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TESOL and the Expectations of
Intercultural Communication

Carla R. Chamberlin
The Pennsylvania State University Abington College, USA

This study investigates the role of communicators' expectations of intercultural
encounters, at both individual and organizational levels, within the context of higher
education in North Amenica. Non-native (n=17) and native speakers (n=11) of English
were interviewed to uncover students' conceptualizations of intercultural communication
and to describe their expectations of university policies and inifiatives o increase
tntercultural activity. In addition, interpersonal expectations of the students were
examined. Analysis of the interview transcriptions suggests that intercultural
communication 1s perceived on a superficial level, that an institution's endeavors aimed
at increasing awareness are not perceived as having an effect on behavior, and that low
personal expectations may underlie students’ willingness to 1nteract with peers from
different language or cultural backgrounds. For TESOL professionals, this implies that
efforts to Increase intercultural communication among speakers of diverse language
backgrounds must be re-examined if they are to bring about change, and that participation
in a communtty of learning is not solely the responsibility of language learners.

Nobody really talks to each other;
[ mean it really just seems like everybody just gets along . . .

(multicultural U.S. college student)

In the discourse of today's global economy and practically unlimited
communication networks, the idea of intercultural communication has woven its way
into business, social, government, and communify organizations, fueled by a desire to
break down barriers, facilitate negotiation, and increase peace. The general expectation
1s that intercultural communication is good, necessary, and inevitable. To second
language professionals, this idea is far from new. We know that effective
communication cannot exclude socio-cultural dimensions. Consequently, our
profession also has certain expectations of intercultural communication. Our pedagogy
assumes that awareness of cross-cultural and linguistic differences, world views, and
beliefs and values leads to understanding and change in communicative behaviors. We
hope, that as our students acquire more language skills and cultural knowledge, they
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become betfter communicators in intercultural contexts. Ultimately, we want our
students to be communicatively competent in the target ianguage and culture. While this
goal 1tself 1s not unrealistic, there is a somewhat inherent expectation that places the
responsibility for effective intercultural communication on language leamers, and this
expectation 1s unrealistic.

The reality is that communication is reciprocal in nature, not one-directional. Each
participant in an iteraction brings certain expectations to the conversation, and in the
case of intercultural communication, both native and non-native speakers are
responsible for the outcome of the interaction. Thus, 1t 1s not solely the language
leamers who are accountable for effective communication. Native speakers must also
be interculturally competent. What each speaker brings to a conversation determines
expectations on social and individual levels, and these expectations then shape the
communicative act. The goal of this study 1s to expand our understanding of both native
and non-native speakers’ perceptions and expectations of intercultural communication.

Expectations of Intercultural Communication

The notion of "expectations” for the purpose of this study, which takes place within
the context of higher education in the United States, 1s applied to intercultural
communication on two levels: nstitutional and interpersonal. The athliations forged at
mstitutional and nterpersonal levels create a network of social relationships and power
dynamics that affect language learming in a multitude of ways, ranging from personal
encounters to academic policies. Although the overlap and exchange between the
institutional and interpersonal are considerable, 1t 1s useful to examine these 1deas
separately in order to dismantle and understand the expectations that surface at both levels.

On the mstituttonal level, intercultural communication 1s conceptualized as a tangible
goal, as something to be achieved m a community or organization. Intercultural
communication is manifest in activittes of groups that promote peace and
muiticulturalism, in festivals and celebrations that promote awareness, and in workshops
and courses that support diversity initiatives. The expectations are that intercultural
communication 1S good, and that awareness of cultural dimensions will lead to better
understanding and improved communication. The intentions of these expectations are,
without a doubt, a positive step. However, these expectations limmt the notion of
intercultural communication to episodic and often decontextualized actions and events.

These 1nstitutional expectations impact the field of second language learming and
teaching in several ways. First, in the case of college students who are non-native
English speakers, university ESL courses are often limited in time and scope. Students
are expected to achieve college-level, native-like language skills in one or two semesters
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of classes-—a formidable task even for native speakers. Second, within the instifutionatl
framework of an organization such as a university, the responsibility of mtercultural
communication is often placed by default on non-native speakers. It is their responsibility
fo leam about cultural differences and simmlarities, and ways to negotiate successful
interaction. Even the most interculturally competent non-native speakers, however, stil run
into obstacles when dealing with those who are not interculturally competent. Moreover,
ESL teachers themselves take on additional responsibility by trying to imform native-
speaking students, staff, and faculty about the dynamics of intercultural communication.
Finally, non-native speakers are tacitly expected to carry the burden of providing ways for
"others" to become aware of their cuiture. It is the non-native speakers who commonly, but
not exclusively, organize and participate in special events and awareness activities. They
are expected to provide a showcase of sorts for others to observe from a safe distance. From
this social-institutional perspective, the burden of intercultural communication often hes on
non-native speakers and second language professionals.

One way to lessen this burden has been to incorporate the study of intercultural
communication into general university curricula. Diversity-focused courses, events,
and workshops do offer excellent opportunities for developing awareness, but these
efforts are often limited 1n scope and credit hours. Moreover, the notion of "awareness”
itself 1s problematic. If "awareness"” means simply the recognition and validation of the
existence of another way of hving, eating, worshipping, dressing, or speaking, then
changes 1n attitudes and behaviors are unlikely to occur from exposure to ¢pisodic and
decontextualized efforts. If "awareness" is broadened to include an interpersonal
realization that ideniity and cultural affiliation play important roles in the negotiation of
meaning (Fantini, 2000), then individuals may be more fully engaged 1in developing a
self-awareness that leads to substantive change or transformation.

Transformation in attitudes and beliefs 1s a more realistic expectation on the
interpersonal level where awareness of personal identity and status can influence the
expectations people have toward others 1n their daily interactions. When participating
In a target language community, for example, language learners and native speakers may
jyudge each other according to how well their expectations of each other, based on
nonverbal cues such as dialect, physical appearance, and level of emotional
expressiveness, to name a few, have been fulfilled. Burgoon and Hale's (1988)
Expectancy Violations Theory (EVT) describes individuals as having a range of
behaviors they consider to be acceptable; if behaviors fall outside the boundaries of
these expectations, negative or positive judgments can result. Although EVT focuses on
nonverbal behaviors, the notion of expectations has been used to describe the pre-
Interaction expectations that people hold as they approach intercultural encounters.
Gudykunst (1993) posits that when a person's positive expectations of another are
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fulfilled, anxiety decreases and the communication becomes more effective due to an
increased ability to anticipate or predict another's behaviors. Spitzberg's (1994) model of
intercultural communication competence specifies the expectations we have at individual,
episodic, and relational levels. On the individual level, what one expects to gain from an
interaction (reward value) 1s important for ESL students as well as the native speakers with
whom they are interacting. If neither expect to gain much, then motivation, according to
Spitzberg, may decrease. Next, the episodic system recognizes extermal variables that
filter one's impressions of competence. In other words, how might a speaker's perceived
competence be attributed to the actual ability of the speaker or to contextual variables such
as previous success in similar situations and status within the community? For ESL
students, these questions may be strongly linked to prejudice, stereotypes, and levels of
credibility in their relationships with fellow students, staff members, and faculty.

Finally, in the relational system, Spitzberg (1994) identifies the aspects of
communication that fulfill our needs as social beings. Impressions of competence may
increase as needs for autonomy and intimacy are met, as stmilar values and orientations are
discovered, as frust 1s builf, and as networks and social support become part of the
relationship. When people are drawn together through mutual attraction, interest, or needs,
they may not only have perceptions of greater communicative competency, competency may
truly increase due to increased levels of motivation, reward value placed on the relationship,
and fulfillment of positive expectations. Overall, expectancies filter impressions of
competency. As someone fulfills our expectations of friendlmmess, trustworthiness, and
assertiveness (Spitzberg, 1994, adapted from Pavitt & Haight, 1985), and does not violate
our 1deal of an effective communicator, our positive impressions of that person will increase.
In contrast, 1f expectations are not met, we may feel threatened or anxious.

Within the context of ESL in higher education, research reveals many differences
in attitudes and perceptions among ESL students, native speakers, and those who
mstruct them. These studies speak to the underlying relational expectations that can
reveal themselves in divisive patterns of interaction. In their needs analysis of academic
listening and speaking skills, Ferris and Tagg (1996) found that instructors tended to
attribute students' difficulties to cultural differences and language deficiencies rather
than acknowledging the possibility that their own teaching strategies may need to be
examined. Likewise, some students complained about instructors rather than taking
personal responsibility. Potentially harmful perceptions were also revealed in ESL
students' assumptions that American (native-speaker) students have no interest in them
and that International teachers favor students with whom they share a cultural
background (Chamberlin, 1977). That students and teachers are sometunes prejudged
and disempowered on account of their status as non-native speakers 1s an unsetthing
picture of the inaccurate and low expectations that color intercultural interactions
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(Amin, 1977; Harklau, 2000; Hoekje & Williams, 1992; Leki, 2001, Lui, 1999;
Pennycook, 1998; Tang, 1997).

Research Questions

In an educational environment that does not lack multicultural initiatives, many
questions about expectations for intercultural communication arise. Despite efforts to
create a good opportunity for developing intercultural communication competence for
all students, why do non-native speakers seem to be so separate and soctally isolated
from native speakers? In a world where diversity, tolerance, and awareness are key
words in curricula and policy imifiatives, what effect, if any, do these things have on
students' perceptions of each other and willingness to engage in intercuitural
communication? Do the students even think about these things? Is it unrealistic to
expect ESL students to interact with native speakers? Before attempting to answer these
questions through quantitative measures, it seems critical to explore first the world of
the students and their personal expectations of their school and of each other. Thus, the
two following questions are the focus of this study.

1) How do institutional initiatives shape the expectations students have about
intercultural communication?

2) What are the interpersonal expectations of non-native and native speaking
students toward intercultural encounters?

Methodology

Participants and Context

The participants 1n this study are 28 university students who attend a mid-sized
college located just outside a major metropolitan area in the United States. The students
range 1n age from 19-28 and represent 17 self-reported cultural groups. Eleven (6 male,
5 female) of the participants were native speakers of English and 17 (9 male, 8 female)
were non-native speakers of English. All were matriculated degree-seeking students in
an urban, nonresidential college campus with over a 26% minority population. The
college's mission statement incorporates efforts to increase diversity and intercultural
awareness at all levels of the organization and bas several imitiatives in place for
recruitment and retention of minority students. Intercultural awareness is vistble
through specific courses, funds for course development, lecture series, year-long
cultural events, and diversity week events. No records of overt protests, demonstrations,
or hostile events connected to 1ssues of ethmicity, race, sexual orientation, social class,
were found in this investigation. This ts not to say that the socio-cultural environment
1s perfect, only that documented cases of discrimination are rare.
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Data Collection

Participants in this study were recruited by the principal researcher from multiple
sections of a required public speaking course and campus activity groups.
Conversations with students were recorded over the course of 3 semesters by two
trained student researchers. Both researchers served as participants in the interview in
order to engage students in conversation and increase comfort levels. The researchers
followed a set of questions as guidelines to facilitate the conversation, but were careful
not to control the direction of the students' responses. The conversations ranged
length from 20 minutes to 90 minutes, depending on the participants' willingness to talk.
Each conversation took place in a quiet area on campus, either an office, empty
classroom, or study area, and was scheduled only when neither participant was
constrained for time. All participants signed informed consent forms and were assured
of the anonymity of their identities. After transcripts were completed by a professional
transcriber not linked to the university, all recorded data were destroyed.

Analysis

As each transcription was carefully read, patterns in the students’ discourse
emerged. The umits of discourse, measured in terms of ideas, were categorized
according to the main 1dea represented in the unit. As a collective, these transcriptions
offer insight into the shared discourse created in this community of students. Although
the discourse may not be a direct reflection of their thoughts and behaviors, the
transcriptions do reflect the nature of how infercultural communication 1s talked about,
in this particular academic community of students (Denzin, 1997; Fairclough, 1992;
Gubrium & Holstein, 1997).

