
















































































































































































































































































15% after they had finished writing the whole paper. This supports Raimes’ find-
ing that inexperienced L2 writers edit as they are working out an idea, not after-
wards as a clean-up operation. Such a preoccupation with error can only interfere
with, if not prevent, the writer’s ability to discover and make meaning.

We must also consider that if students become overly concerned with error,
they may stop experimenting and taking risks in the target language. First- and
second-language acquisition and error analysis studies have convincingly shown
the importance of making errors in language learning as a necessary stage in the
trial-and-error process through which proficiency and syntactic complexity are
achieved (Corder, 1967; Corder, 1973; Allwright, 1975). Errors are evidence that
the learner is testing hypotheses about the target language. They are a sign of
growth.

A distinction needs to be made, however, between errors which are perfor-
mance-based-—that is, errors which are due to the physical or conceptual demands
of writing as opposed to speaking, or errors which are accidental slips of the
pen—and errors which are due to L1 transfer, or which represent the writer’s
“interlanguage” (Bartholomae, 1980). Performance-based errors are easily detected
by having students read their papers aloud. While reading the text, the writer will
frequently miscue and complete or correct the text that he or she has written. In
such cases the student’s errors are not a problem of linguistic competence, but
one of performance, for which the writer simply needs more practice in using
written conventions of the language and perceiving mistakes in his or her writ-
ing.

Errors which reflect incorrect hypotheses about the target language are usu-
ally systematic. By analyzing those errors and talking with students about them,
it is possible to identify the cognitive strategies that learners are using to process
information. Error analysis allows us to see errors as “windows into the mind”
(Kroll and Schafer, 1978) and to plan instruction according to the needs of the
individual language learner. “When students can make sense of their errors, com-
ing to terms with them as the result of consistent and understandable strategies,
they are more likely to try and change” (Kroll and Schafer, 1978).

Not all errors, however, are necessarily a sign of transition or growth; some
may represent stagnation or fossilization. “A writer will stick with some inter-
mediate system if he is convinced that the language he uses ‘works’, or if he is
unable to see errors as errors and form alternate hypotheses in response”
(Bartholomae, 1980). When students are not able to recognize their own errors,
they need the assistance of someone more proficient in the language than they
are, so they can modify their hypotheses about the target language.

Rather than assume that mastery of the forms will somehow take care of it-
self, we need to find ways of teaching form and use together. Eskey (1983) ar-
gues that the recent emphasis in second-language learning on communicative
competence may actually encourage the fossilization of errors by providing stu-
dents with “positive affective and cognitive feedback for language which is not
correctly formed but still communicates enough of the message to make sense.

92 MINNETESOL JOURNAL



In other words, rewarding a learner’s fluency may, in some cases, actually im-
pede his or her achievement of accuracy” (Eskey, 1983).

Assuming there is agreement that learner errors should be corrected, many
questions still remain. It would obviously be counter-productive to correct all er-
rors all the time. Henderson (1978), for example, suggests that in a speaking
class, when the focus is on communicating meaning, attention to errors is inap-
propriate. Likewise, in a composition class, it would be inappropriate to attend
to errors until after the process of discovering meaning is complete, after stu-
dents have written several drafts of a paper, have conferenced in groups or with
the instructor, and are satisfied with the content and organization of their papers.
In addition, for practical reasons there is no point in having students edit for er-
rors at the local level if revision at the global level is still needed; “ . . . if the
content of a student text is lacking in substance and meaning, if the order of the
parts must be rearranged significantly in the next draft, if paragraphs must be re-
structured for logic and clarity, then many sentences are likely to be changed or
deleted anyway” (Sommers, 1986).

With respect to which errors should be corrected, Henderson (1978) cites
several competing theories: errors that interfere with the intelligibility of a mes-
sage (Burt, 1975; Hanzeli, 1975); errors that stigmatize the learner from the per-
spective of native speakers (Richards, 1973; Corder, 1975; Hanzeli, 1975); errors
that have become fossilized, which are no longer transitional (Richards, 1973;
Valdner, 1975); and errors that occur at the greatest levels of frequency (Holly
and King, 1971; George, 1972; Allwright, 1975). In addition, it is important to
consider the proficiency level of the individual student, as intermediate and ad-
vanced students are more likely to benefit from and be more tolerant of error cor-
rection than students at the beginning level.

