiting
deficitsin listening comprehension (Berger, 1978). Studies by Crain (1989)
support the view that lack of spoken language comprehension among poor
readersresultsfrom limited phonological processing and from working-
memory deficits. Vellutino points out that dyslexic readers show deficitsin
word recall, and Rudel (1988) reportsthat they also exhibit weaknessesin
naming common objects and numerals. She notesthat the learning disabled
students studied demonstrated sever e circumlocutions, long hesitations, and
word substitution errors.



Foreign Language Resear ch

Befor e examining phonological remediation, it isworthwhile to discuss
an additional area of LD research: why high school and college students fail
in their foreign language programs. Pimsleur's (1966) resear ch in the 1960s
and the development of his Language Aptitude Battery showed that students
who werefar less successful in foreign language classes than in other subjects
had specific problemswith what he called " auditory ability," or sound-symbol
and sound discrimination tasks. Thiswas determined to be the factor that
caused deficienciesin foreign language learning not explained by intelligence
or motivation. He also suggested that auditory ability might be an indicator
of successin learning toread and writein a person'sfirst language (Pimsleur,
Sundland, & Mclntyre, 1964).

Recent work by Sparks, Ganschow, and Pohiman (1989) on the
connection between native and foreign language lear ning has been outlined in
termsof a" Linguistic Coding Deficit Hypothesis," derived from research by
Vellutino and Scanlon (1986) on children with lear ning disabilities. It
speculatesthat studentswho are poor foreign language learnersare unableto
master one or mor e of the linguistic codes--phonological, syntactic, and
semantic. The authors studied high school studentswho were either at a
“high risk" or "low risk" for failurein aforeign language and then compared
them with a third group of LD students. L evel of risk was determined by
foreign-language cour se grades, teacher recommendations, and results of a
screening instrument used to determinelikelihood of difficulty in atraditional
foreign language classroom. The authors resultsfound significant differences
between the " high risk" group and studentswith LD on measures of syntax
and semanticsin both native and foreign language aptitude, with only the
latter studentsdoing poorly. However, the authors hypothesized that foreign
language lear ning problems of learning disabled and " high risk" students
resulted primarily from deficienciesin phonology and associated rote memory
deficits (Sparks, Ganschow, Kenneweg, & Miller, 1991).

In summary, the foreign language resear ch on poor auditory ability and
the extensive dyslexia resear ch on deficitsin phonological ability suggest a
possible connection between problemsin learning toread in afirst language
and difficulty in acquiring a second language. When the added presence of
aweaknessin listening comprehension is considered, it appearsthat LD
studentsarelikely to fare poorly in both oral and written activitiesin a
foreign language classroom (Sparks, et al., 1991).
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Phonological Remediation

Toremediate what Sparkset al. (1991) see asweaknessesin teaching a
foreign language, the author s propose using a multisensory, direct, and
explicit teaching of the phonology of the second language (in this case
English). They surmise that this might be the key that enhancesan LD
foreign language student's ability to " crack the code” of a new language. The
Orton-Gillingham method (Gillingham & Stillman, 1960) isbased on theidea
that a student'sauditory, visual, and tactile-kinesthetic pathways ar e activated
at the sametime. Thusthe students are simultaneously listening, speaking,
reading, and writing, all the while strengthening their bottom-up skills. For
students, especially beginners, who lack phonemic awar eness, providing a
"road map" will help make sense of the English phonology system. | have
found that both poor learnersand those suspected of being learning disabled
find comfort and guidance in being taught the phonemes using a systematic
approach. Given the phonetic irregularity of written English, sight words,
onesthat cannot be logically decoded, must also be introduced into the
teaching.

In addition to teaching decoding, theinstructor should expand the Orton-
Gillingham material to include the instruction of syllable patternsand
mor phemic analysis. The TUTOR programs, multisensory, sequential reading
and spelling lessons, form one such curriculum (Henry, 1988; Henry &
Redding, 1990). Paying attention to the phonological code isan important
aspect of ESL teaching. Current reading approaches focus on providing
higher-level, top-down skillsin a communicative and contextual base.
However, direct instruction of lower-level skillsviathe sound system may be
necessary to reach the goal of an interactive reading program.

Comprehension Strategies

While learning the mechanics of reading, LD students need to become
mor e actively involved in the comprehension of the material (Idol, 1987).
Several strategies derived from the studies of metacognition, which teaches
the student how to learn, are discussed below.

* Visual Imagery: Use of visual imagery helpsincrease the active

involvement of studentsin learning the material (Ellis, Marshall, & Sabornie,
1989). Closing their eyes, thinking of the scene being read, identifying the

1




necessary aspects of the story, and then creating a visual image are stepsin
using thistechnique.

» Story Map: A visual representation of a narrative can greatly benefit
LD and/or poor learnerswho are having difficulty under standing the story's
schema. It provides a graphic representation of the story's main events—
setting, problem, goal, action, and outcome. Thismap is a cognitive
organizer which helps highlight temporal and causal patterns (a sample of this
can befound in Idol [19871).

o |llustrations: Thereissome evidencethat LD students do not actively
seek out therelationship between the text and the picturesand that teachers
can help them make that cognitive connection. Illustrations may be one more
strategy in helping with reading comprehension (Mastropieri & Peters, 1987).

o TELLS: "Advanced organizers' areauditory techniquesthat
encour age studentsto think about a story beforereading it, which may
increase reading comprehension and oral reading performance. Use of
acronymssuch asTELL S (Idol-M aestas, 1985) can focus attention and
activate existing schemata to prepare for new material. In thistechnique, the
"T" standsfor the tory'sftlc; "E" means examining pagesfor clues; "L"
refersto looking for important words; the second " L" asks studentsto look
for difficult wordsand differentiate them from important words; and " S
means setting.

* Inference Questions. Learning to answer inference questionsthat are
related to, but independent from, the story may be useful (McCormick & Hill,
1984). Using examplesthat are not dependent on the story context, but that
may provide cluesto the story, could activate lear ning. One such example
would be asking studentsto think about some difficult adjustment they had to
makein their livesbeforethey read a story about a foreign student struggling
to adjust to lifein the United States. Other activities could also include
prompting studentsto predict outcomes and make gener alizations based on
their experiences.

« Story Retelling: Using low-level passages as practicewill help LD
students develop their narrative skillsand improve reading comprehension
(Gambréll, Pfeiffer, & Wilson, 1985). Giving the students" WH" questions
to use as advanced organizers beforethey read the passage will givethem an
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auditory framework to help focus on important detailsin the narrative. This
will also strengthen their selective attention.

* Oral Reading: Thisisan activity that giveslearning disabled students
asmuch trouble assilent reading (Rose & Beattie, 1986). Common errorsare
word omission, incorrect pronunciation, long hesitation before words, and
lack of comprehension of material read. Resear ch has shown that the
advanced organizer technique of previewing the material by hearing it read
will decreasethe oral reading errors. Taping the story so students can hear
it beforereading it providesan opportunity for the teacher to watch and see
if the students appear to be understanding the plot.

Recommendations

Several broad recommendations about learning disabilities could be
helpful for ESL teachers. Some of these are influenced by the work of Robin
Schwartz (1994), an ESL/LD instructor at The English Language Institute of
The American University. Because LD students have weaknesses in memory
functions, teachers should look for studentswho often forget one day the
skillslearned the day before. Thisinconsistency will manifest itself in highly
irregular performance. Often the student will not profit from the teacher's
written or oral correctionsand may interpret assgnmentsin unusual ways.
Some LD students may start out doing well, but asthe term proceeds, will
begin missing homework and will be increasingly tardy and absent from
class. Others may be highly motivated, hardworking students who seem to
be beating their heads against the wall. There are some studentswith learning
disabilitieswho are overly willing to please, while othersmay try to conceal
their deficits by becoming the class clown or by exhibiting surly,
uncooper ative behavior. Thereisno single identifying trait that will act as
ared flag to pinpoint studentswith LD.

Although studentswith learning disabilities do share some academic
problemswith slow lear ners—though on a continuum LD is much more
sever e—these same disabled learners can excel in other areas of life.
Masahiro, the Japanese student mentioned earlier, isan accomplished
clarinetist who wasinvited to perform with the university orchestra.
Abdullah, from the United Arab Emirates (UAE), was on the national soccer
team. | must put in a caveat, however, that the students mentioned in this
paper were only suspected of being learning disabled. Formal assessment is
discussed below.
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LD isnot amedical condition that can be" fixed." Successful students
learn to compensate for problems by circumventing weaknesses (grammar and
spell-check software can be useful tools when their proper useistaught and
monitored by theinstructor). In addition, no single characteristic can be used
to decideif thereisalearning difficulty. Teachersin an intensive English
program should look for clusters of problemsand wait for six months before
making any decisions about remediation or alternative placement for a student.

Assessment

It isnot possibleto obtain atruly representative scorefor ESL students
on a standar dized assessment of intelligence written for English speakers.
However, the preceding information, along with a portfolio of work and
comments from teachers, can give a school a good idea of who may be
learning disabled. A writing samplein the student'sfirst language may offer
some insightsregarding his’her overall syntactical ability, if someone can
trandate the sample. In addition, Ganschow and Sparks (1991) have
developed " A Screening Instrument for the I dentification of Foreign Language
Learning Problems.” Herel have modified it dightly to accommodate ESL
students, so it can be used to help identify those that are at high risk of not
succeeding. Some questions might be per celved by some students as
intrusive; therefore, cultural sensitivities need to berespected in the
instrument's use. Another difficulty isthat it cannot be used with low-level
studentsunlessit istrandlated.

Foreign Language L earning:
1. How easy hasit been for you to learn aforeign language?

2. Estimateyour overall gradein those languages you have taken in high
school or college

Developmental History:

3. Did you have articulation (speech) or language difficultiesasa young
child?

4. Wereyou early or latein learning to walk?

5. Wereyou early or latein learning to talk?
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6. Do any of your biological brothersand/or sistershave a history of
academic learning difficulties?

7. Asachild, how easy wasit for you to learn to tell time?

8. How easy wasit for you to learn self-help skills (i.e., tie shoes,
button, zip, snap clothing)?

9. How easy wasit for you to distinguish right from left?
First Language Learning History:

10. How easy wasit for you to learn toread? Do you read for
pleasure?

11. How easy has spelling been for you? (for studentswith an alphabetic
language)

12. How easy wasit for you to under stand what you read?

13. How easy wasit for you to learn basic arithmetic computation, such
asmultiplication tables?

14. How easy was school for you at the elementary and junior high
levels?

15. Estimateyour elementary school gradesin reading and spelling
16. How easy were chemistry, biology, and/or physicsin high school?
17. How easy wasit to study your native languagein high school?
18. How easy was algebrain high school? Geometry?

Testsand Classroom Learning Characteristics:
19. How easy are most testsfor you?

20. How easy isit for you to study for atest?
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21. How easy isit for you to complete atest in classwhen thereisa
timelimit?

22. How easy isit for you tolearn in a classwhen the teacher talks
quickly?

23. How easy isit for you to learn to remember specific facts (i.e.,
names, places, dates)?

24. How easy isit for you when the teacher writesfew or no noteson
the board?

25. How easy isit for you to take notesin class?
General Information:
26. How long have you been studying English in the U.S.?

27. Doyou think you have a problem learning English? If yes, what do
you think the problem is?

28. How long do you plan on studying English in the U.S.?
29. What areyour academic plansin the U.S.? In your own country?

30. Doyou have any special skillsor talents (i.e., art, music, drama,
sports...)?

Key: On yes/no questions, studentsarerated as" High Risk" if they
answer ed yesto questionsrelating to articulation problems (3) and biological
brother gsisterswith academic learning difficulties (6) and late on learning to
walk and talk (4, 5). On the questionsrelating to grades (2, 15), studentsare
rated " High Risk" if they indicatea D or an F. Theremaining questions
employ afive-point scale (very easy to very difficult); studentsarerated
"High Risk" if they indicate either a 4 (somewhat difficult) or a5 (very
difficult).

| administered thisinventory to Sompong and was sur prised at some of

theindicator sthat appeared. Some simple but overlooked information came
to my attention. For instance, even though he has been at our school almost
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ayear, he started studying English in the U.S. three years ago. M or eover,
he has a strong aversion to reading in hisown language and had serious
difficulties finishing college. What seemed particularly noteworthy was that
hisarticulation problems are also present in hisfirst language. Theinventory
helped histeachers confirm their shared feeling that he does have a learning
disability.

Final Thoughts

After all the data have been collected, one must ask what can be done
with thisinformation. Unfortunately, the student or higher family might not
want to hear negative observations. In addition, even if they arereceptive,
therearevery few resourcesfor post-high-school ESL students. Remediation
isalong processand few ESL teachersaretrained in special education;
conver sely, few special education teachersknow much about thefield of ESL.
Realistic expectationsfrom both the student and the teacher must be thefirst
order. It isnecessary to accept what can and cannot be donein this situation.
However, allowing an LD student moretimefor testsand classwork,
opportunitiesfor oral exams, extra help organizing paperwork and schedules,
and reduced cour se loads might help the situation.