Overall, the patterns that emerged in the discourse were classifted into two main
categortes: Institutional expectations and interpersonal expectations. Because the
research assistants began the interviews with prompts referring to campus events and
activitics as a way to open up the conversation, all of the participants discussed, to a
different extent, the role of the umiversity in increasing intercultural awareness. Within
this part of the conversation, participants were directly or indirectly prompted to ofter
their own definition of "“intercultural communication.” The early part of the
conversations, then, provide data for the first research question. As the conversations
continued, all of the participants expressed their personal opintons and related stories of
their own experiences, or lack of experiences. These individual accounts provide a rich
source of data for examining the interpersonal expectations of both native and non-
native speakers (rescarch question 2). Due to space constraints, excerpts that best
represent common responses (more than 65%) or striking comments are presented in the
resulfs.
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The responses have not been sorted out by gender or native language. The salient
1Issues here are not correlations between groups and attitudes, but the range of
communicative expectations that constitute a truly mixed, mtercultural environment. In
some cases, the excerpts contain content that identifies the speaker as native or non-
native, but this analysis does not focus on attributing certain attitudes to specific groups.
The individual comments of these students are legitimate voices of the diverse academic
community of this particular school and represent the two-way process of intercultural
communication. The following resulfs are presented in categories that respond to the
research questions. Because several utterances contained overlapping 1deas, the results
and discusston are presented simultaneously.

Results and Discussion

Research question 1: How do institutional initiatives shape the expectations
students have about intercultural communication?

Several pattems emerged 1n the discourse as students talked about the role of the
university in promoting mtercultural awareness. Firs{, when asked to elaborate on thewr
understanding of "intercultural communication," all of the responses pointed to a largely
superficial conceptualization based on the notion of "diversity.” Over 70% of the partictpants
remarked, without hesitation, that a diverse community of people from vartous cultures is
"good." None offered explanations, however, of what "good" means. In addition, the
intercultural environment was markedly described by all 28 as characterized by "differences.”

The different ethnicities, the different religions coming together and
meeting in one place. | hke diversity, it's, I guess if's good to have.

| see 1t as a mixture of different cultures, different races, just
differences between things.

It's like when you have a group of people and they're all from different
countries and different backgrounds, different cultures, different
nationalities.

These conceptualizations of the intercultural environment on campus lacked any
mention of interaction, involvement, or communication. The only two expanded
conceptualizations mention the ability to express oneself safely and the different ways
people think as being part of intercultural communication.

It should be just like an atmosphere where people can express
themselves or be allowed to share, like they can perform their own
cuitural ntuals without facing violence.
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This 1s like difterences between people. Basically, I think 1t 1s the way
they think. Because in my example I see that I learn this language and
even if | know this language, it's still just the differences between the
way that I think and the way that people that are born here.

Students’ responses that address "diversity” paint a fairly ¢lear picture of how students,
both native and non-native speakers, conceptualize intercultural communication on this
college campus. They emphasize differences and view their environment as a demographic
state rather than an interactive phenomenon. This notion seems to be reinforced by
institutional activities and events that promote awareness through displays of customs,
food, fashion, and dance by various ethnic clubs and organizations. Students, it seems,
interpret institutional efforts as being limited to what Atkinson (1999) refers to as a
"received” notion of culture-one that reduces culture to unchanging customs and norms.

[ think I went to {[name of event] last year actually. Is that where they
have free t-shirts?

Well, I've never been to [name of event] or anything, but I hear about it and
I saw them one time. So, you know, at Jeast they're making awareness.

A lot of times 1t's just something that's Insh culture, then only Irish
people will go. You know if it's something that's Indian, then only Indian
people will go. I mean it's a shame, but that's how 1t normally 1s.

So here, you know, people have clubs, put on their own fashion
shows, which are neat. And then it's also fun to smell the different
foods that the different groups....s0 you know, everyone can relate to
food. So that's always a great way to bring people together.
Especially desserts, you really can't go wrong with that.

The second pattern that emerged in the interviews can be seen as an extension of
the first pattern of superficiality: Students acknowledge the posifive mtentions of
institutional 1mibatives for promoting intercultural awareness, but they doubt any
transformative results. Students' comments about activities, events, and curricula
designed to increase intercultural communication on campus express a general
satisfaction with the goals of the efforts; the students vary, however, in their evaluation
of the effectiveness of such efforis. Most students (n=25) concluded that efforts are not
enough and that those who benefit are limited to a specific group.

They all attend, but 1t doesn't make change. You know, everybody
attends, everybody goes. There's lots of events for different
minorities. They have Indian Day, they have Asian Day, and the
Hispanic Club. They have all these clubs, all these events, and I
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personally think this campus does a lot for minorities and diversifying
the campus. There is a lot that's being done. A lot more than 1 would
think. And 1t's like, good to see, but I don't see any changes within the
people themselves.

The most striking theme of these comments, however, 1s the expression of
university efforts being a good thing for those who need it, often with the speaker
excluding him or herself from that group.

I think one class is good. But for some people it might not be enough.
Maybe more events. More things to do. [Interviewer: Have you
taken part yourself?] Nah, not really.

There's a program like the Asian club, the Latino club, and stuff like
that. So that really helps students who are not native.

I don't know, maybe it's good for certain majors or cultures.

['m not attending anything like this. I think it's good if you attend. 1
think there's some kind of benefit.

In general, students express a positive tone in reference to the institution's
commitment to increasing intercultural awareness. They describe 1t as something that
1s beneficial and necessary in today's global-oriented world. When students talk about
university efforts to increase awareness, however, there 1s a consistent use of language
that targets the etforts toward "others," 1.e., those who really need to be informed. The
students seem to place little reward value on their personal participation, as evidenced
by those who admit to not taking part, and those who see it as something beneficial for

'

"students who are not native." Embedded in these statements 1s a subtle (or perhaps

what the students see as a politically correct) form of "otherization."

In sum, students expect itercultural communication to be part of the overall
experience of higher education, but they do not seem to expect a great personal reward
from 1t. Due to the politicized structure of university systems and the transient nature
of student populations, intercultural communication is typically manifest to students
through episodic efforts at increasing awareness. Awareness 1s, of course, a foundation
upon which intercultural communicative competence 1s developed (Fantinu, 2000) and
should in no way be dismissed as inconsequential. An unintentional by-product of
inifiatives aimed at increasing awareness, however, may be the lowering of expectations
that students have toward these efforts. Students expect the university to provide
exposure, but they do not expect this exposure to challenge the intellect, to mnspire and
motivate change, or to benefit those besides minority group members.
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Research question 2: What are the inferpersonal expectations of non-native and
native speaking students toward intercultural encounters?

On an mterpersonal level, students' comments and stories provide much insight into the
expectations they hold toward groups, individuals, and change. Without any prompting, an
overwhelming number of students (26 our of 28) inifiated talk about the patterns of
communication among students from vartous backgrounds. Each description followed a
consistent 1idea: Students from different cultural groups tend to socialize almost exclusively
with members of their own cultural affihation. Moreover, more than 75% of the students
describe this self-segregation as "normal,” intunating little expectation of change.

When people go to class, they all go to class. There's all different
races in the class. Everyone gets along fine. But when people leave
class, you see distinct groups going off together. The Blacks go
together, the Chinese go together, the Whites go together. It's not hike
they hate each other; 1t's just that's who they hang out with. And all
the groups separate as they go. [ do 1.

I see it a lot of times. It's not a Black and White thing. You do have
your kids who are the Whites are over here and the Blacks over here.
Asians here, and Latinos over here. In the classrooms you see that
again.

There are certain places on campus where race, cultures hang out.
Over 1n {building name], yeah, well the Chinese people hang out
there, and I don't know why. It's funny how they have certain places
that they hang out. That's funny how that happens. And I don't know
why 1t happens.

As the students described this separatism along cultural boundaries, many also
made their expectations clear about the necessity for change or people's capacity to
change attitudes. In the following excerpts the students' discourse constructs a climate
of rather low expectations, not only for change itself, but for the necessity for change.

I don't know 1f . . . if everybody's happy then . . . I don't, I don't think
people are, | don't know. Maybe people are missing out on other
cultures by doing what they do. I don't think it [less separation] would
be a bad thing. But I don't necessarily think that it's a necessary thing
to do. I don't understand what the advantage would be.

[ don't think we can do much about 1t because that's the way 1t 1s.

We should all be, you know, together, united. You can be doing 1t until
you're blue in the face, but it's almost like, you know, you could do a



Chamberlin—Intercultural Communication 11

[ot to inform others, but that's just the way people are. And you just
have to face the facts.

It's so obvious, you know. It's not like a racist thing, but 1t's just how
it 1s. It's how things are you know, and you basically acceptit. 1 don't
find 1t a problem.

There's nothing really bad about what's going on, so I don't see why
you should change it.

More specifically, individual expectations revealed themselves when students
began to tell stories and talk about their circles of friends. Some expressed the
expectations that others, namely Americans, do not care to engage in intercultural
interactions; while others felt certain that those who speak a language other than English
are better off in groups where they can speak that language.

Oh the Asians. 1 think 1t's just the language, the language barrier,
because Asians talk Asian to each other. They speak their own
language. 1 don't see Indians mingling with Blacks though . . . or the
Hispanics. Asians don't mix with Indians. I never see it.

Most people don't seem to care. They don't think about 1t much, most
Americans.

Russians, you know, they basically mingle within themselves.
Because a lot of them feel more comfortable speaking their own
language because English is their second language, so I would
understand that. But on the other side of [name of a cafeteriaj
everybody's Black, and it's like a clear distinct line you could almost
see, and 1t's kinda disturbing. Then vou have Asians always talking to
Asians, and you have Indians in the far corner. And it's a clear
boundary almost.

This tendency to distinguish by language identity illustrates Spitzberg's (1994)
claim that the communicative status, as part of the episodic system, affects interaction.
The expectation that those who speak languages other than English prefer to associate
only with those who share their language may be true for some, but not all. Many
college ESL students in this institutional setting are, in fact, bilingual or multilingual and
may be quite comfortable speaking in several languages. Perhaps it is the monolingual
student's anxiousness at not being able to understand that partially constructs this wall
of unapproachability. Interestingly, in two cases (see excerpts below), students’
acceptability was contingent on others not being able to tell they were not American.
This brings into question a threshold of acculturation where the expectations are that one
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changes identity 1n order to be accepted. In circles where expectations are as high as
this, social networks are only open to those who appear to be "Americanized.”

My friends are mainly White Americans. {Name] 1s from Russia, but
he's been hiere since he was three. So you don't really see that much
Russian in him.

Nobody can even tell that I'm not American. They don't think of me
as any differently than anybody else. So it doesn't make much
ditference to them.

As pointed out in the relational system (Spitzberg, 1994), people have a need to share
values and cultural onentations with others. We find comfort in commonalities and tend
to affiliate with those with whom we share backgrounds and, of course, languages. 1
speculate, however, that linguistic differences, particularly m the setting in question, are
not the reason that students are not interacting with each other, but an excuse as to why
making an effort might be too demanding and unrewarding. It 1s easier to say that people
"Stick to their own" and that this status quo does not need to be changed. Some students
said quite frankly that nothing 1s wrong, and nothing, therefore, needs to change. Even
those who did recognize a need for change resolved that nothing can really be done to
change the way things are. This "lost cause" attitude sets a very low expectation for
effective intercultural communication at both interpersonal and nstitutional levels.

