DOCUMENT RESUME

ED 249 843 HE 017 729
AUTHOR Bailey, Kathleen M., Ed.; And Others

TITLE Foreign Teaching Assistants in U.S. Universities.
INSTITUTION National Association for Foreign Student Affairs,

Washington, D.C.
SPONS NCY United States Information Agency, Washington, D.

C.
PUB DATE 83
NOTE 138p.

AVAILABLE FROM National Association for Foreign Student Affairs,
Publications Order Desk, 1860 19th Street, N.W.,
Washington, DC 20009 ($8.50).

PUB TYPE Collected Works - General (020) —-- Guides -
Non-Classroom Use (055) -~ Dissertations/Theses -
Master Theses (042)

EDRS PRICE MFOl1 Plus Postage. PC Not Available from EDRS.

DESCRIPTORS Comaunication Skills; *Communicative Competence
(Languages); *English (Second Language); *Foreign
Students; *Graduate Students; Higher Education;
*Language Fluency; Second Language Learning; Skill
Development; *Teaching Assistants: Verbal
Communication; Workshops

ABSTRACT

The communication difficulties of foreign teaching
assistants (TA) in U.S. colleges are addressed in 11 articles, with
attention to the problems of the TA system as a whole in the spirit
of international educational exchange. Titles and authors include the
following: "'The Foreign TA Problem'" (Kathleen M. Bailey); ‘'Toward
an Anthropology of the Classroom: An Essay on Foreign Teaching
Assistants and U.S. Students” (Frank Pialorsi); "Linguistic
Competence, Communicative Needs, and University Pedagogy: Toward a
Framework for TA Training"” (Peter A. Shaw, Elena M. Garate); "A
Survey of Training Programs for Foreign Teaching Assistants in
American Universities" (Nina J. Turitz); "A One-Day Workshop in Oral
Communication Skills" (Kathleen M. Bailey, Frances B. Hinofotis); "A
One-Week Language Skills Orientation Program for Foreign Teaching
Assistants and Graduate Students" (William Gaskill, Donna Brinton):
"A One-Semester Program for Orienting the New Foreign Teaching
Assistant”™ (Donna Steed Rice); "Problems and Strategies: An Extended
Training Program for Foreign Teaching Assistants"” (Jean
Zukowski/Faust); "An Evaluation of a Training Course for Foreign
Teaching Assistants” (Mark Landa, William Perry); "Two Instruments
for Assessing the Oral English Proficiency of Foreign Teaching
Assistants” (Charles W. Stanfield, Rodney J. Ballard); and "A
Typology of Teaching Assistants"” (K. Bailey). (SW)

RRAERRRRAARARARRRRRAARRARNRARNARRRARNRANAARRARARRAARANARARRRARA RN RRARRAR AN RR

* Reproductions supplied by EDRS are the best that can be made *

* from the original document. *
ERRERERARAIRRRRRARREARRAAARRRRARRRARRAR AR R AR RARRRRARARRRRRARRRARARRRRARRRAAAARAR




ED249845

907 229

Foreign Teaching Assistants
in U.S. Universities

Kathleen M. Bailey
Frank Pialorsi
Jean Zukowski/Faust

Editors
BE oM. il T HE PRODUCE THIS ~:‘:o:z"mm f ebuca
¥ R F

MATEH A, N MICRGFICHE ONLY wuc.qrmAms*f'”'t OF g TIoN
HAL R HANTED BY t BESOURCES e ATiON

, C onm

a I‘.\. o Thyg &kxu,,*:,N:i'j ERIC

. .n_.i\ .)r\._ e e " ever Teeam he mbﬂﬂ- fEROdy g -
Uy T o 9Nz a0

b e

ROHLTN
Tor Teeh b G ATIONAL HE AR B, ® B
. ol vew g,
NFGHMATION GENTE HOGE R ML RRY I u..m,. HIES Statoag L X VO
it N H
tevoNihoe, foma g Al ¢ V] 10 1 Nt

National Assocation for Foreign Student Affairs
Washington, D.C 1984



The Natinal Assoniation for Foreign Student Affairs is a nonprofit mem ip association
that provades traming, information. &~ other educational services tu ; in the field
of international educational exchange. The membership is composed of more than 4,500
representatives of postsecondary institutions, school systems, community organizations, and
educational associations. Members implement Association ams and participate in the
determination of policies and activities through thewr Board of Directors and more than 35
untunitters, comimissions, and special interest groups.

© This bovk was spunsored by the NAFSA Freld Service. Funded through a grant from the
Student Suppurt Services Division of the U S Information Agency. the Field Service seeks to

strengthen services provided to foreign students at U.S. colleges and universities and to U.S.
students abroad

¢ Copres of this publication can be ordered from the Publications Order Desk, National
Assoqation for Fureign Student Aftairs, 1860 19th Street, N.W., Washington, D.C. 20009.

Copyright € 174 by the National Assaciati .n for Foreign Student Affairs. Al rights reservad.
Printed in the United States of Amenca.

Library of Congress Catalog Card Number: 84-060503
ISBN: 0-912207.03-5



Contents

Toward an Anthropology of the Classroom: An Essay on Foreign
Teaching Assistantsand U. S. Students. ............................
Frank Pialorsi

Linguistic Competence, Communicative Needs, and University
' Pedagogy: Toward a Framework for TA Training. ..................
Peter A Shaw and Elena M. Garate '

Part Il: The Programs

A Survey of Training Programs for Foreign Teaching Assistants in
American Universities. ............ooviiieiiiriiiieiiiiiinivinninas
Nma [ Turit:

A One-day Workshop in Oral Communication Skills. ...................
Kathicen M. Barley and Frances B. Hinofotis

A One-week Language Skills Orientation Program for Foreign
Teaching Assistants and Graduate Sjudents. .......................
Willam Gaskill and Donna Brinton .

A One-semester 'rogram for Orienting the New Foreign Teaching
Assistant. .. f .................................
Donna Steed Rice

Problems and Strategies: An Extended Training Program for Foreign
Teaching Assistants ............... e i
Jeun Zukauke Fagst i

Part Il The Progress

An bkvaluation of a Training Course for Foreign Teaching Assistants. ..
Mark Landa and Willum Perry




"
N

Twa Instruments for Assessing the Oral English Proficiency of Foreign

Teaching Assistants. ... 101
Charles W. Stansfield and Rodney |. Ballard ,

A Typology of Teaching Assistants. ....................coooiiiiiiiinnn, 110
Kathleen M. Bailey

References. . ...cooiviiiiitiiiii i e 126

Comtributors. ...t e i



[

.'lc‘knOtt'leciqments

Many people have contributed to the production of this volume. The editors
would particularly like to thank the chapter authors for their time and effort.
Several of these chapters were originally papers given by the : uthors at academic
conferences. Thev describe ground-breaking work which has since been replicated
at several schools throughout the country. Over the last few years many other
Profeswonals who are not mentioned here by name have shared with us infor-
mation about their efforts to help international teaching assistants.

In terms of the production process, this collection has benefitted greatly from
the eftorts of the anonymous reviewers who commented on earlier versions of the
manuscript. Georgia Stewart, NAFSA’s Director of Information Services, was
instrumental in seving the project through to fruition. Finally, this book would
not have been completed without the valuable editorial assistance of Jennifer Love
Costanza and computer consultation from Mike Bailey.

It s our hope that this collection will help staff members, faculty, and admin-
istrator of Amencan uraversities develes locally viable solutions to the “foreign
TA problem” in the spinit of international educational exchange.

Kathleen M. Bailey

Frank Pialorsi

jean ZukowskiFaust
Apnl 1984




Foreword

Thirty vears ago, | was a TA (teaching assistant). 1 had just returned from
active duty with the US. Ammy in Korea, had just been admitted to graduate
study after an absence of three vears from any sort of serious intellectual endeavor,
and had never taught in my life. | arrived on the campus no mare than a week
before classes started in September, was handed something labeled “Course Svi-
lsbus,” together with a small packet of books (which the students shortly would
be buving), was told to “read it all over,” and—a few days later—was thrust into
the classroom. | must confess that | was probably more frightened than 1 had ever
been before. Had | read Bernard Malamud's A New Life then, I'm sure 1 could have
<een the humar in my situation; not having read Malamud, [ saw only the terror.
 often have thought that the 35 freshmen entrusted to my tender mercies were
cheated badly, dnd I have hoped that the remainder of their academic experience
was better than was the purtion | oifered them.

© Twenty vears later, while working in India, [ was invited to give a series of
lectures at 4 private, parochial girl’s college in a dity in the south central part of
the country | agreed because the headmistress assured me that all the students
spoke fluent English and because many of them were studving to be teachers of
Enghsh, a ficld in which even now | beligve | have some knowledge. | arrived to
find the students ammed bevond capacity into a huge auditorium. It was a steamy
dav, and all the windows were flung wide open. The street noise was overwhelm-
ing. | started mv lecture, mellifluously imparting wisdom in my northeastern
American diakct, and was delighted to find the audienice absolutely silent and
attentive, smiling and nodding as | made each teling point. After talking for about
an hour. | stopped and mvated questions. There was a Jong silence. Presently a
woman quite near the tront raised her hand. When | recognized her, she stood,
bowed politely, and said something. | had no idea what she said—I couldn’t
understand a word. She tried again and again, and in the end | had to ask the
headimistrin to “translate” for me. When the question finally penetrated, | realized
that it was not at all related to anything | id—the woman was interested to
know whether | was married and, if so, ny children | had. There were,
fortunately, onlv one or two other questions, all of which—though asked in
Fnglish- had to be translated for me. At last, | escaped from the room and was
accompamied back to my car by the headmistress. Realizing the scupe of the
communication problem, | asked her whethershe thought the women had enjoyed
my talk. She assured me that thev had enjoved it—after all, they had never before
heard a native speaker of American English. But she did admit that it was unlikely
that they had understood much. My pronunciation was, she said, so “unusual.”

Thrs book deals with something known as “The Foreign TA Problem.” Indeed,
as several of the authors point out, there is a problem. U.S. academic institutions
are 1 the habit of using graduate studes: is to teach entrv-level courses. They do
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w because the labor is avaldable and because the function provides a way o
support graduate students. In the recent past, tive number of non-native English
speakers in the population of graduate students has increased—a phenemenon
- attnbutable to a variety of causes, both fdreign and domestic, demographic and
economic. This phenomenon has created a problem, but some aspects of the
problem may have been blown out of proportion.

If my personal recollections are at all generalizable, the problem of beinga TA -

15 not a new problem. TAs have been sent forth without training for at least a
couple of genwrations. The longevity of the practice is, of course, no justification
for it. All TAs ought to be tramed before they begin to teach. That is hardly a startling
insight  After all, many of them plan to be college teachers, or will be forced into
teactung, because it is conventional for research scholars to justify their existence
in this wav. And if my Indian experience is generalizable, it #s difficult to teach in
a foreign environment even when the language 1s alleged to be the same.

Teaching is probably one of the most culture-sensitive activities, as anyvone who
has ever attempted to teach out of his or her culture well knows. This too is not a
starthing insght. The problem is not restricted to the inexperienced TA. There are,
in US colleges and universities, thousands of instructors with professorial rank
who share in the problem because they are teaching out of their cultures and
because English s at their native language. As some of the papersin this collection
pontout, the blan.e lies not only with the TA. He or she (though shes are relatively
rarer) 1s the vicim of the students’ senophobia and of the ethnocentricism of their
parents. The TA suffers because it is unthinkable that the studentclient might be
wnmg, because—unlike his professorial peer—he faces, Janus-like, in two direc-
tions, bemng neither truly student nor truly faculty, and therefore unprotected by
academic tradition.

All this 1 not to deny: that there 1 a problem. It is undeniable that some foreign
TAs cannot operate in U S, classroums, cannot manage English adequately, and
contnbute more to amfusion than to clarity. All of this is not to deny that the
problem needs to be addressed. But at the same time, this is a plea to contemplate
the 15sue in perspective. It is not only the foreign TA who mav not know how to
teach or how to communicate his meaning cnsply, therefore let us not single him
aut tor speaial censure. The problem needs attention, but attention should not
become a lvense for a witch-hunt, as witch-hunts sometimes result in catastrophic
solutions. Surely rational people who work in institutions predicated on rationality
can approach the problem so0 as to perceive and treat all its causes. NAFSA is
happy te contribute this volume as a bit of sanity in what rapidly is becoming a
hughlv emotive environment. | trust that careful review of this material will lead
to a mone balanced resolution of the toregn TA problem.

Robert B. Kaplan
Los Angeles
NAFSA President, 19831984
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Part I
The Problem




The “Foreign TA Problem™"

KATHLEEN M. BAILEY

Lo

S. universities have long employed graduate students as teaching assi
Jtants to work as part-time instructors, test graders, discussion leaders,

emmmmand luboratory session supervisors in classes for undergraduate stu-
dents. In the past decade an increasing percentage of these teaching assistants
(TAs) have been international students who are asssumed to be competent in
their disciplines, but who have—to varying degrees—less than perfect control
of English, the medium of instruction. Furthermore, these non-native speaking
(NNS) TAs may lack a clear understanding of their roles within the American
educational system. Thus both linguistic and cultural differences contribute to
the difficulties faced by foreign TAs. Consequently, the interaction between
non-native speaking teaching assistants and their students is complicated and
sometimes problematic.

The r mmunication difficulties engendered by this situation are collectively
labeled the ““foreign TA problem.”? The purpose of this book is to address this
problem, which should be viewed within the framework of two larger overlap-
ping issues: the TA system as a whote and international educational exchange.
This introductory chapter will discuss the context of the prcblem, including the
sole of TAs in U.S. univensities, and the screening and training of international
TAs. Since this book is intended to help college faculty and staff members deal
with the so-called foreign TA problem, the various chapters will provide both
practical advice and theoretical insights on these issues.

Context of the Problem

Like most difficulties in human communication, the foreign TA problem is
perceived and explained differently by the various people involved. The main
participants are (1) the university faculty and administration, (2) the students,
and their parents, and (3) the international TAs themselvcs.

3
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4 FORFIGN TEACHING ASSMSTANTS

JThe University's Perspective

The paint of view of many universities is summed up well in the following
excerpts from a report suritten by a task force (Cole ot al. n.d., 1-2) at the
University of Alabama. Three important assumptions underlie the committee’s
position on the forvign TA problem:

First, we place a hugh value upon having international students ameng our student
budy and upon having qualified international graduate asistants and Pridessors asaisting
us N our on-gang feaching, rewanch, and service responsibrlities Whade thes individ-
uals certainty benefit trom the educaton and employment they receve, their presence
and active partiaipation in the educational process alse benefit e native students and
the univerity

Sevond. we have realiced that the situation regarding the English language profi-
ceney and teaching ability of international graduate assstants is comples and not ame-
nable to an :mmediate solution that will satisfy all concerned. We are dealing not only
with individudls who may have already developed pronunaation pattems resistant fo
change. but also with individuals who come trom cultures and educational svstems that
Place ditterent expectations for teacting methods and practices upen thew partiapants.

And third. U8 students are a part of the problem which 1s extremely difficult to
adudress Rescarch indicates that e US  students dende they wifl have difficulty
understanding thesr instractor smply I:Eun learning that the instructor 1s an interna-
tonal This attitude can be changed verv slowiy. but ondy theough US. students’ increased
sontact with people trom other countnies in both educatonal and soaal settings.

The task torce at the University of Alabama went on to recommend several
steps for alleviating the foreign TA problem. These steps included increasing
the apphicant poal for teaching assistantships, adopting wreening mechanisms
tor determuning potential toreign TAs' English language skills, requiring atten-
dane at a traning program for all new foreign TAs, doser deparimental super-
viston of toregn TAs, and establishing an intensive English language center at
the university which would be responsible for training foreign TAs in the future.

The Students' amd Parents' Perspective

Umiversity administrators and taculty members have been pressed to deal
with the toreign TA problem because of complaints from students about the
aral English proficency of foreign TAs. But, as was suggested by the University
ot Alabama’s tash force report. the students’ ethnocentrism is sometimes part
of the pmbk'm

In dealing with this complex situation, administrators and faculty members
must remember that undergraduate students, particularly freshmen and soph-
amores, iccupy the lowest rungs on the academic ladder. In some ways they
seem virtually powerless to affect the system that educates them. Yet thev (and
their parents) are also the consumers in this svstem, and as such they can easily
tap into the phiksophy that the customaer is always right. Their instructional
nevds must be met 1 ther tution and ther parents’” tax dollars are to be judged
well spent

The usual forum for students’ complaints has been the campus newspaper.

11
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The follow:ng excerpt from a letter to the editor of the Minnesota Daily is typical:

It 1 nut tasr for students o tahe a clavs such as math, economucs, or statistics,
and histen to sumeone whom they cannot understand lecture, but whose material thev
are respunuble for . 18w adicutous to go 0t obtan individualized instruction when
students can't understand the teacher to begin vith (cited in Mestefthauser of al. 1980,
-4

Similar problems have been noted in campus newspapers at the University of
Pennsylvania (Shaw 1982), the University of Maryland (Kelley 1982), and UCLA
(Swanbeck 1981; Timmerman 1981). .

Unfortunately, the students’ attitude is often justified. However, research
by Orth (1983) at the University of Texas has shown that students’ evaluations
of foreign TAs correlate more strongly with a measyre of their grade dissatis-
faction than with their ratings of the TAs' English. This finding illustrates the
complexity of dealing with students’ perceptions of non-native speaking TAs.

For many college administrators, the foreign TA problem boils down to the
fact that students’ complaints are often followed by parents’ complaints. Two
examples of such letters are quoted here to illustrate the perspective of con-
cemned parents. Both were written in May 1980, regarding teaching assistants
at UCLA. The first was addressed to the governor of California:

As e dedicated to awuning that the University of California system provides
€ altornia ctizens with quality edhatusn, you will undoubtedly wish to assist in initiating
Corrective a gion to remedy an existing problem in the instructional . I refer tothe
curent practice of emploving forergn students as TEACHING ANTS (TAs).

First, ket me state that | betieve that the TA 1s bewg utilized ¢ tthe polat where he is
replacing the professor 1n many mstances. Second. an ability to communicate dearly in
the Fnghsh language should be a mandatory reguisite for receiving a TA assigrnunent.
Third, with the cost of college education rapidly growing beyond the financial means of
manv muddle income parents, § believe TA assignments and Y} othw » campus jobs should
b reverved fur established Califormna ressdents who need financial subsidy . (1 understand
it 1 4 common practice at UCLA to provide a tuion wasver to fuceign student TAs—
who comprise 3 signife ant proportion of curment TAs.)

I have a voung son who is a freshman at UCLA and who is having one “bell-of-a-
time” as a result of an mabdity to obtain understandable help from his assigned TAs in
calkculus and chenustry. He has even changed classes in an attempt to improve the,
wtuation, anly to find himself faced with another TA who is unintelligible. This is &
rotally unacoeplabde learning situation

I woukd apprecate vour comments on this problem and vour assstance in etfecting
2 remedy Aw an uverburdened taxpayer, [ know of no good reason why 1 shanthd be
subsdizing the education of foreign students—send them home!

The second letter was addressed to the chancellor of the University with
copres sent to Calitorna senators, congressmen, and assemblymen:

It has been brought to my attention that many foreign students are emp.oyed as
Teaching Assistants (TAs) at LCLA, many of whom are virtually snarticulate in English,
and. thue, worse than meffective in communicating with the-students. Not only are they
of o help but cause contusson i the minds of thase they are trying to teach. You and
I well know that « ommunicatusn at best is often difficult. even among natives of the same
language, spraaliv as pertains to abstract sdeas such as occur in phulosophy, psvchaoiogy.,
and the general subgyts of the humanities ‘

As a tax-paving Calttornian, § resent suppurting a policy whn h dilutes the teaching

12




6 FOREIGN TEACHING ASSISTANTS

cewy by Man‘msmdmmm;wmmpepmmnd

was never my ides of efficoency
Additionally. #f some of the TA appuintments are to subsdize needy students, then
mhmnmmmmwhmawmdﬂﬁﬁm.mm
(LY Charity begins at home?” I am kooking forwand to some comments and/or explanation

As these letters reveal, the performance of non-native speaking
assistants has become an emotion-laden issue. Several factors which have con-
tributed to this problem have been cited byresearchersattheUniversityof
Minnesota. These factors include “an emerging ‘new’ ethnocentrism on the
part of U.S. students” (and, one might add, parents), an “increasing attitude
of consumerism among U.S. students” and “increasing demands for quality
education and accountability” (Mestenhauser et al. 1980, 3.

A groundswéll of such comphaints from parents and undergraduates has
prompted the recent efforts to upgrade the cornmunication skills of NNS TAs
at several colleges. Indeed, concern about the foreign TA problem is manifest
in many sectors of the university community. Graduate divisions, academic
departments, fearniag skills centers, TA training offices, departments of English
4% a sevond language (ESL), and foreign student advisers have all contributed
to the activities described in this book.

The Foreign TAs’ Perspective

Survey research (Bailey 1982a) conducted at UCLA suggests that the “typ-
i 1 foreign teaching assistant is a male pursuing a doctoral degree in math,
er-gneering, or the sciences. There is about a one-in-three chance that he is
Asaan. In questionnaire data from eighty-one NNS TAs, three-fourths of the
respondents reported having studied English for seven years or longer. Nearly
a third of these TAs (32 percent) rated their spoken English as “fluent” while
more than a third (39 percent) said theirs was “good” or “very good.”

The respondents were also asked whether they thought foreign TAs should
have to pass an ora! Engiish exam before being awarded teaching assistantships
at UCLA. Half the respondents said they should not be required to take such
an exam, while over a third felt they should. The remaining TAs said it depends
on the discipline—that teaching some subjects requires greater English profi-
cency. In particular, they felt it was not necessary to speak English well in
order to teach mathematics.

In addition, the TAs in this sample were asked to rate their own teaching
performance. Three-fourths described their teaching as “good” or “very good.”
About equal proportions of TAs said their teaching had been either ““excellent”’
or “tair.”” No one described his own teaching as “poor.” However, there was
orly a low correlation (r = .29, p- .05) between these TAs' self-ratings and their
students’ evaluations of their teaching, which suggests that the NNS TAs and
the students are not using the same criteria to judge the TAs’ teaching success.

13
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The questionnaine included an open-ended item which asked. “In your
opinion what problems do non-native speaking TAs encounter with their Amer-
ican undergraduate students that native English speaking TAs don’l (or prob-
abiy don’'t) have?” While some TAs did not answer or said there were no
problems, many listed more than one problem in answering this question.
Among the difticultics most often cited (in descending order of frequency) were
cultural difterences between TAs and students, finding the right words to
express one’s ideas, students’ complaints about the TAs' pronunciation, general
communication problems, and a lack of trust from the students, why blame the
TAs for their comprehension problems with the subject matter. This attitude
was also expressed in follow-up interviews. Many of these subjects felt that
their English problems provided American students, who were often described
as "immature”’ or “lazy.” with an easy excuse for their poor performance in
class and on tests.

These comments illustrate the wide discrepancy between the students’
perspective and the NNS TAs' perspective on the “foreign TA problem.” The
reality of the situation. 1t one reality can be isolated, probably lies somewhere
in between these two extremes. In practice, it becomes the responsibility of
faculty members and TA trainers to make sure that foreign TAs (1) have a clear
understanding of their roles and responsibilities as TAs, and (2) speak English
well enough to do therr jobs.

The Role of Teaching Assistants
in American Universities

The question arises as to how the university can ensure that foreign TAs

- speak English well enough to convey the course material to their students.

Another important question regards what sorts of cross~cultural communication
and teaching <kills a foreign TA must attain in order to do his job successfully.

However, these questions raise some debatable issues. How should oral
Enghish proficiency be assessed and quantified? What definition of success will
be used and how will success be measured? According to whose perceptions
should success and English proficiency be determined? What can universities
do o improve foreign TAs' communicative competence? What can the TAs
themselves do in this situation? What exactly is the role they are expected to
prertorm? .

Graduate students are emploved as TAs at most large universities in the
United States. Although teaching, assistants may indeed assist professors in
prading exams or prepanng matenials, they are often more direcily involved in
undergraduate mstruction than therr title would indicate. Many supervise lab-
oratory experiments, fead discussion sections which complement professors’
lectures., tutur students, hold office hours, and even teach independent courses.

14



8 FOREIGN TFACHING ASSISTAN TS

This vanability in the TAs' role contributes to the difficulty of describing what
it means to be a succewsful TA.

Many people with very different perspectives have written about TAs' roles
in contemporary American education. One undergraduate student has said that

a TA 15 a kund of muddle person in the educational institution. TAs lack the status of the

faculty member. who engages pomarily in research and &em activity. TAs have

Previously, and very successtully, completed the activities in the undergraduate

18 curtently involved (Gurnick 1981 3).

Gurnick also notes that undergraduates view the TA “as a sort of apprentice
instructor, but as one whose function is to enhance their learning experience
more so than to learn how to teach” (ibid.). .

This dual role has also been discussed by Caramagno, who is himself an
experienced teaching assistant. He has referred to TAs as *“academic hermaph-
rodites,” a speaes sporting parts of both academic sexes—students and faculty”
(1981, 2). Another TA has said that “it is the half-way nature of the TA's position
between students and professors which provides both unique teaching oppor-
tumties and potential headaches” (Lewthwaite 1981, 5).

Professors and administrators have also commented on the role of TAs. A
decade ago a TA trainer wrote that '

teaching assistants pertorm several imporant functions at the university. Their respon-

wiblity ranges trom supervised. quasi-clencal assistance for a professor to completely

autonamuus instrucional decision making for a large undergraduate class (Rose 1972,
102

Apparently the situation has not changed much in the last ten years. A faculty

“member has recently asserted that the “role of the teaching assistant is mostly
fortustous, depending largely upon how each department or individual profes-
sor defines the position” (Von Blum 1981, 1).

As these comments reveal, both the TAs' role and individuals’ expectations
of that role may vary widely. But whatever the breadth of the position and the
expectations may be, TAs are responsible for a substantial proportior of the
undergraduate instruction in U.S. universities. However, in spite of this central
role, relatively few TAs are recruited specifically for their teaching abilities or
their interest in teaching careers. Instead, most schools use teaching assistant-
ships as a way of “providing undergraduate instruction, and of providing
financial support for graduate students, not as a means of training future college
teachers™ (Stockdale and Wochok 1974, M5).

In a scathing review of the TA system, Lnenicka claims that using TAs as
anything other than assistants is detrimental to the education process:

The undergraduate student and his parents, who suffer financial strain in order to
provide for their children's xollege education, have a nght to feel cheated and resentful
when they find even one of the important courses in the undergraduate curriculum being
taught bw a graduate student. one wha, 1n all probability. is mexperienced, unrehearsed.

untrained for teaching, and whose pimary interest lies not in teaching, but rather in
satistving the requirement for his own degree (Lnenxcka 1972, 97)

15



BARLEY 9

Other academicians have shared Lnenicka’s concern. Staton-Spicer and
Nvquist report o trend of “growing concern about the improvement of the
teaching effectiveness of graduate teaching assistants” (1979, 199). They state
that teacher improvement (for both TAs and faculty members) has become an
important issue in, American education: “In the 1970s, programs began to
emerge and, currently, something of a movement surrounds the improvement
of teaching in higher ed ucation” (ibid., 200).

Training Programs for Teaching Assistants

Indeed. the literature bears out this claim of increased attention to TA
training in thé 1970s. In fact. training programs for native-speaking TAs have
been described for many disciplines, including business (Buckenmeyer 1972),
chemistry (Barrus, Armstrong, Renfrew, and Garrard 1974; Siebring 1972),
physics (Muhlestein and DeFacio 1974), speech/communications (Staton-Spicer
and Nyquist 1979), economics (Lewis and Orvis 1973), English as a second
language (Bailey and Campbell 1977), and foreign languages (Azevedo 1976;
Goepper and Knorre 1980; Hagiwara 1976). Stockdale and Wochok (1974) have
surveved a number of subject-specific TA training programs offered at fifty
different universities, but some schools also offer campuswide TA training
programs. For example, Rose (1972) has described a program which stressed
critet on-referenced instruction as a means of improving the teaching effective-
ness of TAs across disciplines.

In the past decade there have been numetous attempts to upgrave the
quality of instruction undergraduates receive from their TAs. However, as
Siebring has pointed out,

traming programs of this type can succeed only when the quality of graduate students

1 such that they can benefit from such traning. If graduate students are admitted uvo

lack protuency with the Fnglish inguage or have not mastered the undergraduate curricu-

lum to 2 mmimum level, the training sessions are not going to produce capable teaching
assstants (1972, 99, emphasis added).
Thus the current efforts to deal with the “foreign TA problem”’ should be viewed
in the wider context of the TA system and over a decade of efforts to upgrade
TAs teaching <kills.

Non-native Speaking Teaching Assistants

In 1976 rescarchers at the University of Minnesota reported an early finding
on the limited English-speaking abilities of some NNS TAs (as perceived by
students). Seven hundred undergraduates were surveyed for their ideas on
improving TA effectiveness. At that time thirty of the respondents (4 percent)
recommended means to “guarantee that foreign students hired as teaching
assistants have sufficient mastery of the English language to insure effective
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communication with students” (Berdie, Anderson, Wenberg, and Price 1976,
Ah

Three vears atter that studv. as a rsult of complaints and letters to-the
editor of the campus newspaper, researchers at the same university conducted
the International Issues Survey (cited in Mestenhauser et al. 1980). Ina summary
item about toreygn TAs, more that 43 percent of the respondents said that a
forergn TA had harmed course quality whereas only 9 percent indicated that a
toreign T'A had helped. Mestenhauser ot al. concluded that “whether or not
actual deticiencies existed amony foreign TAs when compared to their U.S.
counterparts, there was clearly a generalized perception that such was the case”
(1980, 7). This survev was conducted in a situation where NNS TAs comprised
approumately 24 percent of the total TA population, while the foreign students
constituted only 17 percent of the total student population.

In a similar vein, one of the University of California student regents,
commenting on the use of TAs in undergraduate instruction, has written that

the sy stem will nevar be any better than the TAs that comprise it. Some TAs have evoked

crtiesm for oot speaking B aglish well enough to communscate with students in class,

Cruoasdyat this communiation does not occur, the students are being hurt rather than

assisted by the presence of the TA in the classroum (Lurie 1981, 4)

Thus these comments echo the survey results reported at the University of
Minnesota (Mestenhauser et al. 1980, cited above), in which undergraduates
perceived many foreign TAs as hindenng rather than helping, the education
process

Furthermore, the topic of discussion apparently interacts with U.S. stu-
dents’ reactions to foreign TAs. In doctoral research conducted at the University
of Minnesota, Keve (1981) found that freshman composition students rated
foreign TAS' presentations on cultural topics more highly than their presénta-
tions on academic subject matter.