In thetwo yearsthat | haveworked in an intensive ESL program, | have
noticed seven studentsthat | think arelearning disabled. Assuming that |
have overlooked another 7, that would be only a total of 14 in the well over
400 students who have passed through our doors. | think that a majority of
the students doing poor ly would fit the category of slow lear ner--someone
without the extreme strengths and weaknesses of an LD learner, but who,
nevertheless, isnot doing well in the program. The techniques suggested will
also help those students.

My goal in this paper has been to show the problems of learning
disabilitiesin arealistic but not pessimistic portrayal. LD studentswill vary
in their ability to learn another language, but they can attain some degr ee of
success aslong asthey have atempered and clear idea of the strugglesthey
may face.
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GROUP DISCUSSION AMONG JAPANESE STUDENTS OF
ENGLISH: HOW CAN WE MAKE IT MORE USEFUL
AND LESSFRUSTRATING?

Suwako Watanabe
Department of Foreign Languagesand Literature
Portland State University

Abstract

Reportsand observationsindicate that non-native speaker s of
English, especially Japanese and other Asian students, have
difficulty participating in group discussion. Since group discussion
Isan important instructional device in academic settingsin the
United States, difficulty in participating in group discussion is not
only amatter of intercultural miscommunication but also of whether
effective lear ning by non-native speakersistaking placein the
regular course.

In order to find what kinds of abilities are necessary in a group
discussion, atotal of seven group discussions (four in English and

threein Japanese) were experimentally set up and analyzed. Based
on the analysis of the discoursein the group discussions, this paper

shows how Japanese students discuss differently from American
students and shedslight on some reasons why Japanese studentsare
likely to have problems participating in a group discussion. The
paper suggeststhree stepsto teach Japanese (and other) students
how to participate meaningfully in group discussion.

Introduction

Group discussion isa common speech event within the academic setting
in the United States. Asa foreign student myself, | have participated in many
group discussionsin regular classes and seminarsin a graduate program at an
American university. Having come from Japan, | found these group
discussionsfrustrating because | could not easily under stand what other
studentswere saying and | could not express my ideas smoothly in atimely
fashion. | often felt unfulfilled or dissatisfied when a group discussion was
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over. Eventually, | found that this problem is shared among Japanese
studentsin both English asa Second Language (ESL) and " regular programs.”
Besides the lack of linguistic skills needed to interact in group discussions,
another source of frustration for students seemsto be different expectations
asto how tointeract in group discussions.

While there are many techniques for making ESL classroomsmore
communicative, studiesreport that Japanese and other Asian studentstend to
be lessinteractive, communicative, or articulatein class (Sato, 1981;
Watanabe, 1990; Yamamoto, 1991). In many cases, the Japanese students do
not have adequate communicative skillswhen they launch into participation
in group discussion in non-ESL cour ses. It is necessary to under stand the
needs of those students who are not benefitting effectively from group
discussion and to provide them with mor e effective and practical training.

In thispaper, first, by comparing discussion styles observed in American
students group discussions and Japanese students group discussions, | will
show potential cross-cultural communication problems. Second, | will suggest
somewaysin which ESL/ENNL teachers can help develop communicative
competence that isnecessary for group discussion.

Communicative Competence

It has been mor e than two decades since Hymes (1972) argued for the
importance of communicative competence, which can be defined as the ability
to use alanguage appropriately in a particular social setting. Comparing it
with linguistic competence, he argues that

[a normal child] acquires competence asto when to speak, when
not, and asto what to talk about with whom, when, where, in what
manner. In short, a child becomes able to accomplish arepertoire
of speech acts, to take part in speech events, and to evaluate their
accomplishment by others. (p. 277)

His argument is consistent with what communication isall about in the sense
that communication involvestwo or more parties, and one must consider
others communicative movement in order to execute effective
communication. Thisisone of the reasons why conver sation, asan example
of communication, is sometimes characterized as dancing with another.
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Gumperz (1984), an anthropologist, revisits this concept of
communicative competence and argues that neither theoretical linguistic
grammar nor sociolinguistic sets of rules are sufficient aloneto explain the
processes of communication. Communication involves not only linguistic
codesto convey the intended message but also a set of expectations about how
acertain string of utterancesisto beinterpreted. Asan example, the
response at the surface level may not quite match the question, yet the
intended message may be properly interpreted by the addressee. This
inter pretation aspect of communication isimportant in that one can makethe
next communicative move based on inter pretation at a particular moment
(Goffman, 1986). Especially when the surface level of a messageis
ambiguous about the intended message, conver sationalists must negotiate
meaning (Gumper z, 1982; Tannen, 1986). A casein point isone adjacency
pair embedded in another.

Thereisarange of verbal and nonverbal devicesthat help the
participantsto determine or at least come up with the most plausible
inter pretation of what is being communicated. Gumperz (1982) callsthese
devices" contextualization cues," which include " the code, dialect and style
switching processes, some of the prosodic phenomena...choice among lexical
and syntactic options, formulaic expressions, conver sational openings,
closings and sequencing strategies... [and] any feature of linguistic form that
contributesto thesignalling” (p. 131) of what the speaker intendsto express
and haveinterpreted by thelistener.

It should be emphasized that within his definition, contextualization cues
areto beused not only individually but also in coordination with others. This
impliesthat for aforeign language learner, mere mastery of discrete linguistic
itemsisinsufficient in that the learner must also master the waysin which
contextualization cues should be coordinated to achieve communicative tasks.

L earning how to use a set of contextualization cues appropriately isvery
difficult because many of these cues are beyond the level of grammar,
vocabulary, and idiomatic expressions. Appropriate use of contextualization
cuesinvolves, besides linguistic forms, suprasegmental forms, cognitive
processes, and socio-cultural background information. Hymes (1972) claims
that one needsto learn communicative competence through experience and
that a set of sociolinguistic rules, such asa set of rulesfor greeting, isnot
fully useful here. Just asthe person who wantsto be ableto play tennis
needsto practicein a court instead of studying a book about tennisin a
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classroom, so the language lear ner who wantsto be able to sustain effective
involvement in an ongoing conver sation needsto practice the language in

communication consisting of chains of listening and speaking tasks instead of
reading a description of conversational rules. More specifically, in order for

alearner to be ableto sustain active engagement in a conver sation as properly
as a native speaker, she needsto be able to produce an utterancein the
language correctly, to infer properly what isbeing intended by the other, and

based on theinference, to make an appropriate communicative move.

Communicative Language Teaching

Communicative Language Teaching (CLT) has communicative
competence asitstheoretical foundation. CLT aims at attaining
communicative competence, and the emphasisis on communication (Richards
& Rodgers, 1986). It usesvariouskinds of communicative activitiesin which
students can actually use the target language to achieve a certain goal
(Richards & Rodgers, 1986; Rivers, 1987).

Recently, CLT hasbeen criticized for putting too much emphasison
communication and for neglecting accuracy. Hammerly (1985) ar gues that
encouraging premature communication beyond the learner'slinguistic
capability will result in a great degree of fluency but a small degree of
accuracy. Richards and Rodger s (1986) point out that the range of
communication and activitiesis not clearly defined within CLT and it gives
too much room to the teacher asto what kind of and how much
communication will befacilitated.

Another drawback inherent in CLT isthat it may fall short wheniitis
used with learnersfrom a culturein which active participation in classis not
anorm. It implicitly assumesthat the learners are motivated to talk in class.
However, depending on the culture, lear ners may have been trained to be
reserved in class. Sato (1981) found that compared with non-Asian students,
Asian studentsvoluntarily took turnslessfrequently and were more dependent
on theteacher to call on them. Mizuno (1983) reportsthat in an English class
consisting predominantly of Japanese studentsit was mor e successful to use
" macro-analysis’ techniquesthat encourage an equal distribution of leader ship
among the member s of the group and a democr atic atmaospherein which the
group can seek to synthesize theideas of its membersinto a conclusion.
Yamamoto (1991) found that the quietness of Japanese studentsin ESL is
dependent on the situation factor. While the Japanese studentsin her study
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werelessinteractivein teacher-fronted classes, they were moreinteractivein
face-to-face interviewswith a native speaker.

Robinson (1987) points out the need to give consideration to culturally
diver se speech stylesand resulting constraints when students speak English
and offers communicative strategies to over come these constraints. lwasaki
(1992) consider s different rules of politeness and lack of knowledge of routine
expressions as sour ces of difficulty that Japanese students have and suggests
that carefully designed routine conver sations which areto be memorized and
practiced in classwill help them develop skillsfor communication.

In thisstudy, an experimental group discussion was conducted in order
to answer thefollowing questions. " Are Japanese discussion styles different
from Americans ?" If so, " How arethey different?" The next section
presentsthe study and theresultsin more detail.

Differences Between American and Japanese Group Discussions

Four American and three Japanese group discussionswer e set up to
collect data. Each group had an equal gender ratio with the exception of one
American group which consisted of one male and three female students. All
the American participants were Caucasian except one K orean-American
female student and one student whose mother was Japanese. Age differences
varied from one group to another, asdid the majors and yearsin school.
Background information on the participants and each group'slabel are shown
in Appendix A.

All the United States participants spoke in English, while all Japanese
spokein Japanese. The excer ptsfrom the Japanese data aretrandated into

English by thisauthor. Thetranscription conventions are presented in
Appendix B.

The groupswere asked to discuss the following topics:

1-A: Why areyou learning Japanese? (assigned to U.S. groups#1, 2,
and 3)

1-B: Why did you decide to study abroad/in the U.S.? (assigned to U.S.
group #4 and Japanese groups#1, 2, and 3)
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2: Many people say that, for Americans, the Japanese languageishard
to learn compared to European languages. Do you agree or disagree? Why?

3: Discuss misunder standingsthat are likely to occur between a Japanese
and an American because of language and cultural differences. Give specific
examples of misunder standings.

Three U.S. groups discussed topics 1-A, 2, and 3, and three Japanese
groupsdiscussed 1-B, 2, and 3. Asthe difference between 1-A and 1-B may
beafactor for the different ways of discussion, one U.S. group was set up
to discuss 1-B, which isthe sametopic that the Japanese groups discussed.

In four of the seven group discussions, the resear cher was present during
the whole discussion but was not involved in the discussion. In the other
three, the researcher was present only at the beginning and the end of the
discussion. Each group discussion was tape recor ded and transcribed. The
transcribed data wer e then analyzed in terms of three phases: beginning,
ending, and presenting argument for a certain position.

When American group discussions wer e compared with Japanese group
discussions, it was found that (a) in the Japanese groups, hierarchical relations
wereimportant for turn order and selection of aleader whilein the American
groupstherewasvery little evidence that hierarchical relations are bases for
theturn order and discussion format; (b) the ending was signaled and
rendered through explicit reference to ending performed by the assumed
leader in the Japanese groups while the ending was signaled and render ed
without explicit referenceto endingin the U.S. groups; (c) turn-taking
structurewasrigid and resembled panel discussion format in the Japanese
groups consisting of unfamiliar members, while the basic turn-taking structure
in the U.S. groupswasin afreediscussion format; and (d) Japanese
participantstended to present an argument with both nonsupportive and
supportive points at one time, while American participantstended to present
only one supportive point for their position at onetime,

The Beginning and Turn Order
The American participants began the discussion immediately, while the
Japanese participantstook timeto talk about the turn-taking order and the

discussion format. The following exampleisthe beginning segment of J-2
discussion, which beginswith the resear cher telling the membersto start.
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Example (1): J-2 BEGINNING

1 Resear cher:
2 M inako:

3 AIl:

4 Minako:
5 Kiyoshi:
6 All:

7 Minako:
8 Kiyoshi:

9 Minako:

/29291199 phut, when you areready...smoothly...please
Smoothly begin.
[pause: 4.5 seconds)
Okay, go ahead from the older person(s).
Okay, let'sbegin.

[laugh]
It isfunny. [laughs] Well...
Anybody whois proper (will talk) first...

Well, then, number one...
Well, asfor myself, | had had adesiretogotoa

foreign country since | wasa littlekid, you know.
[Minako continues

In line4, Minako encourages " the older ones’ to speak first. Kiyoshi,
who happensto be the oldest member, turns Minako down by stating that the
proper person should talk first in line8.

In contrast, the American group, A-I for example, beginsthe discussion
quickly without a process of conceding.
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Example (2): A-1 BEGINNING

1 Resear cher: Begin : : whenever you'reready : :

2Kris: Okay.

3 Joan: | Okay.

4 San: " Who'sfirst..I'll go.

5 Joan: Go ahead, Taylor-san.

6 Stan: I'm Stan Taylor, and I'm/lear ning about the Japanese.

[Stan continues)

What ismoreintriguing isthe turn-taking order in the Japanese group
discussions while they wer e discussing topic #1. Each beginning segment in
the Japanese group discussions was followed by the discussion/presentation
reasonsfor comingto study in the U.S. AsTablel shows, thereisa pattern
in the turn-taking order. The oldest male member wasthe last one to speak
in all three groups, preceded by the younger male member, and either of the
two female memberstook thefirst turn. Hierarchical relationships among the
group memberswere perceived as a factor in deciding the order of
turn-taking.