Overall, the mnterpersonal expectations regarding intercultural communication in
this population are complex and problematic. At the individual level, for example,
students do not place a positive reward value in engaging in conversation or activity with
students from outside their own group. A few even mention that they see little need or
reward for making such efforts, and those who believe that there are benefits speak only
in terms of abstract, collective benefits for all people. No references are made to personal
growth or motivation. A level of awareness that brings about change (Fantim, 2000) 15
lacking. The fact that many of these students have been exposed to diverse communities
most of their lives may contribute to their ambivalence toward interacting with others.
One student related his story about moving to the United States while 1n high school anc
expecting to be treated as a novelty. Instead, he found himself 1n a school where 40% o
the students shared his cultural background and language. Much to his surprise, he wa:
not the center of attention. Being accustomed to diversity, however, does not completel’
explain the lack of interaction expressed n these interviews.

Implications for TESOL

A good language learner is not defined by linguistic achievement alone, but b
participation in various communities and conversations (Lave & Wenger, 1991; Norto
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and Toohey, 2001; Toohey and Day, 1999). Language learning involves gaining access
to social practice and social relationships, requinng not only language skills but also an
understanding of the social norms that govern patterns of communication m various
contexts (Kramsch, 1998). University settings are but one of the contexts for language
learning in which students are part of a social community that 1s united by both
institutional and interpersonal relationships. Within the vast network of these
relationships, intercultural communication is an inevitable part of the language learning
expenence for ESL students in higher education. Intercultural communication, however,
1s often shoved into a rubric of cultural knowledge that one must attain, rather than
approached as a reciprocal relationship that one must experience. TESOL professionals
must challenge the positivist paradigm and examine intercultural communication as a
process that exists within a larger system of soctal practice. Moreover, we must realize
that all students, not only those learning Engiish, should be invested in the process.

Looking at intercultural communication as a reciprocal process, we must first
attempt to understand the range of expectations by which ESL students may be judged,
as well as the expectations that ESL students hold toward others. These expectations
will be different in all cases, but the results of this study point out some of the aspects
particularly salient to TESOL practice. First, we must question to what degree our
pedagogy cultivates a landscape of "differences." When students focus on differences,
they come to expect insurmountable barriers, or at least barriers that are best left
unchallenged. They know that being aware of differences 1n good, but they must realize
that awareness is only a first step to intercultural competence, not the final outcome.

The next thing to consider is the notion of approachability and how expectations
might affect it. Approachability speaks to the questions of how language learners and
native speakers might again more access to each other. On an interpersonal level, access
can be achieved through human agency (Norton Pierce, 1995; Norton & Toohey, 2001)
and use of intellectual and social resources. In conjunction with human agency,
however, is the realization that personal expectations can be powerful sources .of both
misunderstandings and successful interactions. The assumption that a native speaker
has no interest in a non-native speaker, or that multilingual students prefer one language
over another brings low expectations to an interaction-expectations that may lead to low
levels of motivation and lack of interest.

This 1s not fo say expectations cannot change. According to Expectancy Violations
Theory (Burgoon & Hale, 1988), low expectations may be confirmed or violated as
strangers interact, and the reward value can change. For example, students may find that
their expectations are exceeded, leading to a positive outcome. The problem here,
however, is that the low expectations seem to keep students from interacting with each
other in the first place, and without this interaction, expectations can be neither
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confirmed nor violated. Any anxiety and uncertainty (Gudykunst, 1993} regarding
infercultural communication will have littie chance to be decreased.

Conclusion

The bottom line 1s that intercultural communication may not be taking place as
much as we would hope., Even when ESL students are part of a diverse learning
community, the members of this community may think that being "aware" of each other
1s enough. But superficial "awareness" is the easy part. Motivating students not to
restrict themselves to the easy patierns of self-segregation is the challenge. These
conclusions are not meant to suggest that students’ strong associations with those with
whom they share a culfural identity 1s wrong; affiliation 1s natural. Identity with a group
is a fundamental part of being human. Affiliation among those who share cultural
backgrounds and languages can be a source of invaluable networks that offer resources
for information, emotional comfort, and social support. As highly advanced
communication systems, international trade, and political unrest reshape our
communities, however, we cannot afford to accept the status quo and think that
"awareness" 1s enough. TESOL educators and students must 1nsist that the expectations
at institutional and interpersonal levels be raised to a level of transformation.
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Introduction

Communicating in English 1s increasingly required for Japanese people as members
of an international society. The cultivatton of communicative competence 1s the stated
goal of English education 1n Japan today. It has been three decades since Mombusho,
the Ministry of Education, established this objective, and over the years attempts to

L el early

improve English L2 teaching have been undertaken. However, TOEFL results
show that the country is far from reaching the Ministry's goal (Ochi, 1999). Takao
Suzuki, a noted sociolinguist, concurs that, in general, the English ability of Japanese
people 15 surprisingly low; for example, university graduates who have studied English
for eight to ten years cannot even give satisfactory directions to foreign travelers in

Japan (1999).

One of the main factors which has contributed to such poor English proficiency
among Japanese people 1s yakudoku, a foreign language learning method traditionally
used in Japan.2 Yakudoku, which means "translation reading," is a reading method in
which English sentences are first translated into Japanese word-by-word, and then the
resulting translation is reordered to suit Japanese word order. In the yakudoku-style
class, which is typical of English study in Japan, a teacher reads the text aloud for his or
her students and has them repeat it. Then the students give its word-for-word
translation, usually assigned as the previous night's homework and written tn thew
notebook, after which the teacher corrects their translation by offering grammatical
explanations and provides a model translation. The goal of the class 1s to have students
understand the exact Japanese translation; therefore, instead of working within the
English text, the students concentrate strictly on Japanese translations. The yakudoku
method 1s used by the majority of Japanese teachers of English from junior high school
to university. Hino notes that according to two recent nation-wide surveys conducted
by the Japan Association of College English Teachers, approximately 80% of Japanese
teachers of English in high schools and universities used the yakudoku method, and by
some estimates, 70% of Japanese university students today have been taught to read
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English solely with this method (1988). This approach to teaching, however,
undermines progress towards internationalization in Japan: "In terms of the teaching of
English for communication needed today, vakudoku is undoubtedly a serious handicap
for Japanese students of English” (p. 52). This is because the yakudoku method creates
problems for English L2 learning; 1.e., in the yakudoku-style class, little attention is
given to phonetic sounds (Okuda, 1985; Nisato, 1989; Takiguchi, 1995). The essence or
true nature of language is voice or speech sounds; without it, language cannot exist.
Therefore, leaming proper pronunciation i1s imperative for the study of a foreign
language. In terms of English instruction, without having confidence in pronunciation,
students not only lose the will to speak, but alsc confidence in every other aspect of
English communication, including listening, wnting, and reading (Matsuka, 1981,
1993}, In addition, in Mombusho's Course of Study Guidelines, which define and
control the contents of English teaching in secondary schools in Japan, emphasis 1s
placed on the instruction of proper pronunciation, whereas the teaching of translation
into Japanese 1s not even mentioned (Mombusho, 1988). In spite of this, the mastering
of vakudoku skills is still strongly identified with the goal of learning English in Japan
(Hino, 1988). As a consequence, the teaching of pronunciation (1.e., how to make
English sounds or how to read English spellings directly with correct pronunciation) has
long been neglected in class, and this omission has caused the dual problem of the
prevalence of "katakana pronunciation" and the rote memorization of long lists of
vocabulary items.

Katakana 1s a Japanese syllabary (phonetic alphabet) used to transcribe words of
foreign origin; however, it does not represent the exact English sounds and is actually
often far from the correct pronunciation (Sugiura, 1994). Through katakana letters
written under the text to show the reading, incorrect English pronunciafion 1s promoted.
Once this katakana promunciation is acquired, it becomes a lifelong habit, one that is
extremely difficult to break. The katakana pronunciation of English words, flourishing
and used everywhere in Japan, is clearly an obstacle in the quest for proper
pronunciation. In short, students cannot read words independently because they do not
know the sounds of letters which constitute the words; t.e., they cannot connect the
letters of the alphabet with their sounds. Without knowing how to read words, it is
difficult to write them. This is simply because they are rarely taught the relationships
between letters and sounds. Thus, the only way for students to keep up with classes is
resoriing to the rote memorization of the pronunciation and spelling of all words. This
Is the reason why English is often said to be a subject of rote learning in Japan.
However, this strategy requires enormous efforts by students and creates a heavy
workload so that those who lack the will to leam drop behind easily.
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An important responsibility for teachers in Japan 1s to guide students in learning the
association between letters and sounds so that they can read English independently.
Because of these problems (1.e., katakana pronunciation and rote memorization of
vocabulary resulting from the yakudoku method), phonics instruction is effective in
providing a means of accomplishing these goals. It focuses on phonetic sounds so that
students can be provided with instruction in proper pronunciation. Phonics deals
directly with letter-sound relationships, as 1t 1s a teaching method for reading based upon
the correspondence between spelling and sound. Through phonics teaching, students
can gain confidence in their pronunciation because they learn the correct sounds that
letters or letter combinations represent, so that by connecting them they are able to
pronounce words properly. Theretore, katakara pronunciation or rote memorization of
vocabulary 1s no longer needed. In short, phonics helps cultivate students' fundamental
communicative skills in English in reading, writing, listening, and speaking.

Phonics 1s a teaching method developed in America 1n the 1800s to help children
who had difficulty learning spelling by rote memorization. According to the Longman
dictionary, phonics 1s "a method of teaching beginners to read by learning how fo
pronounce letters, letter groups, and syllables" (1995, p. 120). Heiuman adds that
"[p}honics instruction 1s teaching letter-sound relationships, [and 1ts] purpose is to
provide beginning readers with a means of identifying unknown printed words" (1998,
p. 27). Once children can recognize words by associating written letters with the
corresponding speech sounds which they have already acquired, they can read books
because they already know the meaning of words. Thus, learning to read means learning
to sound out words (Flesch, 1986). Phonics instruction, as pre-reading, is given to

children in many introductory English courses in English-speaking countries:™

Phonics 1s a common method of teaching new leamers of English how
to read in the United States. Teachers begin teaching phonics to
students in kindergarten, age 5 and 6, and continue teaching 1t until
2nd grade, age 7 and 8. Today phonics is taught for a minimum of 30
minutes every day during the first three years of school. (Patton,
1994, p. 94)

For Japanese students, who know neither English sounds nor word meanings, phonics
can also be a useful and necessary teaching method. Phonics 1s important for Japanese
students because 1t . . .

. . . teaches [them] how to sound out letters one by one. Through
phonics, Japanese children learn (1) how to make correct English
sounds (2) how to independently read English words and sentences
and (3} how to spell out words they hear. Phonics provides the basics
of English for beginning students. (Matsuka, 1992)
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However, very little research has been conducted on the use of phonics 1n
classrooms in Japan, and there is only one study which this author 1s aware of in which
the effectiveness of phonics instruction was tested in Japanese junior high schools. In
this study, reported by Morinaga, (1983), phonics instruction was given 1n an "intensive
training course” which was not part of regular English classes. By using a phonics
textbook which had a relatively small number of example words for each phonics rule
(i.e., 450 vocabulary items in total, divided into 18 categories of phonics rules), 20-
minute sessions of phonics instruction were given to first and second year junior high
students for a total of 13 sessions (i.e., four hours and 20 minutes). Pre- and posttests
for reading were assigned i which each student was required to sound out 22 "nonsense
words,” and evaluation was based on whether the students could read the underlined part
of these artificial words which reflected a phonics rule. The percentage of correct
answers by first year students improved from 28.9% (pretest) to 59.1% (posttest) and by
second year students from 53.4% to 64.5%. However, the phonics rules which were
tested were not determined by analyzing the vocabulary in students' English textbooks,
and 1f 1s not clear how they were taught, nor how the example vocabulary items were
used to help them understand the phonics rules. There 1s also no information on the
participants (e.g., how many, or how they were selected, etc.), and the results were not
subjected to any statistical analyses. In addition, there was only one comparison made
within the treatment group before and after phonics instruction, but no control group
was established to verify the absence of extraneous variables. Nevertheless, the results
that were obtained from this study are promising despite certain shortcomings in the
research design.