Concern for the English language abilities of foreign TAs has sparked the
appearance of traning programs at many colleges. These include the University
ot Southern California (Chenev-Rice, Garate, and Shaw 1980a and 1980b; Macer
1982, Shaw and Garate, this volume), Texas Tech (Smith 1982), Comell Univer-
sty (Beuhenhamp 1981), the University of Michigan (Ard and Rounds 1982),
the Umiversity o Indiana (Friedman and Bier 1982), the University of Minnesota
(Dege 1981: Keve 1981 Landa and Perry 1980 and this volume; Mestenhauser
et al. 1980), the Umiversity of Houston (Acton 1980), Harvard (Sadow and
Marvwedl 19%3). the University of lilinois at Champaign-Urbana (Berns, personal
communcation), the University of Pittsburgh (Cake and Menasche 1982), the
University ot Ohio (Hevde Farsons and Sevlagowski 1983), and SUNY-Buffalo
(Rue. this volume). Training programs for NNS TAs have been offered at five
campuses of the Universty of Califernia: UC Davis (Franck and DeSousa 1980),
UC Irvine (Gashall and Branton. this volume), UC Berkeley (San Francisco Exam-
mer. 1978), and UCLA (Hinofotis and Bailey 1978, 1980). Recently, a program
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was nstituted i Lupet to help prepare graduate students as TAs betore they
arnve in this country (Youny amd Wang, [982).

Tunits (this volume) has conducted survey research on several of these
programs, which she classities as short orientation-type programs given pnor
to the beginning of school or longer seminars offered during the college term.
Fhe chapters in this book which deal with particular programs are arranged
according to Tuntz's classitication of orientation programs (Bailey and Hinofo-
tis, Gaskill and Brinton, and Shaw and Garate) and seminar programs (Landa
and Perrv. Rice, and Zukowsks Faust).

In addition, the Foreign Student Adviser’s Oftie at the University of lowa
has produced a helpful manual for foreign TAs ‘Althen 1981). It provides
information about a vanety ot topics and sources of help.

Intervst 10 the problems of non-native speaking TAs goes bevond the
concerns of individual institutions, however. The National Asso-iation for For-
eign Student Affairs (NAFSA) has recently named this issue as one of ats
pronties In tact, NAFSA awarded a grant to the University of Minnesota to
develop a series of videotapes tor training international TAs and for providing
gudance 10 cstablishing such training progsams (see Mestenhauser et al. 1980).
These videotapes mav be borrowed by writing to NAFSA, while the manual
which accompanies them mav be purchased from the International Student
Adviser's Otfice at the University of Minnesota.

Panel presentations on this topic have been held at several NAFSA confer-
ences in the past tive vears and articles have appeared in the NAFSA Newsletler
{Landa and Peerv 1980, Hevde Parsons and Seeiagowski 1983). Publication of
thie volume is vet snother measure of NAFSA's concern about the foreign TA
(RIS

FESOL (Teachers o Fnglish to Speakers of Other Languages) and its affil-
1ates have also taken o protessional interest in this topic, since college admin-
istrators otten turn to ESL departments for help with the foreign TA problem.
Thus 1ssuce has been addressed in several TESOL conference presentations as
well asin articles apprearing in TESOL publications {e.g.. Bailev 1983a; Friedman
and Bier 1982, Hinototis and Bailey 1980; Hinofotis, Bailey, and Stern 1981
Sadow and Maxwell 1983, Smuth 19KD).

Problems in Screening NNS TAs

[his review depicts a flurry of activity which is both widespread and recent.
But what arcumstances have led to this proliferation of ESL-based training
programs tor NNS [AS? Why are international graduate students not screened
tor | nglish proticiency before they ane awarded TA positions?

Most Amencan universitivs du requine scores on the Test of English as a
Forewgn 1 anguaye (TOEFL) or some other standardized English test (e.g., the
Michigan Test) as a prerequisite to admussion. However. the TOEFL does not
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12 FORFIGN TEACHING ASSISTANTS

include a direct test of oral English proficiency; there is no subtest which
nvolves an interview or the generation of spoken utterances by the test-taker.
Nor can a speaker's degree of accentedness be measured by this “paper and
pencil” test.

The use of TOEFL scures for screening NNS TAs is problematic, especially
since Hinototis (1976) found only a moderate correlation between foreign stu-
dents’ interview scores and their TOEFL scores (r = 40, n = 52) at Southemn
llinois University. Higher correlations were found between the interview scores
and the school's local placement examination (r = .68, n = 106). Hinofotis's
findings have been corroburated by research conducted at Educationa! Testing

. Service (ETS), in which TOEFL scores correlated with scores from a Jirect oral
proficiency measure, the Test of Spoken English, in the .56 to .71 range (Clark
and Swinton [980, 19).

As these moderate correlations reveal, written test scores are not necessarily
good predictors of a candidate’s oral proficiency. For this reason, graduate
students exempt from required ESL courses by virtue of their scores on a written
test may not be tluent speakers of English. Consequently, some graduate stu-
dents who have done well on the TOEFL, but whose oral production skills may
not be as good as their other English skills, have become teaching assistants at
manv LS. universities.

In tact, the Test of Spoken English was developed by ETS because many
academic and protessional groups needed a reliable and economical way to
measure oral proficiency. This tape-recorded test can be administered overseas,

- S0 some schools have begun to use it as an initial screening mechanism with
foreign applicants for TAships. The chapter by Stansfield and Ballard (this
volume) discusses the use of the Test of Spoken English (TSE) for this purpose,

Clark and Swinton (1980) have conducted research in which the TSE and
the Foregn Service Institute (FSI) Oral In-erview were both used to predict
students” evaluations of foreign teaching assisiants, as measured by the Student
Instructional Report (SIR), a computerized questionnaire for the assessment of
college teaching (Centra, 1980). The SIR includes supplemental items about the
nstructor’s English which the students complete when the teacher being eval-
uated 1s not a native speaker. Clark and Swinton found low to moderate cor-
relations between TSE scores and various categornies of students’ evaluations of
non-native speaking TAs.

In a similar vein, Bailey (1982a) conducted research in which trained testers
rated the Enghsh of foreign teaching assistants on the FSI Oral Interview.
Students’ assessment of their NNS TAs” oral communication skills (as measured
by a modified version of the Student Instructional Report) were correlated with
their evaluations of those TAs' teaching skills. Only moderate correlations
obtained between the students’ ratings of the TAs’ teaching and the testers’
ratings of their oral English fluerncy, on of the subscales of the FSI Oral Inter-
view. (Interviews are scored on a scale of “0” to "5 vith a “0" being no
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functional competence 1 the language and a “5” being the wquivalent of an
educated native spraker. ) However, those TAs receiving a score lower than 2
on the FSI sale were judged by the students to be significantly different (i.e.,
warse] than NNS TAs rated as 2" or better by the protessional testers.

Furthermore, those students who did not share a common major with therr
teaching assistants were tound to be significantly more critical of NNS TAs than
thowe students who did. This finding suggests that there is some validity to the
foreign TAs claim that students cor 1plain about their English out of resentment
at having; to take difficult required courses. It also suggests that some comphaints
from students mught be avoided if NNS TAs were assigned to those classes
designed tor students majoring in the particular discipline.

Anccdotal evidence suggests that some academic departments consider
test scores 1n determiming NNS TAs” assignments. For example, foreign grad-
pate students who have not been exempted from required ESL classes have
sometimes been given test-grading responsibilities until they have completed
those courses In other cases, however, foreign graduate studeats who are not
nevessartly fluent sprakers of English have been respornssible for running labo-
ratory setions, discussion groups, and tutorials. Their classroom performance
has drawn criticism trom some students, but this criticism is largely undocu-
mented or unspeatic. It may relate to purelv linguistic factors, to teaching stvle,
ter a lack of expenence, or to problems in cross-cultural communication.

Direct oral profiaency measures, such as the FSI Oral Interview and the
Test of Spoken English, are certainly better screening mechanisms than are
written exams, (See Stansfield and Ballard, this volume, for research evidence
to support this claim) However, taculty members and administrators must
remember that non-native speaking TAs' oral English scores achieve only maod-
erate correlations with their teaching evaluations. For this reason Bailev (in
press) has argued in favor of Jocal performance testing of foreign TA candidates
in addition to imtial oral proficiency testing,

In a pertormance test, the examinee must demonstrate his ability to use his
Enghsh language skills in the same way they will be .sed on the job. In the
case o toreign TAs, such a test might include a videotaped role plav in which
the candidate must explain subject-specific terms toa class of students, entertain
questions. check the students’ understanding of the concept, deal with an
interruption, make a homework assignment, and end the lesson ( ibid.). A panel
compaosed of taculty members, experienced TAs, and undergraduate students
could then rate the wandidate’s performance.

Concluding Remarks

The graduate division dean or departmental chairperson who has read this
tar mav wonder whether the toreign TA problem is not best dealt with by
cnumvention one could avoid it by not awarding teaching assistantships to
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foreign students. But this seeming solution is both unrealistic and unfair, and
 the long run it would work to the detriment of American undergraduates as
well as foreign graduate students. '

TA selection committees are well aware that the pool of native English
speaking TA applicants, particularly in engineering, math, and the sciences,
has grown ur shrunk in response to ecoslomic forces outside the university
community. In the absence of qualified native speaking applicants for TAships,
academic departments that do not wish to hire NNS TAs are faced with two
options. (1) hiring unqualified pative speakers, or (2) allowing the ratio of
uruergraduate students to professors andior TAs to increase, thereby almost
certainly limiting students’ access to the instructional staff. Of course, neither
af these options is acceptable. They would both directly harm the quality of
undergraduate instruction,

Foreign graduate students who work as international TAs can contribute a
greal deal o US. universities. These young scholars are typically among the
brightest and most promising professionals at their home universities. They
vume te our colleges with educational experi-nces different from those of their
Amerian peers. They prubably also bring different world views, which can
bruaden the scope of their undergraduate students considerably—provided the
channels of communication' are open.

As these foreign graduates return to their home countries, having com-
pleted master's or doctoral degrees at U.S. institutions, they will assume posi-
tins of authonty in colleges, industry, and government. One feels compelled
to remind the disgruntled taxpaving parents whose letters were quoted above
that the U.S. is likely to fare better in international relations if at least some of
the leaders of other nations’ business and civic affairs have been influenced by
positive intemnational educational exchanges in this country. (Of course, if a
toregn graduate student’s teaching experience is disastrous, it is unlikely to be
A saurce of positive attitudes. )

The foreign TA problem, then, is related to all the following interacting
vanables:

I Teaching assistants are responsible for a great deal of undergraduate
istruchion i varving capacities, even though they may pot be highly
experienced or highly motivated as teachers.

2. The 1970s witnessed an increased emphasis on TA training and on
instructionat accountability in American higher education, which contrib-
uted to an athitude of consumerism amony undergra'uate students and
their parents,

3 Relative to the number of foreign graduate students particularly in math,
engneenng, and the sciences, declining proportions of American students
m graduate schools have made foreign TAs more numerous and more
vistble.
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1 Undergraduate students, while often having valid reasons to complain,
smetimes respond te ther non-native speaking TAS toreignness with an
attitude of annoved ethnocentnasm.

5. International educational exchanges, including the awarding ot TAships
to qualified foreign graduate students, are desiratie in terms of tangible
present-day rewards and less obvious long-term results.

All of these factors suggest that proposed solutions to the foreign TA problem
must go bevond accent improvement and English language training. Conse-
quently, 2 number of ESL-based programs developed for foreign TAs have also
offered instruction in teaching techniques, communication strategies, public
speaking. and nonverbal communication. The chapters by Gaskill and Brinton,
Landa and Perry, Rice, and ZukowskiFaust explain how this diverse course
content is covered 1n vanous programs.

The chapters in this collection have been chosen to convey a variety of
institutionai responses to the foreign TA problem. They reflect NAFSA's com-
autment to ongong international educational exchange. 1t is the authors’ hope
that the ideas presented here will help U.S. universities effect locally viable
solutions to this complicated situation.

Endnotes

! This chapter s hased on portions of the author's doctural dissertation (Applied Lin-
guistics. LCLA) For more informatin wee Barley (192a) tarlier versions of this paper
benetited trom the comtructive caticism of Kuss Campbell, Frances Hinofotrs, Harold Levine,
and (eangia Stewart

2 Ihe toregn [A problem’ s really something of a misnomer, since some hreign TAs
are native speakers of English- whether trom the United Kingdom, New Zealand, Canada,
Australia. or other countries Therefore, although several chapters in the collection reter to
“toretgn TAs o ‘iternational TAs.” the phrase “non-native speaking TAs" 1 perhaps mone
avurate Howeswr throughout this bouk, these terms wall be used interchangeably
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loward an Anthropology of the Classroom:
A Essay on Foreign leaching Assistants and U.S. Students

FRANK PIALORS!

ometimes, as with Isaac Newton and the apple, it pays to take a closer look

at what «o many consider the obvious and especially at what is obvious
e about ourselves. The attempt here is to juxtapose universals of culture and
speafic American cultural traits ip order to provide insight into the behavior of
our young people. especially in the classroom setting, and to show teachers,
administrators, and TA trainers why some of this conduct may be problematic
to the unimitiated foreign teaching assistant.

This chapter is intended to describe the relationship of education to society
as well as the participants’ roles in the education process. The title is derived
from Sol Tax’s definition of anthropology as “an association of people who have
agreed to continue in communication with each other” (cited in Hymes 1972,
7). By definition, at least for the duration of their professional relationship to
one anather. U.S. students and foreign teaching assistants must agree to com-
mumnicate.

In a continuing commitment to intemational education, U.S. universities
have paid increasing attention to the roles and varying performances of the
toreign TAs they employ. These men and women, because of their impressive
academic backgrounds at home, have been selected by graduate committees to
instruct Amenican undergraduates in fields ranging from linguistics to watershed
management. One of the more positive aspects of these appointments is that
the foreign TA often presents a different view and interpretation of the course
material. and takes an approach to the subject that U.S. academicians may not
have considered And, in the long run, such a professional arrangement pro-
vides the opportunity for intemational cross-communication among future
pobtical, saentific, and academic leaders.

Seme speafic notable negative aspects have also surfaced. First, variation
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in the use ot English among toreign TAs interteres with student comprehension.
Problems such as a toreign accent and non-native syntax are confusing to
American students. Sevond, a lack of understanding by the foreign TA of the
diversitied U.S. education system or an unclear picture of the “anthropology”
of the 1S, university classroum prevents effective teaching and learning. And
finally, a conflict of educational values between cultures often emerges.

ihe foreign TA, like any foreign student coming to study at ari American
university, must undergo a process of acculturation in oider to be effective in
the U.S. classroom. In other words, he or she must, to an as vet undetermined
degree, “become more like us” in order to function.

The most obvious manifestation of the acculturation process is learming the
target language. Cautious linguists question a remark such as “Jane is fluent in
five languages.” To be truly fluent in a language, in addition to mastering the
phonalogy. morpiology, svntax, and even the semiology of that language, Jane
must become aware of its other aspects, such as the variations of idiolect—the
language behavior of an individual speaker—a task that causes agonies of
misunderstanding even among native speakers. She must be aware of social
stratification within certain language groups, as well as appropriate levels of
formality to sust the event or topic.

Much of the data on foreign TAs and their students indicate that both
groups place great emphasis on the language problem, especially pronuncia-
tion, without putting it in the totality of culture; however, many a non-native
speaker who “massacres” English, is still able to get his message across with
just the proper amount of candor, humor, or poignancy, because he has mas-
tered uther characteristics of the language and culture such as timing and jargon.
Perhaps most important, the listeners sense the acculturated non-native speak-
er's insight into their view of the world and their place in it.

When the toreign TA is introduced to the important concept of culture and
the need to examine it, he or she finds that education, formal and informal, is
part of every culture. The task lies in identifving prominent universals.

At thi~ puint, we should devclop a working definition of culture. There are
manv such detinitions, a few hundred in fact. E.B. Tvior's, for example, might
eftectivelv desinibe the range of vanables a foreigner in a new culture must
contront:

Culture s that comples whale which includes knowledge, beliets. art, morals,
law custom, and any ather capataiities and habite acquired by mea as a member of
ooty TN

Another defistion that 1s especiallv sustable for foreign TAs attempting, to get
along with their American students is Keesing's statement that “cultu.c is the
totahity ot leaned, soctallv transmitted behavior” (1958, 30).

With either of these definitions in mind, the forvign TA should consider
the necessty tor a switching of cultural roles along with the switching of
languages for successful teaching in a foreign university. The ability to assume
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A culturally alien persona s animportant part of what we mean by capacity tor
language or overall communi ative vompetence. Like an actor the toreign TA
must assume the role of teacher

Une charactenstic of education is its relationship to the social power base.
According to Kneller (1965, 66), the dominant group in a culture organizes the
svatem of education to maintain and strengthen its own position. Of course,
this power structure has been challenged many times, as in the 196l when the
“tudents, the educated elte, rebelled against “the svetem’ inse  ‘ral countries.

A second charactenstic of education is that all cultuces use rewards and
punishments to encourage kearming and to correct aberrant behavior. The United
States, throughout its educational history, has been extreme in its use of one
or both of these devices at one time or another. But the subtle tvpes of rewards
and punishment used by adults or near-adults in unequal power discourse
sttuations. such as the college classroom, mav ditter widelv from culture to
culture Foreign TAs need to be aware that American students may eapect
praise tor correct answers and resent negative feedback that seems to them too
strony,

A third notable charactenstic s that in all societies, educators of every
nationality. intentionally or unintentionally, withhold crucial knowledge from
children. voung people, and the uninitiated Lult learner. Forcign TAs should
know that i this soaety, such information mav incude facts about sex or
transgressions of histoncal figures.

Finallv, and probably the greatest problen. in education in every country,
i~ the challenge of dealing and cooperating inteligently: with the inevitable
sococultural changes taking place. Educators continue to argue about whether
or not we can or should actually uwe education to influence or control these
changes In the United States, our educators are sxpected to be seckers and
evplorers of knowledge. leaders in formulating the values and ideals of our
soaety and an worbing for its continual improvement. An important cross-
cultural question will be whether or not the foreign TA, on becoming a partic-
ipant in the process of Amernican higher education, can assume this role.

As tor ditterences among cultures, these are too numerous for listing.
Amencan calture. tor example s much less integrated than, say, that of the
Soviet Lion where the needs of tarming and industry are an integral part of
the cducational toct. We can compare the blurred lines between childrearing at
home and edudating at school that exist in the United States to the strict
compartmentalization of education in Franace and Germany. As Metraus has
ponted out (1963, 125). because of the dear division of their responsibalities,
there s hittle need for communication between parents and teachers or social
leaders and teachers i those two European countries.

In the US . on the otier hand, a trerd of cooperation has developed
between the school and the home (v, the very eustence of the P.T.A.), and
the ~chool and other socal institutions. At the same time ve must remember
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that more than anvwhere else in the world, umversitivs here have traditionally
reflected the socal pluralism of cur twentieth century and have provided the
means tor upwand socal motehity .

After developing an awareness of cultural ditferences and universals the
foratgner should become familiar with the conflicts within a given culture.
Nowhers (s culture-in-conflict more obvious than in the United States, where
upposing values coenst to a bewildering degree in the eves of the foreigner,
especially one from a tightly structured soviety such as Japan or Ching, or even
West Germany. (This same bewilderment is also faced by the native American
Indian who leaves the reservation to study at a southwestern university.) A
broad example of conflicting values comes from Knelle.:

Consider the value of compettiveness . Amernans are constantly urnged to get ahead,

reur aim ts alwavs to win, always to get there first. alwave to dimb one more rung on an

endiess ladder of prspeny and sucoess . The Ameriianis s pulied by contrary

vajues, such as that of group harmony and cooperation (95, 115).

The conflicting values of cooperation and competition are oftén painfully obvious
n college casstooms, esperiglly during discussions of test grade<, lab ~ port
sores, and cheating, |

Let us focus an dassroom behavior specifically to demonstrate the conflict
between the expectations of teachers and the norms of benavio . It is important
tor the foresgn TA to know that US, students have been told over and over to
be punctual or to be quiet when the teacher is talking. Since their elementary
school vears, American students have been asked to raise their hands to signai
that thev wished to speak r answer questions. Insports and games they learned
to plav farr and to take tumns; they also developed a strong sense of group
lovalty. However, as Kneller concludes, there has been no guarantee that the
students ever absorbed these values as their own:

uther tactors mnterfere, such as the speaal norms of the peer group, the unpopedanty
of certan teachers. and perhaps parental apathy toward evducation bnd |, 119)
In class, students at all grade levels often speak out .vithout being called on or
rarsing their hands. Jules Henry has described this permissiveness in its extrem-
iy
The excessive intormabity of Amernan schools stems from the teacher's delib-
crate refusal o establish a clear wiurce of authonty in the dassroum, s that the children
are often unsare where (o draw the fine in ther behavior and whom preasely to heed.
. whether the teadher o one of ther own number (1960, 285-286).
In college Jassrooms, although the lecture format is common, this tendency
toward permissivenuss often results in an interactive dialogue between students
and protessors, cither during or after the professor’s presentation.

Amencan students todav do differ from past generations in some wayvs.
Thetr manners and mores have been shaped steadily by the experiences and
1ast-changing hfe-stvles of their parents and daily by the influences of their peer
groups, among whom a noticeable charactenstic is in the chowe of language
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stvle What were outrageous obscenities rarely heard in mixed company twenty
vears ago, are now commonly heard qualifiers, part of the informal and, more
and more, of the tormal speech habits of both sexes, however blunted these
phrases are by overuse. Non-native speaking teaching assistants, whose English
instruction in their home countries probably did not include profanity, may be
puzzied or offended by their students’ speech.

Mast likely, the foreign TA will be surprised by much of the behavior of
the freshman undergraduates he encounters in his first teaching assignment.
It behouves us to attempt a further profile of the kind of student he might
expect to face in the classroom. Coming from the public high schools, students
are accustomed to teachers who have lost or given up a great deal of authority
in the classroom. Ideally, this loss of authority has been balanced by a kind of
teamwork for problem solving—a partnership between students and teacher.
However. critics of contemporary education, (e.g., Henry 1960) exhort the
teacher to assume once again the authoritarian role of instructor and insist that
the boundanes of social distance be re-examined. Today. in many classroom
situations students are permitted to call teachers by their first names. This
practice. of course, is more common at the graduate school level, but it may be
surprising to foreign TAs from relatively formal educational backgrounds. In
addition, college teachers here are usually expected to be approachable both in
and out of the classroom.

Expenence tells us that the class master, foreign or American, must main-
tain a delicate balance of discipline and permussiveness. If the instructor cannot
ad, the students. even those used to a higher degree of permissiveness,
bevome confused and anarchy results. On the other hand, if the instructor is
encessively autocratic, the students are likely to become resentful and attempt
to trustrate him.

What happens then in the university classroom? Because there is more at
stake protessionally and financially, the professor does wield more power than
the tvpical high school teacher, in that the students’ academic records have a
greater impact on their future careers. Not since they were read to by their
parentsan their preschool days, do students in classrooms strive again to listen
so carctully in the lecture hall system, the social distance is wider between
lecturer and students, but considerably less than vehen their parents attended
college.

In summarv, recognizing that students’ educational backgrounds are in
some wavs sumilar but in many ways different should facilitate the foreign TAs'
ettorts to communicate with and understand their U.S. students. Most impor-
tant, since this country has no national ministry of education, each community’s
school distnict and, in fact, each school has a style or character in some ways
ditterent trom anv other. Although the media have created a great deal of
homagenenty nationwide, in each U.S. school setting one will find uRique
approaches to teaching and learning along with individual definstions of the
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student and teacher roles. The foreign TA must be aware of the great variety
and elasticity of the Amwrican value system, thereby becoming more conscious
of and sensitive to the expectations that students bring to the university class-
room or lecture hall.




Linguistic Competence, Communicative Needs,
and University P :
loward a Framework for TA Training'

PETER A. SHAW
ELENA M. GARATE

his is a chapter which is more general than specific. It considers the

problem of designing a course for the orientation and training of interna-
wmm tional teaching assistants in an American university. Explanatory and
illustrative details are drawn from the authors’ experience in such a course at
the University of Southem California (USC).

This course is held in the month of August prior to the beginning of the
fall semester. The program is intensive, with thirty-six hours a week of class-
room activity accompanied by practical and cultural activities such as getting to
know the university and its surrounding neighborhood and becoming familiar
with the life and culture of Los Angeles. Instruction emphasizes language
(pronunciation, fluency, communicative competence), culture (American
undergraduate student behavior, the system of higher education in the United
States), and pedagogy (course and lesson planning, classroom management
skills).

Linguistic and Communicative Competence

It will be argued here that a training course for international teaching
assistants 1s an instance of an ESP program: English for specific purposes. One
of the suppositions behind this view is the hope that the trainees arrive with a
good command of the grammatical, lexical, and semantic systems of the lan-
guage. That is. they have a general competence in the language. This, in fact,
has been the expenence at USC: almost without exception, trainees pass the

2
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English placement test, which is given to all entering international students,
and they require no further ESL. training as students. However, even that
statement is a litthe misleading: the same test is used for all students and is
there’ore, of necessity, a general test; the most realistic claim should be that the
trainee’s general proficiency in English determines that no further ESL training
is required; his competence in English as a student of, say, physics, or as a
teacher of physics has not been assessed.

One can go furtherin s«mcasesandaddtimmmeesoftenhaveagemral
communicative competence in that they can get along with native speakers in
most social situations and certain more specialized situations. If, therefore, the
TA trainee is a limited speaker of English, beginning or intermediate ESL
student, then a different kind of course must be envisaged.

The general approach discussed here is based on the broad goals laid out
in Figure 1. The term language skills here is equated with the ability to express
medanings; the TA trainee arrives with a general ability to say what he means.
The course will focus on his ability to express meanings in the content area he
will be dealing with. This is contrasted with what has to be done with the
language (communicative skills): managing the classroom, counseling students,
establishing an appropnate relationship, giving feedback, and communicating
information.

Expressing Meanings

This distinction may be expressed in the framework developed by Wilkins
(1977) and claborated by van Ek (1976), Munby (1978), and others. Expressing
meanings involves concepts: the propositional content of what we have to say.
These meanings are sometimes referred to as ideational. Wilkins (1977) breaks
down this aspect of meaning in his semantico-grammatical categories, which
cover our perception of events, processes, states, and abstractions. These mean-
ings are expressed through the grammatical system of English (hence the name
of the categories). In aftempting to convey our ideas, we select the appropriate
form. The semantico-grammatical categories ir«<lude ti.ne, quantity, space, rela-
honal meaning, and deixis. Each category i.: further subdivided. Space, for
example. 15 broken down into dimensions, locaiion and motion; quamity into
divided and undivided reference, numerals, and operations.

Thus, when a math TA fails to properly express the denvanon of an
equation. or a physics TA cannot put into words the workings of a machine, or
an economicy TA confuses the sequence of events, it is the semantico-gram-
matical system which is breaking down. The fault, and the repair, will com-
monly be at the sentence level or below: lexical choice to express multiplication;
the correct preposition to relate one part of the machine to another; the appro-
priate time expressians for sequencing events.
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Communicative Functions

The use to which language 1s put leads away from the consideration of
words, phrases, and senteices to a discussion of discourse. Sentences are put
together to perform a particular function (aithough, as we shall see below,
certain functions—defining, for example—may be expressed by a single sen-
tence). These functions are classified by Wilkins into the categories of commu-
nicative function. They incude judgment and evaluation, persuasion, argu-
ment, rational inquiry and exposition, personal emotions, and emotional rela-
tions.

It can now be seen how the two systems (the semantico-grammatical cate-
gories and the categories of communicative function) come together in the use
of language. One cannot suggest without suggesting something: a function
needs ideational content. Similarly, an action without some functional marker
- is not a suggestion. The function may be overt, as when a TA says, “I suggest
we look at another example,” or less explicit, as in “Why don‘t we look at
another example?” or implied, as in “I wonder whether another example might
not make it clearer.” These are instances where function and form have a
reasonably clear relationship: one sentence to one function, one function to one
sentence. However, this is not always the case. One sentence may express more
than one function; one function may be realized over a stretch of discourse.

Instances of the latter can be found in the category of rational inquiry and
expositio~ which includes:

implication. deduction, supposition. conjecture, assumption, proposition, hypothesis,

substantistion. verification. justification. prouf. condusion, demonstration, condition,

consequence, result, interence. illustration, corpllary, presupposition, interpretation,
explamation, defimition. exemplification. concession, purpose, cause, reason, classifica-

tion, companson. contrast, (and} generalization (Wilkins 1977, 53).

While some of these items will be localized in the discourse (giving an example -
or stating a presupposition), others will be realized over a considerable stretch
(giving a classification, presenting a hypothesis). Thus, as suggested above,
certain such functions—definition again being the best example—can be expressed
in a single sentence (“The atomicity of an element is the number of atoms
contained 1n one molecule of the element’’), but most will involve a stretch of
discourse. Again, classifving would be an example.

When an international TA develops a function over an extended stretch of
language, breakdowns which take place may be much harder to prescribe and
treat. Not the use of one word or phrase, not the construction of a particular
sentence, but the whole design of the discourse may be at fault. This point will
have interesting consequences for the design of a TA training course.

In summary, then, the language syllabus for the course will have two
compaonents, kleational meanings and functions, each appearing in a number
of speech situations (see Figure 2). Although all situations will be covered, the
prescntation of information will obviously receive the greatest attention.
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Commumnication Across Cultures

Finally. having analvzed the notion of communicative competence to some
extent, we must examine the issue of communicaiion across cultures. The crucial
question concerns the means by which adequate communication with native
speahers of another language is achieved (the ends of such communication
having been soughly specified above in Figure 2). The situation here can be
made to look verv unpromising, given the problems depicted in Figure 3:

The mismatch underlying the situation can be expressed in three equations:

1 in general, the TA's expectations of what happens in a university class-

room do not match those of the students;

2. in particular. the TA's imported standards, that is what he thinks he can

expect from the students. do not match the students’ capabilities;

3. in particuiar, the students’ standards, that is what they think they can

expect from the TA, do not match the TA's ~apabilities.

Thewe equations can be exemplified as follows.

Fiest, 1n the TA's home situation, college students probably do not interrupt
or ask questions during a lecture; in fact, to do so might Jead to loss of face, as
indications of lack of comprehension are a sign of weakness which is not
normally displaved. The Amencan student, on the other hand, is used to a
situation where requests for clarification, repetition, and so on are quite com-
mon and where questions by students are welcomed. When the international
TA first envounters this practice, the interruptions may be misinterpreted (as
disruptive, hostile, or disrespectful), while the students may not understand
tus tnability and apparent unwillingness to deal with their questions. This kind
of mismatch in expectations can lead to severe breakdowns in communication.

Second. a physies or an economics TA may be entirely unprepared for the
students’ Jow level of ability in mathematics. He makes assumptions about the
students’ prior knowledge based on what students can do in his own country
and. as a result, students cannot follow the lecture.

Finally, students come to expect a procedure in which a concept, while
receving o tormal definition (often dictated or written on the blackboard), is
turther dluminated with informal restatements and illustrations related to their
own culture and interests. When some or all these elements are lacking in
presentations by international TAs, the students express difficulty in following
and understanding the lesson.