Thisisclosely related to the Japanese tendency to save the face of the
superior. Sincein the early stage of the discussion, the direction that the
discussion will take isunknown yet, thereismore chanceto risk losing face
by making an ignorant statement or a statement that is opposite the majority
position. Junior s/subor dinates can afford to lose face making mistakes; in
turn, the superior isexpected to synthesize contradictions, objections, and
anything that causes dissonance (Nakane, 1972).
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TABLE |
RELATIONSHIP BETWEEN TURN ORDER
AND GENDER/AGE

Turn J-1 J-2 J-3
#1 F 23 Hiroko F 22 Minako F 28 Kelko
#2 F 20 Satoko F 23 Kazuko F 23 Fumiko
#3 M 20 Jdiro M 26 M asao M nla* Ikuo
#4 M 22 Teruo M 32 Kiyoshi M 29 Yasuo

* Although Ikuo's age was unknown, he was appar ently younger than Yasuo.

Ending

The significant differencein the ending phase of the entire discussion is
that the American group discussions ended after along pause, whilethe
Japanese group discussions ended with the assumed leader suggesting and then
announcing the end. Thefollowing is an example of the ending in the
American group discussions. This example beginswith Katy, but beforethis
example, ther e has been discussion regar ding the third topic about
misunder standing between Americans and Japanese.

Example (3): A-2 ENDING

Katy: Weéll, even..., uhm, going along with the teaidea, they have all
the different verbsfor the different partsof preparing thetea, of
serving thetea of, uhm, red tea, green tea, you know. Wejust
call it by the color in thetea and servetea, maketea, and they

have so many different words and actionsthat are associated with
it.
Mary: k/l-hm.

[pause: 5.7 seconds]
[A group member shutsoff the taperecorder.]
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After Katy isfinished taking, Mary says, " M-hm," without much to say.
Thisisfollowed by arelatively long pause. It seemsthat the preceding active
discussion and thislong pause signal an end, and one of the group members,
who isunknown, shuts off the tape recorder.

Theendingsin the Japanese group discussions were marked by (a) the
assumed leader's confirmation and/or (b) hisannouncement of theend. The
following excer pt showsthe very ending of Group J-2. After an hour of
discussion, theresear cher interrupted the discussion and implied that they
should wrap up soon because she had to leave for another appointment. Then
Kiyoshi started to wrap up asfollows:

Example (4): J-2 ENDING

1 Kiyoshi: Although the talk has becomelively, it seems
everybody's busy, so

2 Kazuko: M-hm.

3 Kiyoshi: So::

4 Minako: Chan-chan-chan.

5 Kiyoshi: Well, shall we quit?

6 Minako: Yes.

7 Researcher: Okay? Then, thanks.

8 Kiyoshi: Then, the discussion isover.

I Kao Thank you. Shake hands. [Actually verbalizes thiswith
a handshaking gesture|]

10 Minako: Thank you.

In line 5, Kiyoshi asksthe other membersif they want to end the
discussion, which is" suggesting” ; and Minako says, " Yes," in 6. Inline7,
the resear cher mistakingly assumesthat the discussion is completely over and
says, " Thank you." However, Kiyoshi's " announcement of the end" follows
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in line 8. Then, both Minako and Kazuko thank and verbally express
hand-shaking behavior, acting asif an international political discussion has
been officially concluded.

In each of the three Japanese groups, the older male member assumed the
leader role and acted accordingly. Furthermore, the other membersin each
group displayed group confor mity. Here, these leaders' announcement and
confirmation serve as signalsfor the group members. The formation of the
hierarchical relationships among the group members, i.e., the leader and the
followers, functionsto guide them asto how to interact and what role to play
in the group activity.

Argumentation Strategies

The second topic, " Many people say that, for Americans, the Japanese
language is hard to learn compared to European languages. Do you agree or
disagree? Why?" had the potential of leading to a polarized discussion. The
common task wasto expresswhether or not onethinksthat Japaneseisa
difficult language. Two differ ences wer e found between American and
Japanesein their waysto achievethistask. First, the turn-taking format was
different between the American and Japanese group discussions. T he
American group took the form of freediscussionsin which memberscan
spontaneously take a turn. On the other hand, the Japanese groups used a
round-robin turn-taking system.

Second, the organization of argument presented by a single discussant
was different. The Japanese memberstended to use a multiple-point
argumentation strategy in which both supportive and nonsupportive pointsare
presented at one turn. The American member stended to use single-point
argumentation strategy in which one supportive point is presented with the
position statement at oneturn.

Thefollowing example shows the single-point argumentation strategy in
which Stan states that Japaneseis difficult with one supportive point.

Example (5): STAN'SARGUMENT

Okay...1think it'sharder than European languages, at least writing-wise,
especially with the kanji.
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Asa supportive point, he points out the writing element of the Japanese
language. His point hereisthat thetotally different set of writing systems
between Japanese and Eur opean languages makes Japanese difficult to learn.

In Group J-2, Kazuko presents her position with more than one point at
atime. Theexampleisasfollows:

Example (6): KAZUKQO'SARGUMENT
Let'ssee.. Asit isexpected, | think it'shard.
Especially, how can | say...

In the case of my university..., oh, there, at HNU, they have like
Japanese course, and they study quiteintensively...

Like basic structure, they can master, but after all, they can't keep up
with the amount of kanji, and no matter how far they advance, they don't
reach a certain point, say, to read a newspaper.

So, like ourselves, we can't read like an English newspaper that fast,
but, at least, we can under stand by roughly skimming it.

But, if the people here, for example, those at the advanced level, well,
if we gave them a newspaper and can they read ? if wetold them to read
it, probably they can't read it, | think, you know.

That'swhy | think that part ishard, and also, asfor like nuance...|
wonder how far, deep, they under stand...

Kazuko'sposition isthat, asclearly stated in the very beginning,
Japaneseishard. After the position statement, she goes on to examine four
aspects of language learning: (a) grammar, (b) writing, kanji, (c) reading,
and (d) comprehension of nuance. If one followslogic, sherealizesthat the
first point on grammar does not necessarily support her position. The
tendency to present morethan one point at atime and to include supportive
and nonsupportive pointsis observed in the other Japanese discussants aswell.

Thetendency to include supportive and nonsupportive points at the same
time may be areason for the notorious" inscrutability” of Oriental people.
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Since both supportive and nonsupportive points are presented, American
participants may not know which position the Japanese participant is taking.

M oreover, we ought to consider another potential problem aswell. The
example cited above was originally in Japanese, and it was presented in the
panel-discussion type of turn-taking format in which each participant can take
as much time as ghe wants without being interrupted. Had it been in the
free-discussion format performed in English, the Japanese student might have
been interrupted when s/hefinished presenting higher position and the fir st
point. The problem in such a situation isthe frustration that the Japanese
student experiences because ghe cannot present an opinion comprehensively.

Thefollowing excer pt from Group A-1illustratesthe American students
tendency to engagein free discussion.

Example (7): A-1 DISCUSSION OF TOPIC #2

1 Jill: | think that what's hard about it islearning a new alphabet.-
2 | think it'shard.

3 John: [But that's any language, though.

4 Jill: No, well, no, no, no, not a new alphabet.

5Katy: [It depends. Thecyrillic - >

6 alphabet, you know, /there's something likein/ Russian.

7 John: [Uh, all the- [Uh-

8 Jill: [Yeah.

9 John: Yeah, but, see, onceyou get that down, it's, - >

10 it'snot ashard as-

11 Jill: Onceyou get that down. Yeah, but in Japanese and

12 Chinese, you also, you haveto get the kanji down, not just
13 the hiragana and katakana PII.
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Another strategy of arguingisto repeat the supportive point. Asin the
above example, Jill's supportive point isthe fact that Japanese has the added
difficulty of mastering an entirely different writing system. Later in the
discussion, sheraisesthispoint again as shown in the following example.
Example (8): A-1 DISCUSSION OF TOPIC #2
Mary: Thethingthat | remember isthat the grammar and the phoneticsare

S0 much better in, | mean, it's so much easier in Japanese than, say,
English.

English, nothing is spelled how it sounds, and ther€'s so many
exceptionstotherule.

Jill: [ Well, in German, it'sspelled, in German, it is.
Soit'snot...I'd, I'd say, well, | learned German, German in
Germany, too. So | think, | think it'shard tolearn
[laugh & sigh] aforeign language itself, and Japanese has the added
difficulty of the reading being harder, and the fact that you haveto
learn five thousand before you can even read the newspaper, and in,
in German you wouldn't have to study that much.

American membersretained the same supportive point and repeated it
even when what immediately precedesit doesnot necessarily relateto the
point. By sticking to the consistent point, the member s avoided accepting the
opposing position.

Cross-Cultural Implications

Thefindings of the differencesin the waysin which Americans and
Japanese hold discussionsfurther indicate differencesin cultural values and
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orientation. The Japanese group discussions suggest (a) the importance of
hierarchy, (b) group orientation, (c) avoidance of confrontation maintained in
the speech event of group discussion. Based on these different cultural
orientations, it is possible to predict potential cr oss-cultural
miscommunication.

First, Americans may proceed with the discussion without paying any
attention to the differencesin therelationships among members. Among
Japanese students, the relationship can be consensually determined based on
the physical appearance of othersor by finding out about each other before
the discussion. If the group is mixed with Japanese and Americans, then
Japanese feel concerned about whether their perception of therelationshipsis
the common per ception within the group. Moreover, skipping a confirmation
of therelationships may be perceived by the oldest Japanese male member as
offensive because his status has not been acknowledged.

Secondly, there may be misunder standings during discussion. Since the
oldest Japanese member may remain quiet throughout the discussion,
American membersmay misinterpret hissilence as having nothing to say. A
Japanese member might get to thefirst point when presenting an argument,
while an American member may percelve that the Japanese member'sturn is
over and start to talk. Furthermore, the American member'stalking can be
perceived asinterruption by the Japanese member who did not get to finish
what s’he hasto say.

In contrast, Japanese may try to synthesize all the views that have been
presented. They may try to force an American to agree with them with a
question such as" Don't you agree?" When American membersare engaged
in afreediscussion where one may jump in at any time, Japanese members
cannot keep up with the pace and lose track of what the original point of
discussion was. Japanese member s may per ceive that American membersare
arguing over unimportant pointsthat are unrelated to the original discussion
topic that the professor has assigned.

Thirdly, at the end of the discussion, the Japanese members may feel that
the discussion isincomplete because there is no consensus or agreed
conclusion. The American members may move on to the next topic or end
discussion even though Japanese member s still have thingsto say. The
Japanese member s may be bewildered by thelack of a sensethat " we did it
together."
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Some Suggested Waysto Teach How to Interact in Group Discussion

Thefindings of these cross-cultural differencesin discussion styles
indicate that group discussion can be considered asatarget of instruction as
well asa means of instruction. In other wor ds, some students may need to
beinstructed in how to interact meaningfully in group discussion. The
comparison of the Japanese and American group discussions clearly shows
that Japanese students have a different set of expectationsasto how to go
about discussing in groups. A good under standing of how Americans or
American studentscarry out group discussonswill help ESL students prepare
for their study in other cour ses.

In what follows, | will suggest three stepsin which interaction in group
discussion can betaught. They include (a) providing cultural information
about group discussion in the United States, (b) teaching how to construct
one'sargument (one-point argumentation strategy), and (c) teaching how to
engage in dialogical argument.

Cultural Information About Group Discussion

It isimportant to teach how group discussion isvalued and what
ideologiesit reflects. In general, group discussion in the United Statesisa
speech situation in which each participant presentsa view/opinion about an
issuein question. Its purpose isto exchange different ideas and views,
including minority viewpoints. Certainly, the purpose of group discussion
reflects the ideology of democracy. However, theinstructor should be
cautioned that although Japan isa democratic nation, group discussion isnot
practiced in the same manner asin the United States. For onereason,
Japanese society has modified democracy in its own way without changing the
strong emphasis on consensus within a group that isfounded on hierarchical
relations. The majority's opinion often overridesthe minority's as expressed
in afamoussaying, "Deru kui wa utareru (The post that sticks out will be
hit)."

Thefollowing list contains some principlesreflecting American
democracy.

1. The purposeisto have different views and opinions expressed; the

assumption isthat unless different opinions ar e expressed, one cannot
know whether it isgood or bad.
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Japanese assumethat there will be aleader who will " put different things
together," and they expect that the group discussion will end with a certain
degree of consensus. When a Japanese is explicitly disagreed with or
criticized by someone who is not supposed to do so according to the social
relationships, s’heislikely to get emotionally charged. In order to keep
discussion from turning into a frustrating experience, it isimportant to explain
that the goal of discussion in an American classis often not to cometo a
consensus but to get different opinions and views expressed. Judgement or
final decision ismadeindividually. An individual hasno obligation to follow
other people. This point isdifficult for Japanese, who expect that a
judgement or final decision will be made by the group asawhole.

2. Equal chancefor participation; the assumption isthat one will
exercise higher right to speak.

Astheattitude of Japanese (and other Asian people aswell) regarding
participation in discussion isvery passive compared to non-Asian students
(Sato, 1981), they may think asfollows: " Somebody will probably ask me
something. I'll wait till then." It cannot be over-emphasized that one must
be seriously proactivein order to participatein classdiscussionsin the United
States. Japanese students may interpret theword " equal” to mean that each
oneisautomatically given a chance. However, in American society, oneis
expected to exercise higher right to expressa view. Thisexplanation is
helpful in order to get them to speak up.