The present study has been designed to avoid many of the pitfalls described above
in Morinaga's investigation. Rather than testing the effects of phonics instruction in
an intensive, short-term fashion, this study focuses on comprehensive, long-term
phonics mstruction with clearly specified subjects, materials, and procedures. This
research aims to show that phonics instruction ts a useful and effective teaching tool
when used 11 conjunction with Mombusho's curniculum in regular English classes in
Japanese junior high schools. The goal of this study is to verify empirically that
phonics instruction improves students' reading ability and raises their desire to learn
English. Therefore, the following two research questions were tested in this
investigation: (1) If students are provided with proper phonics instruction for an
adequate period of time at the beginning stages of their English L2 education, will
their reading ability show significant improvement? (2} If students undergo this kind
of treatment, will they develop positive and enthusiastic attitudes towards their
English studies?
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Method

Subjects

The subjects of this investigation were first year students (ages 12 to 13) in Yodo
Junior High School in Matsuyama. There were 220 students involved in the study, and
they were divided into six classes with an average of approximately 37 students per
class, equally divided between males and females. The six classes were uniform in
terms of academic levels, although individual sfudents vaned in terms of their abilities.

In this investigation, one class (i.e., class 2) was used as the control group and cid
not receive phonics instruction; the other five classes (i.e., classes 1, 3, 4, 5, and 6) were
used as the treatment group, in which phonics instruction was provided. The five classes

of the treatment group were taught by this authﬂr,5 whereas the control group class was
taught by another teacher who knew little about phonics and did not provide any phontes
instruction. Classes 1, 3, 4, and 5 1n the treatment group (N=142) were assigned pre-
and post-instruction reading/listening tests, as was the control group (N=37), although
these students did not receive any phonics nstruction during the period between the
tests. A small group of volunteer students from class 6 of the treatment group (12 out
of a total of 37 students) were also assighed pre- and post- instruction reading/speaking
tests. In addition, the enfire treatment group (N=179} was assigned a questionnaire
about their phonics study.

Materials

The Phonics Textbook (See Appendix 1)

A phonics textbook was developed by thus author and used in the treatment group
classes. These teaching matenals deal with the minimum essential phonics rules (i.e., the
"sound alphabet,” "magic E)" "polite vowels," and 21 "letter cﬂmbinatiﬂns"),6 as
determuned by a vocabulary analysis of the subjects' English textbooks in terms of
Matsuka's phonics rules.” The textbook includes a brief explanation of each rule and
many example words to which the rule 1s applied; 1.e., about 25 example vocabulary
items for each rule amounting to about 800 1n total. (For further details on this phonics

textbook, see Takeda, 2000, and Takeda, 2002).

The Reading/Listening Test, the Reading/Speaking lest, and the Questionnaire

The reading/listening test was a multiple choice pronunciation test, administered
orally by the instructor. It was designed to be convenient for use with large groups so
that many students could take this test together in the classroom in a short period of
time. In contrast, the reading/speaking test, an individual interview-style verbalizing
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test, was structured to be more suitable for a small number of students. Both tests
consisted of the same vocabulary items; i.e., the reading/listening test required students
to choose the correct pronunciation of target items and the reading/speaking test
required students to sound them out. These tests presented 30 words which were
unfamiliar to students and which were not included 1n either thewr English textbooks or
the phonics textbook. However, these words reflected all of the most important
phonics rules dealt with in the phonics textbook. Namely, each vocabulary item
represented an appiication of one of these rules: items 1~5 on the test paper concerned
the "sound alphabet,” 6 and 7 "magic E," 8 and 9 "polite vowels," and 10~30 the 2]
"letter combinations."

The questionnaire, which was adapted from previous research conducted by
Sugiura {1994), included a series of questions which were designed to shed hght on
students' feelings about the phonics instruction they had received.

Procedures

The Phornics Instruction

The phonics instruction started in the first English class of first year students in
Yodo Junior High School 1 April, 1999. This instruction was conducted 1n the first 10
minutes of each class by using the phonics textbook, and it lasted until the end of
October. The organtzation of this six-month period of phonics instruction began with
the "sound alphabet,"” which was taught carefully and thoroughly because this 1s the
basts of all phonics instruction. It took one month for students to master this alphabet,
Then, the students read short words which could be read entirely by applying only the
sound alphabet. This exercise demonstrated the principle that any English words can
be read by connecting the sounds of their constituent letters. Letter combinations
involving "magic E" and "polite vowels" were then taught through the following
steps:

(1) The phonics rule 1s arrived at inductively by students, 1.e., the teacher does not
provide explicit instruction on the rule at the beginning, but tets students discover it for
themselves. For example, the rule ch=/tJ/ is presented by showing students the word
lunch, which is familiar to most of them. The teacher asks them, "How do you
pronounce this word?" Students reply, "/lantl/." The teacher says, "Very good! Then,
how about the ch part only?" Students respond, "/t/."

(2) The teacher provides careful instruction on how to make the sound of the letter
combination by demonstrating the mouth shape and movement. Students then practice
by sounding it out many times.
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(3) Following the direchons written in the textbook (1.e., "Try reading the words below
according to the following mstructions in O~®. O Underline the letter combination of each
word. @ Read the underlined parts. @) Read the whole word."), students attempt to
read many example words which have the same letter combinations, using their
developing "word aftack skills."”

(4) The teacher checks their pronunciation and corrects them.

By building on the sound alphabet, the students graduaily learned all of the essential
phonics rules in a step-by-step process in their first six months of English instruction.
After finishing the phonics textbook, they were assigned to read new words and new
passages in their English textbooks by themselves, with the teacher's occasional
assistance. Therefore, the period of "phonics application” which followed their
fundamental phonics instruction was considered to be a period of "reinforcement” as
their word attack skills developed.

In general, students showed a strong interest in this instruction, and enjoyed reading
unknown words by themselves in the sense of "playing a game." They were actually able
to read most of their new words correctly, Therefore, the first 10 minutes in every
English class were not at all an obstacle to the advancement of the curriculum, but an
enjoyable warm-up period which students seemed to find stimulating.

The Assessment

Before and after the period of phonics instruction (1.e., in April and December), pre-
and posttests in reading/listening and reading/speaking were administered, and the
questionnatre was completed by students along with the posttests. The posttests were
conducted about two months after actually finishing the phonics textbook so that the
knowledge students had obtained from their phonics instruction could be reinforced and
completely assimilated in this time.

In terms of the reading/listening test, for each 1tem, the teacher read the word three
times, each time pronouncing the part of the word to which a phonics rule applies
differently. One of these pronunciations was the correct one. For example, the word
“phut”m was pronounced /pat/, /fAat/, and /hat/. Students were required to listen
carefully and choose the pronunciation which they thought was correct. Before the
teacher began reading, students were given a few minutes to peruse all of the items 1n
order to make preliminary guesses about their pronunciation. While the
reading/listening test does evaluate the students' understanding of phonics rules, 1t 15 not
a test of the students' pronunciation. Because the students must first read the test words
to themselves before choosing the sounded word, this test does accurately examine the
students' reading and listening abilities.
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Because the reading/listening test does not examine the students' speaking abilities,
the reading/speaking test covers this crucial missing element; 1.e., the students'
pronunciation. The reading/speaking test was conducted 1n an individual interview style
with a student and two teachers facing each other across a table. The student was asked
to pronounce each word printed on the test paper as clearly as possible, one by one,
while the two teaches evaluated his or her pronunciation independently. Sometimes, as
the need arose, students were asked to read cerfain words again more loudly or more
slowly. Their pronunciation was graded from A to C.

The grading criteria are as follows:

A: The student can read the entire word correctly.

B: Though the student cannot read the entire word correctly, he or she can
read the part of the word to which the phonics rule applies correctly.

C: 'The student cannot read the part of the word to which the phonics

rule applies.

Data Analysis

The results of these tests (1.e., pre- and post- reading/listening tests for the control
and freatment groups and pre- and post- reading/speaking tests for the additional
freatment group) were analyzed stafistically fo determine if significant progress
resulted.

In terms of the reading/listening test, the pretest scores of the control and treatment
groups (N=37, N=142, respectively) were compared using a ¢-test, as were the posttest
scores. The gain scores between pre- and posttest scores for both groups were also
compared using a ¢-test. In addition, the pre- and posttest scores of the treatment group
were compared using a matched-pair #test.

In terms of the reading/speaking test, the pre- and posttest scores of the volunteer
group (N=12) were compared using a matched-pair ¢-test. 11

In terms of the questionnaire which was administered to the entire treatment group
(N=179), the percentage of each question was calculated and a number of
representative student comments were selected to illustrate their atfitudes.
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Results

The Reading/Listening Test

The results of the statistical analysis of the pretest scores for the control and
treatment groups are as follows:

Table 1

Pretest Scores for the Control and Treatment Groups

Statistic Control Group Treatment Group Mean t

obs
Pretest Scores Pretest Scores Difference
N 37 142
M 11.11 10.6] 0.50 0.76
SD 3.53 3.55
p<.01

As Table 1 shows, the pretest means scores for the control and treatment groups were
11.11 and 10.61, respectively, a difference of 0.50. Results of a ¢-test for the pretest
scores of both groups revealed no significant difference in abilities between the groups
prior to phonics istruction (p<.01).

The results of the statistical analysis of the posttest scores for both groups are as
follows:

Table 2

Posttest Scores for the Control and Treatment Groups

- Statistic Control Group Treatment Group Mean tobs
Posttest Scores Posttest Scores Difference
N 37 142 |
M 13.68 17.53 3.85 5.45%
SD 3.68 4.34

*p<.01
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As Table 2 shows, the posttest mean scores for the control and treatment groups were
13.68 and 17.53, respectively, a difterence of 3.85. A #-test revealed a significant
difference between the two groups after phonics mstruction {p.<.01).

The results of the statistical analysis of the gain scores between pre- and posftest
scores for both groups are as follows:

Table 3

Gain Scores for the Control and Treatment Groups

. _— . S, L _

Statistic Control Group Treatment Group Mean tobs
Gain Scores (rain Scores Difference

N 37 142

M 2.57 6.92 4.35 5.45%

sb 404 __ %26 _

*p<.01

As Table 3 shows, the gain score means for the control and treatment groups were 2.57
and 6.92, respectively, a difterence of 4.35. A t-test revealed a significant difference in
the improvement of students' abilities between the two groups (p<.01).

The results of the statistical analysis of the pre- and posttest scores for the treatment
group are as follows:

Table 4

Pre-and Posttest Scores for the Treatment Group

Statistic Treatment Group Treatment Group Mean fobs
Pretest Scores Posttest Scores Ditterence

N 142 142

M 10.61 17.53 6.92 15.66*

SD 3.55 4.34

*p<.0l
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As Table 4 shows, the pretest mean score for the treatment group was 10.61, whereas the
posttest mean score was 17.53, indicating a gain of 6.92. Results of a matched-pair ¢-
test for the pre- and posttest scores revealed a significant improvement in students'
abilities (p<.01).

These results indicate that the phonics instruction provided to the treatment group
improved students' ability to read in English to a significant degree.

The Reading/Speaking Test

The results of the statistical analysis of the pre-and posttest scores for the volunteer
group who did the reading/speaking test are as follows:

Table 5

Pre-and Posttest Scores for the Volunteer Group

Statistic Volunteer Group Vﬂllunteer Group Mean tobs
Pretest Scores Posttest Scores Difference

N 12 12

M 2.08 16.08 14.00 11.26%

SD 2.27 4.80

*p<.0]

As Table 5 shows, the pretest mean score for the volunteer group was 2.08, whereas the
posttest mean score was 16.08, indicating a gain of 14.00. Results of a matched-pair ¢-
test for the pre-and posttest scores revealed a significant improvement in the students’
ability (p<.01). This supports the results of the first experiment, confirming that phonics
instruction was a significant factor in enhancing the ability of students to read in
English.