Can the JKills peeded for adequate communication with the native speakers
of anather language be taught? One answer is given by Gumperz, Jupp. and
Roberts (1979) 1n an introductory pamphlet that accompanies the BBC film
“Crasstalk, ™ which deals with sssues of cross-cultural communication:

A bustc prinaple s that individuals cannot be taught to communicate effectively acnns

cultitres, 1t 1~ ~omething that they must learn tor themaetves. There s no single method
w hic b peuple can square and ne set ot rules which they can amply putinto practue . .
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bevause the way language 5 used has to tahe &oount of so many vanables Every prece
uf genad communk ation depemds on the response and feedback whach parhapants e pect
from each other and every user of the language has to develop his own strategic» for

interpreting and responding apprupnately

From this, it is a short and obvious step to the principle (which is pursued
here) that an ESP course must be built around a central core of activity in which
the second language leamner actually performs the tasks associated with his
specific purpuse, either in a real or a simulated context. In this case, the trainee
must teach. The implications of this idea are pursued below.

This is not to suggest, of course, that the TA trainee’s expectations and
capabilities will not receive attention. In the former, information about the target

“culture as a whole and, specifically, the system of education must be forthcom-

ing. In the latter. discussion of practice in planning, evaluation, materials prep-
aration, and so on must be provided.

ESP: English for Specific Purposes

It was claimed earlier that an international TA training course is a case of
an ESP program, and some of the features of such a program were mentioned.
This section deals with the issue of planning and executing such a course. These
steps involve a geaeral consideration of needs analysis and program develop-
ment (although examples will be drawn from TA training).

Mackay and Bosquet (1981) suggest three broad stages: (1) the pre-program
development stage, (2) the program development stage, and (3) the stage of
program maintenance—a quality control stage. The pre-program development
stage is characterized as a period of consultation and decision making. Typically,
a problem is isolated and a commitment is made to take action to remedy the
situation. The outcome is an expression of that commitment in the form of a
rationale and the disssemination of that rationale to all the parties concerned.
The details of this phase will generally be the same in any university situation:
the increasing number of international TAs together with pressure from com-
plaming students and concerned faculty will cause deliberations to begin over
what action to take.

The program development stage is broken down into a number of phases.
The first is an information-gathering phase, when interviews are conducted,
questionnaires distributed, and classes are visited. This process provides the
necessary information for the second phase: the specification of goals. Once
realistic objectives have been set, the production phase can be initiated. This
procedure involves the selection of language items, pedagogic activities, and
other materials that will form the syllabus. Once assembled, these are broken
down into teaching units, and appropriate classroom procedures to implement
them are established.

These steps lead to a teacher training phase, which in this case was espe-
cally interesting as it largely consisted of establishing a dualogue between
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experienced ESE teachers who needed to know something about educational
theorv and practue i general and college-level pedagogy in particular, and
evperienced educators who were interested in knowing about the language and
communication problems anticipated in the trainees. it should be stressed,
perhaps. that the program designed in the process was never envisaged as the
simultancous implementation of two separate courses: an advanced ESL class
and a teacher training course. On the contrary. the course design was intended
toantegrate the twao foci as fully as posaible.

One of the consequences of s decision can be seen in the production
phase. The use of conventional ESL materials and textbooks was precluded by
the devision to integrate the course as fully as possible. Thus it was necessary
to find as many relevant samples of language in use as possible and to devise
worksheets and sther materials to accompany them. Much of the input material
tor the course theretore consisted of videotapes and films of teaching, counsel-
ing. and other aspects of the trainees’ target activity. Where gaps in the available
matenals were identified, live demonstrations by the trainers were planned.

the tinal phase ot the program development stage is the tral phase. Mackay
and Bosquet (1981) recommend that materials be taught under suck conditions
that their eftectiv eness can be determined and changes made. While this process
was attempted as an on-going activity during the course, the nature of our
program (an intensive one-month assault) made this sort of evaluation very
ditticult toimplement. instead. the matenals and activities are assessed in detail
by all concerned at the end of the course and modifications are carried out
before the following session begins. For this reason, the trial phase in this
program comaded with stage three—the quality control stage-—and cannot be
considened 4 separate exervise.

In the same wav, to return to the intormation-gathering phase, it is difficult
to ncorporate the tramees’ own desires and perceived needs except in an ad
buoc wav. The tramees enter the country as hittle as 24 hours before the course
begins: newds are theretore assessed on the basis of information gleaned from
international TAs already here. Thus, where Mackay and Bosquet distinguish
between tour kinds of needs (future hypothetical neede, teacher-created needs,
stadent desires, and real, current needs), a course such as ours must estimate
what the real current needs will be and supplement them wherever possible
with the students’ (i.c.. the foreign TAs') desires.

The work ot Mackav and Bosquet draw < on that of Munbv (1978), whose
Communiative Needs Pricessor is the most ambitious and  detailed needs
dssessment instrument available. It 1s presented here, not as a model to be
tollowed. but to underline some ot the points made in the introduction as to
what pusaible companents should at least be considered in a needs analysis.

Munby « Communicative Needs 'rocessor has nine parameters, cach of
which rarses questions to be answered in determining the objectives of a training
program.
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t The particapant what relevant information can be gained about the
tramnee? In this case, what s his mother tongue, country of origin, field of
study, et ?

2. Purposive domain: what content will be taught and what kind of teaching
(lecture, lab, etc.) and other activities (e.g.. counseling) are involved?

3. Setting: will teaching occur in a classroom, a lab, an amphitheater, an
utfice, o the campus in general?

4. Interaction: what are the students like and how will they expect to interact
with the TA?

5 Instrumentality: What medium is used (spoken or written) and in what
mode and channel (lecture or discussive or interactive mode; face-to-face
channel)?

6. Dialect: what are the characteristics of standard American academic
dialect?

7. Target level: how clear, fluent, and error-free must the trainees’ speech
be?

¥ Communcative event: can the functions involved be specified and matched
witf¥ the subject matter?

9. Communicative keyv: how formal or informéi, serious or frivolous, etc.,
should the trainee be?

This 15 not the place for a detailed consideration of these parameters. Clearly,
thev constitute a formidable battery for establishing objectives. They are raised
here as issues to be addressed in designing a training program for foreign TAs.

In the next section, we turn to the issue of classroom activities and, in
particular. to the setting up of a cycle of events which will attack the problem
of training someone to communicate more effectively across cultures. Again,
the puint is repeated that this is not a question of selecting suitable materials or
a textbouk; 1t is a question of establishing and following certain procedures.
Such procedures can lead to successful communication.

Three Steps to Successful Communication

The three steps to successful communication proposed by Gumperz (e,
in Gumperz. Jupp. and Roberts, 1979) are perception, acceptance, and repair.
All three are necessary conditions to successful communication and none is
ufficient by itself While all are by no means easy, different TAs have problems
with ditterent steps, as the work of Landa and Perry (this volume) at Minnesota
has shown. Certain trainees—- fortunately, they scem to be a small minority—
never achieve the first step. In other words, they never see that there is not
complete understanding on both sides. Gumperz's model would predict that
such tramees will not make noticeable improvements in their teaching and will
take the tirst opportunity to leave teaching (becoming, research assistants or the
hkey having had an uncomfortable expenence in the classroum.
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Others achieve the fisst step, but do not acvept any responsibility for
communication breahdown, blaming the students for lack of attention, lack of
intelligence, or nsuthaent backhground knowledge of the subject. Again, the
muodel predicts an uncomfortable, relatively unsuccessful, and often short-lived
career for such TA trainees.

Most tramnees aclieve the first two steps, however. The most successful,
we predict. are those who can take the third step and modify the'r behavior
according to feedback and advice from trainers and students. However, such
responses to the trainee are of little value unless he or she is open to advice
because the first two steps have been achieved. We now examine these three
steps in more detail.

Perception
This stage involves a statement trom the trainee to the eftect that:

Poao see that the communwation invalving me and this group of students has not been
entirely suciesstul

Repetitions of this expenience then lead to a general perception:

Mi attempts to communiate with Amencan students iy the classtoom are not alwavs
Sus s fuf

Fhas step can be achieved in various ways, which arise from the central com-
penent of the USC course. a sequence of teaching assignments in which trainees
recetve immedhate teedback from the audience (American undergraduates) and
delaved teedback by reviewing a videotape of their teaching with an instrictor.
The tirst possibility 15 that the trainee realizes from the behavior of the students
1n class dunng a teathing assignment that communication is breaking down.
This 15 most likelv to happen if the students are participating to a noticeable
degrev. The second possibility arises during the feedback session immediately
tollowing the teaching assignment; it involves the students explaining what
thev did not understand and the trainee perceiving that the communication
was, to some degree, unsuccessful. The third possibility comes in reviewing
the videotape as the tramer draws the trainee’s attention to points in the tape
where communication broke down and the trainee recognizes that that was, in
tact, the case. .

We would predict that. initially, the latter two possibilities are more likely
than the irst However, tor a trainee who achieves the perception step early in
the course by the first method. we would predict a rapid advancement in
communcation and pedagogic skills and a good chance of success as a TA. The
~ond and third in combination are often a powerful means of effecting the
prreeption step. that s, the tramee is dubious about the students’ claims not to
have undentood but can later be shown evidonce in the videotape of exactly
how and why the breakdown took place. The combination of ail three types of
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realization, though extremely rare because of some trainees’ unwillingness to
allow students to particpate in the class, is clearly the most effective break-
through.

Acceptance

This process involves a statement from a trainee to the effect that:

A breakdown in communication has occurred between the students and myself. | accept
that tact and | turther accept that a deficiency or deficiencies in my communicetion skills
brought about the breakdown.

Repetitions of the experiences of Perception and Acceptance in individual instances
leads to a general Acceptance to the effect that

Uniess | improve my communication skills, communcation breakdown will continue to

occur in mv classes.

The second step thus makes way for the third. However, the implications of
acceptance will not have escaped the reader. Itis not easy for a mature individual
who has considerable knowledge and expertise in his field and who may have
been a respected teacher in his own country to acknowledge such a gap in his
professional capabilities. This step suggests confrontation, conflict, and loss of
face. One clearlv does not want to urge TA trainees to such lengths unless they
are necessary: but necessar - i what we consider them to be.

It is not sufficient simply to inform international TAs that American stu-
dents and American universities are different from those they encountered in
their own country. They must find out for themselves; perhaps the biggest
strength of the kind of course advocated here is that the confrontation necessary
to effect the acceptance step is allowed to happen in the course, where it can
be carefully monitored and contained, rather than in the real world. For in the
real world, as we know, such confrontations can lead to complaints, poor
evaluations, feelings of resentment and even, occasionally, to entire classes
arriving in the department office to complain. The acceptance step is often a
shock and manv international TAs resist it for a considerable period of time.
Yot as mentioned above, we predict much greater success for those who make
it. and espeaally for those who make it early.

Repair

The repar step essentially involves five elements. In the first, the TA asks
tor and is supplied with relevant information about the background, nature,
expectations, and skill levels of American students as well as information about
the high whool and college educational system. Activities range from talks,
lectures and discussions, simulations, films, exhibits (from high school year-
books to student newspapers), to visits and contact with American students.
Second, the TA asks for and is supplied with relevant information about the
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cultural background ot the situation he will have to deal with- the general culture
ot the area in thiscase. T os Angeles and Southern California) and the subculture
of the university: the toothall team, traternity houses, and so on. Third, remedial
language work is given, either on a group or an individual basis as needed in
the appropriate arva. These are several possible areas on which to focus, depending
on the TAs” difticulties.

Pronunciation is a problem with hugh visibility—TAs often regard it as their
highest prionty in terms of language remediation. Students frequently cite it as
the biggest obstacle to understanding. With TAs from certain countries (India
15 perhaps the best example), pronunciation problems mar what is otherwise
highiv proficient speech.

Stress and intonation can cause problems at the level of the word but more
difficult to repair are sentence intonation contours borrowed from the mother
tongue and used for the same purpuses as in the mother tongue. (See the
chapter by Zukowski Faust, this volume, for further.discussion of this puint.)
The work of Montgomery (1976) at the University of Birmingham has shown
how important intonation s in dividing up the different subsections of a lecture.
In general, intonation is important in English for indicating the relationship of
o item of discourse to another.

Vocabulary and word chowe are involved because breakdown in commu-
Mication 1s often not a sudden and abrupt phenomenon where a teacher pro-
duces a sentence and the students sav: “We don't understand.” It is often a
gradual process, where slips in pronunciation combined with inappropriate
lesweal choice over a streteh of discourse lead to the students finally giving up,
but being unable to pipoint the precise problem. (It is like a slipping vertical
hald on the television: of it slips once every five minutes, we can tolerate it;
every two munutes becomes uncomfortable and every 20 or 30 seconds is intod-
crable and we get out of our chair to adjust the set.) For example, a TA trainee
began a lecture on the AC motor by remarking that “It s very stout,” meaning
sturdy or reluble. No one thought this worth challenging at the time, but it
turned out to be the first of a series of small misunderstandings, whose cumu-
lative ettect was to destrov the whole presentation.

Sentence structure s important because, while the course can focus on
sentence-level representations of functions, such as defining or exemplifving,
it obviousiy cannot teach the entire grammar of English. However, the appear-
ame ot tractured relative dauses or misused pronouns may be repaired by
mdividual or group remediation.

Drscourse structure 1s also involved. In a situation where TAs are asked to
prepare a detailed lesson plan, it s often easy to point out when and how the
Language tals to properly represent what has been planned.

Paralinguistic teatures such as eve contact, gestures, and so on are brought
up much more by students in the traiming program than are syntactic or dis-
coursal errors (which have to be caught in videotape reviews with instructors).
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Students often have strong feelings about teachers who avoid eye contact or
make inappropnate gestures

Fourth, remedial pedogogy involves repaimng various aspects of the train-
ee’s teaching stvle. These can range from the selection of examples (aspects of
content), and handling questions and interruptions (aspects of classroom man-
agement) to structuring a presentation (aspects of the effective transmission of
information). An example of the latter was seen whena TA discussed a machine
by spending several minutes silently drawing the whole thing on the black-
board. He then attempted to explain how it worked. The students’ preference
was clearly for a svnthetic approach, with each part of the machine being
presented., tirst in isolation and then in relation to the whole.

Finally, remedial language work and pedagogy come together in an inter-
esting way when language deficiencies which can realistically only be remedied
" in the long run (if ever) can be compensated for by certain pedagogic strategies.

Two examples can be offered, both related to the  of the blackboard, specif-
ically its organization.

The normal blackboard procedure is to start somewhere, usually the top
lett hand corner, and work across the board. When it is crowded or full, erasing
makes turther writing possible. The blackboard is of tremendous importance to
international TAs. We therefore recommend to them that at the beginning of
each dass they draw two vertical lines, dividing off about one quarter of the
space at the two ends. The left-hand space is used to layout the lesson plan:
The TA lists the puints to be covered, thus compensating in advance for defi-
cienaes 1n the discourse structure which render the organization of the lesson
fess than transparent. The right hand section is used for writing technical terms
to be used. As vach term is used for the first time, it is written on the board. It
then remains there for the rest of the class so that the TA can gesture to it
whenever the word is used. This strategy compensates for any deficiency in
pronunciation which makes unknown or unfamiliar words hard to interpret.
The midudle section of the blackboard is used for diagrams and other work which
can be erased; the two end sections are never erased during the class.

Repair takes place in two ways. The first is spontaneous and arises during
and immediately after a teaching assignment. When the TA is giving even a
short ten-minute presentation to a group of American students, the feedback
(ranging from puzzled frowns to questions, requests for repetition to cries of
frustration) can cause the TA to modify his behavior then and there. In the
dructured teedback session immediately following the practice teaching ses-
won. this spontancous feedback is more clearly articulated and detailed.

The second source of repair involves the trainer. On the individual level,
the instructor reviews the videotapes with trainee privately and pulls together
the vanous aspects of the spontancous feedback, providing additional com-
ments [0 this situation, the trainee is usually moere comfortable about respond-

g and considenng what kind of repair is needed. On a group level, the trainer
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reviews the feedback being given to the group as a whole and devises activities
which will benefit most, if not all, the TAs.

The Course Model

The course model (presented in Figure 4 is divided into three phases:
activities which take place before, during, and after the course. These distinc-
tions are not absolute in that certain pre-course activities may leak into the
beginning of the course (establishing the background of the participants, for.
example) and certain course activities continue after it has finished and the
trainee has entered the real world (aspects of feedback and associated repair,
for instance). Finally, the post-course activities run into pre-course activities for
the next course and the procedure becomes a cycle.

Pre-course Activities

The pre-course profile is drawn from what was said above about ESP course
design. The onginal motivation for the establishment of such a course came
trom an outbreak of letters of complaint in the student newspaper. To this can
be added interviews with students and a sampling of comments from student
evaluations, where these are available. While useful in throwing light on the
situation in general (and certainly sampling the emotions involved), these find-
Ings can be disappointing in that students are often not able to specify problems
bevond poor pronunciation or a general inability to speak the language: “X just
can’t speak English,” “I can’t understand a word Y says,” and so on.

A second area of activity involves visiting classes taught by international
TAs currently involved in instrfction. Such observations not only g.ovide the
investigator with ideas about what problems are involved but can also lead to
frustfulinterviews with both the TA and the students in the class. In particular,
much more detailed information can be garnered from the students because
they and the investigator have a common point of reference, namely the class
thev have both just experienced. Interviews with the TA are particularly helpful
in establishing the kinds of cultural and educational information they would
have hiked to have had before beginning their teaching in an Ainerican univer-
sity.

These activities can take place some time before the course is given. A third
pre-course step is to examine the participants in terms of their linguistic, edu-
¢atwmal, and cultural background. To be at all complete, this analysis obviously
requires a degree of knowledge that even a team of investigators could not have
access to. Linguists know a g--od deal about those differences between English
and other languages which tend to interfere in performance. However, this
knowledge v usually phonological (speakers of Farsi confuse v/ and /w/ in
Enghsh, for example) or svntactic (speakers of Japanese omit articles, for instance)
rather than semantic or discoursal. Further, one would not wish to suggest that
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Figure 4. A mdel for a tratrung course for international teaching assistants
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a successtul international TA training course depends on the course planners
and trainers being steeped in knowledge about educational theory and practice
in other countnes.

In general, the knowledge of the trainee’s home educational svstem together
with its culturally determined features will be acquired a posterioni. The more
one trains international TAs from various countries, the more one can predict
these areas of interterence. The experienced trainer will scan the list of countries
represented in a particular group of trainees and know what kinds of linguistic, -
cultural, and educational problems will have to be dealt with. However, we
should not depend entirely on this knowledge; it is very casy for stereotypes
to be established. Some element of a priori analysis can be achieved by asking
trainees to nominate aspects of their home educational and cultural experiences
which are most different from the host system. This may be accompanied in
the first davs of the course by the presentation of relevant aspects of that system.
However. this procedure calls tor considerable self-knowledge and awareness
on the part of the trainee, which may not be available. It may be much later in
the vourse betore he is ready to make the necessary comparisons.

The tourth pre-course activity involves finding out exactly what it is that
[As doan different departments. Survey questionnaires, class visits, interviews
with department chairpersons and experienced American TAs are all helpful in
tinding out precisely what is involved. While there is clearly a general element
i the traiming course. the specific skills needed to run a lab course, handle
discussion groups, or give supplementary lectures are wqually important.

Course Activities

The course mode! 1 based directly on these pre-course activities. Three
arcas have been defined and fleshed out: the identification and diagnosis of
problems, the necessary cultural and educational information and awareness,
and the vcommunication profile. The first of these is the least well-defined and
will be constantly reassessed duiing the course, because the problems of indi-
vidual TAs cannot be accurately predicted from their background, teaching
depends so much on individual personality and the way in which that person-
alitv interacts with a new environment.

The nature of the second component, on the other hand. remains much
maone constant. The ilms, materials, and activities which convey this informa-
tion and raise awareness do not require drastic modification from one course
te the next or one TA to the next. Similarly, the communication profile does
not change danng the course although, as the model shows, it may be amended
on the basis of what is discovered daring follow-up activities between courses.
The communication protile Iists two sets of items: the tasks required of the TA
and the language and communication skills needed to fulfill them. Two course

45




SHAW AND GARATE 39

components are constructed from these data: the planning and materials prep-
aration projects and *he pre-teaching cycle. )

To take an illustrative example of the latter, the trainees are given a teaching
assignmentbasedmomofthehnguagefumﬁonsidenﬁﬁedmmepm-coum
research: define a significant (but not complex) concept or term from your field.
The pre-teaching cycle offers a demonstration of such a piece of teaching, either
on videotape or by a trainer. The linguistic and pedagogic realizations are
analyzed and rehearsed. Trainees then select their own concept and prepare
their mini-kesson. This then leads into the feedback and repair cycle discussed
above.

These classroom activities are supported by five projects, which also involve
trainees making contact with their department and inspecting materials such
as course syllabi, textbooks, and examinations. For the first project, the TA
obtains the course outline, syllabus, and textbook provided by the professor
and/or department of the course he will teach. The TA completes a calendar for
the semester including the first meeting for the course, the assignments, holi-
days that could conflict with assignments, and the TA's personal class schedule.
The TA writes behavioral objectives for each unit in the course. The second
project involves a unit plan. The TA outlines each class period within a given
unit. Behavioral objectives are clarified at this point. This s followed by a testing
project in which the TA writes test items for a given unit. Lecture and class
discussion provide the TA with an overview of testing/evaluation theory, sam-
ple tests, and appropriate testing devices. The fourth project involves lesson
planning. The TA writes a lesson plan for three consecutive classes. Attention
is paid to time constraints, sequencing, teacher/student activities, classroom
organization, and variation of teaching stvle. The final project calls for the
planning and production of a visual aid for use in one of the planned lessons
or in a teaching assignment.

Post-course Activities

Finallv, the model calls for the trainees to be followed into the real world
of university teaching. Debriefing should take place at several points: immedi-
ately after the course, after one semester, after one year. At each point, the
trainees’ perceptions of what they wanted from the course and what was most
valuable change perceptibly, although the teaching-feedback cycle is -always
regarded as the most significant and valuable part of the course. Observation:
of trainees in action is useful, not only for the trainees, who are given further
support and help in their teaching, but also for the trainer, who is constantly
reevaluating and redesigning the course.

This model 15 only one of a number of viable approaches to the training of
international teaching assistants in American universities. It has proved a fruit-
ful and stimulating basis for training activities. In the long run, one of the most

46



40 FOREIGN TEACHING ASSISTANTS

useful features is the capacity to incorporate change both during the course and
between one course and the next, as our knowledge of the nature of the problem
and of possible solutions increases.

Endnotes

L Pmdthuchap&ermmhdatﬂnAnnmlCATESOLShteCm&mmem
San Diego (Cheney-Rice, Garate, and Shaw 1980a), and the Annual NAFSA Conference in St.
Louts (Cheney-Rice, Garate, and Shaw 1960b).

2. Of course, unsucvessful communication is seldom entirely one-sided. For a discussion
of the students’ role in the foreign TA problem, see Bailey's paper, “A Typulogy of Teaching

Asmstants” (thus vodume).

47



Part I
The Programs

48




A Survey of Training Programs. for Foreign "léaching

Assistants in American Universities

NinA J. TuriTZ

n the fall of 1982, fitteen universities were surveyed which now have, or

have had, programs designed to upgrade the language. cultural sophisti-
e cation, and teaching skills of foreign TAs. The purpose of the survey was to
find out how the programs were set up, what their objectives were, and how
they had been received, 1n order that institutions considering the establishment
of such programs might benefit from this knowledge. In this chapter, the
findings of the survey are summarized.

Institutional Responses

The fifteen institutions listed in Appendix A were identified from a mailing
list of people interested in non-native speaking teaching assistants.’ In all,
questionnaires were sent to approximately forty institutions. Twenty-five insti-
tutions (63 percent) returned the questionnaire; of these seven had no program
and antiapated none in the future, and four had no program but anticipated
the need for one. The names and addresses of the contact persons who responded
to the questionnaire are given in Appendix A.

The foreign TA training programs at ihe remaining fifteen institutions can
be divided into two basic types: the seminar-type and the orientation type. The
seminar-tvpe program meets throughout the term for a given number of hours
per wevk; the orientation-type meets for a short period of time prior to the
beginming of the toreign TA's first term.

Twelve responding institutions offer seminar-type training programs. Two
of these, however, have been discontinued: that of the University of California
at Berkeley. because of insufficient enroliment and lack of support from the
departments involved, and that of the University of Houston, because of lack
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of tunding  All of the programs run tfor one term. -a semester or a quarter—
with the exception of the Oregon State program, which runs for one vear.

Unlv three institutions responding to the survey offer orientation-tvpe
programs. These vary in length from one and a half weeks to three weeks and
ofter trom nine to ninety instructional hours. (See Table L) 2.1l of the training
programs of buth tvpes are relatively new. The oldest is that at the University
ut Calitornia at Berkelev (since discontinued), established in 1976, while the
newest among the responding schools are those at Stanford University and
Northeastern University, buth established in 1982,

Table 1. Orentation programs. Length and total instructional howurs

Pregram

Comell
Northeastern
Tevas {ech

Total hours ~*
Length of program instruction
Two weeks .
tight dave (nuPreported)
Three weeks €N

Durection, Statfing. and Funding

There is considerable vanation in the direction and staffing of the foreign
T'A trainuing programs. Seven are directed and staffed by the university's English

as a Foreign Language (EFL) program alone; five by the

EFL program in con-

unction with another part of the university; and two by offices of instructional
development. (Sev Table 2.)

Table 2 Durection and stathng

Program

Anzong State

L ¢ Berheley

LC Davis

O Los Angeles
Houston

flinogs gt
Champaen U rhana
Indana

Minnewota

Wi

Olregor State
{"ennsy s ama State
Stantoerd

Coanedl®
Northeastern®
Tenas Ten b

B LT L, TRT O R R P T e I

Source of staffirg

Enghich Skalls Mrogram and Communications Department under the
susproes of the Program for Faculty Development

ESL Department

Fraching Resources Conter

S Department

Sl Department

[rvision of 151

Engiish Language Improvement Program, Department of Linguistics
ESL Program (Lingustics Department)

Ohio Program ot Intensive Englich

Instructional Development Center

Center tor £.9]

Eogiivh tor Foreggn Students and Center tar [ea hing and Lewrming
Intensive English Program

t ngish L anguage Center and Ottice of Leaming Resounes

FSOL Program. Speva b and € ommunication Department. and Inter-
national Progroms
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In most of the nstitutions responding to the survey, the program is pro-
vided at no cost to the toregn graduate students enrolled, although in some
programs the toregn TAs are required to cover their living expenses prior to
the term (Northeastern University) or to buy matenials (Ohio University). Fund-
ing is provided in a vanety of wavs. Intwo cases, the EFL program alone covers
the costs of the program. In three others, the Office of Instructional Develop-
ment provides the funds. Other offices of the umiversity provide the funding
for five programs, and in two cases tunding 1s provided by a grant. (See Table
KRN

Table 3. Tupes of tundiny

Program Source of funding

Anzona State U miversity lrogram tor Faculty Development

LC Berhelev Speaal grant {sounce not invicated)

LC Davis Teactung Resrurces Center

LC Lo Angeles Otfue of Instnntional Development (special imstructonal improve-
ment tunds)

oo i~ource not indiated)

Hhnos at £ 50 Division with sume support from the Schood of Humanities, Liberal

Champager Urbana  Arty and Saences

Indana t nathinh Language Improvement Program

Minnesata Studenty’ departments, %', Academie Aftaires, W

1§, 1 Utio Program of Intensive English

Oregon State L ndergraduate and Graduate Studwes

Pennsvivania State Pronost, Diberal Arts, Graduate Schaol

“tantord Humanities and Scrences, Graduate Studses

Comell® t vvon Foundation

Northeastern® ['ronvst’s Oftice

Tewas Tech” Vice Presdent tor Academic Attaes

UM ntation e SroResins

Hours of Instruction, Credit, and Participation

In the seminar programs, the number of hours of instruction per week
vafies trom one to v, Approsimately half of the seminar-type programs offer
credit tor partiapation. None af the onentation-type programs do, however.
(See Tablke 4

Participation in the training programs 15 optional at the majority of insti-
tutions responding to the survey, although it is mandatory in three cases,
Partw ipation may be hmated to current TAs or to prospective TAs. or may
indude both, as shown in Table 5.

Obectives amd Materials

Program obpectives mav include hnguistic, cultural, and pedagogical goals,
as depicted in Table 6. The majority of the programs responding, to the survey
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Table 4. Credit and Hours of Instriction in Seminar-Type Programs

Program Credit Houre of instruction
Anzona State None 2 classroom hours plus 1
hour of individual
instruction as needed
UC Berkeley 2 unuts discontinued 3
UC Davis 2 unts 2
UC Los Angeles 4 quarter unts 4
Huouston (Drscontinued) 3 classroom hours plus
individual consultations
Hinoms at None 2
Champaign Urbana
Indana None k]
Minncwna None 3
Ohwo 2 unsts 4
Oregon State None 1-3
Pennsvivania State 3 umits 45
Stanford 2 units 2 classroom hours and
individual consultations
as needed
Table 5. Program participation
Frogram Pasticipante Optional Mandatory
Arnzona Yate Current TAs selected by their O
‘department chairmen or academs:
advisers
UC Berheley Current TAs O
UC Davin Priospective TAs Q)
UC Lo Angehes 1 Current TAs Q
‘2 Other graduate students
3 All others
Houston Cument TAs M
Hirwus at Current and prospechve TAs O (M for physics TAs)
Champaign Urbana
Indmna Prospective TAs with at least 550 TOEFL Q
scure
Mmnevota Current and prospective TAs O (some departments
may require it)
(o Current TAs who have completed other O
language traimung (with at least 78
M{ELP)
Oregon State Current TAs nominated by their O
departments
Pennwivanie Mate  Current TAs with less than 250 TSE M
Stantord C urrent and prospective TAs 0
Cornell® Current TAs (enrullment limited to 12) Q
Northeastern® All new international TAs who have not M
bern TAs in another program
Tevas Tech® Current TAs, prompective TAs if space s M

“Urwntatin hpe pregrans

avalable

02



Table 6. Program obectives

Program Language Culture Pedagogy
Anzona State Yes Yes Yes

UC Berkeley Not specifically Some Yes

UC Davis Minimal Yes Yes

UC Los Angeles Yew Some Some
Houston Yes Yes Yes
[thnors at Yeu ‘ No Yes
Champagn Urbuna

frdiana Yes {Needs met by departments)
Minnesata Yes Yes Yeu
Ohiv Yes Yes Yes
Oregon State No Yes Yen
Pennsylvanua State Yes Yes Mirnimal
Stanford Yes . Yes Yes
Comell® Yes Yeu Yes
Northeastern® Yes Yes Yes
Texas Tech® Yes Yes ‘ Yes

“Ulptrntateon Sy pw programs

cover all three elements, including the orientation programs, which appear to
be not long enough to make a real difference in the participants’ English pro-
ficiency. (See the chapter by Gaskill and Brinton in this volume for further
discussion of this point.)