3. Every participant and opinion isunique and original.

A Japanese may say, " Somebody has said thisalready, so | don't have
torepeat it,” or "It'sawaste of timeif | repeat it." Thisisclueto hisher
per ception of discussion asa group-oriented activity. It isassumed that if one
member hasfulfilled a function, another member doesnot haveto duplicate
thefunction. It should be taught that group discussion isnot a situation where
labor isclearly divided and each one has hisher own roleto play. Rather,
each student isresponsible for forming and contributing an opinion of higher
own to the group discussion. After the discussion, different opinionsand
viewsthat have been expressed areto be examined, integrated, or, sometimes,
dismissed by each individual. Evaluation or judgement of others opinionsis
not usually expressed during discussion. Thus, a concern such as" What I'm
thinkingistrivial and unimportant, so| don't have to/want to say it" should
be unnecessary.
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Pointing out differ ences between group discussion and other kinds of
speech eventsor activities such as casual conversation, storytelling, and
reporting isalso helpful.

Teaching Argumentation Strategies

Schiffrin (1987) pointsout that there are two aspectsin argument: One
isits monological aspect, and the other isdialogical. Similarly,
argumentation strategies can be taught first by teaching how to organize one's
argument, and, second, by teaching how to engage in dialogical argument.

One-Point Argumentation Strategy

First, the teaching of organizing monological argument can be
approached by explaining the simplest construction of an argument, that is,
the one-point argument shown previously. The one-point argument isto
present one's position and one supportive point. For example, Stan in the
A-1 group discussion said:

Stan:

| think it's harder than European languages, [POSITION STATEMENT]
at least writing-wise, especially with the kanji. [ONE SUPPORTIVE POINT]

It isimportant to encour age studentsto be brief because, asthe
comparison of argumentation strategies between Americans and Japanese
shows, Japanese are less used to brief than to extensive point-making. For
them, the multiple-point argument is persuasive and convincing becauseit is
holistic and inclusive. Thus, the natural tendency of Japanese studentsisto
include both supportive and nonsupportive points at onetime. Thishinders
spontaneity when they are discussing. Furthermore, by consciously making
effortsto present a brief supportive point, students aretrained to seek the
most effective point to support their own opinion.

Thistraining may be done by the instructor's asking a smple question
such asa preference question. For example, theinstructor may ask, " Which
doyou like better, big cities or the countryside?" Students may answer by
first stating their preference (e.g., "I like big cities') with one supportive
point (e.g., " because | can go shopping").
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Example:

T: Which doyou like better, big citiesor countryside?
S: | likebig citiesbecause | can go shopping.

Before having a student actually perform in an exchange, thetask can be
prepared in smaller chunks/steps. For example, students may want to do
brainstorming asto supportive pointsfor either position; then they can decide
to takea position. Furthermore, they may want to combine the position
statement and one supportive point. After they get used to thistype of
organization of argument, theinstructor can move from simple topicsto
complex ones.

The second step isto teach how to strengthen a supportive point. Asin
the excerpt from the A-1 discussion of Topic #2, the American students
paraphrased or expanded the same supportive point. The teacher should
emphasize the fact that by using the same supportive point, one can take more
than one turn, which givesthe studentsthe sense of accomplishment. Other
strengthening techniquesinclude adding examples, asking a r hetorical
question, telling an episode, explaining, and telling drawbacks resulting from
taking the opposite stance. Furthermore, the teacher can challenge the
studentsto strengthen their supportive points by pointing out the weaknesses
in their arguments.

Asthe degree of complexity increases, theinstructor may assign readings
to students such that the use of discussion can betied to thereading
assignment. Eventually, the focus may shift from acquiring the discussion
skillsto reinforcing what is lear ned from the reading assignment through
discussion.

Dialogical Argument

Teaching a dialogical argument involves showing models and doing
simulation. Dialogical argument involves at least two people so each
participant must consider thefact that gheisto play two roles, speaker and
listener, simultaneoudly. Listening to the speech of another non-native
speaker of English seemsto be less effective because these non-native
speakersmay beinteracting according to their own cultural normsrather than
those shared by American students. So models performed by native speakers
arevital. Models can be recorded segments of TV discussion programs or
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recor dings of naturally occurring meetings. A segment of a discussion may
be selected and used to explain what istaking place. The shortest segment
consists of two turns, and it can be used to identify the relationship between
the two turnsand to identify the linguistic cluesto support the relationship.
Asin thefollowing, T2 and T3, for example, can be taken out and examined
in terms of the relationship between the two and the relationship between each
turn and thetopic.

Turn1->Turn2->Turn 3->Turn4->Turn5->Turn 6-> ...

Figure 1. Relationships between turns.

The content of Turn x (Tx) and Turny (Ty) can be:

1. argument for A and argument for B;

2. asupportive point for A and another supportive point for A;
3. question and answer;

4. criticism against A and defensefor A.

Therelationship between Tx and Ty in (1) isan opposing one, while that
in (2) isa cooper ative one; (3) isan adjacency pair indicating a strong
cohesion, and the question may be one about factual information, arhetorical
one, or an attack on the opposing position; (4) islikely to happen after the
discussants have presented their positions. There are many other
combinationsthan these, including onesthat seemingly lack any relationship
to each other or even to thetopic. The students need to be taught what makes
bad argumentation strategies so that they can not only avoid using them but
also dismissthem when they are used by others.

I'n addition, it isalso helpful to identify topic, subtopic, supportive or
nonsupportive points, stance and so forth. The careful, analytical examination
of a segment should reveal that, in many cases, the surface level of speech
conceals not only the speaker'strueintention but also the bridge between the
speaker's contribution and the topic at the global level.
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After carefully studying models, students can practice the smallest unit
of discussion consisting of two turnsfirst through simulation and then through
spontaneous exchange. When the students are comfortable in accomplishing
this minimum unit spontaneously, a small group may be formed to discussa
topic spontaneously. Arrangements may be made asto which stance each
member will take. After going around several turns, the teacher and the class
may give comments and suggestionsto improve the argumentation strategies.
It isalso important to make surethat the studentsrevise their statementsand
argumentsand try them again. Furthermore, it iseasier for the studentsto
begin with a small group and gradually enlarge the size of the group.

Conclusions

In thispaper, | have shown differences between American and Japanese
studentsin their discussion styles and have discussed some cross-cultur al
implications. Based on these findings and implications, | have suggested
several waysin which ESL students who have difficulty expressing themselves
can practice oral/aural skillsthat are helpful specifically when participating
in classdiscussions.

Thefindingsin this paper arelimited to the comparison between
Americans and Japanese, and their applications may be limited to only a
portion of theentire ESL student population. However, they are meaningful
in that they can help usidentify causes of communication problemsthat occur
when the students go on to study at colleges or high schools. In addition, the
analysis of discoursein group discussions actually helps us under stand
communication processes which are culturally specific and helpsusto identify
learners needs.

In our daily life, wetakeit for granted that we can interact with one
another based on shared knowledge and principles of communication. For
ESL instructors, it isimportant to be awar e of the fact that some of the ways
students perceive and communicate ar e culturally specific. When an
instructor says, " Let's have some discussion,” what ¥he means by that may
be different from what students expect that to be. Students continue to
interact according to their own expectations, which arelikely to differ from
theinstructor's expectations. Thisisone way in which communication
problemsremain unsolved. Thus, it isimportant to give more practical and
specific training to the students by providing them with cultural information
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that isnecessary and useful in thereal-life situationsthat they will find
themselvesin later.

The contribution that discour se analysis bringsto foreign language
pedagogy istremendous, especially when the major goal of teaching foreign
languagesisto develop abilitiesto communicate in the language that the
lear ner is studying.
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Appendix A
Background I nformation of the Participants
Group A-1

Name Sgic Agg araie Ethnic Background

Kris F n/a Senior Anglo-Saxon

Joan F 22 Senior Korean-American

Stan M 18 Freshman  Anglo-Saxon

Ken M n/a Junior Anglo-Saxon
Group A-2

Name Sex Age Grade Ethnic Background

Katy F 19 Freshman  Anglo-Saxon
Jill F n/aFreshman  Anglo-Saxon
Mary F 18 Freshman  Anglo-Saxon
John M 18 Freshman  Anglo-Saxon

Group A-3
Name  SsicAge Qrade Ethnic Background

Beth F 19  Sophomore Anglo-Saxon
Jenny F 19  Sophomore Anglo-Saxon
Sean M 21  Senior Anglo-Saxon
Mark M 20  Sophomore Anglo-Saxon

Group A-4
Name Lex Age Grade Ethnic Background
Cindy F 20 Sophomore Anglo-Saxon
Linda F 19 Freshman  Anglo-Saxon

Paul M 19 Sophomore Anglo-Saxon
Steve M 20 Sophomore Anglo-Saxon



Group J-1

Length of Stay

Name Sex Age Subject of Study in theU.S.

Hiroko F 23 EFL~*
Satoko F— 20 EFL
Teruvo M 22 EFL

Jiro

M 20 EFL

*EFL isEnglish asa Foreign Language.

Group J-2
Name
Kazuko
Minako
Masao
Kiyoshi

Group J-3

1 month +
1 month +
1 month +
1 month +

Length of Stay

ax Age Subject of Study in the T.S.

F 23 linguistics
F 22 government
M 26 linguistics
M 32 linguistics

Sex Age Subject of Study

F 28 linguistics
F 233 linguistics
M 29 linguistics
M n/a Foreign Service
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7 years+
lyear +
lyear +

Length of Stay
intheU.S

6 months +
6 months +
lyear +

6 months +




Transcription Conventions
noticeable pause or break in rhythm (lessthan 0.5 second)
e (0.5second pause
eeee 1.0 second pause
highlight marksemphatic stress
. marks sentence-final falling intonation

marksyes/no question rising intonation including the intonation used in a
confirmafion request

- marksa glottal stop or abrupt cutting off of sound

: marks elongated vowel sound

NIl indicatestranscription impossible

/Wordg between dashesindicate uncertain transcription

[Square brackets] are used for comments on quality of speech or context

Single brackets between linesindicate

overlapping speech
Bracketson two linesindicate

second utterance latched onto first, without
per ceptible pause

An arrow at theend of alineindicatesthat the line continues- >

and that thereisanother linefollowing it.

(English wordsin parentheses) indicate that they are not specifically
corresponding to anything in the Japanese sequence but are necessary in
English.

Minalco: Underlined Japanese names ar e female names.




THE ROLE OF GRAMMAR IN A COMMUNICATIVE
APPROACH

AnnKatrin Jonsson
Department of Germanic L anguages/University of Oregon

Abstract

The presumed opposition between communication and grammar has
led to concern about whether teaching grammar in a
communicatively oriented classroom isat all beneficial to the
learner. This concern is discussed here and research donein the
areais synthesized with afocus on L arsen-Freeman's (1991)

grammar framework, which suggeststhat thereisa constant
interaction between form, meaning, and usein language. This
should be taken into account when teaching grammar so that it
ceasesto be a sentence-level system learned through an

accumulation of structural entities. Instead, grammar should always
be taught with reference to meaning and use.

A suggestion of how this can be carried out isfound in the second

part of the article, which describes one method of teaching a
grammatical structure (the s-passive in Swedish). It also compares
different instructional materialsand looks at the extent to which they

can be said to be consonant with this new notion of grammar. The
lack of instructional material treating grammar according to this
grammar framework proves problematic for any teacher wishingto
use the method.

Thefocusof thisarticleistherole grammar hasor should havein a
communicatively oriented classroom. Therole of grammar in the language
classroom has been much debated in recent years, so it isuseful to look at
how the Communicative Approach hasinfluenced thisdebate. In order to do
this, | shall explorethe notion of grammar and how this notion affectsthe
teaching of grammar. My interest in thistopic has grown out of experiences
teaching Swedish and English asaforeign language.
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Much of the confusion around the use of grammar derivesfrom the
common notion of grammar as an activity totally separated from
communication. Thiswould suggest that when 1 asateacher chooseto focus
on grammar and accuracy of form in my classroom, it is at the expense of
communicative competence and vice ver sa.

Current textbook design often lends credenceto thisview. Most
textbooksthat | have come across are organized around grammar points; when
communication is stressed, it isdone separately from the grammar pointsin
an attempt to present the students with everyday language. In textbooks
wher e thefocusison communicative skills, grammar isde-emphasized, since
grammar isthought to be of limited use when teaching communicative skills.
Since many have come to doubt that this separation between communicative,
everyday language and grammar helpslearners, therecent focusison
discovering a way of making grammar teaching into useful and meaningful
communication.

The argument over grammar'srolein language teaching isnot about the
need for grammatical competence, but about the effectiveness of teaching
grammar. Two points of view can be found asregardsthis question. The
proponents of one focus on language use and the message being
communicated, believing that form will take care of itsdlf if thelearnersare
exposed to enough comprehensibleinput and they arereceptive; i.e., the
affectivefilter islow. Proponents of the other view believe focuson form is
necessary in order for thelearner to be ableto organize theinput; they also
claim that not focusing on form leadsto fossilization.'