The following graph shows the improvement of the reading ability of each of the 12
students who took this test:
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Reading Test

SRXEH Y

Tast 16
Scores 14

Pre/Post

Finally, verification of rater judgements in the reading/speaking test was carried
out with an interrater rehability study. The following chart shows the high reliability of
the posttest scores between the two raters:

Rater 1 Rater 2
l
Rater | |
Rater 2 0.9% 1

The Questionnaire

The results of the questionnaire are as follows:

1. In terms of our phonics study, put O on one of the following statements:

*Phonics study has been useful to me. (146/179 81.6%)
*Phonics study has not been useful to me. ( 0/179 0.0%)
*] have no special impression about phonics study.  ( 33/179 18.4%)

2. If any of the following statements apply to you with regard to phonics study,
put as many s as you like:
*] am able to read words better than before. (166/179) 92.7%)
*] am able to read English textbooks better than

before. (137/179 76.5%)
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*] am able to remember how to read the words whose

pronunciation I have forgotten. ( 83/179 46.4%)
*] am even able to read words which I have not

yet learned, by guesswork. (139/179 77.7%)
*I am even able to read sentences which I have

not yet learned, by guesswork. { 87/179 48.6%)
*] have developed an interest or desire to

read words which I have not yet learned. ( 94/179 52.5%)
*] have developed an interest or desire to read

sentences which I have not yet learned. ( 78/179 43.6%)
*] now understand how to pronounce words. (126/179 70.4%)
*] now understand how to make English sounds. ( 71/179 39.77%)
*My English pronunciation has improved. ( 84/179) 46.9%)
*Phonics study has been useful when writing

words. | (104/179) 58.1%)
*] am able to memorize the spellings of words

better than before. ( 89/179) 49.7%)

*] am able to see the spellings of words in
my mind’s-eye when I hear the sounds of
the words. ( 48/179 26.8%)

3. Write any opinions or comments you have on your phonics study (sample responses
translated from Japanese by this author):

In the beginning, I did not know how to read English at all, but
through phonics study, 1 gradually became able to read words and
sentences for myself. This made me very happy and now I love

English!

Thanks to phonics, I can now read English words by using “English
readings” though I relied only on “romajil readings” before. Phonics
15 useful not only when reading the Enghish textbook, but also reading

English i daily life.

Phonics study made my English pronunciation far better than betore,
and now I have a strong desire to read unknown words. I think this 1s
really a great thing!
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I was very surprised that the speed of memorizing the spellings of
words was completely different between having learned phonics and
not having learned 1t. I was lucky because I could study phonics!

The results of this questionnaire indicate that virtually all of the students felt that
phonics instruction had been useful to them and that their reading abilities had
improved. In addition, almost all the students wrote positive and constructive comments
on their phonics study.

Conclusion

The purpose of this research was to imnvestigate whether or not phonics instruction
improves students' reading ability and enhances their desire to learn English. Through
this mvestigation, 1t has been demonstrated that appropniate phonics instruction has a
measurable etfect on the improvement of students' reading ability and 1s also responsible
for the cultivation of positive and enthusiastic attitudes towards English studies. In
addition, the first 10-minute period of phonics instruction in every class for half a year

neither delayed the progression of the regular English curricuium, nor was 1t a burden
to the students. Thus study strongly indicates that phonics instruction can be a useful and
eftective teaching tool when used 1n conjunction with Mombusho's curriculum in regular
English classes 1n Japanese junior high school.

At present, unfortunately, most Japanese students have difficulty maintaining their
desire to learn English which is taught to them through the yakudoku method because
they have to spend much of their energy and fume translating English passages into
Japanese and memorizing a great number of vocabulary items by rote. In addition,
their katakana pronunciation discourages them from reading aloud or speaking English
in public. English has long been a "memory subject” in Japan which requires strenuous
effort, perseverance, and patience. English is often described as a subject which saps
students' energies and motivation in Japan, and this stigma must be eliminated as soon
as possible. As we have now entered the 21st century, the Japanese government has
declared that communicative competence in English is extremely important for the
future of Japan. They say the problem 1s where and how it should be placed in the
present education system. However, the present system of English L2 education in
Japan has many problems which must be solved first. One of the most crucial problems
is in how English is learned at early levels of instruction; 1.e., Japanese students learn
English through Japanese, or by replacing it with Japanese, which 1s the typical feature
of English learning through the yakudoku method. This way of learning English has
delayed the progress of English education in Japan for many years, and 1t will be
impossible to improve English L2 teaching in this country without changing this
method and 1ts concomitant attitudes towards learming English.
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The key to solving this problem 1s phonics instruction. When students are able to
read and write English letters and spellings directly, katakarna will no longer be
necessary; i.e., they will be able to read English, not with katakana pronunciation, but
with a comrect English pronunciation, and will be able to write English directly in the
target language without using katakana letters. Eliminating kafakana will thus bring
new atfitudes of trying to understand foreign languages as they are. It 1s imperative to
read English with English sounds and to understand the language directly without
translating it into Japanese when reading or listening to English. The habut of translating
English into Japanese prevents smooth functioning in all language skills (i.e., reading,
writing, listening, and speaking) because the translation takes ttme and stops the natural
flow of communication. The implementation of phonics mstruction 1n Japanese junior
high schoois will have a beneticial effect in changing the goals of learning English to a
means of acquiring communicative skills rather than extracting knowledge from foreign
culture which has long been the aim of yakudoku 1nstruction.

Therefore, discarding the vakudoku method, which is the main tradition of English
L2 teaching in Japan, will be the beginning of real English language learning in the
pursuit of communicative competence. Phonics can save millions of Japanese students
who lose their desire to study English at the beginning stage. They can overcome the
most serious obstacles in the introductory period of English leaming; 1.e., being unable
to read and write English because of an inability to connect sounds with letters (Inagaki,
1988; Nakajima, 1995; Teshima, 1995). Phonics instruction should be made
compulsory at the infroductory stage in Enghish L2 teaching in Japan so that all first year
students can attain these skills. Therefore, all English teachers of junior high schools
should acquire the ability to teach phonics. In order to realize this goal, a teaching
methodology for phonics should be implemented in the teacher training curriculum at
university.

Though this study clearly shows the benefits of phonics instruction, because of the
small size of the control group and this author's participation in the experiment, this
study should be seen only as a first step in examining the effectiveness of phonics in
junior high school classrooms. Using this model, further studies should be carried out
on a larger scale and in a more controlled environment. It is hoped that this study can
contribute to more comprehensive studies of phonics in the future.
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Notes

L For example, the results of TOEFL from 1997 to 1998 show Japan ranking 205th out
of 218 nations 1n the world and 24th among the 26 Asian nations (Suzuki, 1999, p. 2).

2 Hino states that yvakudoku 1s a deeply rooted sociolinguistic tradition in Japan, which
dates back over a thousand years to when the Japanese starfed to study Chinese
(1999, p. 45).

3 English instruction starts in the first year of junior high school in Japan.

4Thnugh phonics is commonly used as a teaching method in America, it is important to
keep in mind the continuing debate between advocates of phonics and the "whole
language" method. Whole language 1s not an instructional program, but rather a
philosophy which aims to empower children as they leam to read. The concept ts
vague and assumes that phonics rules will be picked up by students in the course of
reading stories. This "reading wars" debate has plagued American schools for
decades, and according to Heilman (1998, pp. 20-21), it 1s a major hurdle in the fight
against 1lliteracy in the United States.

> The author of this paper was an English teacher at Yodo Junior High School and a
Master's Degree candidate at Ehime University during this empirical study.

6 The rules used in this research can be defined as follows:

*The "sound alphabet": the most representative or the most commonly used sound of

each letter of the alphabet (1.e., /e¢/ /b/ /k/ /df fe/f 1t/ fg/ W I /dyf K/ i/ o/

= Ipl Ik Il fsf it IN v iwl Tks! [/ /z/), by which words can basically be read.

Matsuka also calls thas the "phonics alphabet."

*Magic E": when a word ends with the letter "e," the vowel just before it 1s read with

its alphabet name and the letter "e" at the end 1s soundless.

«"Polite vowels": when two vowels sit together, the first one 1s read with 1ts alphabet

name and the second one s soundless.

»"Letter combinations": a combination of two or three letters representing a specific

sound as a whole (e.g., ph, sh, th, au, aw, oo, ar, or, air, etc.).

This analysis was based on the vocabulary items in One World English Course 1~3

(Sasaki, 1993), one of five major English textbooks in Japan, and all 1007 words,

except for proper nouns and abbreviations that 1st, 2nd, and 3rd year students study,

were analyzed to determune which phonics rules were applied most frequentiy 1n

textbooks in order to assess which rules should be taught in class. Matsuka's

phonics rules and method (1981, 1993) are adopted in this study because she 1s the

leading expert on phonics research and its practice 1 Japan, and her research

institute, Matsuka Phonics Institute, has achieved credible results and has published

numerous phonics teaching materials.

8 Relatively unknown, though authentic, English words were chosen for the test,
eliminating the chance of students' prior knowledge influencing their scores.
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9 Phonics provides students with the techniques and motivation for "attacking" and
deciphenng words they are not familiar with, which is called the skill of "word attack.”

IUACCDI‘dng to the Longman dictionary, the definition of this word 1s "a dull sound as
of something bursting" (1995, p. 1203).

11n this test, students who received a B were regarded as being able to read the word
because they understood the phonics rule which was applied to the key part of the
word. Then, the number of A's and B's was counted as a score for each student.

12R§maj.f is Japanese written in Roman letters, and is different from English

orthography and pronunciation.
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Sample Pages from the Phonics Textbooks

Phonics
40 THBYHD S |

You Can Read Eaglish by Yourself?

T A (FHE) &
INFOEEM>T,. XFOEFEED

I2WT, BBRERA TS AE]
DCEEFHOWET !

Phonics i3 % sl of resliing words by conseciing five botter mmmdy wisich yom bearn ™1

2

=] X
Contentn
1
U e e T R T e « 3
o Kules and 21 Letter Compiaatons
[TUwHB Bl « » o o + »
() W 75y 2 E) ‘
r ABI®F ]« + v o s
© W AELLEE
(3) . Fo o + o 4 s n 2 s B8

T L

IS O7 IV T 7Ny K
The Sotnd Alphahet

Y. Ph7rAab 26 X0 RN (DY LT7 7Ny R)

& TH) (FOTFAZrAu k) ERAEL LD,
Hret of all, Jat' ¢ mameorpe the "namag™ of the 25 Lottert of Rogtish (e regtier alphabet)

mind their “sooch™ {the sond ol jdwbet],

a b c¢c d e f g
h i j k1 m n
O p g r s t u
V W X §y Z
s BEOXFE B80) 2 EhTLED,

Which are the e Yo’

{ I ) [ ) o } { )
28, ) FI A< BEORBELET,

Besides, { >end () often pixy 3 fole i vowels, 100

i-l‘-

UTOMBEXFED TR] (ROTA77 4w 1) £IRTTHRAT
GE L ED|  Leot'sread the following wards by conaecting the sounds of
theilr constitient Letters; i.e., by applying the saund aiphabatl

ant bat bus cat cut
F2Th {Z3el) (ria} {1 We)
dad dog don end fan
(38 » L) (X (D HET) {hBb)
fat fox gas god gun
) (M) (i) () o}
ham  hip hit ink jet
nd) (i & (429} xw b
kid lip man  nut pal
() i (AN (M) (e3l)
pet pig rat sun tax
(v b ) (=Y ) Gl Bk}
tip top yen wax  zen
(¥~ {=%) (F) (Ba) (i}
film golf hand milk
(7 1 d) (XA L ) N
pond pulp slip vest

i} AN (8L} {¥n v ¥}
stamp trunk Z1gZAZ

(A} Sl g8 {3

_a.




Takeda—Application of Phonics 35

ra’ DD )&

-I- L .-: e i B e aotend al
htunwhthfdimmgirﬂumzlhuunmmﬁ phiabar,

IEL OV oot vowarr
ch sh th th

ck wh ph all(al)
21 Lattar Combinaficns QO Q0 ou OwW
ew au ar or

or er ir ur

air

m;;. MEEFED AT EFTMIC—D—D% A

by one, from “magic E™ 10 the letter combinntion “sir™!