Although many teachers simply provide students with the correct form for
written errors and require students to rewrite their papers incorporating the correc-
tions, a discovery approach to error correction that requires students to make in-
ferences and formulate concepts about the target language, simulates the lan-
guage acquisition process and would thus help students fix this information in
their long-term memories (Corder, 1967; Valdman, 1975). An error correction
code, for example, provides students with the means to correct themselves (the
code can be more or less detailed depending on the level of the students), but re-
quires that the students take responsibility for making the actual corrections.

In addition, there should be ways of keeping track of what students are doing
and of providing follow-up. Teachers need to concern themselves with progress
over the long term, since significant improvement over the short term is not al-
ways a realistic expectation. Error charts which classify and chart students’ errors
from one paper to the next are one way of doing this. (Hendrickson, 1978)
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PEDAGOGICAL APPLICATION OF ERROR CORRECTION IN
A PROCESS-ORIENTED ESL CLASSROOM

Although the literature on second language teaching contains suggestions
for correcting written errors, there has only been a limited number of studies on
the effect of error correction on second-language proficiency, and they either pro-
vide mixed results, or are of limited application to a process-oriented composi-
tion class for college-bound students (Robb, Ross, and Shortreed, 1986; Cardelle
and Corno, 1981; Stiff, 1967; and Lalande, 1982). Nevertheless, the following
implications can be drawn from the existing literature for dealing with error and
form the basis of the pedagogical application which the rest of this paper will
describe:

« students need to attend to error in order to facilitate accuracy as well as
fluency in their writing;

« students need to attend first and most importantly to the making of mean-
ing and the communication of that meaning to an audience;

« editing should be viewed as the clean-up stage at the end of the writing
process;

« error correction must be accomplished in an atmosphere of support, where
students do not feel stigmatized by or punished for making errors;

« students should be made aware of the complexity, yet systematicity of er-
rors. Error analysis techniques, such as reading papers aloud and talking
- with students about their errors, are possible ways to accomplish this;

« students should be encouraged to experiment with language and be re-
warded for taking risks; yet at the same time they should begin practicing
control over the structure of the language;

* error correction should be systematic and consistent;

« teachers should select types of errors to be targeted for each individual stu-
dent, depending on the student’s level of proficiency and tolerance for cor-
rection;

« students should make their own corrections, but be give enough feedback

from the teacher to locate errors and know how to proceed; the degree of

- saliency necessary to accomplish this will depend on the students’ level of
proficiency;
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« students should keep track of their errors and monitor their own progress.

The Correction Code and Error Analysis Chart (see Appendix) were designed
in response to the language errors of college-bound Southeast Asian students
with MELAB (Michigan English Language Proficiency Test) scores between 65
and 75. The examples of errors have been taken from students’ own papers, and
are intended as models to help current students in the correction of their errors.
The Code focuses on errors which appear most regularly in the writing of
Southeast Asians and which are more easily teachable than others in the sense
that they adhere to consistent rules of grammar (verb tenses, word forms, and
sentence structure, as opposed to prepositions, articles, and punctuation).

Directions for the use of the Correction Code and Error Analysis Chart are
as follows:

1)

2)

3

4

7

Once students are satisfied with the content and organization of their
paper, the final draft is written. Three copies of the final draft are handed
in, along with everything else students have written in connection with
the paper (freewriting, rough drafts, peer reaction sheets, etc.)

The instructor responds to the content and organization of the paper on
one copy of the final draft and grades accordingly.

The instructor targets certain types of errors for correction (based on
level and needs of individual students) and, using the Correction Code,
marks for those errors on the second copy of the final draft. The instruc-
tor indicates where the error is by circling it, and in the margin provides
the appropriate reference from the Code.

When the students’ papers are returned, they also receive the copy
marked for corrections. They use the Correction Code to correct their er-
rors, and then return the second copy of their paper to the instructor.

The instructor checks the corrections and returns that copy to the stu-
dents. The students are asked to study their errors and corrections for the
next class.