Krashen's (1982) argument against grammar instruction pointsat research
showing that learners areincapable of making use of consciously learned
grammar rules (learning) when communicating because communication
depends upon arules system which is not consciously acquired (acquisition).
Other research suggeststhat the learnershave a built-in grammar syllabus
which alone deter minesthe route of acquisition. Rutherford (1987) givesa
counter -argument based on thefact that thereisnot solid support for the
lear ning-acquisition distinction and that the theory of the built-in syllabusis
supported by research which istoo restricted. However, even as he points

" Fossilization" meansthat thelearnersare” prematurely plateaued"; i.e,
they have reached a certain point in their acquisition and do not develop
further.
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out that the weakness of evidence against grammar instruction or grammatical
consciousness-raising” does not provide sufficient evidence for such
instruction, Rutherford goes on to mention three studies that show a need for
grammatical consciousness-raising, revealing

the need for practice focused on both function and form... the
insufficiency of meaningful input alone for formal accuracy... [and)]
the beneficial effects of formal instruction for hypothesis formation.
(p. 212)

Thus, even if the evidence from resear ch concer ning the usefulness of
grammar instruction in language acquisition isinconclusive, thereisno
contrary evidencethat not teaching grammar isbeneficial to language
learners. In fact, even Terrell (1991), a proponent of the Natural Approach,
arguesthat explicit grammar explanations can indirectly help the normal
acquisition process.

Accordingly, there seemsto be a common opinion among applied
linguiststhat grammar should be taught, but that the notion of grammar is,
or should be, revised. Thetraditional notion that grammar isprimarily
mor phology and syntax is being replaced by a new notion of grammar:
"When learned as a decontextualized sentence-level system, grammar isnot
very useful to thelearnersasthey listen, read, speak, and writein their
second or foreign language" (Celce-Murcia, 1991, p. 466). " With grammar
we ar e concer ned with how we make up the message we are communicating,
not ssimply in termsof formsand structures, but in terms of meaning"
(Dickins & Woods, 1988, p. 630). The conception of grammar isno longer
*an accumulation of discrete autonomous entities (i.e., constructions and
rules)" (Rutherford, 1982, p. 34), but also meaning and context. Thus,
grammar should always be taught with reference to the meaning being
communicated and to the context wher e this meaning is communicated.

Thisnotion of grammar seemsto have evolved from Canale and Swain's
(1980) definition of communicative competence. Referencesto Canale and
Swain'swork can befound in Celce-Murcia (1991), Her schensohn (1990),

2" Consciousness-raising” (C-R) isaterm that Rutherford (1982) prefers
to " teaching grammar." Teaching grammar seemsto imply that it isa
conscious knowledge of grammar rulesthat isto belearned rather than, asthe
term C-R implies, an ability to apply theserules.
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and Dickins and Woods (1988). According to Canale and Swain,
communicative competence consists of four components.

1. Sociolinguistic competence
2. Discourse competence
3. Linguistic competence
4. Strategic competence

Only thethird dealswith grammar in the old sense, whilethefirst two are
now also consider ed to be part of the grammar of alanguage. L ar sen-
Freeman (1991) suggests a grammar framework in the form of a pie-chart
with three pieces (see Figure 1).

FORM MEANING

Morphemes
PhorternictGraphic Lexical Meaning

Patterns Grammatical.Meaning
Syntactic Fenian

PRAGMATICS

Social Context
Linguistic Discourse Context
Presuppositions about Context

Figure 1. Form, meaning, pragmatics.

The pie-chart suggeststhat these pieces do not function alone but that
they constantly interact with each other. In thisway, Canale and Swain's
(1980) " communicative competence” representsa new definition of grammar
asexpressed by Celce-Murcia (1991), " Grammar should never betaught as
an end in itself but alwayswith reference to meaning, social factors, or
discourse—or a combination of these factors' (p. 467). Similar definitions can
be found in other sources; for example, Dickinsand Woods (1988) define
grammar as" a constant interaction of functions' (p. 642) which influence the
way we form a combination of wordsin order to communicate.

Despite widespread acceptance of this new definition of grammar, there
exist differencesin opinion over how thistheory can berealized. Doesthe
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teaching of grammar just imply the teaching of " process’ (Dickins & Woods,
1988; Garrett, 1986; Rutherford, 1982, 1987) or doesit also imply sometimes
focusing only on formsand structures, i.e., " the product” (Larsen-Freeman,
1991)? Rutherford, Dickins and Woods, aswell as Garrett, see teaching
grammar astheteaching of a process. Since languageisnot a " hierarchical

assemblage of entities,” and thelearning of a languageisnot " a progressive
accumulation of such entities" (Rutherford, 1987, p. 211), " grammar should

rarely be examined in terms of discreteitems but, rather should beintroduced
to learnersasa complex of integrated networksthat functions asa meansto
successful communication” (Dickins & Woods, 1988, p. 642).

L arsen-Freeman (1991) and Celce-Murcia (1991), on the other hand, are
opposed to the view of the teaching of grammar asjust teaching process.
L arsen-Freeman (1991) pointsout that it is sometimes necessary to seethe
teaching of grammar astheteaching of linguistic structures and the learning
of alanguage as an accumulation of structural entities. Lar sen-Freeman
acknowledgesthat Rutherford (1987) isright in his position, but she points
out the need for a balance between process and product, asinvestigationsin
the area of writing have shown.

L ogically, then, this new definition of grammar hasimplicationsfor the
way grammar should be taught. Although the process-oriented method of
teaching grammar seems challenging, | find the notion of grammar that
L arsen-Freeman (1991) and Celce-Murcia (1991) suggest mor e useful and
easer for measa classroom teacher to handle; therefore, | will deal mainly
with that point of view her eafter.

When | consider therole of grammar in the classroom, | need to consider
thelearner and instructional variables suggested by Celce-Murcia (1985) (see
Figure 2). Thismeansthat according to the age, proficiency level, and
educational background of the studentsand the skill, register, and need or use
being focused on, theinstructor can determineto what extent grammar should
be emphasized in a specific class. If the class consists of well-educated adults
with a high proficiency level and the skill being practiced is mainly formal
writing, then form should bethe focus. On the other hand, if the class
consists of intermediate, younger learnersworking mainly on listening,
reading, and speaking skills, then the focus on form becomes lessimportant.
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Less More

I mportant----Focus on For m------- I mportant
Learner Variables
1. Age children adolescents adults
2. Proficiency Level  beginning intermediate advanced
3. Educational Level preliterate, semi-literate,  literate,
no formal some formal well
education education educated
Instructional Variables
4. Skill listening/reading  speaking writing
5. Register informal consultative formal
6. Need/Use survival vocational professional

communication

Figure 2. Learner and instructional variables.

The next question, then, ishow grammar can be taught following this
new definition. Asmentioned earlier, Celce-Murcia (1991) suggests that
grammar should always be taught in connection with meaning, social factors,
or discourse. She also suggests effective ways to focus on form, asshown in
thegrid below (see Figure 3). If the teacher follows the suggestions on the
right, studentswill learn form at the same time asthey experience language
in context (Celce-Murcia, 1985).

L ess Effective--- —— Waysto Focuson Form-----M or e Effective

manipulative drillS........occeeveeieniinieeeee e, communicative activities
context-free practice......coovvvveveveneene e, context-embedded practice
sentence-based EXErCiSES... ..o veerereeieere e text-based exer cises
cognitively undemanding activities............... cognitively demanding activities
contrived MaterialS.........ooevevevereeriereceee e authentic materials
dull or neutral content .........cccccevveeierennne interesting and motivating content

Figure 3. Waysto focus on form.
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A Consideration of the Grammar Framework

To exemplify how this new notion of grammar might influence teaching,
the following suggests one way to focus on form. When going over the
Swedish s-passive with second-year students, | used a procedur e which was
heavily influenced by recent ideas on the teaching of grammar.

Theuse of the passive in Swedish isquite similar toitsusein English,
but it isformed differently. | could have given the students only the form,
expecting the useto take care of itself. However, since learnersrely more
on overt learning as they become more advanced (L ar sen-Freeman, 1991), it
was also important to focus on use. The students needed to become sensitive
to when the passiveispreferred to the activein Swedish. Another goal was
that the lear ning be meaningful and fun with many opportunitiesfor the
studentsto be active and to practice different materials. poems, newspapers,
and pictures.

Presentation Phase. | started by asking the studentsto brainstorm
"ONE MINUTE," i.e, towrite down everything that a person can doin one
minute. The studentsworked in pairsfor a couple of minutesand then wrote
down suggestions on the blackboard. EX: " You can heat a cup of water in
amicrowave oven,” "You can sing asong,” etc. After that, | picked out a
few of the sentences and converted them into the passive. When | asked the
studentswhat had happened, they were able to describe the processand see
how passiveisformed in Swedish. After that, they were ableto form passive
sentences themselves from the sentences on the blackboard. Thiswas
followed by a discussion about when it isappropriateto usethe passive.

Sincel believe that lear ning comes from the students forming their own
hypotheses and generalizations about a language, | presented the structure
inductively. With a different structure or class, | might have chosen to
present it deductively. This might bethe caseif the grammatical rule being
presented was too complicated to infer from given examplesor if the
inductive presentation was not suited to the students' learning style.

Thenext step wasto present a poem called " The Minute Takes 60 Short
Steps,” containing both passive and active sentences. The students wer e asked
to find the passive sentences and try to decide why the active had not been
used in these cases.



The Practice Phase. The studentsworked in pairsfinding the passive
in headlinesin newspapers. They werethen totry and discover from therest
of the articleif it was possible to make the passive sentencesinto active
sentences. The studentsfound several passive headlinesand, in most cases,
wereabletowritelonger active sentencesfor them by scanning the beginning
of thearticles. After that, they " reported their headlines' to the othersand
wr ote them on the board. For homework, the students wer e given an exercise
consisting of atext written in the active voice. They wereto figure out when
it would be better or more appropriateto use the passive. During the next
lesson, they compar ed textsto seeif they had made the same choices. This
was followed by correction and discussion.

Communication Phase. The next activity was pair-work in which the
students wer e to choose two pictures out of five given to them and writea
short article connecting these two pictures, using the passive in the headline
and two to three passive sentencesin the short article. When finished, the
articlesand the pictures wer e presented to the rest of the class. The last
activity given was homework wher e the students wer e asked to write a short
poem called " One Minute." Although they were not urged to use the passive,
most did.

| discovered this method takesinto account the different pieces of Larsen-
Freeman's (1991) grammar framework (Figure 1) aswell asCelce-Murcia’'s
(1985) grid (Figure 3). The challenge when it comesto the passiveisto learn
when and why it should be used. However, since the formation of the passive
differsin Swedish and English there also hasto be a certain focus on form.

Grammar Books

Asmentioned earlier it isdifficult to find grammar textbooksthat fit into
acommunicatively oriented classroom. This section will compar e excer pts
from four booksthat deal with grammar assessing to what extent they can be
said to be consonant with the " grammar framework" suggested by L ar sen-
Freeman (1991) (Figure 1) and the focus on form suggested by Celce-Murcia
(1985) (Figure 3). The books are:

1. Quirk R., & Greenbaum, S. (1973). A Concise Grammar of
Contemporary English.

2. Azar,B. S (1981). Understanding and Using English Grammar.
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3. Pollock, C. W. (1982). Communicate What You Mean.

4. Rieggenbach, M., & Samuda, V. (1993). Grammar Dimensions.
Form. Meaning. and Use.

| looked at how these texts explain the smple present and the present
progressive since this contrast does not exist in Swedish and thereforeisa
problem for Swedish speakers. The extent to which the texts are consonant
with " the grammar framework" varies.

Thetext which follows the implications of this new notion of grammar
to the greatest extent isthe one by Rieggenbach and Samuda (1993). In
keeping with Larsen-Freeman's (1991) suggestion, it determineswherethe
challenge of the structurelies, presenting the structures and designing
activities accordingly. The activities and exer cises can also be said to follow
thefocus on form as presented in Celce-Murcia's (1985) grid (Figure 3).

Unit 1 (smple present) and Unit 2 (present progressive) start out with a
task related to awork of art. Thesetasks present the learner with a structure,
giving them a chance to hypothesize when the structure should be used. In
Unit 1, thetask isto complete a questionnair e asking the students how they
learn grammar. The statementsarein simple present and the studentsareto
circleanumber representing one of several different adverbials of frequency.
Thisway the students are presented with both accurate usage and the fact that
the ssimple present is often used in combination with an adver bial of
frequency. After thisfirst presentation, the learner isgiven a clear
explanation of the USE and then the FORM. The FORM-focus section
demonstratesthe formation of positive and negative statements and questions,
thusincluding meaning along with form. The unit continues with a variety
of activitiesfocusing on either MEANING or USE. Unit 2 emphasizesthe
contrast between simple present and present progressive. Here, also, the
focusisether on USE or MEANING and the emphasisis on the contrast
between stative and non-stative ver bs. These two unitsthus present the
studentswith a structure and let them practiceit in meaningful
communication.

Unit 1 of the Pollock (1982) text isatensereview, which starts by
advising the student about what grammar isand isnot, namely: " Grammar
rulesdo not tell you what to say. Grammar rulestell you how to say
something correctly" (p. 1). It goes on to emphasize that meaning and form
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must fit, and that the form must fit the speakers feelings and what we wish

to communicate. But what issaid in the introduction and what is donein the
unit are not consistent. Although the focusison MEANING and not FORM,

the book givesalot of explanations and rules but has few exer cises or

activitieswherethe learnerscan practice and try to expresstheir meaning or
feelings.  Thus, thistext provides presentation and practice but no
communication. Therefore, | question itsappropriatenessfor a
communicative classroom.