5
5
;
.

-3

- wumm nmume:Immmdwuw

ThTR. QFOMBERXDD~PORRICHE > TRATHREL LD,
O SALEZOORWONPLT -S4 A ELIAEL,
@ ToF-=-SA ELEBTEAL—MICETREOTRATHRI,
@ ENMRLEERATIREN,
Wall, g, try reading the words below according to the following instructions in (-,
D Vnuledine the two juxtapossd vowels.
2 Recd the ondatied parts acoording to the mils.
& Raod tha whale wond,

bail bait brain claim faint gain grain jail Kaiko lain maid mail
in nail pail pain rail rain sail vain wait snail Spain stain train
amaica afraid
y day ray bray dray fray gray gay hay jay lay clay slay play
y pay May nay say spray stay tray stray way sway Sunday

fee Lee see beef beet beep coffee deed deep feed feel heel f

meat fea team bead beak beam bean beat beast clean

heat Jean lead leaf Jeak lean meal mean neat pea peak
seal seam seat speak

w low mow row sow tow bowl blow flow slow crow grow]
w lmow follow hollow pillow yellow narrow sparrow window

-5

(1) 8 w2y E)
Rule 1 Magic B

‘Ml SO EREN—TETECLE Abe TYh. T REREREC
PEf?ﬂl&H!fETI47Itﬁﬁ!f.#ﬂml15ﬂ#ﬂﬂﬂﬁﬁ
© Abe Lincoln TLA&. RLEDIC, #&6Ehme £ "Sl" (X 0h)
ERETR XS Al LIRALY,

CHR~BEINDIIETLEIN, £IPLXFERHONMICHH—ED
!!U#ﬁi; ‘X
2 U Lo dug 12 0 "-J' riF b - T '. ERAY -;"'.“: AR SR I STTIE A N IR T A
. | H 5 Pl S TR A ) e I A O I U S
RO T, chE ‘?J-::#E- mJL-—Ji.r-!:!u!f!

: ymmhpmm:m“nrmrﬂu@‘ﬁs Jupunoas writien in Rosre: latwrs), it 0 “Abs,
it itF Bit native spetkzra of BngHah wodd ned procemics tils spelling, /aba/ o8 we do, buet feily, ax 22
A Lincodn, ™ the Loth FPresident of the Timited State. The mme dung soe Wik the gpelling "B,
Ilnmdnu'ptdm“““'u mvwﬁmwﬂdmnfw ot fobief, What
ﬂnﬂﬂnmuﬂ'ﬂmt dﬂm:-m hﬂmlmdmmﬂﬂ?u
s mm e . . T T T ST

Thunlhdhr&nd"mg;inﬂ"i

-E?'I-'IHI ElelIEnmﬁ}'*@ﬂﬁﬁr'ﬂ? TERATINEE [+,
D "Twa € CXEDF. EOYHOBROXEEOTRALE
@ QOUHARBRDOIPERATHLEL,
@ TOMESERERATHLIEL,
Well, then, try reading the wards below ecconting 1o the Following instroct o i, (T3,
' Potfiw mark, X oo “magic ¢~ 0 circis the vowel st brfo it with e mask O,
& Read the circled yowed.
& Read the whole word,

¢ base bike bone brake bride cake came cape cave code

e cope cube cute crane clone concrete date dime dine
ive dope duke dune drive escape eve fade fame fate filg
ine five flake flame fume froze game gape gate globe
ve gaze grade grape grave hale haste hate haze hide hole
ome hope Tke Jake Jane joke Jude juke June Kate kiief
lane like line lone make mane mate mike mine mute

ine pale Pete pipe pole pope plane plate ride rope sake
e same side Steve stove table take tale tape vine wake
ide wine zone

ad)-

(3)

ENETNOLFOESELETOTERATNREL LD !

Let's menatize each combination of lettera and ita soomd one by one!

LIFOMKREXOD~DORFISHE > THRATHEEL LS,
D HESEYECT Y-SR LEEN.
@ TOESHLTEERALTHEZN,

@ TOMRESUEBALTHIEL,
Try rending fhe words below aocording £o the foflowing, insructions in (D~
@ Undaeline tha laster combbnntion of sach ward
2 Femaut the madnrtined prurts.
& Rewd the whole word.

lunfl) punch pinch bench chin chip chop chess chesq
hill chase chime choke chain cheek cheap beach
peach reach teach ketchup chocolate chimpanzee

fiffll she ash cash dash dish mash rash rush wish shi
shop shut shot shoot sham shame shape shell shus

brush biush crash crush English

fank bath path math moth both Beth broth clo
month tooth teeth thatch theft theme thin thing think;
three throw thump

II¥s that than the thee them then there their they thy]
father mother brother these those thine bathe clothe)

cathe soothe thou though

rofll lock luck iack lick rick back cock dock duck
kick neck socks black clock rocket stock truck ticked]
heck chicken cricket mackintosh

&

21 Letter Combinations




36 TESL Reporter
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The Quagmire of Assessment For
Placement: Talking Out of Both
Sides of Our Mouths

Deborah Crusan
Wright State University, Ohio, USA

ikl i el i il —

My 1nterest in writing assessment stems from perceived injustices I witnessed while
teaching English at a small western Pennsylvania commumnity college. The phulosophy
at the institution in 1989, especially for basic and English as a Second Language (ESL)
writers, was that students needed to learn grammar before they could ever hope to write.
One of the courses I was assigned to teach—Developmental English I—especially
stressed grammar, spelling, vocabulary, and short paragraph wnting. The first class
meeting of Developmental English [ troubled me, for many of the students complamed
bitterly about their placement in what they referred to as ‘bonehead’ or 'dummy’ English.
They wanted to know how they had gotten there; I was unable to tell them, but I
promised to investigate.

Upon questioning the Divisional Director of Humanities, I learned that incoming
students took a battery of tests in English, math, and science. Depending on their scores,
students were placed in either pre-college/developmental or college freshman level
classes. 1 also learned that the English test consisted of approximately 50 multiple-
choice items dealing with the mechanics and punctuation rules of English as well as
spelling and vocabulary questions. Students did no actual writing on the test. The
rafionale for using this method of placement was cost and ease of administration;
reliability and validity issues also played a part in the selection of the standardized
indirect assessment administered to all incoming students.

This testing method seemed hardly fair to me. First, it asked the students to answer
questions about writing, rather than asking them to write. Additionally, the test came
from outside the institution; the developers did not know the students nor were they
apprised of the local situation, the philosophy of the institution, or the teachers who
would teach the courses. In my mind, actual student writing would certainly tell more
about how these students wrote than answers to decontextualized questions.

The problems with this method of assessment played themselves out in my class.
As the semester progressed, I found that many students were better writers than the
scores on their placement tests indicted; sadly, it was too late 1n the term to move them
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to a higher-level class. Conversely, some struggled and may have needed even more
individualized attention than my class was designed to give. Whatever the case,
instances of improper placement existed, creating a large disservice to many of the
students 1n my class.

When I informed the students how they had been placed in my class—based on
results of the multiple-choice test they took the week before classes started, many
expressed displeasure; some argued that 1f they had known the reason for the test, they
would have done better. No one had bothered to tell them the high stakes mvolved.
Consequently, few of the students had taken the test seriously and ended up 1n a class
that did not serve their needs and cost them financially, emotionally, and in tune lost in
their academic careers. I quickly learned that 1f students get no explanations regarding
testing, they often perceive such tests as whimsical or trivial. I was left to wonder why
no one had asked me my opinion about how students should be placed in my classes.
When [ asked about the testing situation again, I was told that 1t had always been done
that way, and that I should not get involved in things that really did not concemn me.
Humbled, I felt naive and alone. 1 had yet to discover that "assessment defines goals
and expresses values more clearly than do any number of mission statements” (White,
Lutz, & Kamusikiri, 1996), so I could argue more effectively for alternative means of
assessment.

Fast forward to 1994, when, as a rookie graduate student/teaching assistant and
novice ESL mstructor at a major research institution, [ encountered similar hostility and
questions from my university students as I had from the community college students.
They demanded to know what they were doing in a basic ESL writing class rather than
being placed 1 a regular ESL composition class that would, in their words, "count for
something." I sensed their frustration as I have sensed the frustration of many students
when assessment 1s a puzzlement (Crusan & Comett, 2002). Further, I was stunned that
the same complaints existed at this huge, well-respected university as at the tiny
community college where 1 had taught for five years. Again, I did not know the answer
to their questions, but I promised to explore the issue and report back what I found.

Meanwhile, I encountered the following: "Any valid assessment of an individual
student's wrting ability should include samples of a variety of writing tasks which
confain genuine variations in topic, purpose, and audience" (Peyton, Staton, Richardson,
& Wolfram, 1990). When I read the Peyton et al. article, I was concemed, for in my
investigation of my students’ demands, I had found that the university in which I was
doing graduate work used a multiple-choice grammar test (indirect assessment) to place
incoming freshman into composition courses. Once again, I was at an institution that
did not use writing to place students in composition classes. Worse still, it was widely
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hinted that students whose first language was not English were placed tn writing classes
arbitranily by their advisors without any testing whatsoever. According to everything 1
was reading and learning, I had just confronted what amounted to evidence of
imadvertent compliance on my part and duplicity on the part of the university.
Nevertheless, it was comforting to discover that I, at least, was not alone in my belief of
the inappropriateness of the means of assessment I was encountering.

In my naivete, I believed that I could reconcile the problem I had discovered by
simply exposing the circumstances to those I behieved would be sympathetic listeners.
However, I have been soundly chastised from many corners. Some influential members
of the L2 writing or writing assessment community have argued that they are no longer
wailting for quantitative evidence to settle the guestion of whether a direct (essay) or
indirect (multiple-choice) measure is better at assessing writing for any purpose
(placement, proficiency, achievement). Countless articles discuss this notion and the
majority favor direct assessment when a choice between the two has to be made (Balley,
1998; Belanoft, 1991, Brand, 1992; Cooper & Odell, 1977; Kroll & Reid, 1994;
Patkowski, 1991; Peyton, Staton, Richardson & Wolfram, 1990).

I have been informed that the current writing assessment debate focuses instead on
degrees of the authenticity of direct measures: how authentic 1s authentic enough? Or,
more concretely, the debate frequently focuses on the single-draft, timed, impromptu
essay score versus a portfolio score. Finally, others debate the value of hermeneutics
over more posttivistic approaches to evaluating writing (Broad, 2000). Nevertheless,
the reality 1s many university administrators firmly believe in the value (mainly in terms
of efficiency and cost eftectiveness) of indirect measures and advocate their use at their

Institfutions.

I tell these personal stories to set the stage for the major 1ssue 1n this paper, which
really has little to do with whether direct assessment for placement 1s better than indirect
assessment. That battle has been fought and 1s purported to have been won (Hamp-
Lyons, 1990). The central issue is that indirect assessment for placement still continues;
in fact, as late of the early-nineties, it was used at approximately half of America's higher
education institutions (Huot, 1994). Through my paper, I wish to begin to make the
ivisible visible, to call attention to a situation that exists despite the fact that the
composition community has recognized the limmtations of indirect assessment, and to
muster support for change.

{ have determined that a problem exists because I have dealt with it at two of the
three institutions where I have been a faculty member. And I believe that others are
struggling with this issue as well, particularly those who serve alone or in very small
groups at smaller institutions and community colleges who are battling to change
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writing placement methods to more humanistic forms. This 1s the matenial reality. In
Fact, Condon (1998) states:

Unfortunately, holistically-scored, timed writings never represented
the majority practice in writing assessment. That position remains
rather firmly the domain of the multiple-choice test; even today, SAT-
V and ACT/English are the most often used methods for placing first-
year college students into composition courses (p. 87-88).