In most of the programs, practice lessons taught by the participants are
videotaped for review by the TAs. The University of Houston program requires
its TAs to tape, transcribe, and analyze an actual class session; Northeasterr:
University shows its participants videotapes of American teachers in cliss.
About half of the programs use a text or manual. The others either use teacher-
made matenals or did not specify in the survey what materials were used. (See
Table 7))

Responses to the Training Programs

Most responding institutions report a favorable reception to the training
programs by the foreign TAs who partidipate. (See Table 8.) Departmental
reaction is generally good also, but there is little information on whether the
undergraduates, whose complaints provided the motivation to institute the
programs, are satisfied. Only the questionnaire from Oregon State University
reported a response (“excellent”’) on the part of undergraduate students.

Since undergraduate input could be invaluable in developing and improv-
ing the training programs, and positive evaluations from undergraduate stu-
dents coulid be indicative of a program’s success, it 1s important for those of us
who are involved in these programs to solicit students’ input.’ One program
which does this is that at Oregon State University. According to Dean Osterman,
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Table 7. Materials and actitities used in TA training programs

Program Materials and octivities

Anzona State Levine and Adelman, Beyond Language; teacher-made materials

UC Berkeley No materials specified

UC Davis PmdeMmWns ,

UC Los Angeles Videotaping: role plays; , Prbiic Speaking

Houston Videotaping; role plays; essays; discussions

Minass at Videotaping: discussions; role plays; Rodman, Puldic Speakmg
Champagn Urbana :

Minpesata Videotaping: vanous ESL materials in individual tutorials .
Ohio Videotaping: Morley, Improving Spoken English, Vol. 1; TAs' class texts

Oregun State Microteaching, cognitive maps, feedback, lectures
Pennsylvana Stste  V
Stanford Videotaping: Kefler and Warner, Gambits 2:Links; Fisher, Teaching ot

Stanford

Comell" - Videotaping .

Northeastern® Videotaping; Althen, Manua! for Foreign TAs; Keller and Wamer, Gem-
hets

Tevas Tech® Matenals vary

" hentaten-type programs

Table 8. Response to the training program

Program Participants Departnenits
Aruona State Very good Good

UC Berkelev Good Mixed

UC Deavis Great Mixed

LC Los Angelen (Not specified) {Not specified)
Houston {Not specified) (Not specified)
Hlinais at Favorable Favorable
Champaign Urhana

Indna Mixed Good
Minnesata Excellent Favorable
Obuo Excellent Excellent
Oregon State Excellent Excellent
Pennsylvana State Favorable Neutral
Stantord Enthusiastic Enthusiastic
Cornell® Extremelv good So-s0
Nurtheastern® Very favorable {Nut specified)
Fexas Tech® Generally good Enthusiastic

“Urentatumn B pe programs

Director of Instructional and Faculty Development, undergraduates at OSU
have the opportunity to influence how their classes are taught via “‘small group
mstructional diagnosis.” Midwayv through the terme, Osterman visits selected
classes and solicits reactions as to what the students like about the class as it
has been taught so far and what they would like changed. The class as a whole
must agree (by vote) on the final list of changes. Then Osterman meets privately

o4
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with the TA to discuss his findings and to suggest what the TA might do to
improve.

Osterman repurts that TAs (both toreign and American) tend to be rated
higher 1n these sessions if they have been through the Instructional Develop-
ment Center's training program. OSU undergraduates also fill out a standard
wnitten evaluation of their TAs at the end of the term. According to Osterman,
there are again “significant differcnces,” with TAs who participated in the

training program being rated more favorably than those who did not.
' The value in small group instructional diagnosis lies in its positive approach.
It eliats concrete suggestions for positive action during the semester, when
changes can still be effected. The Oregon State model might be a good one for
other universities to follow:.

Conclusions

The findings of this admittedly limited survey seem to indicate that existing
foregn ' TA traming programs are generally well received by both participants
and departments. However, cooperation and proper funding are essential if
such training programs are to succeed.

First, the vanous departments, institutes, and offices of the university need
to work together to set up the program and ensure that those who need it
enroll. These oftices include the graduate departments employing foreign TAs,
the admupistration, the EFL program. and other members of the university
communty. such as the instructional development office.

Second, 1t must be recognized that it 1s in the interest of the university as
4 whole to support programs whose goal it is to raise the standards of under-
graduate instruction. It the EFL program is expected to absoib the entire cost
of the traiiny program, asin the case of the Univensity of Houston, the program
mav be doomed to tailure.

It 1s stil} too earlv to evaluate the actual effectiveness of foreign TA training
and onentation programs, but obective evaluations of such programs are needed.
They will enable us to improve the programs and their usefulness to the depart-
ments and the admunstration, and thev will provide institutions considering
such programs with evidence of their value. Possible bases for such evaluations
mught indude student evaluations of foreign TAs, statistics on courses and
sections deopped by undergraduates, measures of student achievement,* par-
tapant and department evatuations, and follow-up evaluations later in the
toreign TAS tenure. (The paper by Landa and Perry in this volume provides
an example of one such long-term tollow-up evaluation )

Endnotes

I This Chaptet s based an the author « presentation at the Regional NAFSA Region VI
Conterere held in Laston Marvland. in December 19982
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2 This computenszed mailing st 1+ maintained tv Kathieen M. Basdev. co-editor of this
solume Inguines should b wnt o her at the Monterey Institute of International Studies.

VoIn seveanh conducted of LCLA (Hinotutis and Baddev 1981), freshmen rated randomiy
ordered vidextapes of putential toreign teaching assistants filmed before and after they had
completed a torty-hour seminar-tvpe course in oral communscation. The undergraduate raters,
like a sampie ot ESL teachers and TA trainers in an eartier studv (Hinofotis, Badey and Stern,
19N percened datistically sigruficant improvement in the foreign TAs” oral communication
Shalls in the post-treatment videotapes  These findings suggest that perfeptible improvement
ts possable 1n a relativelv short period of time, but the authors note that since no control
was availsble, the improvement canmot be attnbuted unambiguousty to the foreign TA traming
pRRram

In 4 studv conducted at the University of Minnesota, Keve also measured changes in the
evaluatums of foreign teaching assistants by Amerran students, following a fortv-hour. ten-
weeh training course She conduded that “training did affect improvement i language
shills, teaching eftectiveness, and cross-cultural awareness 1n U.S. classroom setting”
R L

4+ Sev lacobw and Fnedman (torthcomung) for a companson of student achievement in
classes taught by toreign TAS and native English spralung TAs at Indiana University.

Appendix A. Contact people at the responding institutions

IR typ prreTS

Willam Acton. Avaistant Professor. Dept. of Bnglish. Cniversity of Houston, Houston, TX -
T (TIY T4Y- W

Ruchard R Bier. Couvrdinator, English Language Improvement Program, Dept. of Linguistics,
Indrana Universats  Bloomuington. IN 47405, (812) 335-0033.

H Douglas Brown, Dyrector, Divivson of Englich as a Second Language, Universaty of [llinois,
707 South Mathews, Urbana, 1L 61801

handra Colombo Acting Director, Umversity Program for Faculty Development, A-139 Ritter,
Anzona Mate University. Tempe, ~Z 85287, (612) Y6567

Manon R Franck, Lecturer. Rhetone Dept.. University of Calitornia, Davis. CA 95616,

fohn Hinds. Direvtor, Center fur ESL. 308 Sparks Buiking. Pennsvivama State University,
University Park, ['A 16802, (813 865-7365

Mark Landa, Dheector. English Program for International Students, 152 Klaeber Court, 1230
Ioth Avenue SE. Minneapohs, Minnesota 55455,

Larmv L Liwher. Dinetor. Ottice of Instructonal Development. 70 Powell Library. Unversity
of Calitorma Los Angeles, CA 90024, (213) 825-5234

Beverles MoChesnev. Danector. faghish tor Foregn Students, Building 100, Stanford Univer-
sty Stantord, CA S5, (15) 397- 3038

fune Mckan, BSL Coordinator, T-2241. University of Califormia, Berkeley. CA M4720; (415) 642-
WS

Dean N Osterman Dhredtor, Instructional and Faculty Development, nstruchonal Develop-
ment L enter. Oregon State University. Corvallie, Oregon 97331, (303 734-4335

Adclade Hes de Farsons, Director, Ohio Proggeam of Intensive Enghvh, 201 Gordy Hall. Ohio
Lanversty . Athens, OH 43701, (014 34568

W gt tupe crogeants

Eob | Beukenkomp Dhinctor [ntensne Baghsh Program. Morntl Hall Comnelt Universty,
ihaca Ny 1483

Paul C Frueger Assistant Dean Director English Language Center 200 Bostun YMCA, 360
Hantington Avenue Bostan, MA 02115 (ah7) 4372455

Rossivn Smith Dinstar FSOL Program. Dept of Classical and Romance Languages, Tesas
Tt Unneraty [ abback, TN "v0v-4ady
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A One-dav Workshop in Oral Communication Skills!

KATHLEEN M. BAILFY
FrRANCES B. HINOFOTIS

his chapter describes 4 one-day workshop in oral communication skills -

that was offered for international visiting scholars at the University of
asmm California at Los Angeles (UCLA). However, the activities outlined here
could be used in a bricf orientation-type training program (Turitz, this volume)
for toredgn teaching assistants where departments do not have financial support
tor longer seminar-tvpe programs.

The workshop was offered on a trial basis by UCLA’s Office of Instructional
Development in conjunction with the FSL Section. It was based on activities
used in a ten-week course in advanced oral communication (Hinofotis and
Bailev 1975) that had been developed in part to help foreign TAs improve their
English language communication skills. The workshop activities and the par-
ticipants’ and leaders’ reactions to them are discussed in some detail here so
that they mav serve as a model for people interested in offering similar pro-
grams.

Participants

Workshop members volunteered to participate after learming about the
one-day program through their departments. The Office of Instructional Devel-
opment sent invitations to department chairpersons, who informed the visiting
sholars in ther departments. In other words, attendance at this particular
workshop was not required theugh some participants may have been strongty
encouraged to attend by their host departments.

The workshop was attended by twelve scholars from seven different
countnies  France, Japan, South Korea, the Netherlands, West Germany, the
U 85 R . and the Peuple’s Republic of China. Academic disciplines of the group
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members included Dutch literature. computer science, anesthesiology, radiol-
ogy. English hterature, geophysics, engineering, and immigration law. Thus
the participants represented a variety of interests and native language back-
grounds.

Workshop Goals and Activities

The oral communication workshop had three main purposes:

1. to acquaint the visiting scholars with the characteristics of effective oral
communication in English;

2. to give the scholars guided practice in making oral presentations before
an audience and in responding to questions following the presentations;
3. to provide the scholars with both videotape feedback and the workshop
leaders’ suggestions for improving their oral communication skills.

As these goals suggest, the workshop was intended primarily as a conscious-
ness-raising and information session, rather than as the only guidance the
participants would receive. (Obviously relatively little can be accomplished in
one day.) The activities described briefly below were planned in order to achieve
these goals.

The workshop was held in a comfortable room at the UCLA Faculty Center.
Such a facility is ideal for this type of program because it typically has informal
turniture for the small-group and dyad activities, as well as tables, chairs, a
blackboard. and a podium for more formal presentations, and because of the
the available food services. On the day of the workshop, coffee breaks and a
luncheon allowed time for the visiting scholars to interact informally. Because
many of them found casual conversation somewhat difficult, these relaxed
periods proved useful.

At the beginning of the day’s activities, each participant completed an
information sheet. (A copy of this form is given in Appendix A.) Among other
things. the scholars were asked to identify their own strengths and weaknesses
in English. Those areas most often cited as strong points included reading,
krammar, and technical or subject-specific vocabulary. Areas identified as need-
Ing improvement were pronunciation, conversational skills, and the ability to
understand spoken English.

Four of the participants (one third) expressed a desire to increase their
vixabulanies in the area of colloquial English. For this reason, an emphasis on
vovabulary and idioms was added to the dav's activities. Each time an idiom ot
an apparently new vocabulary item was used and discussed, one of the work-
shop leaders noted the term or phrase. The collection of terms was later typed
with defimtions and exampiles. This list was distributed to the participants when
thev came to view their videvtapes privateiy the next week.

After the information sheets had been completed the two facilitators intro-
duced each other and briefly outlined the day’s program. These introductory
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remarks served the dual function of putting the participants at ease and pro-
viding them with models for the next activity: introducing one another.

.For the peer introductions, each participant was paired with a partner from
a different discipline and language background. The scholars spent five to ten
minutes interviewing their partners, making brief notes as needed on index

. cards. Then each scholar stood before the group and introduced his partner.

This activity provided the participants with information about one another and
with an initial “public speaking’’ experience in which the focus of their t2lk was
not on their own ideas or experiences.

The introductions were followed by model presentations by the two work-
shop leaders. The same speech, which dealt with cultural differences, was given
twice—first poorly and then well. (For a discussion of this activity in a foreign
TA training program, see Gaskill and Brinton, this volume.) The group dis-
cussed the good and bad presentations with one facilitator listing “do‘s” and
“don't's’” on the blackboard as the participants identified the problems and
strengths of the two deliveries. Thus the scholars themselves, based on their
own expenence as audience members, generated a list of behaviors to practice

or avaid when speaking to an audience.

The next scheduled activity consisted of impromptu speeches. The plan

_was for each scholar to draw a topic (from a list prepared in advance) dealing

with cufture 1n academe. (See Appendix B for a list of such topics.) After one
minute of preparation, vach participant would speak for three minutes on the
topic he had selected. Then the workshop leaders and other participants would
ask questions and comment immediately after each impromptu speech. How-
ever, because twelve visiting scholars attended the program, which had been
planned for ten parhcipants, all the activities took longer than anticipated and
the three-minute impromptu speeches had to be cut from the program. In light
ot this problem, such a workshop should probably be limited to ten participants
or fewer.

Following a one-hour lunch break. the afternoon session was devoted to
extemporaneous speeciws. Each scholar took about ten minutes to prepare a
five-minute talk explaining a concept or technical term from his area of special-
ization. The two workshop leaders circulated and supplied vocabulary or gram-
mar help as needed. The scholars’ presentations were professionally videotaped
v that they could see themselves later. This arrangement also freed the two
wurkshop leaders from videotaping responsibilities to concentrate on evaluat-
ing the presentations.

As each scholar spoke, the two workshop leaders independently noted
prununciation problems, grammatical and lexical errors. distracting nonverbal
behaviors, and apparent strengths in the scholars’ oral English. These items
were noted on a checklist adapted trom one used in the ten-week oral com-
munication course. (See Appendix C for a copy of the checklist.) Both leaders’
wntten comments were given to the individual scholars when they viewed the
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videotape with one of the workshop leaders dunng the following week. After
each extemporaneous speech, the workshop leaders and the other. participants
ashed questions about the topic.

Evaluation of the Workshop

At the end of the day-long program, the visiting scholars were asked to
complete a brief evaluation form. The items and the results are summarized in
Table 1. Those items dealing with the impromptu speeches have been deleted
from the evaluation since that activity had to be cancelled because of lack of
time Each scholar had the opportunity to add to or change his ratings on the
evaluation form after viewing the videotape of his extemporaneous speech.

Table 1. Vistting scholars’ evaluation of the workshop m oral communication

Standard
Likert scale itern Mean Deviation
I The workshop was helptul to me. 442 51
2 The intruductions helped me get to know my colleagues 4.36 .81
¥ The demenstration specches of good and poor speaking manners
were usetul 127 90
4 The discusson of cultural aspects of oral communication was
usttul and snformative I s/
5 Caving mv extemporaneous speech was good prachioe for me 425 62
6 Ihe chechlist we used helped me identity my strengths and weak-
nevses in oral communication in English. 417 58
7 Listerung to myv culleagues’ speeches was usetul 1n helping me
see my own problems and strengths in oral communication. IS 72
N Answernng questions from an sudience o difficult for me. 273 119
Y Answenng gquestions from the group atter giving my extempora-
neous speech was goud practice for me 4.00 45
1 Being videotaped made me nervous. 217 n
11 Beng videotaped was 4 good expenrence. 383 94
12 It will probably be usetul to see myself on videotape. 4.40 .52
13 1 would recommend this oral communication workshop to other
viating schodars at UCLA 4064 50
14 The workshop leaders were helptul and well-organized +42 51

Saures were ammputed on a fiveepont sale 1 strongly disagree. 2 = disagree, 4 - agree,
5 strongly agree in - 1)

Some condlusions can be drawn from these data. The respondents were
largely a contident group, although their English proficiency varied consider-
ably In general, the videotaping did not seem to bother them, nor did they
weem toexpenience much anxiety in answenng questions. However, responding
to questions from the audience generated the widest range of responses (as
shown by the standard deviation for Item 8 in Table 1), indicating a variety of
reactions among the visiting scholars on this point. The overall ratings of the
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program were high. with the leaders and the workshopin general both receiving
a mean score of 4.42 on a five-point scale. The participants all agreed or strongly
agreed (4.64) with the statement, “I would recommend the oral communication
- workshop to other visiting scholars at UCLA.”

The specific activities that were judged useful were seeing oneself on
videotape (4.40). introductions of colleagues (4.36), watching the demonstration
speeches (4.27), use of the checklist (4.17), and answering questions from the
audience (4.00). Activities that were judged to be less useful included the
discussion of cultural aspects of oral communication (3.92) and listening to one
another's extemporaneous speeches (3.83). There was also a variety of responses
to the statement, “Being videotaped was a good experience” (3.83).

‘The evaluation form also included four open-ended questions and a space
for optional comments:

1. What workshop activity helped you the most? Why?

2 What activity was least helpful? Why?

3. What are v wr overall impressions.of the oral communication workshop?
4. What suggestions would you make for improving the workshop?

Most partiaipants responded to the first two questions with positive comments;
negative comments centered on listening to other non-native speakers. General
overall impressions were unanimously positive. Suggestions for improvement
included expansion of the program, ideas about specific techniques, and more
interaction between course instructors and individual participants.

Based on these comments and the ratings given in Table 1, the leaders
agree that the demonstration speeches could be shortened without loss of
effectiveness, that the workshop could be offered for scholars or teaching assis-
tants from speaific fields, and that faculty members or students should be invited
to participate in the program as peer coaches or members of the audience.
Furthermore, any workshop of this sort should probably be limited to eight or
ten participants, which would allow each one more “talk-time” while also
permutting a wider variety of activities. In addition, the extemporaneous speeches
should be hmited or presented as two groups to half-group audiences to prevent
restlessness and to maintain a high level of critical awareness.

Anv discussion ot the efficacy of such a program must also include budget
questions. The cost can be broken down into two main areas: media support
. and tacilities costs Media support includes the camera professional, videotapes,
and the rental of videotaping equipment. Facilities costs include room rental
and foud services. People planning similar workshops should also consider
wurkshop leaders’ fees, where these sorts of activities are not part of their
regular instructional responsibilities.

it would be impossible to judge the effectiveness of such a program accu-
rately without obtaiming pre- and post-treatment videotapes and using a control
group that did not participate in the workshop. However, it is clear from the
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participants’ reactions that the oral communication workshop had a high level
of face validity: the visiting scholars believed they were being helped. Because
none of the twelve participants had been videotaped before, that in itself was
a leamning experience. They also seemed to benefit from the individual consul-
tation time spent in reviewing their videotapes with them and in going over
the dirgnostic points on the checklists filled out by the workshop leaders.

Concluding Remarks

Interational visiting scholars represent a vast and probably under-used
educational asset in U.S. universities. If a workshop such as the one described
here can help them gain the confidence to speak up and communicate more
with students and faculty members in their departments, the increased com-
munication could lead to a richer educational experience for the students and
faculty of the host institution as well as for the scholars themselves.

Fhis sart of oral communication workshop could also prove useful in ori-
entation-type training sessions for foreign TAs, particularly in situations where
lack of time and financial resources will not permit longer programs. The
workshop could be offered on a departmental basis and be staffed by faculty
members charged with TA supervision, provided they themselves were fluent
speakers of English and effective teachers. Or workshop leaders from ESL or
speech communications departments could assist departmental faculty mem-
bers in providing specific feedback to the TAs, either at the workshop itself or
during the later videotape viewing sessions.

It is impurtant to note, however, that unlike visiting scholars, who may
avoud interaction with American undergraduates if they choose, foreign TAs
must be able to communicate with both students and faculty members. A day-
long program, no matter how effective it may be, is only a first step. Except in
the cases of foreign TA trainees with a fair degree of English proficiency and
considerable familiarity with the teaching behaviors preferred in U.S. class-
roams, a one-dav workshop cannot be expected to do more than raise the TAs’
awareness of ther own behavior and how it may ditfer from (or coincide with)
the oral communication skills of an effective teacher in this culture.

There is at least one preventive benefit of offering an oral communication
workshup as part of an orientation-type program for new foreign teaching
assistants. That s, in the absence of other screening devices or standards, seeing
the performance of non-native speaking TAs in the various activitic. described
above would give the workshop leaders a first-hand impression of which TAs
could probably handle teaching assignments immediatelv and which should be
advised to seek turther help (¢.g . 1n longer seminar-ty pe programs) while being
piven tutoning or paper-grading tasks rather than classroom teaching respon-
sthilities
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Endnotes

1. An eaclier version of this paper was presented at the Annual NAFSA Conference in St

Louis. Missouri, Mav 20-23, 1980

Appendix A. Participant information sheet

1§

b I o

® NP

HY

1t
12
13

What s your full name? (Family name, given name)

What name do you prefer to be called duning the workshop?
What is your native language?

What other language(s) do yvou speak?

What department are you visiting at UCLA this year?

What 1s your own area of professional specialization?

. Wil you be teaching a course (or courses) at UCLA this year? If so, what course(s)?
- Will vou be giving guest lectures tu UCLA or other groups this vear? If so. please describe

the topics or the groups vou anticipate speaking for.

. How did vou learn about today’s oral communication workshop?

Arr vou a teacher or 4 university professor in your home country? If so, where do you
teach and what subyects do vou teach?

What are vour strong ponts in Englsh?
In what areas do vou think vour Enghish could be improved?

What do vou hope to gamn trom vour participation in this workshop? (If vou need additional
space. pleade use the back of this page to answer the guestion )

Appendix B. Sample topics for impromptu speeches

o~

10

1

12

Describe the grading system in your country and compare it to what you know about the
grading, svstem in the United States.

Describe the relationship between professors and college students in your home country,
How impartant is it to have a college degree in your country? Why?

-MWhat-are the mapy concerns (social, personal, academic. political) of students in your

hame country?

What are vour early impressions of the students in the department you are visiting this
vear®

What is vour idea of an educated person? Have you ever met anyone who didn't go to
high schaol but whom you considered to be educated? (Explain )

Huw 1s vour academic life here diffetent from the way it was in your home country?

. Should it be the professor’s responsibility to motivate students at the university level?

Why or why not?

Should effort and artendance be taken into considera.ion in the students’ final grades in
umiversty classes’ How would vou grade a student who put forth a great deal of effort
and attended every class but failed the final examination?

What prufessional or academic expenence do you hope to gain in your host department
thus vear?

How can the research taakites in vour host department and at this un.versity in general
e f help to you I vour uwn area of spraalizaton?

Huw s the physwal lavout of your host department (for example, the office space, the
classrooms, the surrounding areas) similar to or different from vour department at vour
home university?
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13 What courves dof vou plan to attend dunng vous stay here and why have vou chosen these
wurses? How will they be o use to vou in your long-range academic career?

Appendix C. Eraluation of tusiting scholars” speeches®

[ Delivery
A. Visual aspects (eye contact, movement. posture, gestures, facial expressions, efc.)
B Auditorv aspects (volume, pitch, rate. articulation. darity, etc )
C Pronunciation
D Grammar

I Content
A Organization of speech (introdisction, body. transitional expressions, conclusion)
8 Intormation (content explained, information conveved to audience)

C. Interest level (audience interest maintained, use of humor or examples, illustrations
Rven. etc )

Il Overall comments
A Suggestions for improvement
B Strengthe of the presentation

“This evatuation cheuklod was adapied from one used 10 an advanced orat communsation coucee taught by
Susan Stern at L(T A

¢
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A One-week Language Skills Orientation Program
for Foreign Teaching Assistants and Graduate Students'

WiLLiaM GASKILL
DONNA BRINTON

) resented with a growing population of foreign teaching assistants (TAs) as

well as complaints from undergraduates about foreign TA intelligibility,

s administrators at the University of California at Irvine (UCI) decided to

institute a program aimed at increasing the classroom effectiveness of foreign

TAs. The program was envisioned as having two separate phases: an intensive

one-week program to be held during fall onentation week and an ongoing
program to be offered throughout the academic year.

Early in the plannirg stage, an administrative decision was made to expand
the one-week orientation to include both TA and non-TA foreign graduate
students. Thus the original conception of the program was modified. This
chapter details the following aspects of the one-week orientation program:

1. the student population involved;
2. the rationale for the syllabus;
3. the use of videotape recordings to improve student presentation tech-
GITRTC Y
video plavback of university lectures;
simulated testing situations;
. communication exercises of a role-plaving and problem-solving nature;
student evaluations,
suggestions tor similar programs.

b B PRy

x

Student Population

The student population of the program was highly heterogeneous. In
addition to the approumately equal numbers of TA and non-TA participants,
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the students in the program came from a wide varniety of linguistic, cultural,
and academic backgrounds  Of the twenty-nine students involved in the ori-
entation program, seventeen had studied previously at American universities,
and a rumber of these were returning rather than incoming students at UCI.
Another ditference involved the proficiency of the participants. As determined
by the UCLA Enghish as a Second Language Proficiency Examination ( )
their English proficiency ranged from beginning (n = 3) and intermediate
(n ~ 6) to advanced (n = 10). Seven of the students scored high enough®
have been exempted from required ESL courses at UCLA. ’s

Needs Analysis

Because of time constrants and the unavailability of participants, it was
not feasible to conduct a tormal needs analvsis of the student population prior
to the svilabus design phase. However, where possible we collected background
data, such as names of students, native countries. language backgrounds, and
major ficlds of studv. Since, at the time, there was no existing ESL program at
UCT the ESL activities were coordinated through the Learning Skills Center.
We were able to obtain relevant information on the general foreign student
population trom the instructors and counselors at the center. This information,
added to our own expenences with similar foreign student populations on the
LCLA campus, proved valuable in developing the program syllabus.

Program Logistics

Many problems which arose in the program planning stage involved issues
such as bow to divide the students into two groups ot approximately equal
size. which anstructor to assign to which group. and how to arrange class
sessions o that they would not conflict with other onentation week activities.
Though routine tor the most part, the problems of program planning were
compounded by the heterogeneous character of the student population.

While imtial consideration was given to dividing the groups according to
IA non- 1A status, or to dividing themantotwo levels of proficiency, we decided
instead to divide the two groups tandomiv, and to change the group rosters on
a dav-to-dav basis. This deasion was based on our belief that by mixing more
proficent students with less proficient ones, there would be a greater oppor-
tumity tor peer anstruction. Additionally, we telt that by dailv reassigning stu-
Jdents to groups. socal interaction amonyg students would be increased. Finally,
it was our hope that dividing the two groups in this way would avoid the stigma
asweated with being placed in the “lower” of two groups.

The problem of how to assign instructors to groups solved itselt in that
some adtivities seermed conduave to team teaching with one large group while
other activities. such as videotaping, required smaller groups. Thus tor these
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activities, we divided students into two classes with each instructor supervising
the same activity twiee; students then rotated from instructor to instructor (see
Figure 1).

Curriculum Decisions

The administrative decision to open the orientation program to non-TAs
complicated curriculum planning. Although the original ain: of the program—
to increase TA effectiveness—was called into question by this change, we felt
that the immediacy of TA needs justified retaining some of the original empha-
sis. Nonetheless, in light of the addition of non-TAs to the population, and
given the dual student/teacher role of TAs, we decided to expand the focus of
the program to address both the academic needs of graduate students and the
teaching-oriented needs of TAs.

Realizing that within one week all we could hope to do was to touch on
skill arvas requined by both groups, we decided to emphasize oral and listening
skills needed 1n an academic environment. Thus only one session related to
grammar. This session was entitled “focus on question formation” and included
a review of question word order in direct and embedded questions. We felt that
both TAs and graduate students needed to be proficient in question formaticn,
and our past experience had taught us that students at all levels of proficiency
have difficulty with this area of English grammar.

. Tomeet the needs of TAs, we drew heavily on the precedents set by UCLA’s
advanced oral communication course (see Hinofotis and Bailey 1978). That
course utilized videotape recordings extensively. We felt that this medium could
play a powerful role in helping TAs identify problems in their own presentation
techniques and communication strategies. In meeting the student-oriented needs
of both TAs and non-TAs, we decided to further ¢ pitalize on the medium of
videotape by showing previously recorded lectures, thereby providing students
with listening and note-taking experience. In sum, practice in the following
arvas seemed most appropriate in meeting the needs of the orientation program
partiapants.

organizing and presenting brief talks related to the student’s major field;
asking and answering questic s based on such presentations;
comprehending university ectures;

taking notes on univ2sty lecture material;

. prepaning for multiple choice and essay type exams based on such
matenal,

h communicating with student peers and professors in an academic frame-
work.

7. adjusting calturally to the innadiate academic and non-academic envi-
ronment. -

bt

‘a1
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Admunistration of the ESLPE

Desprte our devision to integrate the different proficiency levels, we felt
that it would be valuable to administer the ESLPE on the morning of the first
day of the program.” In addition to lending credibility to the orientation pro-
gram. we believed that the exam would be helpful for a number of other reasons.
First. the examination would provide background information on students,
especially in cases where TOEFL scores were not available. Second, it would
help in determining whether we could proceed with the program as planned.
Third. it would provide information to assist in limiting enroliment in the event
that there were too many students. Finallv, we felt it might serve UCI admin-
1strators in assessing needs for the ongoing program.

General Overview of the Program

With the exception of the first day, which included the administration of
the ESLP'E and a campus tour in the morning, the program consisted of five
afterncons of approximately four hours of instruction per day. Each day's
activitis were va.ied as much as possible by alternating types of activities and
modes of instruction. There were approximately three breaks per afternoon,
one of which was extended to include refreshments. A schedule of the program
15 presented below:

We should note here that we were greatly assisted by the staff of the
Learnung Skalls Center. They were present in the classroom as observers and
ades. and did much to alleviate the tasks of classroom management. Since the
Learming, Shills Center staff were to be responsible for the second, ongoing
phase of TA training, their involvement in the orientation afforded them the
opportunity to get to know the students and thus provide continuity between
the two phases of the program.