At the beginning of the next class, students are handed the third copy of
their final draft and are asked to correct a second time for their errors,
only this time their errors have not been marked or the references of the
Correction Code provided for assistance.

Students keep a record of their errors by filling in an Error Analysis
Chart for each paper and at the end, tallying their errors and choosing 3-
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5 errors to focus on when editing the final draft of their next paper.

8) When students hand in the first set of corrections of their next paper,
they are asked to hand in the Error Analysis Chart for the previous pa-
per, so the instructor can make relevant comments about progress.

When students first receive their copy of the Code, they are asked to correct
the errors in all of the examples. This process of correction engages them in a
problem-solving approach to error and familiarizes them with the content and or-
ganization of the Code. The Code has not been designed to replace a grammar
book, but rather to be used as a reference manual to aid in the quick identification
and correction of specific, localized errors in a sentence. It does presuppose, how-
ever, that students have had some formal instruction in English grammar, or at
least can work from the examples provided, accompanied by their corrections.

Formal instruction of grammar in the class is limited to error types which
appear frequently in the students’ writing. These errors are gathered from current
students’ papers and are grouped in like-categories such as verb forms, word
forms, and parallelism, and provide the basis for classwork on language errors.
As in the correction cycle, students practice editing for errors within the context
of their own writing, while concentrating on a limited number of error types.

The most important aspect of the correction procedure is the second time
students correct their errors, without any assistance from the teacher or the
Correction Code. This reinforces what they have already done once, as well as re-
sponds to any perceptual problems students may have with regard to their errors.
Laurence (1975) wrote of the necessity to combine perceptual and cognitive ap-
proaches to error:

[Remedial] students have problems with words: they do not focus on words
in a structural way so there is little generalization about form and function; they
have basic sound confusions because of second language/dialect interference or
poor early training in phonics; they do not have strategies for approaching unfa-
miliar words which they must spell or read; they have limited visual word stor-
age—some of the reasons why they have difficulty finding errors in their own
essays . . . A student’s word perception, his ability to see, hear and structurally
analyze words as they are, determines his ability to grasp a grammatical rule or
to apply grammatical knowledge to his own writing,.

The challenge of correcting errors a second time is to be able to find the er-
rors, to see them as errors, and to know how to correct them. Whether students
actually stop making certain errors altogether, they will at least have become
consciously aware of them and be able to edit for them at the end of the writing
process.

Furthermore, having students hand in three copies of their final draft facili-
tates a separation, both in the student’s mind and in the instructor’s, between
writing-based issues and language-based issues. Students are graded on the basis
of the content and organization of their papers—on the development and com-
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munication of their ideas—and comments on the first copy of their final draft are
limited to those concerns. Students are not graded for their corrections, but 10%
of their final grade is based on satisfactory completion of the correction cycle on
all papers—except the first paper (which is diagnostic) and the final paper (which
is handed in the last day of class).

Finally, the Error Analysis Chart requires students to keep track of their er-
rors and offers a strategy for focusing on a limited amount of material. Students
are more likely to feel that progress can be made if expectations are reasonable
and will, therefore, be more motivated and consistent in the effort they do make.

This procedure of having students correct their own errors, once in response
to the instructor’s direction and a second time on their own, engages students in
a problem-solving approach to error, and makes them responsible for their own
learning; this procedure deals with error systematically and consistently, provid-
ing students with practice at gaining conscious control over the language, but
without forgetting the complexity of the language and the need for taking risks
to develop syntactically. Most importantly, by focusing on errors from the stu-
dents’ own writing, a meaningful context for grammar instruction is provided
without losing sight of the most important aspect of writing—to communicate
meaning. And, by placing editing for error at the final stage in the writing pro-
cess, students will not become preoccupied with error or inhibited in their dis-
covery of meaning.
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1.

APPENDIX

SAMPLE PAGE OF THE CORRECTION CODE

2. NOUNS/PRONOUNS

100

Singular/Plural of nouns and
pronouns

Possessive form of nouns
and pronouns

Other forms of pronouns

Double pronoun—do not
substitute noun twice with a
pronoun.