The Azar (1981) text explains smple present and present progressive
with the help of a chart and a diagram, giving examples and explanations
about their USE. Contrast exercisesare given for contrast practice, but they
areprimarily at the sentencelevel. Thereisa suggestion for a
communication activity at the end of the unit.

Thetext by Quirk and Greenbaum (1973) isa traditional grammar book
with no exercises. It isnot intended for ESL classes but rather for very
advanced learnersof English or linguistics. Quirk and Greenbaum talk about
the simple present and the present progressivein relation to all other tenses,
including a discussion of aspect and mood. | find this excer pt makes
grammar into an object. It isall sentence-level grammar explained through
difficult terminology. | think thiskind of book can be most effectively used
for aresourcetext at high levels of proficiency when thelearner hasalready
mastered most structures. However, it isnot consonant with the suggestions
given by Larsen-Freeman (1991) and Celce-Murcia (1985).

The new definition of grammar discussed here offersan interesting and
useful way of viewing grammar that can help ateacher decide when and how
toteach it. However, thereis still much to belearned in thisarea. | would
liketo seevalid classroom resear ch on the teaching of grammar since such
resear ch isvirtually nonexistent. It would be especially interesting to see
resear ch on the effectiveness of this new way of teaching grammar, and if
possible, contrast it with moretraditional ways wherethefocusis primarily
on form with sentence-level exercises. It would also be interesting to hear
mor e about the process-oriented teaching of grammar and to seeif it is
possibleto betotally process-oriented as a teacher.

However, before such research can be carried out, thereisa need for

good and effective instructional materials which realize this new definition of
grammar.
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ADULT ESL WRITING JOURNALS: A CASE STUDY OF
TOPIC ASSIGNMENT

Kathryn Brunette
Shoreline Community College (Seattle)

Abstract

Over the past ten years, the use of student writing journals has
become increasingly widespread in the TESOL field. In this study,
144 journal entries generated by ten adult ESL studentsover a
period of ten weekswere measured for length in terms of number
of words per entry to determine the relationship of topic assignment
to the length of resulting entries, asan indication of willingnessto
cooperate and interest in the topic. In addition, student reactionsto
instructor commentsand attitudestoward journal keeping were
explored in an end-of-term questionnaire for a more comprehensive
view of journal usein the ESL classroom.

Introduction

ESL writing journals generally consist of a collection of informal writings
generated over theduration of a course. For the most part, studentsare
encouraged to write freely and to focus on content rather than form. The
instructor'sroleis generally to collect, read, and comment on thejournals,
which may or may not be graded.

In the Teaching English to Speakers of Other Languages (TESOL) field,
journals provide a unique opportunity for both the language learner and the
instructor to focus on communication and meaning rather than on grammatical
or rhetorical form. Several studies have explored the use of journals with
English asa Second Language (ESL) students and have concluded that
journals are useful in teaching all skill areas. grammar (Peyton, 1990),
reading (Dolly, 1990; Nemoianu, 1992), general speech and communication
(Bell, 1984), and writing (L ucas, 1988; Vanett & Jurich, 1990a, 1990b).

Journalsin the ESL classroom can also serve asa way to relate language
lear ning and personal experiences (Bell, 1984), as an avenue for authentic
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discour se (Dolly, 1990), or asatool to explore student under standing of
reacting material (Nemoianu, 1992). Further mor e, they can create
opportunitiesfor teacher/student dialogue (Peyton & Seyoum, 1988; Vanett
& Jurich, 1990b).

Finally, in elementary school settings, dialogue jour nals have been shown
to stimulatewriting in greater length and quality than standard academic
writing since, in addition to providing an avenue for personal expression and
language development, jour nals serve a truly communicative purpose (Peyton,
Stanton, Richardson, & Wolfram, 1990).

Theresearch reported here exploresthe influences of topic assignment
and free choice, instructor's comments and questions, aswell as student
attitudestoward journal keeping on thisimportant component of their
language lear ning.

Review of the Literature

Journal Studies. Case study research primarily focuses on classroom
practicesand use of journals. Lucas (1988) resear ch providesinsightsinto
topic selection, individual variation, and the process of developing what she
termsa " written genre" (p. 2). In a study of university-level adult ESL
students, Lucas analyzed the students journal writing in terms of five
features: functions, content, audience, organizational form, and linguistic
form. Some students wer e found to embrace certain topics and to continue
writing on them for several entrieswhile other studentswould write very
little. She concluded that individual differences such as personality and
previouswriting experience had a greater effect on writing than cultural
background, but did not discussthe possible influence of topic.

In a study exploring the effect of writing task on sixth grade ESL
students written production, Peyton, Stanton, Richardson, and Wolfram
(1990) found that the quantity and maturity of writing produced in dialogue
journalswas at least equivalent and in some cases superior to formal assigned
writing. Theresearcher s suggest that this may be due to the communicative
nature and authentic purpose of dialogue journal writing.

Theview that journal writing may generate greater student interest and

result in a higher level of student interaction issupported by Reyes (1991) in
a study of journal usewith bilingual children. The study indicated that journal
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writing in which students wer e allowed to choose and develop their own
topicsresulted in greater cooperation and produced a greater quantity of
writing than other more formal types of writing. Furthermore, the findings
suggest that assigning or imposing a topic negatively affects student writing
since students may have no personal interest in the topic or may find thetopic
irrelevant to their daily lives.

Theories of Task and Topic. It isgenerally agreed that teachers
guestions have an important effect on their students responses and
under standing of classinformation. Teachers questionsare usually directed
with a specific type of responsein mind, requiring varying levels of cognitive
complexity. In an ESL setting, the form and complexity of questions have
great importance since the student response requireslanguage processing in
conjunction with thought processing. While arecall question may seem easier
to answer, it also, in many ways, limitsthe amount and complexity of
language the student can producein response. Indeed, Brock (1986)
concluded that responsesto referential questions, open-ended questions
eliciting information unknown to theinstructor, tend to result in better oral
performance than do display questions, those with a set answer known by the
instructor. However, in responding to referential questions, it isequally
important that students have some sort of background knowledge or frame of
reference.

In written production, subject matter knowledge has also been found to
influence performance. Cultural familiarity and prior knowledge have been
shown to be a positive influence on university ESL students writing (Tedick,
1990; Winfield & Barnes-Felfeli, 1982). Students wrote more and produced
higher quality writing in terms of grammaticality when writing about their
culturesor topicswith which they were familiar. Thisresearch suggests that
topicswhich allow studentsto relateto their respective culturesmay result in
mor e accur ate indications of L2 writing proficiency.

The belief that the communicative nature of dialogue journals contributes
positively to quantity and complexity of ESL student writing isalso supported
by a compar ative study of dialogue journalsand literaturelogs (Reyes, 1991).
In a study of ten bilingual sixth graders, Reyesdirectly links personal
background knowledge to successin journal writing. She assertsthat in using
dialogue journals, students are mor e effective in constructing meaning and
generally write more when they could choose their own topic and were able
to addressareal audience. In contrast, thewriting task of literaturelogs
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usually involves writing about someone else's experiences, which may have
less meaning to studentsthan their personal experiences.

Task and topic are closely related, one often defining the other in writing
activities. Hence, the task can also affect quality and quantity of written
production. In a study of adult, advanced ESL writers, Zhang (1987) found
that the cognitive complexity of the writing task isan important factor when
ratersjudge writing quality. Questions with a higher level of complexity
received mor e attention by the writer, asreflected in longer responses
(number of words) and more use of complex language (clauses and structures)
without proportionately moreerrors. Theseresults suggest that meaningful,
interesting writing topics do encour age student participation and effort in
writing assignments.

M ethodology

The methodological design used in this case study was descriptive. The
data, journal entries, were generated by ten adult ESL studentsenrolled in a
ten-week speaking and listening class. The length of journal entrieswas
measur ed to deter mine the influence of topic on the amount of writing
produced. In addition, other aspects of journals, such as, topic preferences,
rate of responsetoinstructor comments, and student attitudestoward journals,
wer e explored in conjunction with an analysis of questionnair e responses.

Generation and Collection of Data. For the purpose of this study, the
instructor assigned four specific topic types. Assignments wer e made twice
aweek and journalswere collected once a week.

Thefollowing isa summary of thetopic types.

A. Entriesreacting tolecturesand class discussions.

B. Entrieslinking thelecturesor classdiscussonsto the students
cultural or life experience.

C. Entriesbased on current classor life experience, e.g., " Group
Presentation Experience" or " Communication Experience with an American.”

D. Entriesof student's choice, no assigned topic.
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A detailed log of topics was kept (see Appendix A). In addition, students
wereinstructed to date and title their entries so they could bereadily
identified. Then the data, all journal entriesfor the entire ten weeks of the
term, wer e photocopied with the permission of the participantsand analyzed
by theresearcher.

At the end of theterm, all studentsin the cour se wer e asked to reflect
upon their journalsand given an optional, open-ended questionnaireto
complete at home. The questionnaires wer e used to gain insight into their
topic preferences and attitudestoward jour nal assignments.

Results

Topic and Length of Entry. Theresultsindicated that, on an individual
level, the assignment of the four specified topic types seemed to play an
important rolein theamount of writing that students produced. However,
each student reacted differently, so on a group level there were no significant
differences. Figure Llillustratestheindividual and group trends.

Average number
of words entry

300
250
200
150
100

50

RES § =

Student (pseudonyms have been used)

Type A topics
Type B topics - - - = = = = = = = = - - -
Type C topics

Type D topics ————————— —————— - -

Figure 1. Individual variation according to topic type.
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Topic Assignment and Prefer ences. When considering topic
assignment, 74% of the students stated preference of an assigned topic, yet
60% actually wrote more when given a free choice of topic. Also, on the
individual level, students stated a variety of topic type preferencesthat
roughly corresponded with an increasein entry length. Figures 2 and 3 show
the stated preferencesfor topic assignment and type.

both No topic
1% 13%

Assigned 74 %
topic

Figure 2. Student preferences of topic assignment.

TopicC TopicA
14% 14%
TopicB
29%

BothB& C— wmt—
43%

Figure 3. Student preference of topic type.

Reaction to Instructor Comments. In reaction to instructor comments,
all the students stated that they read the teacher's comments, but only two
students stated ever responding to those comments. Thisis also consistent
with the resear cher'sfindings. In termsof frequency, theresponserateto
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instructor questions and commentswas very low: only six responses resulted
from theinstructor's 65 direct questions, aresponserate of 9.2%. No
responsesresulted from the 113 instructor comments. Thereasonsfor the
lack of responsetoinstructor commentswerevarious. Most stated that they
thought about the teacher's commentsor questions but did not know they were
supposed to answer or did not know if theinstructor would go back and read
their answers.

Student Attitudes. Finally, students generally seemed to have a positive
attitude toward journal keeping, as 80% stated they would liketo keep a
journal next term, and those who did not wish to do further journal writing
expressed a strong didike for writing in general but preferred journal writing
to formal writing.

Conclusions and Recommendations

"1 likewriting about my culture, it'sfun!"; " | want to keep journals next
term”; " hatewriting"; " It'sbetter theteacher give metopic"; " Sometimes
Hiketo choose my own topic." Thediversity of responsesto the end-of-term
questionnair e reflectsthe wide range of opinionsand preferences of the
students themselves. Therefore, it isnot surprising that when averaged
together, theresults of their journal entriesfail to show any group trends.
Each student had hisor her own topic preferencesand approach to writing
journal entries.

From theresults of thisstudy and the many other studiesand project
descriptions (see, for example, Bell, 1984; Dolly, 1990; Peyton, 1990; Vanett
& Jurich, 1990a, 1990b), the resear cher recommendsjournal usein general
asaformat for personalized communication with students, asjournal format
can be adapted to almost any skill area or proficiency level. Furthermore, as
the questionnairesindicated, adult ESL students do seem to enjoy thejournal
format, and the majority of studentsresponded that they would like to keep
journalsin thefuture.

For the TESOL professional who wishesto usejournalsaspart of an
adult ESL class, the following advice results from this study:

Topic Assignment. In the case of topic assignment, it was found that

prefer ences among students varied widely and that no single topic type
resulted in longer or higher-quality entriesfor the entire group. Instead, it
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seemed that students had individual preferencesfor topic types, and the
reasonsfor preferences may have been one or a combination of any of the
following factors: likeor didike for writing, personality, ethnicity, gender,
or writing ability. Some students smply do not like writing regar dless of the
topic. Some students may feel more comfortable sharing their journalswith
theinstructor or may feel the need to communicate while others may not.
The ethnic background of the student may play arole as studentsfrom an oral
tradition may feel more comfortable with the conver sational format of
journals, while othersmay not feel it isappropriate to spealdwritefreely to
theinstructor. Theresultsof thisstudy indicated that malestended to write
mor e when given a free choice, so gender may also be a consider ation.

Writing ability may also influence a topic preference since more
advanced writers may riseto the challenge and benefit from mor e abstract
writing while lower -level students may benefit from more personal, narrative
stylewriting. Results from this study support this conclusion; the most
advanced writer in the class wrote more on type A topics, those which
encour aged studentsto react to the class, whilethe lower-level writerstended
towritemorefor thetypeD " free choice" topics.