Administrative Sessions

On the tirst and last davs of the program, there were several sessions which
tocused on admimstrative matters. The first afternoon session began with a
presentation by the foreign student adviser regarding such matters as immigra-
ton and housing. Following this presentation, there was a general introductory
session duning which we distnbuted schedules for the week and explained the
program objectives. Dunng the last session on Friday, students were asked to
evaluate the week-long program.
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MONDAY TUESDAY WEDNESDAY THURSDAY FRIDAY
1KLL 1 100 100 1.00
{immigratien Introsdiz on .

Intormanon 0 Naote- Univeraity Seeing
the talung Lecture L Yourself
13 Checklist Political un
* We o Geography Videwtape
and 200 - ——— e - o—— 3
Introductons :
pJLH Seving Your- 2:00
Organgzation e on Practce %0 Break
2:30 Break Workshop Videotape 2 Essay Test 2: 3 Brea
. 2:40
Y45 2:5¢ Break 2:50 Break Universty
Seving Your- Lecture 2:
welf on i 310 ‘ Western Civi-
110 K
Videoigpe | l‘n!rm ntation 320 Break . lzatom
WIlﬂ\hﬂP Cultural - .
Panel Practice Ob-e
joctive Test
¥ 45 40 .
Stiadent 4 W 40
featr fnstrintor Foous on .
Problem: - Munie] Questicn Gotlbural Evaluations
Sesdving Fresentation Formation Sulving and
Fxerose Exercise Happy Hour
L —

Figure 1. Schedule for one-week trasning program for foreign teuching assistants. (Arrows indicate concurrent sessions
durmy which the students were divided into two groups and taught separately. All other sessons were team

tuught )
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Student VTR Presentations

A suggested above, the estensive use of videotaping provided the focal
point of the orientation program. By wav of claritication, we should note that
the videotape recording was used in two different kinds of activities. In one,
student presentations were recorded and plaved back; and in the other, vid-
vatapes of university lectures were used to provide practice in listening and
note-taking.

The tirst of these activities, the student VTR prasentations, was intended
to provide the s.udents with an opportunity to see themselves on videotape
and to help them Hetermine where they needed improvement n making oral
presentations. Duning the week-long orientation program, student presenta-
twons were taped and plaved back on the first, third, and fifth days.

The first student taping session was designed to familiarize the participants
with the procedure. Students were asked to chouse from a list of topics and
Rive an impromptu one-minute talk.* The list included topics such as *‘My initial
impressions of the U.S.” and "My major field and why [ chose it.” Following
the taping of student presentations, the recordings were played back and stu-
dents were given an oppartunity to react to their own “resentations. Additional
comments were kept to a minimum on the first day since the emphasis was
maore on temiliarizing the participants with the presentation and taping proce-
dure than on evaluation.

On the second day of the program, four sessions were conducted to help
prepare students for the subsequent VTR presentations. These included an
introduction to the evaluation checklist {see Appendix A}, an organization
wurkshop, a presentation workshop, and-tw:: demonstration presentations by
the course instructors. While the organization workshop stressed the impor-
tance of caretullv planning a presentation, the proper use of visual aids and
hinesics was emphasized in the presentation workshop. Bath workshops were
conducted intormally and students were encouraged to take a major role in the
discussions

The ntroduction to the evaluation checklist nvolved a discussion and
darttication of cach evaluative category. Then, using the checkhst, students
evaluated o short, well-delivered videotaped lesture. Atter completing the
checklist, students discussed their ratings and the rationale for each.

In the ourth preparatory session. we attempted to review the major puints
presented n the organization and presentation workshops. To demonstrate
what would be required ot students in their VIR presentations, we took a
concept from our own tield, the difference between a phoneme and a mor-
pheme Oneanstructor provided the students with a model of “what to do” by
presenting the ditterence as clearly and ettectivei as possible; the other instruc-
tor provided a model of “what not to do.”* The latter presentation was charac-
terized by distracting gestures, heavy dependence on notes, and a lack of visual
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ads. Dunng these demonstrations, students had two additional opportunities
to use the evaluation checklist. ’

For the second and third VIR sessions, students were asked to present a
three-minute explanation of a concept from their major field. Using the check-
list. the instructor and students evaluated each spezker’s presentation. Before
the foor was opened to group critique, the videotaped presentations were
plaved back, and the presenters were invited to comment on their own perfor-
mances. Following this self-evaluation, other students had the opportunity to
make comments before giving the presenter the completed checklist.

Note-taking and Test-taking Experience

The second VIR component, the video-recorded university lectures, pro-
vided the students with note-taking and test-taking practice. Whereas the VIR
student presentations discussed above were aimed more at the sxills that a TA
might need, the note-taking and test-taking ex~ riences attempted to provide
a proview of parts of American academic life which would be especially relevant
to the newly arrived foreign student.

VTR lectures were used on three different occasions. The first lecture was
a simulated humanities lecture which had been prepared for note-taking prac-
tice i advanced EST classes at UCLA. Students werve given partially completed
notes and were told to fill in what was missing. Following the exercise, we
asked students to share what they had written to verify that they had compre-
hended the major points of the lecture. The second two re. wdings were of
actual college lectures in political geography and history. For these, students
were required to take notes on their own. Following the geography lecture, we
gave the students sample essay questions and time to prepare answers in study
groups Thev were then given an essay question based on the lecture and were
allowed fitteen minutes to organize and write their responses. The history
lecture was fullowed by a multiple choice test, which was provided to give
students practice with another mode of testing.

Commuaucation Lxercees

Ay we have noted above, students had frequent opportunities for group
work i dass Wihile group work was incidentally incorportated into a number
of activities, twa sessions tovused solely on group interaction. The first of these
was 3 problem-solung and role-plaving exercise involving such issues as grad-
iy, heating and plaggarism The second session was an adaptation of a Values
Clantc aton amen, Howe, and Kirschenbaum, 1972) exercise concerning for-
e ~students attitudes toward Americans. This session followed a cultural
nanel dunng which the students related their problems of acculturating t.
Amencan hite
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Program Evaluation

On the last day. students were given an opportunity to evaluate the pro-
gram. We asked them to rate each session on a scale of 0 to 5; and for each
session, we provided space for additional comments. Because there were several
other conflicting activities which students were obliged to attend during ori-
entation week, and attendance was more or less optional, the number of stu-
dents present fluctuated. twenty-six students on our original roster, an
average of twenty attended [aily. Sixteen of these students completed the
program evaluation. Results of the evaluation are presented in Table 1.

Ratings on the six-point scale ranged from a high of 4.79 to a low of 3.11.
The VTR student presentations received the highest ratings (4.79 for sessions
twe and three, and 4.77 for the preliminary session). Next highest were the
practice objective test (4.58), the instructors’ demonstration presentations (4.55),
and the cultural panel (4.50). In descending order, lowest ratings were given to
the session on question formation (3.71), the two communication exercises (3.67
and 3.64) and the campus tour (3.11).

In their written comments, most of the students praised the program. They
expressed their approval of the program's focus on global communication skills
rather than on discrete points of language. Repeatedly, students emphasized
the value of seeing themselves on videotape and of getting to know ather foreign

Table 1. Results of student cvaluations of the one-week arient@tion program

Sewsion Mean Number
I Student VIR presentation 2 1.79 14
2 Student VIR presentation 3 i+ 14
1 Student VIR presentation | 1.77 13
3 Tractice objective test +.58 12
¥ Instructor demunstration presentations 4.55 11
o Cultural paned 130 12
T ONote-taking 143 i4
= Imvmugration intormatien +23 13
¥ 'resentation workshop 4. 10 1

1 Introduction o chedklist 3.92 12

T University fecture 2 RX 12

12 Lrnuversity fevcture | kR | 11

IV Practice esaay tent 191 11

L Ogatizdation workshop INY- 12

15 Fowus on question tormation hivs | 14

16 Cultural problem solving exercise kX7 12

17 Student teacher problem solving exercse KX ) 14

I8 Campus tur i 9

Students ranked the above sessions an 4 sale of 110 3 Sixteen students IN - i&
completed evaluation torms The tigures in the Number column represent the number of
students whe particpated in g sesson
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students Several ut them acknowledged their gratitude to the umiversity for
setting up the program.

The major cnticism ot the program had to do with time factors. Some
students complained that the program was too concentrated and that the breaks
were not long enough, and others recommended that the program be spread
out over a longer penod of time. It was also suggested that the program start
earbier so that students would have more time before school began. As it was,
the program ended on Friday and regular classes began on the following Monday.

Ins.ructor Reactions

in response to the student evaluations, we would like to add some of our
own reactions. First, we tou feel that the VIR student presentations were the
most valuable aspect of the program; however, we fear thatsome of the students
gave the activity a hugh rating for the wrong reasons. Although some students
were well prepared and utilized the experience to its fullest, others were unpre-
pared and tailed to attend to the content and organization of their presentations.
In ~hort, the overall quahty of the student VIR presentations was not as high
as we had hoped, and we feel that the student ratings reflect more the superficial
thll of seeing oneselt on videotape than an objective evaluation of its instruc-
tional value

Second. it 15 Interesting to note that student ratings of communication
activities were among the lowest, and vet in our opinion these were some of
the hveliest and most popular activities. By way of explanation, we believe that
many foreign students tend to place maore value on teacher-centered instruction
than on peer interaction instruction. In view of our own positive evaluation of
these activitios, the opportunities they provided fou socialization, and their
relatively high ratings (3.67 and 3.64), we 'would still include communication
exertises in any similar program.
. Although we feel that the orientation program was a success, we do not

wish to delude ourselves about how much the students “learned”” in one week.

While we attempted to expose the participants to some ideas and skills which
might help them in their academic carcers as students and TAs, we feel that
the most posttive aspects of the onentation were the possibilities provided for
students to get acquainted with other foreign students and with various offices
and individuals on campus. Thus, in our opinion, the advantages of a one-
weeh onientation program exst more in the realm of affect than in that of
learming and mstruction.

Conclusion

In ddosing. we would bike to otter several suggestions tor admunistrators
who are considering the establishment of speaal programs for foreign TAs and:
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or toreign students. We think it is important that administrators carefully con-
sider the abgectives of any spevial program and limit them according to the time
available tor instruction. It, tor example, the aim of the program is to familiarize
students with the campus and with certain aspects of university life, then a
one-wevk program may well be appropriate. More time will obviously be needed,
however, it the program aims at improving TA intelligibility or at improving
the study skills of foreign students. '

In addstion to specifying the nature of the program, we feel that it is equally
important to specify the population of students for whom the program is
intended. Criteria should be established to determine who should attend the
classes and, if necessary, on what basis enrollment should be limited. In this
regard. consideration may need to be given to such factors as test scores,
previous grades, and departmental referrals. Additionally, a decision should
be made as to whether attendance is required or optional.

Finally, the scheduling of special programs merits the support and coup-
eration of the entire university community. In being asked to attend these
programs, toreign students should not be isolated from the mainstream of
tampus lite. Thus, inter-departmental efforts should be made to schedule such
programs at imes which are least likely to conflict with other campus activities.
If programs for foreign students are deemed important, then thev should be
wheduled at times which allow students to attend and at the same time do not
deprive them of the opportunity to participate in other orientation programs
where thev can meet with their native-speaking peers.

Endnotes

I Thischapter was rpgnaliy presented at the Annual CATESOL State Conterence 1 Los
Angeles in (979t tirst appeared in | Povey (od ). 1979, Warkspapers in Teaching English
as a Second Language. Vol 13, pp 4908, Umiversity of Californaa, Los Angeles. We wish to
shnowledee our apprecation o Frances Hinototis, Kathleen Badey, and Susan Stern for
many ot the whews we implemented in the program discussed in this chapter.

« Thiugh determined solelv on the hasis of the instructors” intuitions of students’ aca-
demic needs. the above fit exhibits a high degree of smilanty to students” own prroeptions
ot ther needs . as determined by a sunves of UCLA students, reported n Bailey (1977)

P We nish ta thank O tarl Rand for his cooperation 1n providing us with UCLA'S
Erglish as a Second Tanguage Placement Fxam

1 Forlists of possible topics. see the appendices to the vhapters by Rice. and by Batley
and Hinototis, both i this volume
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| A One-semester Program
for Orienting the New Foreign Teaching Assistant’

DONNA STEED RICE

he subject of internationalizing higher education is a topic of current
Tmten«st in the academic community. At a conference dedicated to the
e~ prublems and possibilities for internationalizing higher education, Dr.
Burton Clark, Director of the Yale University Higher Education Research Group,
. stated.that, “In the last two decades, Americans have been looking more and
more to the work of foreign researchers in various disciplines.”” From this
observation we can conclude that, if the concept of international education is
to be developed, we can expect a significant increase in the international exchange
of scholars in the future, and thus, in all probability, an increase in the number
of foreign teaching assistants in U.S. university classrooms.

The rationale for this chapter lies in the belief that if institutions of higher
fearning are truly committed to the concept of intemational education, then
they have a moral as well as an academic obligation to familiarize the foreign
teaching assistant with the sociocultural and academic differences in the uni-
versity system that may cause communication breakdowns within the class-
room.

Course Goals and Activities

This chapter focuses on the content and evaluation of an orientation pro-
gram which was developed for new foreign TAs at the Intensive English Lan-
guage Institute of the State University of New York at Buffaloin order to meet
the following objectives:

I Toimprove the oralaural proficiency and reading/writing skills of the
non-native speaking TA, both in the classroom and in the pursuance of
graduate studies; .
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2. To perfect classroom teaching and interaction techniques that are appro-
priste to the U S university classroom;

3 Tu provide an understanding of the educational and philosophical bases
for the LU.S. university graduate and undergraduate curricula;

4. To teach the foreign TA to anticipate, through interaction activities and
role-plaving, the tvpes of situations that are likely to be encountered in the
LS. classroom;

3. To enable foreign teaching assistants to understand the respective roles
of the faculty and TAs, the university administrative procedures which
affect the foreign TA, matters of grading and testing, and the general
communications network of the university community.

The chapter discusses the organization of the program, describes some of the
techniques used to accomplish the intended goals, and offers suggestions for
the planning of future programs of this type.

The pilot project for this training program was begun in September of 1978.
It consisted of one weekly two-hour session for thirteen weeks. Enrollment was
voluntary. Total enrollment ranged from sixteen to twenty-two students, rep-
resenting ten languages and various disciplines, including operative dentistry,
mathematics. oral medicine, political science, engineering, physics, English
Iiterature, computer science, and microbiology. TOEFL scores of the group
ranged from 449 to 632. No required text was used, but students were referred
to McKeachie's classic Teaching tips: A guidebouk for beginning teachers (1978).
The scope of the course was intentionally broad, and was designed to include
three major components: (1) oralaural English, (2) reading and writing, and (3)
cross-cultural orientation to the U.S. university system and communication
network. .

The first session of the course, a general orientation to higher education in
the United States. proved to be one of the most valuable in terms of needs
assessment. The session consisted of a briet overview of the history and phi-
losophy of higher education in the U.S. and an open forum on problems of
both an institutional and administrative nature which the foreign TAs them-
selves perceved to be significant. it soon became quite apparent that although
the toreign TAs were university students, they had come to this country as
graduates and had little or no knowledge of American undergraduate curricula
in terms of distribution requirements, university policy, grading, and general
lassroom procedures. Local acronvms, such as DUE (Division of Undergrad-
uate Fducation). were meanmgless to them. In other words, they lacked a basis
tor understanding the teaching situation in which they had been placed. For
example, they could not understand what they perceived to be the “apathetic
attitudes" of some of thetr students toward the subject matter. Foreign TAs in
the saences related that they had eapected to find a classroom filled with
dedicated future scientists, rather than a dass composed of same majoring
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students and others who were merely fulfilling distribution requirements. Like-
wise, they did not understand the almust aggressive “attacks”” by some students
who received a grade of B + on a repurt rather than an A.

As a result of information gained from an informal needs assessment
conducted 1n the first session, we found it necessary to modify the previously
planned syllabus somewhat in order to increase its effectiveness. The syllabus
had been designed according to what we thought the TAs' needs would be.
However, the needs analysis results made it apparent that the foreign TAs had
many concens which had to be addressed immediately. Most of the modifi-
cations involved the sequencing of materials in the various components (€.g.,
an earlier and greater emphasis on cross-cultural communication problems),
rather than changes in actual course content. However, the requirement for the
course participants to write a research paper was dropped, although the concept
was discussed thoroughly.

The Oral/Aural Component

The objectives of the first component, the oral aural segment, were to
develop the comprehension and communication skills of the foreign TAs both
as teachers and as students. In this respect, the goal was not only the mastery
of the hingusstic features of the language needed for oral production, but also
t help the ran-native speaking TAs understand why students complained of
being unable to understand them, and conversely, why they had difficulty
understanding their professors’ lectures and directions. Teaching assistants
trom India, tor example, had spoken English since childhood, but were still
virtually umintelligible to Americans because of differences in stress, intonation,
rhvthm, etc.

Listerang and speaking problems caused particular difficulties in some
tvpical college classroom activities. For the new foreign TAs and for some of
the more experienced ones, such concepts as brainstorming and the oral report
were clearlv a source of trauma. Special attention was given to these issues.
Tedhniques for increasing listening comprehension, such as listening for cause:
eftedt relationships, were practiced.

As the project developed, it became increasingly apparent that many of
the foreign TAs problems in the classroom were not directly language related.
Problems such as maintaining classroom discipline and not being able to respond
“on the spot’” to buth legitimate guestions and to those questions that were not
entirely acadenue in scope were high on the priority list for class discussion.
e dealt with the problem ot spontaneous response through the use of impro-
visations and role-plaving flavored with a bit of humor. (See Appendix A fora
list of improvisation topics) In very hittle time, the group became quite adept
at tielding some ot these tvpes of queshions,

In terms of classroom discipline, an effort was made to help the participants
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become more aware of classroom related sociocultural differences that affect
the learming stuation A unit on “how to disagree politelv'” was incorporated
4~ dh on-going part of the course. The foreign TAs practiced phrases such as
the todlowing:

“Tunderstand vour paint of view. however, it has been my expernence that

Your pointis well tahen, however. | would argue that. )
“That's a good puint, but do vou think that > “Hmm. | never thought of that. Still.

Such phrases were useful tor the TAs in both their roles—as graduate students
and as teachers.

Al discussed were the use of body language to maintain class order and
ways of dealing with the student who asks the rhetorical question that may be
designed merely to test the teacher's patience or skill, rather than to seek
mnformation. Conversely, foreign TAs were taught how to read the students’
body language in order to determine their own effectiveness as teachers. Since
mast of the group had had little or no teaching experience prior to their TA
assignments, they were most gratefulfor such teaching tips.

To introduce the unit on body language, the silent Charlie Chaplin film,
“The Immigrant,” was shown. it illustrated that people do indeed communicate
without using words  After viewing the film, the participants discussed what
the toreign TAs themselves do with their bodies when thev are bored, tired, or
divinterested in a classroom. Information was provided on the theories of
Birdwhustle (1971) and Knapp (1972) about kinesics, the utilization of classroom
Space. and seating arrangements for small groups.

At the nest class meeting, a alm about an American high school classroom
was shown It was a segment of the old television series “Room 222” entitled
“Funny Monev ” Prior to viewing the film, the TAs in the training program
abserved both students” and teachers’ body language and classroom behavior
in yeneral  The film has excellent examples of facial expressions and body
lanpuage which suggest dogmatism. defensiveness, and boredom. The TAs
analvzed the film for instances of cach.

The Reading and Writing Component

The objectives of the sevond component, reading and writing, again were
directed toward shills needed tor both successtul teaching and successful grad-
uate studv Techreques tor increasing reading speed and overall comprehension
ot academuc and penodical literature. discussion of the recognition and use of
dpproprate fevels of diction, and appropriate reasoning and argumentation in
the acadeand term paper were addressed  Some thought was also given to the
Bpes ot learmng that could be antiapated within the contest of the U.S. uni-
tersity svetem e o preterence in many disciphines tor svnthesized entical
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understanding ot concepts versus the rote memorization of facts) and the role
of the teacher in tacilitating, such learming,

The assignment and assessment of a library research paper were identificd
as matters of grave voncern to the group. One of the more heated discussions
of the semester centered on the question of whether or not foreign TAs should
be expected to grade students for their grammar and writing skills, as some
native-speaking TAs tend to do. Because of many extenuating circumstances,
this question remained unresolved, but the general consensus of the group
regarding such corrections was negative.

Although program funding was limited for anvthing other than the course
instructor. everv effort was made to acquaint the foreign TAs with all aspects
ot classroum instruction, since many of them had had no training as teachers.
On-campus expertise was used in special areas when possible. For example, an
educational psychologist lectured on testing and evaluation. An introduction
to the use and availability of on-campus audiovisual equipment was also pre-
sented by a speaalist in media studies. These presentations were well received
by the toregn [As and cased the ESL teacher's burden of preparation.

The Cross-Cultural Component

The third component of the project dealt with a cross-cultural orientation
to the U5 unmiversity svstem. This component consisted of three two-part
modules, which out of necessity were dispersed at intervals throughout the
courwe. The tirst module. models of education in the U.S., was divided into
two mevtings. One was presented as part of the general orientation. The other
was introduced later and involved a lecture discussion about the absence of a
centralized educational governing body to standardize procedures in this coun-
try and how this lack attects the concept of academic freedom.

The etfects of the “publish or perish syndrome” on the foreign TA also
proved to be of interest. In the medical and scientific fields in particular, the
foresgn [ As were often asked to present papers at both on- and off-campus
conterenmes, or wene encouraged to submit papers to journals. Even though
manv of the [ As had published in their own countries, they were reluctant to
do se 1 Enghsh and wanted to know what would happen if they refused. Thus
the [A course provided clanfication about publishing and presenting in hopes
ot mumnuzing the tear assocated with these activities.

The stvond module was entitied study skills and administrative proce-
dures 1t dealt with the manner in which students approached thesr instructors,
student expectations in terms of teacher availability, and the importance of the
immediate “grade’” i termes of tuture departmental admissions.

The content ot the third module, a cross~cultural seminar which had been
planned for the end of the course, became interwoven asan on-going orientation
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throughout the semester. This change was a direct result of the informal needs
analvars condu ted at the tirst ass meeting,

OUn the whole, the statt and the students involved in this particular program
agreed that its goals and objectives had been satisfied. This conclusion is based
on the results of an informal questionnaire. In addition, in casual discussions
with the instructor, the foreign TAs themselves reported that thev were more
conhident in the classroom.

Planning Future Programs

However, there are a few considerations to which future planners of pro-
wrams of this tvpe should give serious thought. When one reads the criticism
of toregn teaching assistants voiced by American students in the media, the
hidden assumption appears to be that, if one can teach non-native speaking
TAs to master the production 0f oral English, then an increase in the quality of
teaching will be automatically followed by increased understanding and leamn-
iy i the toreign TAY classrooms. Nevertheless, it is common knowledge that
pertect oral English skills do not necessarily make a good teacher.

Manv of the toreign TAs’ problems are related to sociocultural differences
and poor instructional methodology as well as to lack of linguistic skills. In fact,
whether Amencan students who complain so strongly about not being able to
“understand” the foreign TAs would be able to “understand” a native speaker
any better, given that language were the only denominator, and whether or
not the student 1s unknowingly reacting to sociocultural ditferences as well as
& hinguistic vanables. remains an unanswered question.

This s not to say that being able to speak the language is not an important
prefequisite tor intelligibility in the classroom. Such an assumption would be
nave to the point of absurdity. However, when designing an orientation course
tor foreien TAs, the true weight of accent-free English is worthy of accurate
assevsment in terms of determining goals, objectives and curriculum content.
It 15 likelv that foreign TAs who are 95 percent uninteiligible at the beginning
of a one-semester traiming program will in all probability be 75 percent unintel-
Iigible at the end of the course, regardless of the content, unless the course is
vervantensive it would seem much more logical then, that people who have
the necessarv TOEFL scores and academic avsteé - = - 0 e oral
Frgglish shlls tor teack = | 10 g d o non-teaching kinds of assistantships
rather than bee placed i 0 claseroom situation where they can be predicted to
pertorm poorly

in terms of motivation tor enrollment in such courses, the element of time
must be vonsidered Most TAs will be graduate students for a limited number
ofvears  usually two or three Since most foreign TAs face heavy graduate
study demands as well as their teaching schedules, it 1s unreasonable to expect
that they wiil volunteer to spend more than a mimimum number of hours in a
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training program once the semester begins. The question then becomes “What
kind of course can one design i order to mevt the greatest need in a limited
amount of time?”’
For graduate students planmung to return to thewr native countries imme-
diately upon completion of the degree program, there will be even less incentive
to impruve their teaching, skalls in English. The solution, in terms of motivation,
may well be to provide an intensive orientation which focuses on all aspects of

" classroom instruction prior to the undertaking of the teaching assignment. (For

* a discussion of such programs, see the chapters by Gaskill and Brinton, and by
Shaw and Garate, both in this volume ) Such an alternative would provide new
foreign TAs with the information about the university system, sociocultural
differences and teaching methods before rather than after they become involved
in a teaching sstuation. Such an alternative would also allow time for reassign-
ment 1f 1t were discovered that a selected teaching assistant was incapable of
teaching. Granted, there are many problems which can be foreseen as bring
inherent in such a plan, but once the commitment to international education is
made. some steps must be taken to ensure academic excellence in the teaching
done by toreign TAs.

Endnotes ’

1 s chapter s anesised version of a page presented at the Vst Annual Conterence
of NAFSA in Mhoenn Apzona, Mav 9, 1979

Appendin A Tmprozisations for poreign TA traimmyg

1 You are a 1A You have been late for class several tes On one partoular dav when
v arrive vou are surprised to find the professor tor whom you work wating for vou. He s
very angry Comvinee hum that vou are not imesponsible and that veu have 3 leitimate excuse
{5 munutes)

3 Yo are 4 1A Yo have told the students that they must buy a cevtain text which costs
$230 Thes protest Convince them that this 1s the most important bouk wntten in thas freld
i the 2ith century and that they must have it on Monday (2 minutes)

¥ Yo are an nstructor You have just given a student hus grade. He thinks he deserves
an A You gave lim a D Convimee the student that vou are nght and heis wrong (5 minutes)

3 Yord ane an instantor You have esphativ given the directions for an assignment. On
the date that the assignment is due, one student savs, “But teacher. { didn't understand the
assgament so §dida Cdet' Respond to tim very pulitelv. but firmiv Give hum a deadline
of 4 fegative aiternative 1t he doesn t do the assgament (2 minutes)

3 You are an invtructor  Your students want to know if vou give pop quiczes. mahke-ups,
candardized tests open book exams. hourhes, and departmental exams Explain vour phi-
Hemoprhin o testing to the students (2 munutes)

A Yosts are an astructor Yo hat e st announcest a quiz for Fndav Several students ask,

What ot e to be gbout™ 1 ow fong s the et What hind of test 18 at? “What
should we study 7 Explain to the st .dents that the test questions will be taken nght from the
trark dhut do ot use the word booky, that they will sedect (3) (b1, or (€ as the comect answer
et e ot sy 141 by or o ) Answer all of therr queshions in less than two minutes

* yotd gre 4 astrtter Oe of your students made vou so angry that wi bl the not, folt
that vets haed wud of op 1o hgre qaov e tae adeatny, and fold ham that he had better by wp T s
adme 1 adyrere it B onpents to pass Sas sl of these 1) ags 1 a very pulite, but emphatic,
manper’
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: Problems and Strategies:
An Extended Training Pro‘qram‘ for Foreign Teaching
Assistants .

JEAN ZukowskIFAUST

“J o thewr Amencan students foreign TAs in the University of Arizona’s
r chemistry department were having a “pronunciation problem.” The
= Americans wrute in their course evaluations that they could not under-
stand the directions that they were given by the foreign TAs, that the foreign
TAs were not able to explain problems very well, and that—in some cases—
they did not believe that the foreign TAs knew the field of chemistry well
enough to teach it. Because the chemistry department staffs most undergrad-
uate courses with teaching assistants, a significant number of whom were
foreign TAs, a decision was made to organize a special spoken English class for
them, one that would address the special “pronunciation difficulties” that their
students perceived.’

The Analysis . ‘

Informal evaluations of the English of the cight foreign TAs conducted by
the course instructor showed these results:

1. All eight spoke English well enough ‘to carry on comfortable, inutually
intelligible conversations with a native speaker about their backgrounds,
about current world happenings, and even about the problems they were
having 1n their dassrooms,

2. All etght were able to understand each other in ordinary conversations,
according to the judgment of the dlass pasticipants, their supervisors, and
the teacher of the class.

3 All eight were able to write well enough in English to be placed in
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advanced compusition classes or to warrant exemption from further study
ot English, as evaluated by the University of Anizona’s Test of American
English Rhetonc

Obviously. from the tact that all had been successfully engaged in graduate
studv for 2t least a vear, these foreign TAs were capable of understanding the
English language as used in advanced chemistry study.

What then was their problem? For diagnostic purposes the foreign TAs
were asked to prepare a simple explanation of g chemical process ora laboratary
provedure to present i class, such as how to operate a centrifuge or what
happens when salt is added to an already saturated solution. The assignment
was intended to be related to their graduate work and vet similar to the kind of
presentation that toreign TAs are expected to give to their students; it was
intended to be somedhing that anvone could understand.

It was during tnese simpie presentations that the problems began to emerge.
it wemed that there was a connection between the familiarity of the audience
with the topic and the success of the communication, Theretore, a second oral
assignment was taade: the chemistry TAs, who were all students in one advanced
aeminar and were therefore all at the same level of accomplishment in chemistry,
were asked to prepare the theoretical problems that they were working on in
their own research tor oral presentation to the class.

In this assgnment. it was assumed that their English teacher would under-
stand the languagy but rot the chemistry mvolved, and that the other foreign
TA~ would be able to understand both. The fpcus was to be whether the English
wa~ understandable. It was not understandable to either the chemists or to the
Engehish teacher  1n fact. the English seemed to deteriorate quickly as the chem-
ity bevame more comples. In other words, as the subject became less familiar
and fess common. the bsteners were much more likely to have trouble under-
stanaiing The words seemed to slur, the discourse seemed to become mono-
tone

Yet only part of the problem lav in the linguistic competence of the foreign
TAs. thewr “pronuncation” was good enough when the linguistic domain was
dearly detined e g . the langudge used in talking avout one’s background) but
ot w0 10 less tamiliar discussions. Tape recordings proved that their scholarly
presentations were no more monotonous than the more personal presentations
had be r. The listener., itseemed. was providing much of the comprehensibility
to those conversati s When the listener was not able to contribute to the
comprehension, the pronunaation of the foreign TA was blamed and the speech
seemad to become less ammated -

The Strategies

T determine the roots of the foregn FAS spoken language problems, the
lune members brasnstormed about the reasons why they were having difficul-

-
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ties. The tollowing observations on the foreign TAs' language and linguistic
Mtuation were svnthesized and recognized as basic to their problems:

I Teehmical words are otten the same in bath their native languages and
Englich

2. Chemistry involves an international symbolic language in the same way
that mathematics does.

3. The more advanced one 15 in graduate study, the more likely one is to
use jargen and “in-expressions,” language that an undergraduate could
not be expected to understand in English and that a non-native speaker
might ot recognuze as extra-ordinary expressions for the concept.