Ambiguous reference—not
clear what the pronoun refers
to.

SUBJECT/VERB AGREEMENT Ex:

Ex:

Ex:

Ex:

Ex:

Ex:

The food are excellent.

My father always speak Lao to
us.

She glanced at me with a curi-
ous eyes.

They told me to go to different
places to get informations.
(Note: count nouns can be
pluralized, but not non-count
nouns.)

I put a, an, and the in sen-
tences where it doesn’t belong.

We spend a lot of time study-
ing each other language.

I think a writing class is good
to improve me reading and
writing.

Him and me are good friends.
From that day on I always buy
only things that I can afford

them.

I did not know where to go
and was afraid to ask.

They are so tall.
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SAMPLE PAGE OF THE
ERROR ANALYSIS CHART

Directions: For each paper, add up the number of times you made each error. At
the end, you will be asked to choose 3-5 errors to focus on when editing your

next paper.

Theme #

Number of
Error Types Oceurrences Total

1. Subject/Verb Agrcement

2. Nouns/Pronouns

a. Singular/Plural

b. Possessive forms

c. Other forms of pronouns

d. Double pronoun

€. Ambiguous reference

3. Articles

a. Need definite article

b. Need indefinite article

c. No article neceded

4. Adjectives

a. Ingled

b. Not pluralized/No posses-

sive

¢. Comparative/ Superlative

1. Comparative

2. Superlative
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POETRY

TO ALL THE PEOPLE WHO MAKE THE CIRCLE

AMY EGENBERGER

University of Minnesota

““A circle?! Again? O teacher, but why?!”

From a student or two each day came the cry.

“We’d rather just sit here, facing blackboard and chalk
Than sit face to face round a circle and talk.”

“But students,” I'd say, “Don’t you agree?

That much, much better than looking at me,

Is seeing your neighbor across the way

Looking at you when you’ve something to say”

Many, many shapes our desks could make
Moving lines and rows into forms that take
Three sides, four sides, five sides or more
To create any ol’ polygon you might adore.

But the circle, my friends, is special indeed
For no other shape quite meets our need
To find a center, some common ground
Equidistant from all as we gather "round.

Our viewpoints are different, most opinions worth saying
As we're talking and working and laughing and playing
We learn through the center that centers us "round

The space shared by people where learning is found.
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EXPLAINING MIRACLES

JENNIFER JESSEPH

University of Minnesota

When my Hmong students
approach me for help, they
open their biology books

to the chapter on Reproduction.
I would rather tell them creation
myths about a giant egg

that breaks into two

parts, silver and gold.

Silver becomes earth, and gold
becomes sky.

1 tell them the mating

call of a cricket is like a Hmor g
Jjaw harp men use for courting.

At night the man sings his

song for the woman, and the harp
buzzes like an insect to disguise his
voice.

My students laugh and I
laugh too. Nothing more
needs saying

until we come to words

like sperm, egg, and menstrual
cycle. Then I explain

how the uterus grows thick
like an orange rind, and the egg
waits for the sperm to catch

it. If the sperm misses the egg,
blood begins leaving

the woman’s body. Sometimes
the blood flows and spurts

like rain beads

gather on a window. They swell
then break, and water

104

trickles down the pane.

After explaining this mystery of
blood and the slow

thickening of woman’s body

as a baby ripens inside it,

I wonder how Hmong people

teach reproduction. My descriptions
and charts in a book

cannot replace stories

their elders tell.

I know that these men

sitting before me, speaking
English and understanding a text
they have lived far beyond,

is no less a miracle

than the sperm

piercing the egg.

The creating of new life

is everyone’s story. Perhaps
that is all we need.
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REVIEWS

The MINNETESOL Journal welcomes evaluative reviews of publications rele-
vant to TESOL professionals. In addition to textbooks and reference materials,
these include computer and video software, testing instruments, and other forms
of nonprint materials.

Teaching and Learning Vocabulary
I.S.P. Nation. Newbury House, 1990.