To suit the diversity generally found in adult ESL programs, the
assignment of a variety of topic typesisrecommended, including no topic
assignment or free choiceentries. A variety of topic types can help each
student find their area of interest, or what Bell (1984) termed a per sonal
"genre" (p. 2). Moreanalytical topics may be favored by advanced writers;
lower -level students may feel more comfortablein discussing their own
culture and personal experiences, while others, especially male students, may
benefit from the autonomy of choosing their own topics.

Theresearcher also made the following qualitative observations. When
given afree choice, many of the studentsfelt freeto open up and discusstheir
lives and experiencesin the United States. Thiskind of writing gave the
instructor a better sense of her students personalities and attitudes about
living in the United States. The following are excer pts from several students
free choice entries:

| like Portland! Sincel came herel have been wondering what a
beautiful nature of Portland isl The mountains, rivers, many parks
and beautiful places always ar e attracted meto go outside on the
weekend. | can't stay homeif | have freetime.
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| have two children, two sons...It isvery interesting for meto watch
how they are playing...| missmy children very much when | am not
at home...| want to spend with them most of my time, it isdifficult
for me doing something else...

When | had worked for fiveyears, | wastired. | wasbusy every
day...I think I am a machine...I could not have new idea...| wanted
totouch anew field in life. | did not want be a machine. Finally,
| decided to go back to school, and chose America. | want tolearn
different knowledge and know different culture...

Thesejournalsrevealed some of thereasonsfor student absences and
failuretoturn in assignments and helped theinstructor in under standing her
students' situations aswell as providing a better under standing of the students
motivation and goalsin lear ning English. Also, studentstended to write more
freely about their experiences when given a free choice than when assigned
the Type C topics which were designed to explore personal and class-related
experiences.

Instructor Comment Strategies. Although a specific dialogue journal
format (where studentswrite short daily entries asa conversation with the
instructor) was not used for this study, the responserate to instructor
questionswas sur prisingly low. It issuggested that if instructorsdesire
responsesto their questions or comments, they clearly voice thisdesirein
class several times, since many of the studentsin the study indicated that
although they alwaysread the instructor's commentsand questions, they did
not realizetheinstructor really wanted them to respond or would read their
r €SPONSES.

Thelow responserate may have been partially dueto thelength of the
entries, which often exceeded one page, and the frequency of journal
assignments. Thismay have led studentsto believe that once an entry was
written and read by theinstructor, it wasfinished and that their attention
should focus on a new entry. Therefore, a second recommendation isto give
studentsthe specific task of responding to one of theinstructor's questions or
comments, perhapsasa follow up journal assignment after journals have been
returned. Another option isto use a true dialogue format in which instructor
comments are used to generate individualized journal assignments. However,
if thisisthe case, journals must be collected and read after every entry, which
presentsdifficultiesif thejournalsarewritten outside of class.
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ESL journalsprovidea strong link between students and teachers; not
only do students expressthemselvesin an informal, communicative manner,
but they also share information about their own cultures, language learning
experiences, and per ceptions of the surrounding American culture. The most
interesting and informative aspect of journalswas the content or information
found in the entries themselves, the opinions, experiences, cultural notes, and
per sonality revealed to some degree by each student. Assigning topicsthat
appeal to theindividual interests of studentsisnot an easy task, but by
providing a variety of topics and a degree of free choice, both teachersand
students can learn from each other.
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Appendix A
Topic Types

(A) ClassTopicrelatingto lectureor discussion.

(B) Topicrelating student's cultureto classdiscussion or lecture.
(C) Personal lifeor classrelated experience.

(D) No assigned topic.

—

Date Title/Topic (type)

1-10 Breakfast in Your Country (B)
1-12 Importance of Meals (A)
1-14 What You Learned in Class (Martin Luther King Jr. Lecture) (A)
1-17 Your Choice (D)
1-21 Divorce, Your Opinion (A)
1-24 Asking for Advice (C)
1-28 Immigration Trendsin Your Country (B)
1-31 Your Choice (D)
2-4 Communication Experience with an American (C)
. 2-11 Group Presentation Experience (C)
. 2-14 Reason for Social Changein Your Country (B)
. 2-18 Your Choice (D)
13. 2-21 Interview Experience (C)
14. 2-25 Religion in America (A)
15. 3-2 Things| Wish | Knew Before Coming to America (C)
16. 3-4 Mannerg/Customsin Your Country (B)
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Assessing Language Ability in the Classroom
Review Article

Angela Zagarella-Chodosh
Department of Foreign Languages and Literature/Portland State Univer sity

Assessing Language Ability in the Classroom  (2nd ed.). Andrew Cohen.
Boston, MA: Heinle & Heinle, 1994.

A very useful contribution to the important area of languagetestingis
offered by Andrew Cohen's new book on language assessment Assessing
Language Ability in the Classroom,  which islikely to be very favorably
received by second and foreign language teachers. While hisearlier 132-page
book Testing Language Ability in the Classroom  (1980) was intended for
teacherswithout any background in language testing, this second version
addressestest constructors, professionalsinvolved in assessment activities, and
resear ch students aswell as classroom teachers.

As can be observed from thetitle, one of the differences between thefirst
and second edition isthe employment of theword assessment rather than
testing. Astheauthor explains, this substitution reflectsthetrend of the last
14 years of searching for better means of evaluating language ability beyond
the moretraditional quizzes and discrete-point tests. Other differences
between the two editionsreflect additional changesin thefield of testing over
thelast decade. In Testing Language Ability the most practical issues of
testing, such astest taking, test scoring, and preparing atest, are addressed
right at the beginning of the book. Although given the essentials of language
testing early in thefirst edition, thereader isnot, however, shown the broader
theoretical context in which to consider language testing and lear ning.

In Assessing Language Ability in the Classroom, Cohen first updatesthe
key issuesin language assessment. By giving a detailed overview of the
factorsinherent in language testing, he provides the theor etical framework
necessary to the preparation of an assessment measure. Thefirst five chapters
contain a description of both the assessment instrument and the respondent,
an analysis of the process of responding to an assessment instrument, and
some guidelines for evaluating these instruments. Only halfway through the

72



book doesthe author addresstheissue of how to create an assessment
measure, finally providing the reader with several examplesand illustrations.
Noteworthy arethe additions of chapters six, seven, eight, and nine which
mor e thor oughly explain the preparation of an assessment instrument; the
assessing of the areas of reading, listening compr ehension, speaking, and
written expression; aswell as separate sectionsfor discussion, questions,
resear ch notes, and activitiesat the end of all the chapters.

Thefirst chapter of Assessing Language Ability in the Classroom  contains
a" Language Assessment Needs Questionnaire” aimed at guiding thereaders
in identifying the assessment framework most appropriate for them. The
questionslisted arethose that professional language educators need to ask
themselves when evaluating an assessment measur e, including what language
abilitiesneed to be assessed and to what extent it isnecessary for the teacher
to test not only grammar but also sociocultural and sociolinguistic ability. It
isthe author's goal to provide answer s throughout the book to these and other
crucial questions of language assessment.

The second chapter examines key issuesthat may be encountered by a
language educator or test creator in language assessment. The author suggests
the assessment of sociolinguistic, sociocultural, grammatical, and strategic
abilitiesin a modified version of the Canale and Swain (1980) framework.
Thekind of assessment to be used can be administrative, instructional or
resear ch-oriented depending on itsprimary function. A distinction ismade
between proficiency testing, which isused for administrative purposesto
establish the level of student language competence before enrolling in a class,
and achievement testing, which isused for assessing instructional efficiency.
Depending also on what isbeing assessed, it isnecessary to distinguish
between norm-referenced and criterion-referenced assessment. The author
presents current issues being debated regarding the use of mor e discrete-point
versus mor e integrative testing and chooses a compr omise between the two as
amultiple means of assessment. Quizzes and testsare then compared not
only toillustrate their differencesbut also to clarify how they may be more
effectively used. Finally thereisan overview of the criteria teachers may
wish to adopt to evaluate the effectiveness and applicability of a test,
summarized in a useful checklist at the end of the chapter.

Thethird chapter focuses on the nature of language assessment. In the

past, the primary focus of testing was to assess linguistic competence or " sKill
getting" ; but morerecently the focus has been on " skill using,” in other
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wor ds, the ability to use the skill in order to convey meaningful and/or

personal information. The key for a successful assessment instrument isto
be able to combine the two, so that grammatical ability isassessed within a

communicative framework. In this chapter the author also describesthe

different formsthat an assessment instrument may take, such asa checklist of
objectivesthe learner has successfully completed, rating scales that indicate
how often the learner can produce certain objectives, teacher observation of
students while they interact with each other to deter mine whether the
obj ectives have been met, homework assgnments, and portfolios. Next there
isadescription of the two partsthat make up the assessment instrument, the
item to elicit data from the student and the item for the student to respond to
the dicitation. The author discusses at length the value of the different
response for mats, e.g., the alternate and multiple-choice response for mat, as

well asthetrue/false, correct/incorrect, and yes/no types, and the factors
necessary for their effectiveness. Regarding the multiple choice approach, it
issuggested that student errors be used when selecting the distractorsof a
multiple-choice response format, rather than choosing them intuitively.

Theentirefourth chapter isdedicated solely to the scoring and evaluating
of the assessment instruments. Asthe author statesin the language testing
discussion, very little attention has been given to thisdifficult and complex
task, since teachers have mostly been left to their own devices after the test
has been administered. Different formats of scoring and theinter pretation of
these scores are considered (e.g., explanations of the raw scor e per centages
and the student's score in comparison to the norm group). Teacherswill find
particularly useful the" Guidelinesfor Evaluating Assessment I nstruments’
listed at the end of the chapter. This comprehensive checklist allowsthe
teacher to evaluate theinstrument prior toitsadministration and to spot areas
that can be problematic for the students when taking thetest or for the teacher
when scoring it.

Thefifth chapter focuses on the process of responding to an assessment
instrument, particularly on the strategiesthat students use when taking a test.
Since responses to the assessment instrument alone are not sufficient to
deter mine why the student chooses an incorrect answer, teachersare
encouraged torely on oral and verbal report measures (e.g., small group
discussions, checklists, and questionnaires) to gather more complete data on
their students performance. If teachersbecome more awar e of the test-taking
strategiesthat respondents use, they can teach strategiesto their studentsand
thus help them more fully demonstrate their true skillsin the language.
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In the sixth chapter the actual preparation of a classroom test is discussed
at length. Teachersare guided through a step-by-step process on how to
create their own tests. The discussion begins by making theimportant
distinction between discrete-point and integrative items. Focusing on the
latter, Cohen examinesthe three different formats (oral, written, and
nonverbal) that can be used both to elicit and to produce responses. Lastly,
he gives guidelinesfor preparing clear and unambiguousinstructionsfor the
respondents. Specific attention is also given to the preparation of self-
assessment measures, which, if regularly administered, areavalid way for the
studentsto observe their own language learning progressand may result in a
much-needed motivational boost.

Thelast three chapters dealing specifically with the assessment of reading
comprehension, listening and speaking, and written expression represent the
most useful additionsto the previous edition.

For assessing reading comprehension, the author discusses the multitude
of testing methods available: communicative tests, multiple choice; and
alternative formats such asthe dozetest, the C-test, recall protocols, the
testing of vocabulary, and computer-based testing.

Regar ding the assessment of listening comprehension, only a brief
overview isgiven and some means for assessment ar e discussed. Cohen
dedicates most of the eighth chapter to the assessment of speaking,
concentrating on the advantages and disadvantages of using interviews and the
rating scalesto evaluate them. He suggests the use of role play asa way to
test not only speaking ability but also speech acts and other language
functions. He proposesthe use of role play as a substitution for, or in
conjunction with, a more structured task focusing primarily on grammatical
accuracy.

Concerning written expression, the author beginswith an overview of
current practicesin teaching composition, then links these to the problems of
assessing written products. Examining three sample essays, he analyzesthe
advantages and disadvantages of the holistic, analytic, and the primary and
multi-trait scales used to evaluate writing ability. An exerciserating
compositions gives thereader a mor e tangible sense of what the scales
actually mean. Finally, the assessment of written ability through portfolios
isillustrated and evaluated as an alter native way of testing written
composition. The volume concludeswith alist of the important issues
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emer ging from the book, which Cohen urgesteachersto consider asa
continual reference for language assessment proceduresin their classrooms.

Since many teachersare both developersand users of testing procedures,
thisbook isan invaluable reference when creating, administering, and
evaluating assessment measures.

This edition will be useful for avariety of users. It can beused asa
guide for researchersasthe research notes, presented throughout the book,
provide useful summaries of the most important studies conducted in specific
areas of language assessment. They offer an update on the direction research
istaking and may be of particular interest to those who wish to continuein
thisarea of language teaching. If the book is used asa textbook in language
testing cour ses, the student will be able to analyze traditional methods of
testing language ability such as multiple choice, true or falsetestsand more
current methods of evaluating. In the area of reading, for example, the
author exploresthe use of communicative tests, such asthe storyline test,
dozetest, C-test, recall protocol and computer assisted testing. With its
extensive list of references covering a variety of topics discussed throughout
the book, Assessing Language Ahility in the Classroomis destined to become
an extremely useful reference book.

Because of Cohen's attempt to encompass all aspectsrelated to the
assessment process, thereader sometimes hasthe feeling of being too quickly
rushed through a variety of topics without exploring any onein sufficient
depth. The book's weakest point, however, isin the arrangement of thetable
of contents. Since all the ten chaptersare subdivided in several sectionsand
subsections, one expectsthe table of contentsto reflect such organization.
Instead only their titlesarelisted leaving, at a glance, the specific content of
each chapter unknown to thereader.