Thus toreign TAs must learn not to rely solely on technical jargon in community
with their students Bailey points out that the native speakers of any language
encourage a person learning their language to use colloquialisms, “but ‘book-
shness” comes closer to what foreigners are taught as ‘correct’ English . . _
(Bailey 1978, 230). The implications for the foreign TAs entail a double bind;
they must speak one way to be accepted by their peers and professors, and
anuther way to be understood by their students. Unfortunately, they have few
opportunities to learn the difference between the two “languages’ they are to
speak. Furthermore, there are few if any written authorities to tell them w hich
1s which and how to use the two levels of language.

The implications of these observations about their language situation were
meaningful to the FT As. They expressed both surprise that their discussion had
resaited in concrete ideas about why they were having communication prab-
lems in their classes (awareness of the problem) and hope that they might be
able to cornect it (a4 commitment to the class work).

Because the chemistry terminology was already familiar to these graduate
chemists in their own language. the foreign TAs had made little attempt to
pronounce the words within the English phonological system. Asa result, their
undergraduate students were mystified as to what “’so diem cried”’ (sodium
chloride) meant, what “ennetch-three” (NH3) was for, what the importance of
a “green frask” (clean flask) was, and what made a “neat-leet”’ {nitrite). Fur-
thermore, because the torvign TAs were transferring whole sets ot words from
ofe language to another, the overhang of the native language phenology also
aftected the other English words in the immediate environment, making their
English even more foreign-sounding. :

Betause of the international svmbolic language of chemustry, the foreign
FAs telt comtortable in using the oral equivalents of the written shorthand, a
practice that Amencan chemustry teachers used far less trequently and one that
mystitied their Amencan students all the more. (For example, a foreign TA
mught sav “enat-o-etch pruss etch-see-air equals etch-two-woe Pruss enav-see-
i nstead of “sodicm hvdroxide plus hvdrochlonic aad equals water plus
sodium chlonde ™)
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Because all ot & aghish s forenen to the TAS, the “m-expressions” of chem-
1otry used by thetr Amerncan peves were no more toreign to them than ordinary
discourse  They quickly adopted the conversational stvle and jargon of the
Amerncan graduate teaching assistants in an ettort to be accepted, for a group
s bound by such in-expressions (Weinberg 1979, 35). However, because the
toreign [As were not sensitive to the change in language level that the jargon
apgnnied, they used ft freely in freshman classes. Therr students could not
understand it. they would not have understood it from a native speaker. but
the natin e-~peahing TAs understood the language level difference.’

The list of ubservations just discussed resulted trom the course instructor’s
nteraction with the toreign TAs and from their own discussions of the problem.
The implications of these observations about their language situation were
meaningtul to the toreign [As. They expressed both surprise that ther discas-
wion had resalted in “congrete” ideas ot why they were having communication
problems sn therr classes (awareness of the problem) and hope that they might
be abie tocorre it (a commitment to the class work). The strategies that resulted
trom the obseryations began at the word level, progressed to sentence level, to
argamization and then to paralanguage.

The Sounds and Rhyvthms of English

The tiest step in convinany the toreign TAs that their native language used
a ditterent set ot sounds was to have them pronounce their own names using,
Enghish sounds and rhvthm. This step was also designed to narrow the per-
cerved distance between a toretgn TA and his or her American students, people
wha would teel more comtortable it they could hear their teacher’s name 1n
tamiiar ~ounds and would theretore be able to sav it. For example, the Arabic
pronundation of “Mahmud’ regquires the strong pronunciation of the /1 in the
middle ot the name 3V ithout that /1, the name seems much easier to pronounce
in Pglish

The torenen TAS initial resi-tance was strong, but the ultimate results were
positive Thoy were reluctant to mispronounce their names Jdeliberately, but
once they beard how  Amernican’” it sounded to do so, they moved. ina sense,
awar trom therr traditional language sound patterns, and were able to use
Enalish sounds more naturally.

Lhe serond step showed that the pronunaation of word svllables followed
patterns i Fughsh words o that. by analogy with known words, even the
most intimudating lesscal items could be figured out. A systematic presentation
of some commen long  word stress patterns unlocked the secret. For example,

R T T TR T AR RN 2% O Tl corveiervaggpy o t!'z?h;d“(.'lf. dnd 310N was Pfd&ua‘d with k‘ﬁ‘

T THNY OR3P PR 128 N I PRI L S (4 RU BT DA TN ST Comdensdton Lok
Pore o ragragtaa o gl i PRIRGIELT IR (ds T dten
The o 300 veny anany fstiefogy and sev oo Bas the same stress pattern an e
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Purthermore s 5mtollow s the pattern of stress mos ement ot the sy llable preceding
the sutfie s telowng of miy PSS O [0TRIN gy

Ferguson (1978, 12y, 1n discussing an instrument for evaluating speaking
abulsty, savs that one-word encoding 1s the kemel for generating “stress-groups,”’
the phrasal units composed of one single stressed svllable together with any
unstressed svllables around it. In other words, the way a person breaks up one
word affects the stress group that the word oceurs in, thereby atfecting the
whole utterance. If the head word (and a long uncommon word is the most
hkelv element in a phrase to be the head word) is mispronounced, then the
whaole phrase—it not the whole utterance—is likely to be misunderstood.

For example, if a person intends to say “At the museum [ saw an unusual
collection of butterflies” and emphasizes coll- rather than -let- of the phrasal
object, the hearer will probably process the /At the museum I saw . .. " part
of the message, but not the object phrase. This blurring of other environmental
sepments 1s probably due in part to the resulting distortion of intonation, and
in part'to the confusion of the listener’s expectations,

Sentence-level Strategies

Neat the class reviewed the basic intonation patterns of English, including
Matements. question-word questions, ves-no questions, emphasis, calling and
naming. These basic sentence intonation patterns were applied with the prin-
uiple of emphasis and contrast (Sledd 1959, 22-29). in which the students were
ashed to stress tit the head words and then the contrasted elements to reinforce
the use of the emphasis. The net result was a greater break between words
{runcture), an etfect which made the individual words more easily comprehen-
sible, broke up the steadv speech rhythm, and destroved the monotone—all
resulting an clearer, more enthusiastic deivery (Lado 1957, 4041, 148). For
example, the students began with sentences like this:

[hm ¢t take the b one take the wali ane
They progressed to sentences hike this:

When the w ater is fuet vou ko there s probably oy in it When the compound sy

s there s prsbabily oo et

Organizational Strategies

Neat the dass studied the prinaple of redundancy in lectures. In peneral
thew traring in English rhetone and organization had come indirectly through
reading and more directly through instruction in composition, both areas of
Folish expression in which conaseness and paramony are highlv valued
IRaplan Mees The natural outcome ot learning o toreign rhetoric and super-
mposimat on a more naturally: acquired method ot development and then
pracicing it fand domny <o well, as evidenced by thesr advanced composition
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placement) was an unwitting emphasis on tight construction ot thought orga-

nization  The tight construction and parstmony were reflected in their oral

presentations. The toreign TAs were likely to state each idea, including the

topic sentence, only once. For example, one foretgn TA's report on an unusual

invention began as tollows:

. 1 have seen a methane-powened aar an Modesto. Calitornia I i~ revolutionary in design.
The ity uttictals are sponsoning the propect. Carbage at the atv dump

A more natural lecture stvle includes interal references and repetition of
conepts: -

I have ~een o methane-pawered car in Modesto, Califoria The aty offiaals of this

central Calitorsig town, being concemned abuout toswl fuel consumption, are sponsonng

this revolutionany project. one which would utifve methane. the gas produced by gar-
bage to run an automebile By wnverting the garbage at the Modesto aty dump imto
methane tor tuel

in the redundant model. the histener has far more opportunity to catch any
intormation that mught have been missed the first time around. Therefore,
becatse the toregn TAs were less likely to repeat parts of their sentences, it
seemed to the Amencan undergraduates that they had little to say about the
subject. that it was “hard te tollow them,” and that the foreign TAs did not
know enough chemistry to teach. Added to the problems that the tudents
were having in understanding the concepts of chemistry and the accented
language of the non-native speakers, this diversion from the expected lecture
dehivery stvle made therr language almost as toreign as French would have
been

In o group discussion at the outset of the foreign TA course, one of the
unhappv toreign T As had interpreted the situation as simply a problem with
students having to take chemistry to meet general university science require-
ments They don't hike chemistry and they have to take it, so they blame us
tor their problems. The problem, however, is more complex than that.

A second strategy to help make the foreign TAs" concept organization more
accessible to the students is the reflective liscening technique. If a person wants
to be sure to bean complete communication with another, he or she repeais the
wdeas (not the words) that are questioned (Gordon 1973, 49-94). For example,
when a student asks a question. the teacher should rephrase the question as
he or she repeats at. This repetition serves both to frame the subsequent answers
tor the rest of the dlass and to assure the student whao asked the question that
it has been understood and s about to be answered.

The ettect of non-rephrasai of a question is at best somewhat unseitling to
a student, at its worst. the foreign TA's answer might seem entirely unrelated
to the question Beeause the verbal interaction began without the foreign TA's
repetition (Le . serbal recognition) of the problem, the students’ receiving of
the response beins with uncertainty {no reassurance) that the foreign TA
understood the question and was therefore in a position to answer it.
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Ihis reflective technigue serves o increase the communication between
pyery teacher and student Aneven more active approach enhances under-
standing vet turther. Called skilitul tor active) histenung. this technique involves
verhally interpreting what the student has asked. relating the question to the
larger scope ot the course or course unit, and then—atter restatement—answer-
iy the interpreted question. This sequence of presentation builds rapport
between teacher and class, its non-use might hinder communication.

The third organizational strategy involved practicing the use of transitional
devices The torewgn TAs had been taught to use phrases such as for example.,
fr this reason. o1 the same waw, and on the other hand, in their English writing, but
tor some unhnown reason, 1n the taped oral presentations, they did not use
these expressions. The toreign TAs were urged to substitute these English
wavs of indicating thought pattern instead of other culturally indicated ways
of sigrutving, thinking-on-vour-feet” time. The drone of an ahthh or errre under-
wores lack ot confidence in English rather than meaning 'l am con«dering an
answer’ as it dovs in Japanese. Arabic. and many other languages. Further-
more, transitional phrases cue the students as to what kind of evidence the
torenin 1A might be oftening to answer the question, With a hint that the foreign
IA s about to give an example, a reason, an analogy. or a contrast. the listeners
can become prepared to contnbute part of the form to the answer, that is, to
provide a larger part of the comprehension than would have been possible
without the dues. In addition, imiting the scope of the answer reduces the
anwiety level of the tudents, the answer is theretore less hikely to seem obscure
and unrelited, since most miscues would be eliminated.

Bodv Language

L last aspect of the classtroom communication problem that faced the
orean TAs was how to adapt ther total communication to the informal teaching
situation. how to project confidence. and how to establish authority in a way
that was culturallv understandable tor Amencan undergraduate students.
Essential to this fearming s cognition of how hodv language works. The foreign
FAS needed to understand that nonverbal communication tunctions in the
tollosng way

Lt supports speech by filling in the muissing imtormation;

2t provides teedback to the histener;

Vot controls the synchronization of 3 roup i communication,

ot communicates athitudes and emotions;

Tt transmits tormation about personalitv (Graham and Argvle 1975,
XY

Sepenertul g commuaication tool coudd not be dett misunderstood, particularly
~ime the sendingg ot misintormation s more bikelv to happen i learming a low-
vesture languaee ke Foghsh abid 33
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In a cross-cultural approach to body symbolism. Douglas savs that

Pimture. voe, speed. artaulatum, tonality, all contnbute to meaning. The words alone
mwan very little Verbal symbols depend on the spraker mampulating his whole envi-
runment to get the meanang across. (Dourlas 1975, 85)
Douglas continues that the whole thrust of education has been toward over-
emphazis of the verbal channel, to the neglect of the kinesic channels.

Because foreign TAs are likely to have learned body lar ua;; » that are
socially acceptable for their particular sex, age, and status group, thes are likely
to incorporate signals that are appropnate for verbal expressic.. i« their home
languages ond often incongruent with the English equivalent. Furthermore,
because the body languages that accompany spoken languages differ greatly,
foreign TAs must be made conscious of the putentials for misunderstanding. If
the nonverbal signals the American students perceive are leading them to form
incorrect attributional impressions of the foreign TAs, then an analysis of the
problems aad a plan for resolution are in order.

The basic problem. one that is easy to understand in contrastive terms,
weems to be a lack of authontative signals. In the relatively informal relationships
between TAs and students, ihe trappings of authority have been removed. For
example, the type of clothing wom at the Unive.sity of Arizona is extremely
informal, whereas in the foreign TAs' native countries the dress of university
teachers mav distinguish them from the students. Furthermore, first names are
frequently used by Amenican students in addressing their teachers, a p.actice
that suggests familiarity and sometimes even intimacy to foreign TAs. In most
cultures, the soaal rules which indicate that there must be distance between
teacher and student limit the use of first names (Hall 1959, 71). In many places,
titles are used instead of names. Finally, there are differences in expectations
of behavior. For example, friendly banter (which involves a high level of lan-
guage skill) 1+ part of many American college classrooms as students try to
vutwit teachers. What Arnerican teachers understand as rapport resulting from
good teaching (that the students’ minds are seexing application of the pr.nciples
taught). foreign TAs are likely to interpret as lack of respect and evidence that
thesr assroom positions are insecure.

For the toreen TA in the University of Arizona caurse, being unaware of
the nonverbal problem was the greatest hirdrance to solving it. The challenge
was to find those behaviors that spelled out lack of confidence and lack of
authority, interpret the problems, and learn to overcome them. In class discus-
sions the toreen TAs and the teacher identified three problems: the need for
eve contact, adjustmens 1in pacing or timing, and adaptation of body movements
uncluding vowe).

The principle of eve contact, once explained, was easily accepted by the
foreign TAs. They had once telt uneasy because their inability to look their
students in the eves (to confront their Americap students in the American
fashion) seemed to be understood by their students as lack of control over a
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sttuation . torengn TAS tound that holding the gaze ot two or three people
s the audience actually made talking to 3 group casier.

Adjusting iming 1n practie teaching sessions seemed to come more nat-
urally once the foreign TAs began to incorporate more chalkbuard use and more
repetition of concepts in their class deliveries. The foreign TAs had tended to
prepare complete lesson plans and deliver them aimost word for word from
elaborate notes. As a result, their delivenies were quite tense, lacking a balance
ot wWeas and examples. The students, who were unable to grasp the great
amount ut material the toreign TAs tried to present, experienced a busld-up of
strun The deliberate use of the chalkbourd forced a pacing in their teaching
that sevmed much more “natural” to American students. (See Shaw and Garate,
this volume tor further ideas on blackboard technigdes for foreign TAs.)

Appropnate new bady movements were a difficult lesson for the foreign
TAs to leam. Class members were sent to observe Americans wha, according
to students” evaluations, were good teachers. However, it seemed that good:
male models were hard to find. Perhaps because most of the processing of body
language 15 done subconsciously, the assignment, to observe native speakers
as they lectured, vielded few useful positive observations. One professor, it
was reported with disdain, sat on his desk. Another walked around the room.
Yet another gripped the lectesn.

While these reports did give a few clues for successful bodv movements iR
teaching, a tar more successful techmique was direct imitation of some of these
postures in both natural and exaggerated form. This part of the classwork was
amusing as well as ernhightening. Perhaps it was because a female teacher was
imitating male lectunng stvle that the great differences in ways of exhibiting a
contident. assertive manner became obvious, or perhaps rapport was at last
established between the instructor and the foreign TAs. In either case, the
forenin {As all seemed to understand what they needed to do. At this point,
thev made preat changes in their teaching styles, incorporating many of the
stances and movements they had observed (while noting the unsuccessful ones)
and stored unconscrousiy in their memories.

Practiiny these newly acquired tools was tried in tront of the videotape
camert bor the toregn TAS, videotaping showed some bodv movement prob-
ferms. For example. one person stood almost tacing the blackboard, writing
evervthing down as if he thought that no one could understand his words.
Anather stood saanght and still as if she were rooted to the spot and too unsure
vt herselt ta take a step Yetanother planted his teet and turned only his torso,
4 it he were irmly established on a base and could not, would not, should not
venture tar from his position.

B-cause the toreign TA in attempting to correct the “errors” English
Body Linguage v by detiration already apprehensive about his or her commu-
nation. ideotaping i a teaching situation usually ehcts the most anety and
theretore also the person’s most natural tear-refated  behasiors. Videotaped
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~ presentations, tn tius hght, provide the most acceptable material for objective
analysis of kinesthetic ambiguities and contradictions. The preliminary use of
audiotape for word and sentence intonation work was found to desensitize the
foreign TAs somewhat to being video recorded. Use of teaching films, with and
without sound, not only offers natural ideal models, but also permits the foreign
TAs ‘0 talk about kinesics as they prepare themselves for similar analyses by
becoming accustomed to discussing the postures and expressions of native-
speaking teachers.

A major objection might be made to the teaching of gestures and the like:
that the second language speakers will be leamning how to act. However, it
seems that such is not the case. In a study of cross-cultural nonverbal behavior,
Graham and Argyle (1975) found that the simple addition of gestures improves
the accuracy of descriptions and that, w hen the appropriate gestures were not
permitted, the person necded more words and used fewer internal references
such as 1. this, and here. Graham and Argyle also inferred from their study that
those subjects with less extra verbal ability would have greater difficulty in
conveying concepts (ibid , 38). If foreign TAs do not understand and practice
culturaliv appropnate nonverbal behaviors, they may be put in just this posi-

The kind of feedback from students which successful description earns the
foregn TA 15 its own reward. Morevver, in persuasion, it is known that engag-
ing in a behavior leads to a change in a related cognitive state. 1t is not possible
to tell whether attitude changes lead to the observed behaviors, or if once the
behaviors are realized, the attitudes follow naturally from the benaviors. In any
event, should it matter to the foreign TAs except as assurance that cognition of
the situation and thoir options can precipitate more appropriate body language
while speaking English, thereby making them more comprehensible?

The foreign TA faces one more potential problem, that of stereotyping. All
foreign TAs are subject to this difficulty. However, a strong, preconceived attack
on possible stereotvping can serve to subvert students’ misconcepticns because
differences in judgment (about a person) may be the result of the nonverbal
communication cues which are used in impression formation (Gitter, Bloch,
and Goldman, 1978, 65). According to Black and Monteverde (1974, reported
in Gitter, et al.), people who do not have personal information (or a strong and
pusitive attributional first impression) about a person will tend tc judge him or
her “according to the stereotype associated with the nonverbal cues.” In addi-
tion, the target person is invited into interpersonal relationships in such a way
as o engender the prejudged kind of behavior, that is, to behave in accordance
with McMahan's attnibutional impression (McMahan 976, 288). Therefore, a
person who uses the body language of a leader is assigned qualities of strength,
Jdyvnamism, and assertiveness, whereas the non-irader is judged as meek, sub-
mussite, quiet A person who acts like a leaaer w ' be reacted to as a leader.
One whose behavior suggests he or sheis notalea 5 apt to be stepped on.
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Indeed g study by Weinberg, Smotroff, and Peche (1978, 88) shows that
leadership ot the hind requined of a teacher s perceived nonverbally through
evecontact. prosemucs, and arrangement. The tactors that describe a leader are
selt-contidence (assertiveness and puise), openness (a combination of ability to
receive and respond to other group members), information (apparent knowi-
cdie and the ability to present the information so that it is accessible to the rest
ot the group). and persuasion (the ability to affect the members of the group
while holding; their respect). Furthermore, these dimensions of leadership can
be fearned : .

Thus toreign TAS must be prepared to adopt the perceived behaviors of
leadership and to remove themselves from their physical stereotypes, while
stll maintaining their own identities. A small, demure-appearing Thai woman
must free herself from the nonassertive moded of the folktale Asian woman.
The bespectacled Chinese scholar must show himself to be a master of practical
matenial. The athletic-looking African must demonstrate with finesse Lis or her
tellectual abihities: The Mediterranean and the Middle Easterner must prove
capaaty tor tocused, foreeful application of theory. By successfully avoiding
such stereotvpes, toreign TAs can help free American students from their
misonceptions In the spinit of international educational exchange, perhaps
this breaking ot stereotypes, more than all the subject matter knowledge they
impart, 1~ the greatest contribution made by toreign TAs.

Endnotes

U Hinototis and Baides (19800 report that undergraduates. ESL teachers and TA tramners
ratirl s adectapes of potential toreign T As ranked pronuncaation as the most important vanable
inflaenuing the overall ratings anarded the speakers Propunaation ss a highly sahent speech
teature and mas be percened as veny important, but several of the strategies discussesd in this
chapter can mimimuze such phonologiaal ditticulties

2 This obsers ation parallels g tinding i research by Keve (19813, 1n which undergraduates
rated personal-cultural presentations by toreign TAs more faghly than subyect-matter speeches
sy ent by the same T As

Vn questunngre cesedran Bades (19820 tound that non majors rated their toreign TAs
somticantiy more cntally then did students who were enrolled in the TAS own disaphines

4+ Lu D3 has exvamined the use of transifional espressions 0 a discourse analvaes of
tour agtne speaking pha sies TAS matched with tour toreign TAS 10 the same department.
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An Evaluation
of a Training Course for Foreign Teaching Assistants'

MARK LANDA °
Wifiam PERRY

ince the early 1970s a serious problem has arisen, at the University of
: Minnesota and other U.S. universities, regarding the role of foreign grad-

mam Uate students as teaching assistants. In an age of increasing consumerism
and ethnocentrism, foreign TAs have been criticized for not providing the
quality of education that American undergraduate students demand. As a
result, the credibility of foreign students as effective classroom teachers has
been greatly undermined.

University graduate departments, which in the past have had to rely only
on scores on written English tests to determine the language proficiency of
prospective students, can now get a reliable measure of spoken English by
requinng the Test of Spoken English. (See Stansfield and Ballard, this volume.)
it graduate students have been offered financial support in the form of classroom
teaching assistantships, and if, upon arrival, their command of English does
nut meet departmental standards, they may be referred to an intensive English
program tor turther training. 1€ the institution offers a special course for foreign
TA~. they mav reveive training directly related to the use of English in the
classroom.

The investigation reported on in this chapter evaluates the foreign TA
course developed at the University of Minnesota and attempts to isolate the
vanables attecting the success of foreign TAs in American classrooms. The
vanables that will be examuned include English language proficiency and dass-
room teaching skalls as well < the individual TA's attitude toward his or her
rule avy 8 teacher ot an American university.
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Description of the TA Course

Fhe tirst course tor toreign 1 As at the University of Minnesota grew out of
a taculty seminar on instructional design. It was initially designed and taught
by an ESL instructor from the Linguistics Department. The ten-week course
tocused onimproving the TAs' interactional skills, pronunciation, and listening
comprehenston. The class met twice a week, and each TA had a2 weekly tutorial
sesston with the instructor. Videotape feedback was used, but on a very limited
basts. When the course was offered for the second and third times, it maintained
the pimary focus on interactional skills and added a component emphasizing
ettective teaching skills using eatensive videotape feedback. The fourth offering
ot the course, made possible by a Cooperative Projects Grant from the National
Assaciation for Forvign-Student Affairs, included three weekly class sessions
and an individual tutonal. The classroom work was divided into an ESL com-
ponent and a cross-cultural teaching component. The course has subsequently
been ottered dunng three academic terms.

The expenience of developing the course has brought with it a variety of
msights concerming the needs ot the foreign TAs. It is apparent that they need
to concentrate on speafic language problems in an intensive, individualized
tutonal program  Thev also seed practice in performing a range of teaching
tashe which can be fallowed by group and individual feedback sessions.

The ESE component of the foreign TA course is designed to place the TA
3 vanety of dassroom atuations requinng different types of interactional
shills tsee Appendix A) The teaching tasks include simutating the first day of
class, detiming a speaiabized term or concept; fielding student Guestions; giving
aral instructions, explaining a diagram, model, orillustration; presenting a short
lecture, and feading a group discussion.

Duning the class sessiims the TAs are not only expected to make their own
prosentations, but also to evaluate the performances of other TAs. As the course
continues. the TAs assume major responsibility for providing useful feedback
t the presenters An atmosphere of trust and openness gradually emerges
amung the TAS i the class, helping them develop self-confidence and the
abihity to evaluate themselves in their own roles as teachers. Self-evaluation is
encouraged throughout the course i the development of both teaching and
language shills_ In order to become more effective dlassroom teachers, however,
thes alse learn to integrate these skills with an understanding of the cultural
vanables unolved in dassroom interaction.

Method

o evduating the ettectiveness of the course, a case studv method was
adopted This method made st possible toanterprot the TAS evaluative responses
ondquestionnare concerning, the course in relation to their success as classroom
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teachers (a copy ot the questionnaireis given in Appendix B). An attempt was
made to determine whether the TA had successfully integrated into the aca-
demic community and the extent to which success could be attributed to the
foreign TA training course.

The cvaluative questionnaire was divided into a set of introspective ques-
tions focusing on the TAy' feelings about their actual teaching experiences, and
a set of retrospective questions concerning the foreign TX training course which
had been completed twelve to fifteen months prior to the investigation. Both
sets of questions were open-ended ind were intended to allow the TAs to
comment at length on their own deveiopment and on the various aspects of the
CONUTS.

The tollowing pricedure was used. Ten TAs (eight men and two women)
awho had completed the course were given the three-page questionnaire. They
were asked to give factual information, including TOEFL scores, positions held
in thewr departments, and an estimate o' their amount of daily interaction with
Enghsh speakers Thev were also asked to rate themselves in the areas of
hsterung, pronunaation, speaking, composition, and grammar. The question-
naires were completed prior to individual interviews.

Using the questionnaire as a guide, two instructors of the foreign TA course
conducted interviews with esch of the TAs. The TAs were given an opportunity
to expand on Parts 11 and il of the questionnaire. The interviewers were not
interested i chating anv particular kind of response, but rather in creating an
atmosphere in which the TAs would feel comtortable discussing their teaching
and the effectiveness of the foreign TA course Their oral responses were used
as a means of assessing their spoken English proticiency and attitudes toward
teaching. Having served as foreign TA course instructors, the interviewers were
i a position to commens on longitudinal changes in language proficiency and
attitude. The interview intormation was used o complenwnt the other sources
ot evaluaton, such a~ direct observations ¢ classroom teaching, interviews
with volleagues and supervisors, and studer  opinion surveys.

Results

In thetr evaluations of the toreen TA course, the TAs reacted to the most
and least usetul components af the course There appeared to be agreement
that vadeotapuny,. tollow-up tutorials, peer teaching practice, and individual
exercises o language ditticulties wens the most valuable teatures of the course.

Most of the TAS teit that the course helped them improve their anhsh
lapguaxe skills Sume commented that they had seer no marked improvement
i therr language shills However, they were at least aware of what their prob-
lems were and of what speatic kands of practice might helpe them improve.
Most of the T As tound the teaching component of the course quite useful. They
gained o new appreaation of the importance of communication with an auds- -
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ence and alvo became aware o the need to adapt, to an appropriate extent, to
student expectations in the Amencan dassroom. Several of the TAs stated that
the courwe was too short to deal ettectively with the problems facing the foreign
TA. Only one telt that the course was not useful.

A more detailed case-by-cass 'vsis made it possible to complement the
written data with the deeper ins., at could be gained through the interview
process. In considerning individual <o s, an interpretation of each TA's evalu-
ative statements was made. From an aralvsis of these statements, it was possible
to construct four distinet protiles or + es grouped according to two factors:
tint, whether the TAs in question had decided to continue working as teachers
2 an Amencan classroom after taking the TA course, as opposed to working
under a protessor as a research assistant (RA) or as a paper-grader; and second,
whether the TAS evaluations of themselves as speakers of English and as
classroom teachers were consistent vith external evaluations (interviews, class-
room observations, and comments from academic advisers, supervisors and
colleagues, and students). The combinations of these catepories are depicted in
Fagure 1

Dciswm re Teaching

Ihd aot continge Did continue
s b s ton
Consntent with A B
erterial oy oluation m n %
\“;“ U!hhlt';’“ < n
with evferng . 1 n )
HTRIITT

Pogure U Categortes of torerger tea Junsg desistants i the case-~tudy approach to
cirdl sl d branngy cosirse

Gateeorr 4 T this category are the TAS whose evaluations of themselves
matched esternal evatuations, but who chose not to teach. This choice apprared
tor be based on therr concern tor ngh standards in education, which, in their
view . depended greativ upon the teacher’s ability to communicate effectively
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in English. These TAs were aware of the inadequacies in their communication
shills and felt that they needed more specific training before taking on the
responsibilities ot teaching in the American classroom. They consistently made
efforts to improve, but by the end of the course, they were still not satisfied
with their improvement and chose not to teach.

The first TA in this category came to Minnesota from another university in
the U.S. where he had earned an M. A. in mass communications without having
tv demonstrate proficiency in English. He had written his thesis and all of his
papers in his native ianguage. Upon arrival at Minnesota, he was required to
take courses in English as a second language before pursuing his Ph.D. One
vear after fulfilling the minimum ESL requirement and having studied at the
Ph.D. level, he voluntarily returned tothe ESL program and expressed doubts
about the adequacy of his English. He wanted to support himself with a teaching,
assistantship, but his lack of proficiency for teaching in the English language
made him hestant to do so. He then enrolled in the course for foreign TAs.

By viewing his videotapes with the instructor of the foreign TA course, he
was able to understand how his language differed from that of native speakers
of English. He began to monitor himself carefully and to improve his English.
Even though he did manage to improve, he chose not to teach because of his
concern for the educational needs of American students. He still felt his skills
were inadequate tor a regular teaching assistantship in his department, but he
would lecture in'English on special accasions.

Among the ten case studies there is a second example of a TA whose
decision not to continue teaching was also based upon feelings of language
adequacy. As a rescarch assistant in a clinical field, he realized that the
Amencans with whom he came in contact were not understanding him. During
the TA course he learned how to interact more effectively with clients, but his
speaking shills remained clearly inadequate for classroom teaching. However,
it 1~ interesting to note that even his academic adviser would not tell him that
s pronunciation was unintelligible.

When interviewed vighteen months after completing the course, the TA
reported that he had worked siv months with a speech therapist but had finally
given up hope of becomung a classroom TAL He reluctantly chose to support
himselt by working as a test-grader.

Category B: The five case studies that comprise the second category are those
I As who evaluated themselves in essentially the same way they were evaluated
by uthers and whe chose to continue teaching. They were aware of the factors
inhibiting, thewr successful com munication with American undergraduate stu-
dents, but nevertheless, chose to support themselves as classroom teachers.
They developed strategies for integrating into the academic environment and
for coping with their dassroora communication problems. Through the TA
course, they became aware of obstackes to communication and took steps to
improve. They learned from the TA course that the success of their own courses
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also depended i part on the cooperation and motivation of the students. They
recognized ther own eed to develop techniques for interacting with American .
students who had never encountered a non-native speaker of English in the
role of classroom teacher.