How many vocabulary words are necessary to know to be successful in aca-
demic life? What does it mean to “know” a word? These are two of many ques-
tions which I.S.P. Nation poses in the text, Teaching and Learning Vocabulary.
Designed for ESL teachers, the text answers those questions by presenting a vast
amount of information concerning research in the teaching of vocabulary, while
also including a wealth of suggestions for wayzs to teach and practice vocabulary
in the classroom. It is well-organized and clearly written. Each chapter begins
with a summary of chapter contents and ends with a series of “application” ques-
tions for the reader, The prose is very direct and uncomplicated, making it a usc-
ful reference for non-native English speaking teachers. It is a most comprehen-
sive text and an important addition to a teacher’s reference shelf.

As early as the mid-seventies, ESL educators were realizing that teaching
vocabulary as an adjunct to a reading or listening course was doing a disservice
to the language learner (Judd, 1978, Richards, 1984). Yet with the emphasis on
communicative competence, vocabulary teaching continues to be relegated to a
secondary role. Common complaints of former ESL students often focus on the
frustration they feel once being set free of the controlled language ESL class-
room. They complain of difficulties understanding and using English in their
daily non-academic activities and complain about the time it takes to complete
long academic reading assignments. Many of their complaints center on their
perception that they have inadequate vocabulary for their daily life. Nation begins
with the premise that “a systematic, principled approach to vocabulary develop-
ment results in better learning” (ix). Citing research to show that there is consid-
erable knowledge about what to do about vocabulary and how to identify the vo-
cabulary to work on, Nation then presents a variety of teaching approaches aimed
at encouraging vocabulary enrichment.

In the text introduction, Nation mentions that while there is a place for both
direct and indirect vocabulary teaching in language curricula, as an adherent of
Krashen’s input theory of language learning, he would want to emphasize the
latter type of vocabulary teaching. “Contact with the language in use should be
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given more time than decontextualized activities” (p. 3). Nation goes on to iden-
tify three points to consider before implementing any vocabulary teaching: What
vocabulary do students need to know? How will they learn the vocabulary? and
How can a teacher test to find out what they need to know and how much they
know?.

The first point focuses on needs assessment. Summarizing research in vo-
cabulary learning, Nation states that first language learners add from 1,000 -
2,000 words per year to their vocabulary while EFL learners have a 1,000-2,000
range of vocabulary after five years of four or five English classes a week.
Research in ESL has shown that ESL children’s vocabulary levels tend to lag
two years behind that of their native speaking peers. Such statistics make it clear
that vocabulary learning should be a major emphasis of any language class. But
the question remains: what to teach?

To answer that question, Nation looks at information gained from frequency
counts of academic texts. Synthesizing the information from many different fre-
quency counts, Nation identifies four types of vocabulary: high-frequency words,
academic vocabulary, technical vocabulary and low frequency words. He then ana-
lyzes each type. He concludes that EFL students need a productive vocabulary of
around 2,000 high frequency words plus strategics for dealing with low-frequency
words. Learners with more sp=cialized goals such as academic study at a univer-
sity need at least 1,000 more nigh-frequency words. Readers are encouraged to
use this information to work out vocabulary goals for their own students. Nation
thoughtfully includes two word lists in the appendix of the text: the first, based
on EFL research, lists some of the lesser-known words from West’'s General
Service List of English Words (1953), the most famous list of high-frequency
words; the second, the University Word List (Xue and Nation, 1984), provides
1,000 additional items shown to appear in academic texts.

The second point centers on the task of vocabulary learning. Here Nation in-
cludes information about learning strategies as well as useful tips for teachers.
The second language learner benefits from first language learning and cognitive
development. Words with similar sounds and arrangement of sounds as the native
language present an easier learning burden than words with more unfamiliar
sounds. Nation advises teachers of beginning students to introduce difficult
sounds and consonant clusters gradually. In the same way, learning is easier for
students whose native language uses a Roman script. Natinn suggests that teach-
ers choose words with regular spellings wherever possiole, to point out spelling
patterns, and to show learners how the spelling of new words is similar to the
spelling of known words.