When I question why any university would contradict writing assessment theory, I
am reminded that "assessment 1s a site of contention, where legitimate disputes over
educational 1ssues play themselves out” (White, 2001 ).

These disputes point to political interests and the critical academic 1ssue of who
holds the power. Shannon (2001) asserts, "Whatever evidence advocates deem most
important to make their case for whomever controls the definitions of these terms
[literacy, reading] is not only in for a big payday from subsequent consumption of
appropriate commodities, but they are in position to influence, if not determine, what
type(s) of literate citizens will populate America." Although the commodities Shannon
refers to are reading commodities such as basal readers and "teacher proof" reading
systems, his message clearly is that definitions of literacy differ depending on who 1s
doing the defining. The same holds true for writing and its assessment. Whoever holds
the power to define writing at a given institution gets to provide mput into what kind of
assessment will be used to test wnting. Ultimately, it should be those who have been
schooled In composition theory. Shannon reminds us that 1t does not always work that
way, that those in control are often those who are least prepared fo make the decisions
that will affect students' and teachers' lives. If those holding the remns of power deem
writing to be merely an exercise in filling in the blanks, the assessment chosen to test
writing ability will match this definition.

What is placement and why is it important?

One of the most important assessment procedures involves testing students to make
placement decisions about applicable writing courses at the college or university
freshman level. Johnson (1980) states that "placing students at the appropriate English
composition level to increase their chances of success is a recurrent problem at colleges
and universities nationwide" (p. 91). From personal experience, I have seen arguments
surrounding assessment confounded by intertwined political and academic
considerations.

Placement tests commonly categorize students into teaching groups; moreover, they
are purported to provide mformation concerning the examinees' level of language ability
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in order to place them in appropriate composition classes. The method of placement
used by an institution does more than what 1t 15 designed fo do; 1t also reveals an
institution’'s philosophy about writing and the importance the institution places on
writing. What can we be saying to our students when we given them a multiple-choice
grammar test purporting that it can measure how well they write?

Another 1ssue to consider in the placement of students 1s test development. In a
perfect situation, assessment instruments should be developed locally, that 1s, developed
at the institution where the test will be given. Placement testing 1s specific to the school
setting; as a result, placement tests are often created by mstitutions to serve their own
needs. In that way, the test will measure what the institution needs to measure for its
specific classes. Therefore, a placement test that works well at one institution may not
necessarilly be transferable to another. Addittonally, the test should have the ability to
place into several ditferent classes (basic, ESL, honors).

The paradox of what do we do and what should we do

Huot (1994) reported on an mvestigation into the types of assessment institutions
used for placement. He surveyed 1080 institutions through a mailed questionnaire
which collected date concermning method of placement, composition curriculum and
option, satisfaction with the placement in place, procedures and personnel, and
administration of placement procedures among other things. In this paper, Huot
reasoned that in the short time direct assessment has been accepted, we have made
considerable headway into the field of assessment. A mere twenty-five years previous
to the study, nearly all placement was done using an indirect measure. At the time of
the study, half of the institutions surveyed reported using actual writing to place students
into composition classes. Unfortunately, this means that half of the institutions surveyed
still used an indirect method as the sole means of placement. My own experience bears
this out, first at a small community college, then at a very large university.

Huot's study also revealed that of the instituttons using some form of direct
assessment, 54% used outside criteria to rate the writing, and 30% used only one rater
per paper. What Huot found 1s a major contradiction between theory and application.
In a personal conversation (2001, March), he stated that he strongly believes that the
results of his 1994 study remain valid today.

In 2001, the Committee on Second Language Writing submitted a statement (CCCC
Statement on Second Language Writing and Writers) to the Conference on College
Composition and Communication and the Board of Directors of TESOL (Teaching of
English to Speaker of Other Languages). Both organizations endorsed the statement,
which proposes guidelines on the ethical treatment of ESOL writers in terms of
placement, assessment, class size, academic credit, teacher preparation, and teacher
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support. The statement calls for decisions regarding placement fo be based on students’
writing ability. It further states that “scores from direct assessment of students' writing
proficiency should be used, and multiple wnting sampies should be consulted whenever
possible” (CCCC Statement on Second-Language Writing and Writers, 2001, pp. 670-
671). Evidently, the field is an agreement about what we should do; however, what we
state as a group and what we do as individual institutions, administrators, testers, and
teachers, are at variance. We cannot look the other way as assessment for placement 1s
played out in ways that do not resonate with the collective understanding of ethical
placement strategies.

Who does assessment for placement affect?

Assessment for placement of freshman in composition courses at the university
level is regarded as high stakes assessment. The individuals affected are the best takers
and the teachers who teach in the program. Theoretical and philosophical viewpoints of
istifutions and large-scale test developers concerning assessment for placement are
well-documented (Bachman & Palmer, 1996; Breland, 1983; Greenberg, 1992; White,
1996); however, it is also important to consider the opinions of the two groups most
impacted by the assessment measures undertaken by institutions and large testing
bureaucracies: the teacher and the student (Bachman & Palmer, 1996).

Of utmost importance 1s teacher perception of student writing ability and of
assessment. Johnson (1999) states: "The assumptions you make about your students
have a tremendous 1mpact on the nature of your reasoning and the nature of your
teaching practices” (p. 143). She suggests that the teacher must know her students, what
is difficult for them, what they already know, what ignites their curiosity. From this, it
can be assumed that teachers might care very much about their students' placement and
be affected by such decisions in terms of student satisfaction concerning placement and
homogeneity of student population mn terms of writing ability.

The 1ssue of involvement of the teacher in testing has been raised by a number of
researchers (Bachman & Palmer, 1996; Hamp-Lyons, 1996; Larsen, 1987). "By calling
for essay testing . . ., teachers have hoped to gain power over assessment and hence over
the definition of what is to be valued in education; they have attempted to impose the
educational vision in which assessment is a vital support for the learner onto the
institutional vision in which assessment is a sorting and certifying device" (White, Lutz,
& Kamusikiri, 1996, p. 9). Clearly, we need to make transparent our philosophy of
composition through our means of assessment.

smith (1993) describes an assessment program where scoring guidelines and
numerical data were thrown out in favor of procedures which utilized teacher
knowledge of students and courses. According to Smith (1993), the results were both
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more accurate and much more cost-effective than traditional testing. As an extension of
this 1dea, 1t can be reasoned that the teacher might be the best determiner of accurate
placement of students and also know better than others the true writing ability of
students. When informed teachers begin to discover that knowledge 1s power, they
acquire the tools necessary to start convincing those in power to use and develop better
types of writing assessment procedures.

Besides the impression on teachers, students are immensely impacted by tests.
Bachman and Palmer (1996) argue that "One way to minimize the potential for negative
impact on instruction 1s to change the way we test so that the characteristics of the test
and test tasks correspond more closely to the characteristics of the instructional
programt” (p. 33). If this 1s so, then we must begin to look critically at assessment
instruments that place students in composition classes particularly if those instruments

do not correspond closely to the instruction in the class. If writing 1s the instruction,
then writing should be used in the testing (Bachman & Palmer, 1996; Brand, 1992). It
makes liftle sense to use assessments which place students m 1ll-surted classes
marginalizing both the teacher and the students.

The issue of involvement of students and their perceptions of writing assessment
are often overlooked or no directly addressed. Those involved i testing certainly
consider the student when designing the testing instruments, but the student 1s left out
of mmportant decisions regarding how to test and the mmpact that the assessment of
writing has on these students. Student input into all facets of the design, prompts, and
assessment criteria 1s essential.

When developing measures to assess writing ability for placement purposes, test
developers should consider what the students want from writing assessment. White
(1996) recounts that a student, assigned the topic "Why Write?" as the first paper 1n a
basic writing class responded unforgettably. He wrote, "They make you write so they
can getcha!" (p. 21). Unfortunately, this attitude is rampant among students who often
view assessment as punitive and arbitrary. White (1996) contends that “writing
assessment based on the interests of students and other marginalized groups" would
certainly include "assessment that largely ignores surface features of dialect and usage,
focusing instead on critical thinking and creativity” (p. 23), notions difficult to assess
through a multiple-choice test.

"The most important consideration in any assessment 1s the purpose, or use, for
which it 1s intended"” (Bachman, 2000, p.x). Various margmalhized groups among
students, including not only racial and ethnic minorities but also groups such as the
middle-aged, women, and athletes, tend to see assessment as part ot the apparatus that
has traditionally worked to their detriment. Patkowski (1991) concludes, ". . . important



44 TESL. Reporter

placement decisions which can greatly affect the academic futures of students should not
be solely made on the basis of a single score on any particular test, but rather should
depend on a wider, more "authentic" base of information in order to reduce barriers to
the retention of minority language college students” (p. 738). Authenticity pertains to
how representative the assessment task 1s of the actual task (Bachman & Palmer, 1996);
in other words, 1f we are trying to determine how well a person drives a car, an authentic
means of assessing that skill would be to have the person actually operate a vehicle,
which 1s usually what one does when taking a driving test.

Clearly, ESL writers are marginalized by indirect tests used to assess writing ability
and, because of them, may never gain access to the academic discourse community of
the university. ESL students, because they generally have memorized grammar rules
very well, tend to score very high on tests like the Test of English as a Foreign Language
(TOEFL). As a result, these students may be placed in composition classes above their
ability, possibly preventing them ifrom gaining the academic writing skills needed to
succeed a university sefting (Greenberg, 1992). Blanton (1987) states that her students
are frightened of writing in English because they may not do well enough on exams to
be able to move ahead academically and graduate. Such feelings plant the seeds of their
own destruction. How frightening must it be when one of our ESL students 1s placed
above ability, becomes frustrated, and leaves, never to have that opportunity to advance?

Even though our students may believe the contrary and at first rejoice that they have
been placed in composition classes where expectations might prove to be above their
ability at the time, basic or remedial writing classes, ESL inciuded, are not all bad. In
tact, several studies indicate that students who have not taken a series of remedial
classes drop out of school at almost three times the rate as their peers who have taken
remedial/developmental course. Clearly, a strong relationship exists between
appropriate writing instruction and remaining in college (White, 1995).

These students, musplaced in higher level composition classes, may also be
marginalized by teachers' attitudes toward them. Zamel (1995) contends that many
teachers display a "belief that language and knowledge are separate entities, that
language must be in place and fixed in order to do the work in the course" (p. 509).
Therefore, if such students are placed in these teachers' classes, the teachers may see
them as inadequately prepared to handle the coursework. In reality, these teachers may
not be conversant or skilled in working with such students. Therefore, these teachers
often do not mvite ESL students into serious engagement with the course material
(Zamel, 1995) because they see the language problems as a sign of a lack of intellect.

On the other hand, native English speakers, because they have not studied grammar
In so intense a fashion and may be better at using the language than describing it, may
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be underplaced in composition classes. In light of this knowledge, composition is
margimalized by placement tests which purport to "measure” writing ability but do
nothing more than allow universities to compile statistics which can be passed off as
predictors of grades in composition classes (Crowley, 1995; Odell, 1995; Shor, 1992).

In short, then, placement procedures are powerful tools which might affect both
ESL and native English speakers academically, emotionally/psychologically,
financially, and in their relationships with teachers and with other students.

Walking our talk

As a field, we need to stop putting our heads in the sand. In many ways, we have
already taken the initiative through efforts such as the CCCC Statement on Second
Language Writing and Writers in order to insure that our colleagues get the message that
L2 writers are to be "treated fairly, taught effectively, and thus, given an equal chance to
succeed in their writing-related personal and academic endeavors™ (Silva, 1993, p. 671).
Consequently, institutions using inappropriate means of assessment are guilty of
promising freedom, the development of human capacity, the social form of higher
education with which a person can achieve great things.

Instead, these institutions continue to marginalize certain students to the fringe of
the university, outside the discourse community. Simon (1987) proposes:

That as educators both our current problem and our future project
should be an educational practice whose fundamental purpose 15 to
expand what 1t 1s to be human and contribute to the establishment of
a just and compassionate community within which a project of
possibility becomes the guiding principle ot social order (p. 141).