Although each of the five TAs in this category had unigue problems in the
areas of language and teaching, their evaluations of themselves were consisten?
with external evaluations which were based on classroom observations, inter-
views, student evaluations, and comments from people they worked with on
a daily basts. TA« in this group tended to rate their proficiency in the various
skills in English as vither good o fair with pronunciation consistently given the
latter rating  Thev felt there was slight improvement in their ability to use
Enghsh tor teaching, but all of these TAs felt confident about teaching, and
most of them had noted improvement in their teaching since they had begun
working as TAs,

The most salient characteristic shared by TAs in this group was their
concern that their students understand them. One TA emphasized the impor-
tance ot being able to pass on her knowledge to her students. In order to
succewd in this endeavor, she found it was essential to understand her American
students in order to succeed in this. Her attitude was shared by *he other TAs
in this category. They actively sought feedback from their students regarding
communication in the classroom. An analysis of their successful integration
showed that each of them had a different set of needs, but that alt of them had
vither very little or no previous teaching experience.

Category C- I this category is a TA who chose not to continue as a classroom
teacher and whose evaluation of herself did not match the external evaluations.
She lacked selt-contidence, although her colleagues and supervisors believed
she had evcellent language skills and considerable potential for classroom teach-
ing Interviews with her and videotapes of her teaching led to the same conclu-
stons She rated her proficiency as tarr in all skills except composition, in which
she rated herself as poor,

As a person of small stature, this TA faced the problem of projecting her
sott vosce over the background noise in lab science classes. Even in traditional
lecture settings, ber students tound it ditficult to hear her. She attempted to
solve this problem by using a microphone but found the situation unsatisfactory
and deaided to support herself as a research assistant rather than as a dlassroom
teacher

Category 1Y In the tinal category are the TAs who deaded to continue as
classroom teachers, vet whose evaluations of themselves did not match external
evaluations. These TAs are of particular concern in contrast to those in Category
B. who also continued teaching. From the sample, there are two TAs in this
Catepory

The hirst is a teacher of anintroductory fab course who had considerable
teaching expenence before coming to the United States. When o.ked how he

39



~ LANDA AND PFRRY 95

felt about his teaching, he responded in writing that it was a perfect way to
learn English. He felt that 90 to 95 percent of foreign TAs are effective teachers
and that if their students did not understand them, the students need only to
“watch and learn.” He felt he had no problems in teaching or in using English
despite the fact that his TOEFL score barely met the minimum requirements of
his department at the time of his admission to graduate school. He rated his
skills in all language areas as good. As for the evaluative questionnaires filled
out by his students every term, he read and destroyed them routinely, so none
were available for this analysis.

When he was observed in the classroom for this study, both his language
was highly formal and his teaching style seemed inappropriate for the situation.
During the first thirty minutes of the 45-minute class period, he lectured to the

‘twelve undergraduates by commenting on a totally prewritten outline on the
blackboard ? He sat on a table at the side of the room and spoke in a low
monotone with his eves fixed on the board. He asked two questions during the
period, but the students were unable to answer them. Student names were not
used. The TA provided the answers to his questions and said that he hoped
they understood. He then urged the students not to sleep.

After this observation, it was concluded that the students must have either
understood the concepts being taught before the class session had begun or
thev had arrived at new insights during the pericd without choosing to interact
with the TA. A third, very real pussibility, of conrse, was that they still had not
grasped the concepts by the end of the pen. In any case, the TA did not
maodifv hus lecture style even though the class was small. At this point it was
suspected that the TA's concept of an effective teacher Jdid not match the
enpectations of the students.

The other TA in this category taught a beginning language course. He had
been teaching his native language in the U.S. for four years at the time of the
otudy. He rated himself as good in listening, speaking, and pronunciation, and
as fair in grammar and composition. When he assumed his TA position, he had
difficulties associated with his lack of experience in teaching and with aural
comprehension. As he gained experience, he became very confident and felt
that he was an etfective classroom teacher. Like the first TA, he felt that his
Enghsh improved through his teaching and through contact with Americans.
He felt he had no problems with his teaching.

There was, however, considerable discrepancy between this TA’s evalua-
tron of himselt and others” evaluations of him. In an interview it was found that
hi~ Enghsh had in fact improved markedly. He was able to understand and
respond to all of the questions with little or no difficulty and appeared to be
confident in his use of English. He felt that he had reached a point at which his
teaching was ettective and saw o need to be interested in further improvement.

A subsequent interview with his supervisor and an analysis of his students’
evaluations revealed a very different profile from the one that he had given.
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His supervisor had received a number of complants about his teaching, and in
her obseryations of him she telt that he had considerable difficulty communi-
cating, with the students 1 his dassroom. The written evaluations of the instruc-
tor were generally tavorable except for several complaints concerning the lack
ot darity in his grammatical explanations in English. His students also com-
plamed about not having an oppurtunity to practice the target language in class.
One student wrote that the teacher and the class were “seldom on the same
wave fength,” which made learning ditficuit.

An analysis of a videotape of this TA's classroom teaching confirmed the
discrepancy desenibed above. The atmosphere in his cassroom was highly
tormal with only minimal interaction between the TA and the students. It was
perhaps caster tor the students to accept his shortcomings as a teacher because
he was teaching a foreign language not requiring exdusive dependence on
Eoglish tor instruction. Because he was teaching a language course and not a
course in a field like math or physics, the students may have extended some
degree of cultural acceptance to him that would most likely not have been
extended to bis counterpart in the ¢ other fiekds.

Discussion

Although each of the participants entered the foreign TA course with
umgue charactenstics and specitic needs, it was possible to isolate the vanables
of knglish language proticiency, teaching skill, and attitude for cach TA. The
development of the four discrete categories presented in the previous section
has tacihitated analvars ot these variables and has led to some useful generaliza-
tions about cach of the vanables.

Munt of the TAS telt that English was their main problem. Although some
[ A~ showed dramatic improvement in various areas of English language pro-
fiaency. this was generally not the case. As the course continued, the TAs in
Category B saw the need to compensate for their lack of fluency in the classroom
swtting, realizing that language improvement at their level would take place
onlyv as a gradual process These TAs were especiallv open to classroom strat-
eigtes desianed to support their oral presentations, e.g., using the blackboard
to ensure that students understand particulardy troublesome vocabulary items,
or ashing, tor immediate fewdback on kev points in the presentation.

On the other hand, the TAs in Category D, who also chose to continue
teaching, remaned convineed that a mastery of English was the kev to being a
successtul dassroom teacher. TAs in this group were open to activities specifi-
cally designed to improve their English language ability. Thev were less inter-
exted i learmng strategies to support their communication with students in
the Jassroom

Fven though languape s clearly a major vanable in classroom interacti, o,
immediate or dramatic improvement in this area was not frequently observed
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or expevted. It s extremely important that the TAs be persuaded that there are
cructal vanables other than Foglish involved in overall teaching effectiveness.

In the arva of teaching shalls, it was tound that the TAs with limited teaching
exprnence were very open to making changes in their teaching and that, in
manv cases, these changes were made quickly. On the other hand, some of the
TAs wivo had previous teaching experience entered the foreign TA course with
certain preconceived notions about teaching and leamning and were not as open
to change or adaptation. T wy came into the course with specific ideas and
expectations concerning their rales as teachers at an American university and
left the course with essentially the ~ame ideas. It appeared that they had decided
n advance that they had certain deficiencies, particularly in language ability,
which when remedied, would make them effective classroom teachers. They
resisted the idea ot lookeng at the whole range of skills and attitudes that might
atfect their pertormance as FAS. The ather TAs with teaching experience chose
not to teach even after taking the foreign TA course because of their respect toe
high standards in «ducation. They felt that because of their inadequacies in
tnghish, they would take non-teaching, pusitions until they had improved suf-
tiiently It was apparent that some of the TAs in this category could have
tunctioned adequately as dassroom teachers.

[n contrast to the vanable of language proficiency, dramatic improvement
was trequently observed i the area of teaching skills. It was often casier for
mevperienced teachers to make < vanges in theis teaching because they generally
had not developed mud deas concerning, the best way to teach and leamn.
Fypenenced teachers, on the other hand, were faced with the difficult task of
adapting, therr notions of teaching and learmng to the expectations of their
Amenan students  For both expenenced and inexperienced foreign TAs, an
appropriate attitude toward difterences in educational systems seeined to be
essential. The TAs who were successtul in this area developed an appreciation
ot ther studer 4" perspectives on classroom interaction.

The cultural and attitudinal vanables involved in teaching are perhaps the
most difticult to isolate and analvze, but at the same time, may be the most
reliable predic tors of suceess. When foreign students come to the United States,
they tind themselves in a very ditficult situation. They may have a strong desire
to sntegrate completely into ther new envionment. For many of them, this
mav mean trving to become like the Americans they encounter in their daily
bves Fhrough this desine to become a part of American culture, they may try
to nummize ditterences and emphasize similarities.

[ s dessre to sdentity with Americans may be one reason that most of the
toreign 1 As 1 this study daimed that English was the primary factor determin-
iy therr suceess 1n the classronm. This perception may have been the reason
that seme of the [ A« weredosed to activities designed to improve their teaching,
etfen tiveness of to increas. therr awareness of cultural differences in the class-
room. [ {owever, the cultural differences involved in classroom teaching, includ-
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ing assumptions about leaming, mav be the source of the greatest difficulty for
the toreign TA in Amencan classrooms. Therefore, if foreign TAs are not open
to analysis and discussion of these difterences, their success may be severely |
limited.

Conclusions

Foreign graduate students who choose to support themselves by working
as TAs in American universties are faced with difficult situations. These TAs,
who are required to provide quality education to their students, may encounter
serious problems in cassroom communication because of their level of profi-
ciency in the English language, their teaching skills and experience, and their
attitude toward classroom education.

This chapter has discussed case studies of ten foreign TAs who had taken
a special course designed to improve their dassroom effectiveness. Although
each TA had different language needs, different levels of teaching experience,
and ditterent attitudes toward the educational process, it was possible to create
four w.stinet categories based on (1) how the TAs evaluated themselves and
wei - evaluated by others, and (2) whether or aot they chose to continue as
ddassreom teachers after completing the tramning course for foreign TAs.

The twa categones of TAs who chose not to continue as classroom teachers,
Categories A and C, are not of particular interest in this study because these
TAs, for a variety of reasons, have made the choice to not be involved in the
education of American undergraduates. On the other hand, Categories B and
D include the TAs who have continued as classroom teachers.

Thowe in Category B, the largest group, achieved some degree of successful
ntegration into the American dassroom. Although each of them still had spe-
citic ditficultios in the arcas of language and teaching skills, their open attitude
toward classroom education in the United States served as a moderating vari-
able. These TAs had a realistic pereeption of themselves as speakers of English
and as classroom teachers. as shown by the match between their evaluations
of themselves and external evaluations. Tacy saw both classroom teaching and
language shills as gradual processes requiring constant attention for improve-
ment to take place.

In contrast. the TAs in Category D, who also continued teaching, did not
show the same degree of successful integration into the American classroom.
These TAS had shown improvement in their English language skills, but exhib-
ited a ngd attitude toward dassroom education. They had specific preconceived
notions about the educational process, which .may have been a reflection of
either a cultural or a personal attitude toward education. The study found that
these TAS did not have a redlistic perception of themselves as speakers of
English or as classroom teachers. Their attitude toward impioving classroom
eftectiveness was that of their English skills improved, they woauld automatically

.
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become mare effective teachers. The discrepancy found between the way these
TAs penceived themselves and the way others, induding American undergrad-
uate students and immediate supervisors, perceived them suggests that this
. .category of the tour requires the most immediste attention, assuming that
quality education for undergraduates is a high priority.

These case studies have shown that proficiency in the English language
and adequate teaching skills are essential to the foreign TA's success in the
Amenican classroom. However, the studies also indicate that the individual
TA’s attitude toward the educational process in the United States is a key
variable in classroom effectiveness that merits further attention and research.

Endnotes

1 An cardier sersion of this chapter appeared in the MinneTESOL journal
2 For tusther diss ussion of Mackbvard techimgues see the chapter by Shaw and Garate,
this vodume

Appendix A, Classroom communication for foreign TAs

1 Presenting a sullabus
Ihe [AS present the svilabus and essential intermation for the coune they are teachung,
The fix us of this hirst activity 15 on cearly presenting the pertinent information and estab-
livhung rapport with the ddss (35 nunutes)
2 Deftutnm of 4 term
In this actin ity the TAs present a defimition of a speaal term or concept from their fields. It
is essenhial that the TAs adapt thewr matenal to meet the general level of the audience and
that the length ot the presentation be kept withm the prescnbed time limit (5-7 minutes)
3§ wplarming o dragram madel o dlustratan
The TAs choune o diagram. model, or diustration from thesr fields to present to the class.
This activaty reyuires the TAs to use the blackboard or wome vther teaching ad and at the
same time to mantan adeguate eve contact with the class. (5-7 minutes)
& oo directions to the dass
In this activity the 1A« give the dass directions tor drawing, something (usually a geometne
dewign or svenbal) Onlv oral communicatim can be used. The dass members can ask
questions to s or danty the TAs dirsctions. The TAs reveive simmediate feedback on
thenr i cess 1IN communicating the speatied informaton
3 Fueldog questuons
Questions based on each TA'S previous presentation are sshed by native speakers of
tnghsh  The questions are audiotaped and then plaved tor the TAs to answer. The TAs
are videutaped 1n tront of the Jans as they listen o, restate, and answer the questions The
ass members wn ask tor cantication or elaboration. This activity focuses on listenung
ohifts s well s thee ability o ceary and accurately restate questions.
6 SRt e tuer
The 1A~ present short fedtures based on topics of general interest from their fields Thes
Aty requires the TAS to synthesize the skilis em ed :n the course and is intended
tos give them a dear wnse of what they have accomplished dunng the quarter. (10 mnutes)
fodliig o lentiete
In this actinaty the [As can draw on the information presented in the prvious becture and
Can assume a certain amount of shand knowledge on the part of the class members This
gives them an apputunity to danty prublems trom the previous presentation and to
elaborate on a specii paint (10 manutes) .
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Appendix B. " University of Minnesota. classroom communication skils for
international TAs, fllou-up questionnair.

Part |

Name

Department

PFraimary arca of interest

When did vou begin your studies at the U of M?

How many graduate credits do you usually take per quarter?

When do vou plan to finish your degree?

Vhat types of avsistantships have yvou held at the U of M?

What classes have you uughl at the U ot M?

Are vou teaching this quarter?

11 How large are the dlasses you teach?

11 How atten do vou have TA meetings?

12 Native language

1} Country

14 TORH. soore

IS. Michugan Test score

16. What language do vou speak at home?

17 How manv hours 2 dav do you generally speak English?

IN Pleaw give the name of at least one pervon wha has obwerved vour teaching or has a good
wdea of vour proficiency in English.

ERND Ddn vt hd s

Part I
Please rate vour own proticwency in English in the following areas:
Crammar Very gonud Good Fair Poor
Listerang

Comprebensaon Very good Good Far Pe s
Speaking Very goad Guad Faw Poor
MPronuncation Very gund Goud Fair Pror
Compositson Very guad Good Faw Poor
{The fllowing questtons are intended for people who have been teaching dunng the last
vear )
I How do vou el sbout teaching at the U of M?
2 Have there been any changes in your teaching since you have been at the U of M?
Vit vou teel vour teaching has changed, what do vou think the causes of the changes are? -
4 Have there been any changes in vour ability to use English for teaching?
ES

1t vou teel vour profioency m Enghish has changed. what do vou think the causes of the
changes are”

Part 11

1 Thinking back on the courw “Classroom Communication for International TAs™ that you
tovk, what were the most uscetul parts of the coune for vou?

2 What spevific benetits did vou gain from the various parts of the course?

Vo Asastudent of TA at the Univeruty of Minnesota, what speafic problems du vou still have
that the cuurse did not help vou with?

4 How could the course have helped vou with these problems?
It vou were a toreign TA just beginning at the U of M, would vou take this course? Why

or why nat?
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I'wo Instruments for Awessing the Oral l'.nqlnh Proficiency
of l*omqn 1 cuchmg Assistants’

CHARLES W. STANSFIELD
RODNEY J. BALLARD

e 1964 the Test of English as a Foreign Language (TOFFL) has been used

to assess the English language proficiency of non-native English speakers
s applving to undergraduate or graduate programs at U.S. and Canadian
colleges and umiversities. The test, which has been shown to be valid and reliable
when used for ats intended purpose, measures the ability to understand spoken
and wntten Enghsh in an academic contest.

Because of increased interest in a standardized measure of oral language
proficiency. in 1978 the staft of Educational Testing Service initiated a research
project (Clark and Swinton 1979) that culminated in the development of the Test
of Spoken English (TSE). This exam is a tape recorded measure of oral English
proficiency i which the examinee’s osponses are also tape recorded. After
subsequent validation in academic settings (Clark and Swinton 980), the TSE
trcame an operational testing program. Now in its third year of operation, the
TSE provides U.S. and Canadian universities with a means of measuring the
English speaking ability of international students who are being considered for
teaching assistantships o7 for other positions that nequire extensive use of
spoken Enghish A a test of oral proficiency, the TSE is a complement to the
TOEH It w sponsored by the TOEFL Program and is administered by Educa-
tional Testing Service (FTS).

TSE Cantent

the 151 tehes about twenty munutes and consists of seven sections, each
imvolving . particular speech activity. The first section is an unscored “warm
up i which the exanunee responds oraliv to a short series of biographical
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Yuestions spoken on the test tape (name, reasons for studving English, future
plans, et ) In the sexcond section, the examinee reads aloud a printed passage
ot appronmately 125 words and s told that scoring will be based on pronunci-
ation and overall clarity of speech. Time 1s allowed for preliminary silent reading
of the passage.

In the third section, the examinee sees a series of ten partial sentences and
v avhed to complete cach sentence orally in a way that conveys meaning and
1s grammatically correct. Some sample items ane:

In order to finish the assignment

By saving our monev . . .

While | was waiting tor the bus . ..
Although many people liked the movie . . . .
Because of the cold weather

N

The fourth and fifth sections utilize picture stimuli that “tell a continuous
storv 7 Atter studving the drawings briefly, the examinee is asked to tell the
story that the prctures show, and to include as much detail as possible. In
section hive the examinee lovks at a single photograph and answers a series of
spohen questions sbout the picture’s content.

Section sy consists of o senes of spoken questions intended to elicit free
and somewhat lengthy responses from the examinee. The questions require
both descniptions of common objecty (e, deseribe a bicvele in as much detail
as vou can) and openended expressions of opinion on familiar issues. For
nstance, an examinee might be asked to discuss the best way of dealing with
the world food shortage The linguistic quality and adequacy of communication,
rather than the specific knowledge revealed, are considered in scoring this
MUt

In the seventh and final section, the examinee sees a prnted schedule,
such as the tollowing «chedule tor an imaginary counse:

Chemstry 2l

Class lestures, Mondavs and Wednesdavs
Anderson Hall Koom W2
400 10:00 a.m.

 aboratory. Fndavs
fohnson Hali Room X2
L0 S pom.

Hinal exanunation Wednesday, ecember 10
Anderson Hall Room 302
40 10 am.

ruversiny holetan s Phursday, Nonember 23
Frday November 24
N classes
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Textbook. An Introducteon to Callege Chemistry, C. Clauss
and O Whitehead, Oxford University Press: 1976
-

The candidate 1s ashed to describe the schedule aloud, as though informing a
group of students on the first day of class.

Overview of TSE Operational Procedures

The TSE is given at TOEFL test centers in the U.S. and abroad. It is given
on scheduled TOEFL dates so that students can take both tests on the same
day and at the same location. The test is given six times per vear, currently
dunng the months of August, November, December, March, May, and June.

Admunistrative Procedures

Each vear the exact test administration dates are published in the TSE
“Examinec Application Form and Procedures.”” Copies of the form are distrib-
uted to all TORHL test centers, to American embassies, binational centers, and
kenguage mnstitutes, and to nunwrous other agencies and individuals interested
in the TSi.* Often departments that require TSE scores of applicants include
copies of the apphication form in the matenals sent in response to inquiries from
non-native Englist speaking persons. The TSt is given at TOEFL test centers
throughout the world under strictlv controlled testing procedures. Once a
campleted appplication form is reveived, the examinee is assigned to a test
venter tor the date selected and sent a registration form, the TSE Examine-
Handbovk, and a dise. The Handbook and disc include a description of each section
of the tent, the test directions, and practice questions, The registration form
requests intormation nedessary to identify the examinee and the names of
mstitutional score reapients.

Scoring Procedures

The examinee's tapes is sent directly to ETS for sconing. THE answer tapes
are rated by ottical 1SE raters, who are expenenced teachers and speadlists in
the tield of English as 3 second language. Raters are trained at one-day work-
shaps conducted by £ETS statf members.

Currently . every [SE tape is rated independently by twao raters; neither
person rating, an individual tape knows the soores assigned by the other, and
the examinee’s score s the average of their two ratings. Scores are assigned on
hour separate enternia (overall comprehensibility, Fronunciation, grammar, and
tluena vy It the twer raters do not agree on anv of the four scores, a third person
listens to the answer tape and rates the arcas of disagreement. In such a case,
the reported scomes are based on the average of the three ratings.

T'he overall comprehensibility critenon s designed to be a global rating of
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the examunee’s proficiency in dealing with a variety of complex speech tasks,
Overall comprehensitality scures are reported on a scale that ranges from 0 to
HN; all scores are rour.ded to the nearest tenth. Descriptions of the performance
indicated by cach score range follow.

Ovenall Comprehensibility

0-90 Overall comprehensibility too low in even the simplest type o.” speech.
00-140 Generally not comprehensible due to frequent pauses and/or
rephrasing, pronunciation errors, limited grasp of vocabulary, and lack of
grammatical control.

150-190 Generally comprehensible but with frequent errors in pronuncia-
ton, grammar, choice of vocabulary items, and with some pauses or
rephrasing.

200-240 Generally comprehensible with some errors in pronunciation,
grammar, choice of vocabulary items, cr with pauses or occasional rephras-
ing.

250-%0 umpk-telv comprehensible in normal speech, with occasional
grammatical or pronunciation ecrors in very colloquial phrases.

Reporting Procedures

The wore reporis 1ssaed for the TSE consist of an Examinee’s Score Con-
tirmation Record, v 5w is sent to the examinee, and an official score report
that is sent directly by kducational Testing Service to two institutions specified
by the examinee. The official score report includes the examinee’s name, native
countrv and language, date of birth, the test date, and four different test scores:
a seore for overall comprehensibility and scores for the three diagnostic areas
of pronunciation, grammar, and fluency. Italso provides descriptions of general
speech characteristics by score level for cach of these criteria.

Speaking Proficiency English Assessment Kit (SPEAK)

The TSE program also offers the Speaking Proficiency English Assessment
Kit (SI'F AK), which enables institutions to utilize a retired test form from the
TSE snternational program for local placement purposes. While the TSE is
designed for use ir the selection and placement of graduate foreign applicants,
SPEAK «an be used to test those currently emploved as teaching assistants or
in anuther capaciry. Using both the TSE and SPEAK, it is possible to assess the
oral English proficency of a non-native group at the time of application and at
one of more points subsequent to their arrival on campus. Alternatively, one
could compare overseas candidates’ TSE scores with the SPEAK scores of cur-
rently emploved non-nativ e speaking TAs.

SI'EAK contains all the matenals needed to set up and admunister a local
testing program. The kit includes a self-instruction il rater training manual that
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explains how to administer the test, how to use the overall comprehensibility
and diagnintic swales ta assign ratings, and how to determine the overall com-
prehensibility and diagnostic scores. Alseincluded is a set of rater training tapes
containing examples of actual examinee performance and an explanation of the
rating assigned to each response. A set of rater testing tapes permits the rater
to score a ser'es of complete tests and to compare the scores with the actual
scores assigned by language testing specialists at ETS. The kit also includes 30
reusable test booklets for examinees, one cassette and one reel-to-reel test tape
for actual admunistration of the test, and a package of rating sheets to be used
for the assignment of ratings and the calculation of scores.

SPEAK 1o available for direct purchase by university-affiliated English lan-
guage (nstitutes, institutional testing offices, private language schools, and
other education-related organizations serving public or private educational pro-
grams. For additional intormation, write 1o SPEAK, Box 2882, Princeton, Nj
08541.

Current Use of TSE and SPEAK

As of August 983, ISE and SPEAK were being used by several colleges
and universities (sce Appendix A) to assess the spoken English skills of foreign
teaching assistants and other foreign students. The state legislature of Florida
recently mandated non-native spuaking instructors “be proficient in the oral
use of English, as determined by the Test of Spoken English . . . ora similar
test” (Chrancle of Higher Education, July 7, 1983, 2). Both TSE and SPEAK are
currently being considered at many other institutions in the U.S. and Canada,
particularly those with large graduate programs and those admitting a large
number of foreign graduate students. Institutions set their own criterion levels
on these tests; typially, the standards of acceptable oral proficiency for non-
native speaking TAs fall within a range of 200-250 on the overall comprehen-
sibility scale.

The TSE is also used within the health-related professions. Currently,
torvign tratned veterinarians are required to submit TSE scores to the Education
Commussion on Foregn Veterinary Graduates, an affiliate of the American
Vetennary Medicine Association. These candidates must demonstrate profi-
ciency in spoken English as part of the process of becoming licensed to practice
veterinary medicine in the United States. The TSE is also required of foreign-
trained nurses applving for licensing to the Colorado State Board of Nursing,
A recent reses -h study (Powers and Stansfield 1983) shows the TSE can also
be a valid me e of oral language proficiency for use in the certification or
hcensing of ton-native English-speaking professionals in the health-related
tields of medicane, nursing, pharmacy and veterinary medicine. SPEAK is also
used tor on-site testing by a number of government agencies and private cor-
porations.
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Research on the TSE

As noted above, the TSE and SPEAK are commercially available tests of
oral English proficiency which have been used in many situations. With the
increased utilization of the TSE and SPEAK. it has been possible to conduct
studies of their reliability and validity.

Reliability of the TSE

Reliability is the extent to which a test vields consistent results. Several
ditferent tvpes of reliability may be relevant to a single test. In the case of a test
of oral language where scores are assigned by more than one rater, interrater
reliability 15 of particular concern. When an examinee’s score is based on the
average of two ratings. as is currently the case, unless scores are abnormally
discrepant. the interrater reliability of the two overall comprehensibility scores
is 88 Thatis, if tests already scored by two raters were rescored by two different
raters. the correlation hetween the two averages would be 88,

As noted abuove, three raters are used whenever there is a substantial
discrepancy between the ratings assigned by the first two .aters to the overall
score or any of the diagnostic subscores. Current experience indicates that a
third rater is utilized about 6 percent of the time. In such cases, an estimate of
the interrater reliability of the overall comprehensibility score is .92, That is, if
tests scured by three raters were rescored by three ditferent raters, the corre-
lation betweer: the two score averages would be .92, Because most TSE scores
are based on the average of two ratings, the coefficient of .88 can be considered
a fatr, if not a slightly conservative, estimate of the true interrater reliability of
TSE scores,

Valudity of the TSE

Vahdity refers to the extent to which a test actually measures what it
purparts to measure. If an oral language proficiency test vields very consistent
swores. it can be considered reliable. However, if those scores show little rela-
tionship to real-lite pertormance, the validity of the test is questionable. While
manv procedures exist for determining validity, there is no single indicator or
standard index of validity. Rather. validity is established by compiling infor-
mation on the nature of the test and its ability to predict certain criterion
behaviors

For nearlv three decades the most widely respected test of spoken language
proticiency has been the oral proficiency interview administered by the Foreign
Service Institute (FSH of the United States Department of State (Wilds 1975;
Sellenberger 1978) . 1t consists of a structured conversation of about fifteen to
twenty-tive minutes between the examinee and a trained interviewer who is
either a native or a near-native speaker of the test language. Performance on
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the interview s evaluated on a scale ranging trom zero to five, with level zero
representing no tumtional ability in the language, and level five representing
proficiency indistinguishable trom that of an educated native speaker. '

In order to determine the relationship between scores on the FSI Oral
Interview and scores on the Test of Spoken English, both tests were adminis-
tered to sixty foreign teaching assistants (TAs) at several lar; e state universities
(Clark and Swinton [980). In addition, recent TOEFL scores for thirty-one of
those TAs were obtained from student secords. Table 1 depicts the correlations
between the TSE and the other two instruments,

Table 1. Relatwnshup of TSE to FSI ratings and TOEFL scores*

K Correlation with
TSE Correlation with TOEFL
scale : FSl rating total score
Pronunaation 77 )
Crammar . 3 70
Hueno 76 o
C omprrhenaibilit 76° 57

"t All correlation et tents are signiticant at or bevond the 001 level n = 31.

As can be seen, the TSE shows fairly strong correlations with FSI interview
ratings, while TSE subscores other than grammar show only moderate corre-
lations with TOEFL scores. In addition, the correlation between TSE compre-
hensibility and FSI ratings for all six'v TAs in the Clark and Swinton study
(1980) was . ™. If one accepts the FSI Orat Interview as a valid criterion measure,
Clark and Swinton's findings indicate that the TSE represents a substantial
improvement over TOEFL in the prediction of oral language proficiency.

Within the contest of college and university instruction, the TSE was vali-
dated in the same studv involving 134 foreign teaching assistants at nine uni-
vessities (Clark and Swinton 1980). Here it was found that an instructor's TSE
comprehensibility score correlated with students’ assessment of the instructor’s
ability to handle common situations involving language skills. Some of these
 situations and their corresponding correlations were lectures (r = .60), under-
standing student questions {1 - .32), answering questions (r=.53), and com-
munication during office appointments (r = .54). The TSE score also correlated
with the degree to which the instructor’s pronunciation interfered with student
understanding (r - .68). To a lesser extent, the TSE score predicted students’
evaluations of the instructor's overall teaching performance (r = 29, n = 34,
pe b

In addition to language skills, overall performance or teaching effectiveness
1 determined by several other factors, such as omganization, class preparation,
interpersonal relations, accessibility, originality, assigned workload. and eval-
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uation procedures. The fact that the TSE comprebensibility score correlates with
tead hing ettectiveness may also indicate that degree ot English language profi-
aency influences or otherwise correlates with these factors. In the Clark and
Swinton study, the TSE score did not correlate significantly with student ratings
of the instructor’s knowledge of the subject.

Concluding Remarks

One wav in which the TSE or SPEAK can be used is in helping academic
departments to establish criterion levels of acceptable comprehensibility among
toreign teaching assistants. The TSE program has developed a sample tape that
wontains examunee responses to selected TSE passages at ten different score
levels, arranged in order from low score to high score. The tapr may be used
bv departmental or institututional committees responsible for establishing initial
score requirements. Such committees could include both faculty and student
representatives.