Nation also emphasizes teaching collocation of words and advises giving
students this helpful hint: “Words which begin with a Latin prefix are some-
times followed by a preposition which has a meaning similar to the meaning of
the prefix” (p. 38). While this is not a rigid rule, it does provide some help to
students faced with learning innumerable verb plus preposition lists. Nation also
consuls teachers to recognize that the relationships between words can some-
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times make learning difficult. For example, opposites are usually presented at
the same time, yet research has shown that such words tend to be confused in the
learners’ minds. The author advises, “It is best not to teach the second item of a
pair until the first item has been learned thoroughly” and then to teach it using
different contexts (p. 46). Nation advocates teaching the underlying concepts of
words rather than precise definitions. He advises using several examples, both
positive and negative, and to allow time for testing.

The bulk of the text focuses on ways to teach and assess vocabulary learning
in relation to each language skill. The text presents numerous vocabulary-related
teaching activities which may be completed by an individual working alone, in
pairs, or in small groups. All of the activities require students to use their new
vocabulary and make an effort to find the underlying meanings of words. For ex-
ample, pairs of students may be given different worksheets containing sentences
such as

A B
‘A door is made of wood. A door
live in houses. Tigers live in houses.

Students are instructed to read the sentences te cach other and together decide if
the sentence is sensible. If they concur, the student with the incomplete sentence
fills in the missing words on his worksheet.

Not all of the techniques require reading. In a technique Nation calls What is
it?, learners are given information from a context and are asked to find the miean-
ing. They may see an object, hear or touch soniething and then be directed to
make a guess as to the meaning. Nation feels that the strength of this technique
is that the learners must give their attention to the new material and make an ef-
fort to learn it (p. 69).

Other activities require students to organize their existing vocabulary around
meaning. Grids, clines and clusters can be used as vocabulary expansion and
establishment activities. Ideas for these activities are culled from many sources
and presented with clear explanations and accompanying examples.

Nation also presents information on vocabulary learning strategies which
can be used to deal with the large number of low-frequency words which cannot
be presented in the classroom. Descriptions of guessing from context, using pre-
fixes, roots and stems, and various mnemonic techniques are given. A teacher
can describe each technique, practice it, and let the students decide which tech-
niques they prefer.

Nation concludes with a chapter on directions for further vocabulary studies.
The text has an extensive bibliography which will be of interest to any re-
searcher.

Teaching and Learning Vocabulary is indeed a remarkable resource. Nation
has gathered an abundance of material and presented it in a very rcadable style.
Teachers can find a variety of teaching suggestions and activities and sclect those
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which fit their teaching situation and suit their teaching style. In addition to the
word lists, the text appendix contains samples of tests which will measure vo-
cabulary knowledge, examples of some of the vocabulary exercises noted in the
text, and a sample of a vocabulary achievement test. This text is a valuable asset
to language teachers.
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When They Don’t All IS{peak English: Integrating the
ESL Student into the Regular Classroom

Edited by P. Rigg and V. G. Allen. National Council of Teachers of English,
1989.

A[ler skimming through the introduction and table of contents of Rigg and
Allen’s new book at the Publisher’s Exhibit in San Francisco last spring, I real-
ized that I had to have this up-to-date, down-to-earth, and very useful anthology.
It would be helpful for teachers at all levels, though it is especially aimed at K-
12 teachers, both ESL and “regular.” I still feel this way six months later, and as
I reread portions of it I continue to discover other aspects of the book that attract
me to it now as much as before.

The introduction begins with some general principles that quickly remind
the teacher of REAL students (Readers/writers of English as Another Language)
of five important facts:

1) People who are learning another language are, first of all, peo-
ple.
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2) Learning a language means learning to do the things you want
to do with people who speak that language.

3) A person’s second language, like the first, develops globally,
not linearly.

4) Language develops best in a variety of rich contexts.

5) Literacy is part of language, so writing and reading develop
alongside speaking and listening.

These principles are echoed throughout the volume, a treasure chest of well-writ-
ten articles covering a wide range of topics. Included are articles about teaching
language through literature (Allen), using the language experience approach
(Rigg), using visual works of children (Franklin), teaching through content area
activities (Hudelson), making the classroom environment an authentic place for
using/learning a new language (Lindfors), having students study and appreciate
their peers’ home and community native language varieties (Edelsky), incorporat-
ing learning strategies with language development and content in high school—
the CALLA approach (Chamot & O’Malley), and planning a quality ESL pro-
gram (Handscombe).