Despitethisminor flaw, the language educator, the practitioner, and the
resear cher will find the book interesting and up to date. Teacherswill come
away with the most recent theories on language assessment and will gain
practical ideasto apply in their classrooms. For the variety of issues
presented, Assessing Language Ability in the Classroomis  definitely
recommended for anyone seeking to create alter native and constructive
measur es to assess language ability.
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Tim CompLEXrry OF LYING: HELPING CHILDREN
UNDERSTAND 'THROUGH LITERATURE

Teaching Notes

Dorothy S. M esser schmitt
International and Multicultural Education Program
University of San Francisco

Abstract

Lying isa complex human behavior. Trying to under stand the
phenomenon of lying in a new culture and through the medium of a
new language can be difficult for ESL youngsters. Thisarticle
highlights several examples of lying behavior found in children's
literature. By discussing such exampleswith children, teacherscan
approach thiscultural areain a non-threatening way. The article
concludes with several teaching suggestions.

In hisarticle" Logic and Conversation," Grice (1975) setsforth four
general principles of conversation that people are expected to observe when
speaking to one another. His purposeisto characterize the natur e of
conver sation, atask that remainsa challengefor linguists. It isfar easier to
identify the constituent parts of a sentence than the constituent partsof a
conversation. It isimportant, however, to examine conver sations because, as
Grice observes, " Our talk exchanges do not normally consist of a succession
of disconnected remarks...They are characteristically cooper ative efforts" (p.
45).

According to Grice (1975), there must be a common under standing that
holds between the interlocutorsin a conversation. He characterizesthis
under standing as the cooper ative principle. He then postulates his four
maxims associated with this principle. These include the maxims of quantity,
quality, relation, and manner. The maxim of quantity means making a
contribution to a conversation that isonly aslong asit needsto be. The
maxim of relation means making a contribution that isrelevant, and the
maxim of manner dealswith how the contribution is stated. Under the maxim
of quality, Grice states:
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1. Donot say what you believeto be false.
2. Do not say that for which you lack adequate evidence. (p. 46)

Stated affirmatively thismaxim meansthat one should make contributions that
aretrue. When thetruth value of a contribution is questioned, it may be
subject to classification asalie. Generally, lying is not consider ed acceptable
behavior, at least on cursory examination. When placed within a cultural
context, however, lying is not always an offense. It isan extremely complex
human behavior. Thus, when young children encounter lying, they frequently
do not know how to inter pret the situation or how to respond. For ESL
studentsto deal with these complexitiesin a new language and perhaps a new
cultural tradition can be even more difficult.

For thesereasons, theissue of lying can and should be approached within
the classroom environment. ESL instruction haslong included teaching more
than just the technical aspects of English. Cultural moresand traditionsare
also avital part of the curriculum. Values and ethical concerns, such as
lying, are part of a cultural context.

Onedomain that clearly illustrates how lying operates within a cultural
context ischildren'sliterature. Many excellent examples of lying behavior
can befound in the storiesand talesweread to children. In literature, lying
isnot always condemned behavior. It is, in fact, often sanctioned. The
examples which follow, taken from literature, illustrate the contradictions and
ambiguities associated with lying. At times, lying behavior is condemned and
punished. At other times, it isforgiven, provided the speaker makes
appropriate amends. In still other instances, it is accepted as evidence of
clevernessand iseven condoned, if donefor ajust cause.

In Aesop'sfable " The Shepherd Boy and the Wol' (Childcraft, 1980),
a young shepherd watching hisflock pretendsawolf is menacing and criesfor
help, just for fun. Twice, hisruse works on the townspeople asthey come
running for help. Each time the boy only laughs. On thethird call the boy
really needs help, but thistime no one believes him and no one comes. All
the sheep arekilled. Aesop'smoral isclear: " Peoplewho tell liesfind it
hard to be believed, even when they tell thetruth” (p. 76). Thismoral may
well represent a simple view of lying, that is, that anyone who lies will
receive punishment. Clearly, the consequences of lying, in thisinstance, are
Sserious.
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In other examples, however, the consequences of lying arefar less severe
and forgivenessis often awar ded provided the liar shows some form of
contrite behavior. A classic exampleis Collodi's (1969) story Pinacchio.

When questioned about the location of some gold pieces, Pinocchio
(Collodi, 1969), a wooden puppet, states, " | lost them." The story continues,
-...But hetold alie, for he had them in his pocket. As he spoke, his nose,
long though it was, became at |east two incheslonger™ (p. 130). Pinocchio's
lies continue until hisnose grows so long that he beginsto cry, having
realized the consequences of hiswords. Eventually, after the good fairy is
surethat heissufficiently sorry, shetells some woodpeckersto peck at his
nose and return it to normal size. Thus, Pinocchio learnshislesson and is
forgiven.

A similar example can be found in the Seuss (1975) book How the Grinch
Stole Christmas. In an attempt to spoil holiday fun, a nasty grinch steals
Christmastrees by shoving them up the chimney. Heis, however, caught in
the act by ayoung girl who asks, " Why areyou taking our tree? WHY ?"
The story continues:

But, you know, that old grinch was so smart and so slick
He thought up alie, and hethought it up quick!
"Why my sweet littletot, ...

There'salight on thistreethat won't light on one side.
So I'm taking it home to my workshop, my dear."

But in the end, the grinch decidesthat perhapsthe holiday is supposed to have
some meaning. Hereturnsthe stolen goods and participatesin the
celebration. Hislie and Pinocchio's serveto teach alesson. Aslong asthe
lesson is learned, serious consequences do not result.

In Pie-Biter, Ruthanne Lum McCunn (1983) makes lying respectable. In
order to get ajob loading freight, Pie-Biter, a Chineseimmigrant, tells his
competitorsthat the emperor of China has ordered two weeks of vacation for
everyoneto celebrate military victories. While his competitor s believe
Pie-Biter and take advantage of the holiday, Pie-Biter takeson all of the
business himself and becomesrich. When they find out about histrick, his
competitors merely laugh saying, " There's plenty of work for all of us."
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Pie-Biter (McCunn, 1983) isnever punished for hislie. Rather, his
competitorsadmire hisbehavior asarusethat works. The consequences of
hislying behavior contrast sharply with thoseillustrated in " The Shepherd
Boy and the Wolf." Pie-Biter ismoreof atrickster than aliar.

Fo& tales of many culturesincludetricksters. Theissueisthen one of
determining the difference between atrickster and aliar. In theauthor's
experience, young children often resort to the notion of atrick asan
explanation of behavior that parentsand teachers might well categorizeasa
lie.

In hiswork Women. Fire and Dangerous Things, L akoff (1987) looks at
the complex phenomenon of the relationships between categorizations, the
mind, and language. He points out that thereisoften a best examplein any
set of itemsthat belongsto a given category. Other members of that group
may be closely related but do not qualify as best examples. Concerning the
category of falsity he states

thereisagreement that if you steal something and then claim that you
didn't, that'sa good example of alie. A lessrepresentative example
of alieiswhen you tell the hostess'That wasa great party!" when
you wer e bored stiff. (p. 71)

It isthis matter of categorization that contributesto the difficulty of
under standing the many cultural aspects of falsity. The distinction between
atrick and alie may haveto do with intentions. If no harm isintended, the
behavior can be classified asatrick. Tricksare often associated with humor
and clever ness. Sometimes, however, harm occur s despite the best of
intentions. In such casesthe distinction between alieand atrick becomes
blurred. The sets overlap adding to the comprehension difficulties of the
young ESL student.

The issue becomes even more complex in awork such as White's (1952)
Charlotte sWeb. In thisstory, lying constitutesthe basis of the plot. In
order to savethelife of Wilbur, a barnyard pig, a cunning spider named
Charlotte weaves complimentary language about the pig into her web:

...onemorning in the middle of July, the idea came. " Why, how
perfectly smple...The way to save Wilbur'slifeisto play atrick on
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Zuckerman. If | can fool abug...I can surely fool a man. People
arenot assmart asbugs." (p. 67)

Thus, she spins expressions such as" some pig" into her web and succeedsin
saving the pig'slife. Her liesare carried out for a noble cause, and, asa
result, sheisthe heroine of the book. Readersnever consider Charlottea
liar.

From these examples, it is evident that lying isnot alwayswrong, and it
isnot always a punishable offense. Thereis considerable latitude allowed for
its purpose and the context in which it istold. Under some circumstances,
lying behavior isdismissed asatrick whilein otherssuch as Charlotte'sWeb
it is deemed necessary to achieve a noble aim.

Activitiesto Promote Under standing

Examplesfrom literature show that lying is complex behavior, heavily
grounded in context with cultural traditions. As such they provide
opportunitiesto discuss some of these issuesin a non-threatening
environment. The stories cited above areideal for reading aloud to children.
Numerous stories contain examples of lying and tricking. In many, however,
thelieisjust asmall part of the plot. Thus, it isimportant to recognizelying
behaviorsin storiesat the point wherethey occur. Then discussion can begin.
Teachers can ask questions such as.

Did (name of the character) lie?

Why? Wasit necessary?

Wasit atrick?

What kind of person is (name of the character)?
What do you think isgoing to happen?

For younger students (kindergarten, first and second grade) teachers can write
the various answerson the board. Older students can write the answerson

the board themselves. When the situation in the story isresolved, these
answer s can be discussed with respect to the cultural context of the story and

the motivations of the character. If it isappropriate from the context of the
story, the discussion can continue with questions such as:

Isit all right to lieto help someone?
Isit all right to lieto avoid getting into trouble?
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Although such discussions may seem extremely high level, children can relate
to theseideas provided they are presented in an appropriate manner with
language gear ed to their agesand English proficiency levels.

A discussion of lying also presents opportunities for vocabulary
enrichment. Numer ous terms highlight the nuances associated with lying.
Thereare, for example, distinct differencesin connotation among the verbs
"tolie" "tofib," and "to exaggerate,” aswell asamong expressions such as
"awhitelie" "awhopper,” and a"tall tale." Clarifyingthe meanings of such
termswill also help children better under stand the complexity of lying.

Theethical and moral dimensions of our society cannot be ignored within
the classroom. Literature can provide children an opportunity to discuss
complex and potentially loaded issues, such aslying, in a safe and detached
environment. The dynamics of lying area very real feature of human
behavior that students need to explore.

Post Script

The different attitudes toward lying discussed here could have easily been
illustrated with other literary works. For example, a very didactic work, in
which punishment is promptly meted out to theliars, is The Berenstain Bears
and the Truth (Berenstain & Berenstain, 1983). In another of Aesop's (1969)
fables, " The Fox and the Crow," afox flattersa crow so much that she opens
her mouth to sing and drops a piece of cheese which the fox immediately
devours.

An excellent multicultural story in which lyingisa central themeis Why
Mosquitoes Buzz in People'sEars (Aardema, 1975). In thisAfrican tale, all
of the jungle animalslieto avoid blamefor the death of a baby owl. In the
end, a guilty mosquito rightfully takesthe blame.

In many ways, children'sliterature mirrorsvery complex aspects of

society today. It isavery rich source of classroom material for the careful
study of these complexities.
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INFORMATION FOR CONTRIBUTORS

Editorial Policy

The ORTESOL Journal, aprofessional, refereed publication, encourages
submission of previously unpublished articleson topics of significance to
individuals concer ned with the teaching of English asa second or foreign lan-
guage, especially in elementary and secondary schools, and in higher education,
adult education, and bilingual education. Asa publication which representsa
variety of cross-disciplinary interests, both theoretical and practical, the Journal
invites manuscripts on a wide range of topics, especially in the following areas:

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

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

3. testing and evaluation;
4, professional preparation.

The Journal particularly welcomes submissions which draw on relevant resear ch
in such areasasapplied and theoretical 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 toissuesin our profession. It also especially
welcomes ar ticles which focus mainly on direct application in the classroom
(methods, materials, techniques, and activities, at all levels of instruction).
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General Information for Authors
The ORTESOL Journal invites submission in four categories.

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

Editor of The ORTESOL Journal
Department of Applied Linguistics
PO Box 751
Portland, OR 97207

Three copies of an informative abstract (not more than two hundred
words) should be submitted together with the manuscript.

2. ReviewArticles. TheJournal invites articles which are critical reviews
of recently published scholarly texts related to the profession. The
review article manuscripts should usually be no longer than 20 double-
spaced pages, but may be much shorter (no restriction on minimum
length). Submit three copiesto the Editor, at the above address.

3. Notesand Comments. The Journal welcomes comments or rebuttal's of
published articles (either in The ORTESOL Journal or elsewhere), and
welcomes articles with an emphasis on direct application in the
classroom. These would include instructional methods, materials,
techniques, and 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 manuscripts are anonymously reviewed, please include atitle page
with your name and your school (or other affiliation). At the top of the first page
of the text, type only the title and not your name.

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

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

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

Manuscripts cannot bereturned to authors. Authors should be sureto keep
acopy for themselves.

It isunderstood that manuscripts submitted to The ORTESOL Journal have
not been previoudly published and are not under consideration for publication
elsewhere.

The Editor reservestheright to make editorial changesin any manuscript

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