One of the primary goals in writing this paper was to trouble the question—to call
attention to a sttuation and possibly to open an ongoing and necessary dialogue
concerning the need to consider the state of assessment for placement, especially for
ESL wnters. Again, I am not talking about the elite, titer one universities aithough I
personally am aware of several that use indirect assessment. Instead, I am talking about
two- and four-year institutions where the lone ESL person faces questions of placement
methodology and needs ammunition for the battle with administration. There 1s no easy
answer, and [ am well aware that the position forwarded in this article 1s not without its
own problems. No monolithic solutions exist. The field needs to take leadership
through more research and also through clearly defining objectives and processes.
Matsuda (1998) states that "despite the growth of the ESL population, there has not been
a corresponding increase in the amount of attention given to ESL students in many
writing programs" (p. 99). With that in mind, 1 propose we entertain several questions.
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Among them: What is the nature of the disconnect between theory and practice? Do
we practice what we preach? How can we get administrators and teachers on the same
page? How can we make assessment part of a process rather than an 1solated task?
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Tapestry: Writing 4

Review by Katharine Fluckiger Ponczoch
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TAPESTRY: WRITING 4. M. E. Sokolhik. Boston, MA: Hemnle & Hemle, 2000. Pp.
224, ($27.95).

lapestry: Writing 4 1s the most advanced of four texts resulting from a revision of
The Newbury House Guide to Writing, a series designed to mstruct students in academic
writing. The Tapestry series aims to incorporate the four core skill areas 1n a conceptual
framework for students, using language learming and academic strategies to enhance
and motivate iearning. Students using this particular text are expected to function at an
advanced level.

An elaborate table of contents gives a clear outline of the organizational structure
of the book by chapter, though 1t does not give page numbers where particular items can
be found. The book 1s divided into 10 chapters, each with a writing skills focus,
language-learning strategies, grammar review section, and ways to tie these into viable
situations students may encounter. These chapters cover finding, organizing, and
analyzing information, preparing to write, narrating and describing an event, writing
proposals, and persuading an audience. The appendix helps students with writing
concerns such as 1dentifying problematic vocabulary, documenting sources, and finding
further writing resources.

Many up-to-date interactive techniques are employed in the various student
activities in each chapter. For example, in Chapter 2, students are encouraged to use
both top-down and bottom-up strategies to analyze each others’ work and then to
critique their own, by first loocking at individual features and then at more general 1deas
(pp. 36-37). This is used as a technique for revising and editing ones’ own writing.
Additionally, a practice group activity in Chapter 9 requires students to use information
from previous readings to produce materials for an imaginary community project, and
then, by answering specific questions, to evaluate how the group worked together (p.
172). Student groups evaluate their work by comparing themselves with others in a

class discussion.

The text includes tips and strategies that are designed to encourage student-
motivated learning in a variety of realistic settings. Academic strategies such as test-
taking tips found at the end of each chapter encourage studenis to mimprove their own
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performance. For example, students are encouraged to learn from their mistakes by
identifying the correct answers and analyzing why they missed particular quesfions,
discussing them with the instructor if necessary (p. 137).

Teachers may use the text rather freely, choosing from a great range of exercises to
support student learning. Practice activities range from mndividual assignments to group
projects and incorporate reading, writing, speaking, and listening skills to get the student
to utilize a wide range of strategies. The text could also be used by a student for
independent study.

Supplementary material includes an instructor’s manual and a CNN video that
cover both levels 3 and 4. Additionally, a related website offers activities such as
quizzes which can be completed by students online and e-mailed to their teacher from
the website.

Individual chapters are well-organized and filled with clear explanations and useful
applications. Each 1s integrated with a clear focus and provides several practice and
learning activities, the variety of which will appeal to students. Although writing
activities rarely provide a significant number of models or examples, the abundant
opportunities for application compensate. Teachers and students in an advanced writing
class are hikely to enjoy using this textbook whether or not their previous writing
experienice has been with the apestry series.
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CONFERENCE ANNOUNCEMENTS

The Language Centre, Hong Kong Baptist University. December 6-8, 2002. 7th
English Conference in Southeast Asia “Changing Responses to Challenging Times,”
Hong Kong SAR. Contact Derrick Stone, Conference Communications Comimittee
Chair, Hong Kong Baptist University.  Tel. 852 3411 5825. Http://www. hkbu. edu.
hk/~Icesea.

GELIL December 12-14, 2002. 11th Annual Convention, Havana City, Cuba. Proposal
Deadline October 31, 2002. Contact Adita Chiappy, Calle 33 #1470, Apt 11, ef 26 y 28,
Nuevo Vedado, Habana, Cuba. Tel. 537-8308014. Fax 537-20882250. E-mauil:
tcublO(@calva.com.

EGYPTESOL. December 13-15, 2002. Conference, “Best Practices in TEFL,” Cairo,
Egypt. Contact Deena Boraie, Testing Unit Director, English Language Institute,
American University 1n Cairo, 113 Kasr El Aim Street, Cairo, Egypt. E-mail:
dboraie@aucegypt.edu. Http://www.egyptesol.org.

Association Internationale de Linguistique Appliquee (AILA). December 16-21,
2002, 13th World Congress on Applied Linguistics, “Applied Linguistics in the 21st
Century: Opportunities for Innovation and Creativity, “Singapore. Contact AILA2002
SINGAPORE 1n collaboration with Research Communication International, 8 Temasek
Boulevard, Suntec Tower Three, #40-03, Singaporc 038988. Tel. +65-6332-0855. Fax:
65-6887-3102. E-mail: rescomm(@singnet.com.sg.  Hittp://www.atla2002.org.

Thailand TESOL. January 23-25, 2003. 23rd Annual International Conference, “ELT
2003:  Culture, Content and Competency, Bangkok, Thailand. Contact Suchada
Nimmanntt, President. Tel. 66-02-218-6100. Tel/Fax 66-02-218-6027. E-mail:
nsuchada(@chula.ac.th. Http://www.thaitesol.org.

TESOL Arabia. March 12-14, 2003. 9th International TESOL Arabia Conference,
“English Language Teaching in the IT Age, “Dubai, United Arab Emirates. Contact
Kathy Bird, Conference 2003  Chair. E-mail:kathy birdi@zu.ac.ae.
Http://www.tesolarabia.org/conference/conference.php.

American Association for Applied Linguistics (AAAL). March 22-25, 2003. 2003
Conference, “The Diversity of Applied Linguistics,” Arlington, Virginia. Contact Jim
Yoshioka, AAAL 2003 Associate Chair, National Foreign Language Resource Center,
University of Hawaii at Manoa, 1859 East-West Rd. #106, Honolulu, HI 96822 USA.
Tel. 808 956-9424. Htip://www.aaal.org/aaal2003.

Universiti Teknologi Malaysia. March 25-27, 2003. LSP 2003, “LSP mn Practice:
Responding to Challenges,” Johor Bahru, Malaysia. Contact the Director, LSP2003,
Department of Modern Languages, Faculty of Management and Human Resource
Development, Universiti Teknologi Malaysia, 81310 UTM Skudai, Johor, Malaysia.
Tel. 607-5503304/607-5503352. Fax 607-5566911. Http://www.fppsm.utm.my/.
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Tips for Teachers

Have you been wondering how fo get something published? Do you have an
activity that works well every time? Does your colleague have a teaching technique that
we should hear about? Tips for Teachers would like to help you publish these ideas. All
submissions are welcome. Editorial advice and assistance 1s available.

When this column reappears 1n the April 2003 1ssue, 1t will aiso have a new editor.
Jean Kirschenmann is Instructor of ESL and TESL at Hawail Pacific University in
Honolulu, Hawati. She has been teaching ESL and TESL for 25 years, working in
Micronesia, Romanta, and China, as well as in Hawai.

Jean invites submissions in either paper or electronic format, preferably as a Word
attachment to an e-mail message. Please see the back cover of this 1ssue for further
details.

Jean Kirschenmann
¢/o Center for English Language Programs
Hawai'1 Pacific University
1188 Fort Street Mall Room 133
Honolulu, HI 96813
USA

jkirschenmann{@hpu.edu

Still not sure that you have anything fo submit? Begin with this e-mail dialogue:
Dear Jean, I saw vour appeal for Tips and have been wondering about. . .



Notes to Contributors

The TESL Reporter 1s a semiannual publication of the Department of Languages and
Linguistics of Brigham Young University—Hawaii, and is dedicated to the dissemination of
ideas and issues of inferest to teachers of English to speakers of other languages worldwide.

Articles: Manuscripts (fully refereed) should be typed and double spaced throughout,
generally not exceeding twenty pages. Each manuscript shouid be accompanied by a
cover sheet with the title; author’s name, position,; and address; and a short (less than 50
words) biodata statement. Identifying information should not appear elsewhere in the
manuscript in order fo insure an impartial review. Authors are encouraged to follow APA
style and review past issues of the TESL Reporter for matters of style. Any tables, graphs,
or illustrations should be sent in camera-ready form whenever possible.

It is expected that manuscripts submitted to the TESL Reporter are neither previously
published nor being considered for publication elsewhere. Upon publication, authors will
receive six complimentary copies of the issue in which their article is published.
Manuscripts are generally not returned to authors. Authors should retain a personal copy.

Tips For Teachers: Manuscripts (chosen at the discretion of the editor) should be typed and
double spaced throughout, generally not exceeding eight pages. Editor invites submissions m
either paper or electronic format, preferably as a Word attachment to an e-mail message. Each
manuscript should be accompanied by a cover sheet with the title; author’s name, position, and
address; and a short (less than 50 words) brodata statement. It 1s expected that manuscripts
submitted to the TESL Reporter are neither previously published nor being considered for
publication elsewhere. Upon publication, authors will receive three complimentary copies of
the issue in which their “tip” is published. Manuscripts are generally not returned to authors.
Authors should retain a personal copy. Submussions should be sent to Jean Kirschenmann, ¢/o
Center for English Language Programs, Hawai'l Pacific Umversity, 1188 Fort Street Mall
Room 133, Honolulu, HI 96813, USA. Email;jkirschenmann@hpu.edu.

Reviews of recent textbooks, resource materials, tests, and non-print materials (films, tapes,
or computer software) are also invited. Potential reviewers who indicate a particular area of
interest to the review editor will be contacted concerning recent titles in that area. Requests
for review guidelines should be addressed to the review editor. Authors of published
reviews will recerve two complimentary copies of the 1ssue in which the review 1s published.

Advertising information is available upon request from the editor.

Abstracts of articles published in the TESL Reporter appear 1n Linguistics and Language
Behavior Abstracts.

Submission of manuscripts can be sent to: Editor, TESL Reporter, BYUH, #1940, 55-220
Kulanui Street, Laie, HI 96762, USA.

The opinions and statements expressed by contributors are their own and do not necessarily
reflect the views of the editors or of Brigham Young University—Hawalil.



~ Voices, Choices, Baltimore!

" Hearing Every Voice is the theme of TESOL 2003,
‘March 25-29, in Baltimore, Maryland, a"éity known for
1ts famous voices —Edgar Allan Poe, Billie Holhday,

| Thurg(}od Marshall ---among others

| Baltimore boasts sites devoted to 5p0rts-, science, the
- arts, and U.S history. This rich chorus is just the
backdmp for a convention devoted to language

- education, dlversny, and mcluswn

" You will have so many choices this March 25-29

. HEARING Evgm VOICE-'-_“"-_ Lo
o BALTIMORE ® MAMMND = UsA
ﬁW&CQ;MARCH 25—29 2003 B IR

e Teachers r.sf Engltsh tr:.- Speakers of Other Languages, lnc A
700 South Washmgtan Street Sun:e 20{1 Alexanﬁrla, Vlrgmla 22314 USA

Web http ./fwww tesoi org/
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