Virtually all of the ten articles give concrete ¢xamples of students and teach-
ers using whole language in the classroom and show how this contextualized
language supports ESL students’ growth in Engl'sh. The chapters all address key
issues and practical techniques in the education of students learning English as a
second language. A few examples follow.

One chapter, “A Road to Success for Language-minority High Schooi
Students” by David and Yvonne Freeman, reports on successful summer school
classes in U.S. history and biology for students who had been “at risk” for drop-
ping out (pp. 126-138). The success was not only in academics but also in im-
proved self-concept and feelings toward learning and school gained by students.
Through four learning principles, teachers of these students helped them “reach
their potential and discover that learning can be worthwhile.” These principles
are “a) Learning occurs most easily when language is kept whole; b) Classes
should be learner-centered and include activities that are meaningf{ul and func-
tional; ¢) Learning takes place in social interaction that employs all four modes
of language; and d) Learning requires that teachers have faith in learners” (p.
129). The authors then present applications of these principles with examples
from history and biology for regular classroom teachers teaching ESL students.

Sarah Hudelson, in “Teaching English Through Content-area Activities,”
presents five principles of first and second language development and then de-
votes the majority of her paper to illustrating several applications of them.
Although not exactly the same as the principles in the Freeman & Freeman arti-
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cle, the issues are similar and include active student participation, interaction
with others, whole authentic texts, integration of oral and written language, and
activation and development of background knowledge for reading comprehension.
Applications include a) what to use instead of and in addition to a textbook, b)
how to make a text readable, and c) examples from the areas of math,
science/health, and social studies. In each area, she begins with objectives and
works her way through concepts, specific activities, and variations of the exam-
ples. This chapter is very useful for both ESL and regular classroom teachers.

In “The Classroom: A Good Environment for Language Learning,” Judith
Lindfors discusses the diversity in children’s environments for language leaming
and yet the one common ingredient: an authentic environment (pp. 39-54). That
is, language is learned (“creatively constructed™) when real, purposeful communi-
cation takes place, each child in her/his own way. With this in mind, Lindfors
gives examples of creative language learning and of authentic everyday commu-
nication, oral and written. Finally, she gives concrete, detailed, and practical tips
on how to make the classroom an authentic place for children to learn language,
through “show and tell,” “story time,” and dialogue journals. All of her exam-
ples have in common the students’ ownership of the language the use in the
classroom: it is purposeful, creative language for them and the audiences to
whom they choose to commuricate.

A fourth chapter, Rigg s “Language Experience Approach: Reading
Naturally,” echoes the theme of children using language holistically, purpo-
sively, and creatively, and is one of the best articles on LEA available. After pre-
senting her rationale for LEA—it is appropriate because it is interesting and
readable (i.e., predictable)}—Rigg goes on to discuss the five steps of LEA: dis-
cussing, dictating, accepting without correction, revising, and following-up.
Finally, she deals with potential problems and their solutions. These include be-
ing sure students write enough, keeping groups small enough, and integrating
commercially produced materials into an LEA classroom. Reading this article,
like others in the volume, I feel that I am in the classroom, hearing children and
teachers interacting, discussing, and having fun with English.

These are only a few of the papers in the volume by Rigg and Allen, but all
hold equally stimulating and useful information for both ESL and regular class-
room teachers of students who listen, speak, read, and write English as another
language.

THE AUTHOR

Betty Leone has a Ph.D. in Applied Linguistics, pursues research in child and
adult bilingualism and literacy, and teachers as Inver Hills Community College
and Metropolitan State University.
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THE FORUM

The MinneTESOL Journal invites commentary on current trends or practices in
the TESOL protession It also welcomes responses or rebuttals to any articles or
remarks published here in The Forum or elsewhere in the Journal.

COMMENTS ON “CHINESE STUDENTS, AMERICAN
UNIVERSITIES AND CULTURAL CONFRONTATION™

KRISTINE TORKELSON

University of Minnesota

This is in response to the journal article (Vol. 7) entitled “Chinese students,
American universities and cultural confrontation” by Thomas Upton. Because
China and its culture has captured my interest and curiosity, I pursued a similar
study of the Chinese students’ cultural adjustment in the U.S.

In my own research on learning styles of Chinese students in the American
university setting, eight students were interviewed for eight different fields of
study. The outcome from these interviews was to describe predominant percep-
tions and opinions about their adjustments to the U.S. educational system. This
cross-section representing diverse disciplines of study was from computer
science, English literature, biochemistry, philosophy, theater arts, law school,
mechanical engineering, and cell biology.

Most of my observations and conclusions corresponded with Upton’s article.
In particular, I would like to highlight the following points. First, two out of
the cight students that I interviewed bemoaned the fact that American teachers
appear not to care for their students. Upton’s quote of “Nothing is better than
establishing rapport with the teacher; nothing keeps progress better than inti-
macy with one’s teacher . . . ”(Shi, 1984) shows that Chinese students come
with the expectation that a close bonding relationship with the teacher will hap-
pen. However, they are discouraged when the teachers in the U.S. seem to “teach
and go,” leaving them with the feeling that their studies are being hindered due to
a lack of commitment on the American teacher’s part. Several Chinese students
explained that their teachers in China help with student study groups after class.
Also, the teachers drop everything for their students if they stop by their apart-
ments with questions day or night.

Second, since respect for the teacher runs so high for the Chinese student,
the ideal teacher is considered all-knowledgeable. The result is that the students
passively sit back to take it all in. Several of my interviewees reported this as
analogous to the “duck-feeding method.” This refers to the preparation of the
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Peking Duck and how it is fed so that it will become a tasty dish in a month or
two. The duck is fattened up by putting it in a cage and feeding it through a pipe
every day. The Chinese students are fed by their teacher in a similar manner: they
are given morsels through strictly controlled means in order to make them more
knowledgeable. When the Chinese students arrive in the U.S. the teaching meth-
ods is entirely different; they are expected to actively participate in the classroom
and not passively sit back.

Third, my investigation of the differences in teaching and learning styles
partly agrees with Upton’s statement that “most Chinese students are completely
handicapped in classes where discussion is the main mode of instruction, and few
feel comfortable participating .. .” (p. 25). However, the eight students that 1
interviewed did not have a “negative reaction toward student behavior at
American universities” (p. 24). Most thought that the active mode of learning in
the U.S. was beneficial to the student and wished they had the ability to express
themselves as the Americans were able to do. The Chinese students believe their
greatest weakness is not being able to actively participate in the student-centered
classroom out of tradition, fear, modesty, slower reaction time, and a lack of
background knowledge.

Perhaps it depends at what point in the cultural adjustment period the
Chinese student is asked to assess his perceptions of the differences of his learn-
ing environment of China as compared to that of the U.S. Most of my subjects
had been in the American university setting for an average of three years. The
majority of them favored the American system of education over their own tradi-
tional system in China. Though they admitted it was difficult to participate in
the student-centered classroom, they far preferred it over the teacher-centered envi-
ronment.

Based on my study of learning styles and teaching styles, Chinese students
are convinced they are acquiring a great deal of knowledge here in the U.S. com-
pared to what they would in China. Upton’s article casts too dark a shadow on
the positive aspects of this cultural interchange for the Chinese student studying
in the U.S. After at least one year of initial adjustment to the different American
culture, I believe that the majority of Chinese students want to continue their
study because of the better system of education that they perceive exists in the
U.S.

I would also like to briefly comment on the second article by Lynne
Ackerberg, “Why aren’t Third-World scholars going home? Focus on adjust-
ments in China’s overseas policies.” I believe calling China “Third-World” is a
misnomer. I find it difficult to classify Chinese students as coming from a Third-
World country. The reason I make this claim is that if one studies China’s rich
culture and its heritage of thousands of years of history it does not have the typi-
cal qualities that other Third-World nations have. Trying to identify China with
Western cultural concepts may run the risk of offending the Chinese in this
journal’s reading audience. I admit that i cannot suggest a better term that might
replace Third-World , but I believe it would be advisable that it be left unsaid.
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