Once an imitial standard is set, departments or institutions should conduct
tollow-up studies on the validity of the score standard. This research may be
conducted by the local office of institutional research, by the university testing
service, or by a graduate student in education or psychology in fulfillment of a
thesis requirement. A correlation coefficient between student ratings and TSE
scores can be useful in establishing local validity. Expectancy tables can be used
to show the distnbution of levels of teaching performance, as rated by students,
for instructors with given English proficiency scores. The expectancy tables can
be portraved by department, and can be considered in subsequent discussions
to rase or lower the standard. Additional information on local validation of
standards is available in the TSE Manual for Score Users, in Powers and Stansfield
(1983). and i Lovingston and Zieky (1982). Further inforraation about the TSE
and SPEAK, including the TSE Manual for Score Users and asa. ~le tape, can be
obtained by contacting the TSE Director, Department T10, Educational Testing
Service, Pnnceton, NJO831.¢

Endnotes

1 An earbier version of thas chapter was presented at the 1983 NAFSA Annual Conference
in Cinannats by Charles W Stanstiedd

2 A supply of these torms can be obtained trem TSE, Box 2882, Pinceton, N 08541,

Vo turther mtormaten about the test's relatulity s tound i the TSE Manual for Score
thwes

4 The ISE program oftice dttempts to monitor the Gwe of TSE by agenoes and institutions
that utilize the test service Thus, institutions conducting local validation studies ane nequested
e torwand a copy ot the indings to the TORFL Program Research Courdinator
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Appendix A. Users of TSE and SPEAK as of August 1983
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Iostitutions with ooe e«

more departments requiring Institutions wsing
or requesting TSE scoves SPEAK

University ot Flonda University of Alabama
Unuverwty of Calsfornia at Los Angeles University of Texas at San Antonio
Oklshoma State Universty Newpurt College
I sversity of Mlinos University of Georgia
University of Anzona Ohio University
University of Wisconsin State University of New York at Buffalo
Narthwestern Univeruty American University
University of Delaware Umversity of Dallas
Unsversity of Marviand University of California at Santa Cruz
University of Missoun Pennsyivania State University
University of Central Honda University of South Casvlina
University of Arkansas Indiana State University
fowa State Uruversity University of Tennessee

Monterey institute of International Studies

—ccmpm

State University of New York at Stoay
Brook

North Texas State Univensity

Cret Unversity

University of Manitoba, Winnipeg,
Canada

University of Guelph, Guelph, Canada

Nazan University, Nogoya. Japan

World Econumic Information Services,
Tokvo

Naval Postgraduate School, Monterey,
CA

Pomona Valley Community Hospital,
Pomona, CA

Columbza College. Vancouver, Canada

Quvens College. NY

Thai International Airways

Svracuse University

University of Marvland
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A Tvpology of Teaching Assistants’

KATHLEEN M. BAILEY

ur awareness of ‘‘the foreign TA problem” is largely a result of students’
complaints about non-native speakers employed as TAs in U.S. univer-
e sities. Unfortunately. though not surprisingly, these complaints tend to
be rather vague. "He can’t speak English” and "You can’t understand a word
he says" are not particularly useful comments in any diagnostic sense. :

In order to better understand what exactly students were complaining
about, 1 arranged to visit the classes of non-native speakers working as TAs at
UCLA. The departments of math and physics were chosen for the on-site
observations because these two departments had the most letters of complaint
on record regarding non-native speaking TAs. In addition, courses in these two
departments afforded a combination of both discussion sections and laboratory
settings.

Six pairs of TAs were chosen in each department from among a pool of
forty-four TAs who were willing to be observed. Each pair consisted of a non-
native speaking Asian TA matched with a native speaker teaching in a different
section of the same course during the same quarter. Non-native speaking TAs
were paired with native speakers in this study so that, by comparison, 1 could
detect both “errors of omission” and “errors of commission.” It is possible that
some of the students’ complaints were based on what the foreign TAs failed to
do as well as what they did. Asian TAs were chosen because in a pilot study
they had been identified as the group having the most difficulty adjusting to
the educational system at UCLA. The twelve foreign TAs in the observational
sample were native speakers of Chinese, Korean, and Japanese. All these TAs
were males.

All of the classes observed were regularly scheduled lower-division under-
graduate courses. In each department three of the courses were designed for
majurs-in that discipline and the other three were designed ©  non-majors.
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. Students’ evaluations of these twentv-four TAs were made available to me
at the end of the quarter. A companson of the scores showed that the students
rated the native speakers significantly higher than the foreign TAs. However,
* there were no significant differences between the ratings of the math TAsas a
group and those of the physics TAs, nor was there any interaction effect
The classes were visited during the beginning, middle, and end of the
academic quarter. During each observation [ took extensive fieldnotes, docu-
menting the TA's speech, his pattems of movement thruugh the classroom, his
nonverbal behavior, and evidence of his relationship with tie students. After
each observation the rough notes were recopied and details were added. The
data upon which the following tvpology is based consisted of 1,197 pages of
finalized fiekinotes. In the fieldnotes, the 24 TAs were identified by pseud-
onyms, some of which are also used in the following discussion.

TA Typology

The tieldnotes for each abservation were summanzed, and then the sum-
maries of each TA's pertormance were synthesized to form a profile that char-
- acterized the subject’s behavior over the ten-week quarter. The profiles of the
twenty-four teaching assistants were then compared to identify possible models
or types of TAs. Five types emerged in this analysis. Each type was given a
descriptive label and one TA profile was selected to represent the type. The
tvpological names are intended to capture a generalization about the behaviors
of the group members. (For a more complete discussion of the research meth-
adology and samplhing issues involved in this study, see Bailey 1982a).

Type 1: Active Unintelligible TAs

The first type of TA can be characterized as physically active, fast-talking,
knowledgeable, but unintelligible. There were three foreign TAs in this group,
two Koreans and a native speaker of Chinese. All three were able to do the
dudents” homework. They could ali talk and write at the same time, providing
explication as they solved the problems at the blackboard. They were also
phvsically active and appeared confident. Thev used a variety of hand and arm
gestures, althouginthese gestures were not always cdearly synchronized with

. ..the meaning of their Englrsh utterances.

These three TAs shered linguistic characteristics as well. Their speech was
s heavilv accented that they were difficult for the students to understand.
Thev tended to talk verv quickly. which often compounded their pronunciation
problems. Although they apparently understood students’ questions and com-
ments with hittle difficulty. the students were not always able to understand
these TAs, Syntactic errors were common in their speech, especially in the cases
of the two Koreans, who produced noticeable subjectless or verbless sentences.
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These TAS otten asked questions or encouraged the students to speak, but
many such utterames wene smply tollow-ups to initial misunderstandings.
Thev trequently encouraged students to come to their office hours and announced
additional help sessions before exams. Yet their efforts apparently went unap-
preciated since they were rated very low in the student evaluations. The follow-
ing profile of Park illustrates the classroom communication problems of an
Adtive Unintelligible TA.

Profile of Park

"ark 1~ a native speaker of Korean who led a physics discussion section for
students majoring in physics, math, or engineering. The section met in a large

lexture hall with an amphitheater floor plan.

Park was apparently competent in his discipline, and tried very hard to

- explain the material to the students, but his spoken English presented serious

problems His speech could be characterized as fast but inaccurate. Park’s
grammar and accent were especially faulty. There were numerous ermrors in
basic sentence structure, induding subjectless and verbless sentences and mor-
phology problems (¢ g.. using a noun as a verb or vice versa). These “basic”
svatactic problems are puseling since they were sometimes juxtaposed with
well-formed complex sentences.

Park’s ditticulties with the pronunciation of English consonants were typ-
iwal of many Korean adults learning cnglish. (For example, ‘s is sometimes
pronounced like “sh,” “1” like "r'" and vice versa, and word-initial “w’’ may
seem to disappear.) But the main source of Park’s difficulty was the supraseg-
mental patterns of English. He sumetimes broke his phrases at non-phrase
boundanes, nserting pauses at unexpected points. He also overused rising
intonation within sentences, perhaps to check the students’ understanding of
the material, his English, or bot. This combination of inappropriate phrase
boundaries and the list-like rising intonation gave Park's speech a looping,
repetitive, sing-song quality. (Park realized that his pronunciation was problem-
atic. He had even voluntarily taken a course to improve his accent.)

Fhese phonological and grammatical problems were compounded by the
spred with which Park spoke. He talked as fast as any of the native speaking
TAs. and even faster than some. Although there were occasional false starts in
his speveh, Park weemed to be a confident speaker of English. He also answered
students” questions without hesitation. However, the pace of his speech, cou-
pled with his accent and the numerous grammar errors, sometimes made it
impossible to understand him.

The speed at which Park spoke gave his discussion section a rushed quality,
which was enacerbated by his nonverbal behavior. At each of the three obser-
vations he hurried into the lecture hall (sometimes late), talked and wrote
quickly. moved tast, only partially erased the blackboard, and generally rushed
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through the problems Items he dropped (the chalk, an eraser) were left on the
floor or kicked aside. Oncy atter an observation | told Park | hoped | had not
made him nervous. He responded with, “No, no! No time to nervous!”* (sic).
Part of the impression of haste he created was due to Park’s physical
movements, but his nonverbal behaviors sometimes aided his efforts to com-
municate. His motions were purposeful and fluid, so he looked confident and
physically balanced. He was very mobile and used much of the blackboard
- space in the amphitheater, but he shuffled his feet as he walked back and forth
beside the blackbvard. He gestured boldly with his hands and arms as he spoke.
“Usually these gestures helped convey the meaning, but at other times they
seemed random. Occasionally he talked toward the blackboard as he wrote and
then failed to re-establish eve contact with the students when he had finished.
He sometimes asked a question without looking at the students and then
answered it himself when no one volunteered a response.

These problems in Park’s communication skills were apparent in ail three
observations. Yet it was also obvious that he was trving very hard to help the
students. He attempted to answer all their questions and seemed prepared for
class. Before the midterm exam he invited the studen's to come to his office for
additional help (even on a Saturday). The offer for an extra study session was
made again before the final exam. During the last class session he twice encour-
aged the students to come to his office hours. He also gave them some tips
about solving equations and about what to expeci on the exam.

But, as might be expected, the students did not seem to respond to Park’s
efforts. Many appeared restless during the class. Some asked questions that
wemed to challenge Park’s knowledge and or authority. Some talked together
prvately as Park tried to conduct the session. [ heard sighs, exasperated exhal-
ations, and smickering or snorting sounds from the students. There was laughter
among a group of male students after one of them belched loudly. Others came
in late and lett earlyv. Some changed seats during the discussion section in order
to sit near fnends and chat. In general, the group conveved an attitude of
annovance with the TA. The students seemed to tolerate Park rather than to
cooperate with him.

Type 2: Mechanical Problem Solvers

The second TA category in the observational sample includes one native
. spraker and tive non-native speakers of English. These six teachers were all
competent in their subject matter. That is, they were able to solve and explain
the students’ homework problems and conduct physics labs. Thus, like the
ative unintelligible TAs, thev are characterized as knowledgeable.

However, the mechanical problem solvers differ from the former group in
that they seemed relatively passive and quiet. In fact, they spoke so quietly that
it was sometimes difficult to hear them over the general noise in the environ-
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ment [n addition. there were often periods of silence in the dassrooms of these
TAs as they wrote on the blackboard or silently watched the students conduct
the expeniments. Although they were able to write and talk simultaneously,
they did so less regularly than other TAs in the sample. When they did talk,
therr speech was relatively slow and deliberate.

Phvsically, these TAs were also somewhat passive in the classroom. Com-
pared to other TAs in the sample, thev seldom used hand or arm movements
to underscore the meaning of their utterances. Their eve contact with students
was also less trequent and of shorter duration than that of the other TAs.

In terms of classtoom discourse patterns, the mechanical problem solvers
elicited less input from thé students than their peers. They also shared less
personal information and offered little encouragement to their students. Although
there 1 some vadation in their behavior, as a group these TAs tended to react
to the students, rather than directing the classroom interaction.

Profile of Kwan

Rwan was g native speaker of Chinese who was the TA for a math discus-
sion sextion. There were seldom many students in his section and those who
did come tended to tnckle in late and leave early. At the first meeting there
were cighteen students present. Dunng two other observations there were nnly
three students one day and seven on another—which happened to be the day
before an exam. At one of mv scheduled observations, no students appeared
at all. These low attendance patterns may be related to Kwan's teaching style.

Atthe tirst clase mevting Kwan wrote his name, office hours, office number,
and the course number on the board, but he told the students nothing about
his background ¢ nd asked nothing about them (e.g., he apparently did not try
to learn therr names). There were no “getting-to-know-vou” remarks—no com-
inents about the courw or himself to put the students at ease. In short, Kwan
made no eftort to build rapport with the students.

Kwan’s classroom stvle was rather passive. Much of this impressior was
based on ponlinguistic signals. He seldom used gestures to support the meaning
ot his speech When he was not wnting, his arms hung limply by his sides—
and even when he was wnting, his other hand was inactive. His voice was soft,
and he sometimes mumbled or talked toward the blackboard. There was little
or no ditterence betseen the volume or pitch he used as he spoke to the students
and that he used as he did caleuladons on the blackboard. He did not project
his voue when addressing the class; it was as if he were talking to himself,
There were also peniads ot stlence as the TA wrote on the board, read his math
book. or awaited the students’ questions,

Kaan didn't call on students duning any of the classmoom observations.
Instead he would stand slently, watting for them to ask questions, Then he
would usuallv work problems (rather than explaining them) in response to their
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requests. In tact. wrting seemed to be his main channel for communicating,
with the students Indeed. he had what could be called “good blackboard
technique (1 ¢ . cdear handwnting, ongamzed lav-out of solutions on the board,
boses drawn around the answers, vertical lines drawn to separate completed
portions of problems from new work, etc.). But as a result of Kwan's involve-
ment with the Mackbourd, there was relatively little eve contact between him
and the students. Instead he would look at the problem and occasionally glance
back at the students, with the blacktoard holding his attention.

One result of Kwan's seemung passivity, distance, and lack of esuberance
was that the students ran the class most of the time. Thev were in control of
the diourse and Kwan reacted to them. In each observation the students

" talked to one another about the math, with a great deal of on-task, overt peer-

teaching. as it they were beng TAs tor each other, explaiming further or expand-
ing on what Kwan had said. In fact, Kwan did not seem to explain much. He
was like 2 problem-solving machine: he worked the problems and the students
watched  They would ask him questions, but much of the elaboration and
evplanation was generated by the students instead of the TA. To be sure, there
was some pve-and-take but Kwan could not be characterized as having an
interactive teaching stvke As a result, the students set the pace and kept the
fessns going—n ettect coaperating with one another to digest the TA's dem-
anstration solutions. Yet there were possible symptoms of boredom among the
students (vawmng. stretching, carly departure, developing side conversations).

Iromically, Kwan's Enghsh was not a serious problem. Although there was
occasional swatching of 1 and “r.” his pronuncation was quite intelligible.
His grammar errors did not seem to interfere with the students’ ability to
understand Tum. He spohe at a slow steady pace, suggesting neither great
fluency nor a lack ot fluency. Although he occasionally repeated words or
phrases verbatim, pussibly indicating a restricted vocabulary, Kwan apparently
understoad the students’ questions and responded to them without hesitation.
In sum, even though his spoken English was not native-like, it was not really
problematic. but hus passivity and inappropriate paralinguistic behavior made
him seemanept

Thus Kwan's major classroom commugication problems can be attributed
to the tact that he either did not understand the role of the TA or he was
unwilling (or unable) to assume it. Noticeably, he never approximated the role
ot a TA an a knowledgeable helpmate and friend. There were no smiles, jokes,
laughter. or off-task comments, no sharing of personal information in anv of
his observations

Type 3: Knowledgeable HelpersiCasual Friends

The third category, the largest group of TAs in the observational sample,
conested ot siv native sprakers and two noa-native speakers. Like the active
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uninteilygble T-As and the mechanical problem solvers, all the members of this
proup were competent i therr disaphines. They could all solve the students’
homewaork problems or condudct physios labs. In addition, the members of this
group clearly demonstrated purposetul teaching behaviors. Effor to explain,
to clanty, to paraphrase. and to demonstrate were typical of their classroom
discourse. They were helptul and generally friendly to the students, and there
were acaastonal tlashes of on-task humor. However, the tone of their clasves
was business-like, with the TA esther in control or quickly able to regain control.”

The members of this group also ditfered trom the previous types in that
they could be casily heard and understood. This s not surprising, since three-
tourths of the group were native speakers of English. However, this was also
true ot the two toreign TAs in this group.

Both ot thew non-native speakers seemed to enact the role of a TA as
knowledgeable belper and casual tnend to the students (as did the native
speakersn the group) In the ticldnotes, there were no records of complaints
trom the students or abserved negative behavior toward cither of these TAs.

I’rotile of Lim

Ly e a native speaker of Chinese who led a phvsics lab section for life
saienee majors He had a very interactive teaching stvle. 1o all three observa-
tions, he chicted intormation trom the students during the explanation of the
expenment He waited patiently atter posing questions and then restated his
guestions it the students did not respond. He often confirmed their ideas by
saving “Yes and repeating or paraphrasing their answers to his questions. In
cach ubservation he checked to see what matenal had been covered in the

- protessor’s lectures He also consistently gave the students helpful hints about

canducting the expeniments and tips on how to write the lab reports correctly.

In terms at his nonverbal behavior, Lim appeared confident, animated,
and relaved. He used hand and arm gestures which supported the meaning of
his utterances He mamntained regular eve contact with the class as he taltked.
In addstion. he was able to use the blackboard to advantage, consistently drasw-
iy diagrams and pomting to them dunng his explanations of the labs. He often
smiled and the students laughed at his pleasantries. He seemed to think of the
students as near-equals: they called him by his tirst name and he sometimes
tsed the indusive forms we and let's.

Pun's control of | nghish, while cleardy not ““native,” was usually sufficient.*
Fach ~set of tieldnotes indludes an observation that the TA spoke kedly and
deardy, indwcating his understanding ot the appropnate paralinguistic features
at teashimy, diourse Although his speech was accented and occasionally
sotnded somewhat choppy, Tim was asually casy to understand. There are
three instar es recorded in the fieldnotes of my having misunderstood a word,
but in cach case the TA was able to make himeelt understood. For examnde,

,
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dunng oaedass i told the students, 7t vou prove this, vou get some bonus
mark.” but the last two words were unddear He immediately wrote bonus mark
on the blackboard, perhaps in response to a non-vepbal cue from a student
which I did not see. Although a native speaker of Amencan English might have

waid “entra credit” instead, Lim quickly clerified his comment by resorting, to
" the witten aunde.

Lim's speech revealed occasional grammar errors, mcluding missing third
person singular -~ lacking the plural -s in places, and no inversion of the subject
and aunhary verb in some questions. However, errors of these sorts were more
sporadic than regular. Once he admitted in class that he was often confused as
to whether & ward was permeatieity or permenbulity, but then he used the latter
torm correctly in his explanation.

More significant than his occasional grammar errors was Lim's versatility
in the ditterent uses of speech associated with teaching discourse. Lim's verbal
repertoire included greetings at the beginning of the lab sessions, occasional
jokes, contirmations, hants, tips, ehicitations, and apologies when students
ponted out errors on the blackboard. He also provided reassurances, as when
he told the students, tollowing a complicated point, “Don’t worry about it. |
will put this on the blackbuoard later.”

In addition. Lim's explanations were well structured. For instance, at one
point in o lengthy explanation, he reminded the students of what they would
have already done in the st part of the lab by the time they got to the section
he was descnbing. In this wav, he seemed to kit the lesson together and
provide a better overall picture of the experiment for the students.

All the TAs categonzed as knowledgeable helpers casual friends demon-
strated purposetul teaching behaviors. This characteristic is illustrated in the
lenggth of Lim's explanations. In each of the three observations, Lim used the
firat tortv-five to ity nunutes ot a two-hour lab period to explain the experi-
. mental procedures and the theory behind them. This was longer than the time
taken tor explanations by the other lab TAs in the observational sample. How-
ever. Limv's students never exhibited svmptoms of boredom or restlessness, as
did the students in the classes of the mechanical problem solvers. Instead, they
responded to his questions, ashed questions of thar own, and murmured
answers as he talked. seemungly involved in and following his explanations.

Lim was apparently successful as a TA, while other non-native speakers
with ssmular language proficiency were not. Some factors contributing to his
witeees may have been his sense of humor, his apparent confidence, the fact
that he was helptul to the students, his organized piesentations and dlear
drawings, and the relatively interactive teaching stvle he used.

Tupe 4: Entertavuny Allies

This group consisted of two native speakers of English: Mark, a physics
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lab TA. and Dan. a math TA. Both taught courses for non-majors. Like the
uther types uf TAs, buth Dan and Mark were competent in their subject matter.
Dan solved and explained the students’ math homework problems, while Mark
conducted and supervised the physics experiments with apparent ease. These
two TAs differed from the previously discussed TA types, however, in their
consistent use of humor in the classroom.

Mark’s use of humor in the physics lab was very interactive. He seemed to
encourage light banter between himself and the students, although he usually
restricted the playfulness to the task at hand. During one lab session as the
students did the expenment Mark asked, “Okay, who's got problems?” A male
. student responded, “I've got all kinds of problems. You wanna hear about
them?” Mark told him to write to Dear Abby. When another student made a
mistake in an expenment Mark said, “No, no, no! Well, I'm afraid vour academic
career is over. I'll visit you at Venice Beach while you're there swilling Ripple.”
Some students laughed and asked him if he had seen them at that beach, since
they went there often.

In addition to entertaining the students and explaining the subject matter
clearly. Dan and Mark also gave signals that they were the students’ allies.
They bath overtlv thanked students for information, praised the students’
questions and correct answers, encouraged them to ask further questions, and
ctten gave them iips about solving, problems, doing the labs, and taking exams.

These TAWV linguistic characteristics also emphasized the wayvs in which
Dan and Mark were like their students. Both of them adopted a casual, con-
versational stvle of classroom discourse, which included frequent use of phon-
ologically reduced forms, such as gonna. uanna, hafta, goita, etc. They both
regularly used the inclusive pronouns uv, our, and us. Thus in their respective
classrooms. Dan and Mark seemed to take positions as knowledgeable group
members sather than as distant authonity figures. When a student asked Dan
about mandatory attendance at the discussion section, the TA said, I don't
take roll.”

These two TAs also seemed to have a sense of their students as an audience.
Both constantly used hand and arm gestures that underscored the meaning of
their utterances. Both looked back over their shoulders at the students as they
wrote on the blackboard, typicallv maintaining (rather than re-establishing) eyve
contact with the students. These TAs were both physically mobile and smiled,
or even grinned, much of the time. They both seemed to enjov their subjects,
thewr teaching, and their students. The students responded by attending their
classes regularly, staving actively involved in the lessons, and giving them high
marks on therr teaching evaluations.

Profile of Dan
Dan 1s a native speaker of English who taught a low-level math class for
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life science majors In addition to apparently knowing the subject matter, Dan
explained 1t with contidence and enthusiasm. His discussion sections were
enhivened by his consistent use of humar, incuding puns, word play, and
humorous anecdotes. For example, when he said, “Do U™ in explaining the
steps of a problem, he then played with the meanings of “"do you” and “‘do
ewe.”

However, this light-hearted tone did not mean Dan was wasting time. On
the contrary, his humor was “on-task.” He used it in the process of explaining,
to help students understand the math concepts he covered. He also incorpo-
rated shared cultural knowledge into his humorous explanations of mathemat-
ical concepts. For instance, Dan explained average velocity through an extended
impromptu narrative about a hypothetical driving trip from Los Angeles to San
Franasco, which included stopping at Pea Soup Andersen’s (a restaurant about
mdway between), getting a spexding ticket, and shooting ata highway patrol-
man. The students laughed as Dan made up the story. While he talked he drew
aline graph on the blackboard which depicted the relationship between distance
and speed on his make-believe joumey. The students laughed again as Dan
sard, “This is a bad graph. This actually has me going in reverse here. . .. "
Such humor was tvpical of his explanations. During Dan’s class the students
often laughed and thev appeared to enjoy his lessons.

Dan also used a variety of teaching strategies to his advantage. These
included restatements and paraphrases, rhetorical questions to structure the
discourse, and overt definitions (i.e.. those preceded by some sort of verbal
announcement of a definition to follow, such as "By ‘distinguished’ | mean

). He also gave the students real-world examples (e.g., talking about smog
in lustrating linearity) and hints which allowed them to solve the problems
thev had asked him about. He tried to make math both clear and fun.

Dan’s nonverbal and paralinguistic behavior facilitated communication. He
used a casual speech stvle, talking quickly, loudly, and clearly. He gestured
almost constantly, using hand and arm movements that emphasized the mean-
ing of his verbal explanations. His facial expressions were lively too. He often
smiled broadly and winked at the students when he made a joke or when they
indrcated sudden understanding of a concept. He would frequently look back
over hus shoulder at the class as he wrote on the blackboard. Sometimes he
stepped away from the board and looked at it from the students’ vantage point.
Phywically he exuded enthusiasm almost to the point of nervous energy.

Dan seemed verv happy about his role as the students’ ally. He often
encouraged them to ask questions. He reponded with “Sure!” when a student
ached 1f he would work another problem for her. At the first class meeting he
arranged his office hours after polling the students about a convenient time for
them (but joked that it had to be beiwe three in the afternoon because atter
that he would be at the race track). He also told the students that while doing
word problems, “vou just gotta try to stay sane.” Dan’s encouragement seemed
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to provide the students with affective support while they struggled with the
math concepts he taught

Type 5: The Inspiring Cheerleaders

The two TAs in this category were Alan, a physics discussion leader, and
Lan, a math TA. Alan, a native speaker of English, appears to be the students’
ideal teaching assistant, since he was rated highest in the student evaluations
of these teachers. Lan, a native speaker of Chinese, was ranked third out of the
twenty-four TAs on overall teaching effectiveness.

Alan and Lan both taught at eight o'clock in the morming, which may
suggest that they and their students were energetic early risers. Alan’s stud 1ts
were physics, math, and engineering majors who met with him once a week
in a large lecture hall for the discussion section supplementing a professor’s
lectures, while Lan‘s were non-majors enrolled in his remedial math class. It
meteverv day and he was the sole teacher for the course. In spite of the apparent
differences between the two groups of students, Alan and Lan used some
remarkably similar teaching behaviors.

" One of the most notable characteristics of the two inspiring cheerleaders
was the high level of positive affect in their classrooms. Both TAs learned and
consistently used their students’ first names in class, which was strikingly
different from the behavior of all the other TAs in the observational sample. In
calling their students by name, these TAs seemed to recognize them as individ-
uals. Such acknowledgement may be a rare experience for freshmen enrolled
in large lecture classes. The students were on a first-name basis with Alan and
Lan as well.

Alan and Lan were also friendly and supportive toward their students.
Their use of the inclusive pronouns we. our, and us was noticeable. They praised,
encouraged, cajoled, and generally seemed to value their students as individ-
uals. They communicated an almost cheerleader-like enthusiasm for the subject
matter. Their attitudes toward the students and the work seemed to be, “We're
in this together and it’s great fun!”

However, Alan and Lan's success was not based only on their rapport with
the students. Both were skillful teachers who took their roles seriously. In each
observation they both worked from prepared lesson plans. Their explanations,
which were easilv understood, were usually communicated in all three channels
avatlable to a teacher: the oral, the graphic, and the gestural modes. They could
casily be heard at the back of the room, and their blackboard drawing and
wnting were clear and legible. In working with concepts, Alan and Lan both
dealt with the homework problems incremental: -, making sure the stuaents
understood what had been done before proceeding.

All of these teaching characteristics taken together meant that the students
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did not have to struggle to understand either Alan or Lan. They could concen-
trate instead on mastering the subject matter.

These two TAs seemed 10 inspire the students with enthusiasm for math
and physics. Part of this impression of enthusiasm is based on the TAs’ non-
verbal behavior. Both Alan and Lan were physically active in the classroom,
moving confidently through the teacher’s zone, using hand and arm gestures
and whole body motions to underscore the meaning of their words. They
maintained regular eye contact with the students, including those in the most
distant corners of the rooms. They often smiled and their facial expressions
frequently revealed happiness, even joy, as they taught. Unlike Dan and Mark,
the entertaining allies, who typically communicated humor, Lan and Alan
(whose classes were by no means devoid of humor) consistently projected
infectious, almost boyish enthusiasm and high positive expectations for their
students’ success. While the entertaining allies appeared to enjoy teaching,
Alan and Lan seemed to love it.

The following profile of Lan represents the Inspiring Cheerleaders. Given
his strong evaluation by the students, Lan can be considered as an example of
a very successful foreign TA.

Profile of Lan

Lan 15 a native speaker of Chinese who taught a remedial math class, which
met five davs a week. When 1 observed the class, it was always well attended
even though it met at 8:.00 a.m.

Lan’s English competence was the strongest of all the non-native speakers
in the observational sample. Although there were occasional errors in his speech
(e.g.. articles, tense agreement, -5, etc.), there were no observable communi-
cation breakdowns. His pronunciation was good, and I could understand every-
thing he said. He spoke at about the same rate as a native speaker.®

in addition to Lan's strong English proficiency, his nonvetbal behiwvior wa',
also near-native. He smiled a great deal, gestured and pointed as he e«plain d,
and maintained regular eve contact with the students, rarely talking tow2rd the
blackboard. His motions were graceful and confident. His posture and stance
suggested that he was relaxed and open to the students.

Lan appeared to know his subject well. This is not surprising since he was
a graduate student teaching remedial (high school level) math. But he was also
familiar with his material. That is, he was apparently well organized ard worked -
from a structured lesson plan. Furthermore, he shared that organizztion with
the students, often explaining to them what he was planning to do in the rest
of the lesson or even later in the week.

Bevond his linguistic and subject matter strengths, Lan had also mastered
the role of a TA as a helper and ally. He was one of the most interactive TAs |
observed. The regular class routine was for students to select difficult homework
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problems and volunteer to solve them at the blackboard. Thev then explained
the solutions to their classmates. Lan was the only TA in the observational
sample that snvolved the students to this extent. He also gave them a great deal
of positive feedback when they were right and corrected them without belittling
them when thev were wrong. He used on-task humor and called individual
students bv name, which kept the tone of the class friendly but serious. He also
used the inclusive forms W and let's, urged students to ask questions, praised
their questions, encouraged them to do extra unassigned homework problems,
and generally conveved high positive expectations for their success in math.
Thev, in tumn. seemed to be very involved in his lessons—nodding, murmusing
answers, overtly responding to his elicitations, correcting one another, or shak-
ing their heads in disagreement.

On two occasions, students supplied spontaneous praise for Lan. At one
observation he asked the students if the problems seemed easier, and a student
said, “Yes, vou've given us the tools to solve them.” Following another obser-
vation. one of Lan’s students passed me in the hall and said, “Isn’t he won-
dertul? He makes me understand math as I've never understood it before.” Lan
seemed to have the equation for success as a math TA: know the material, speak
English well, present the information in a clear and organized manner, get the
students actively involved with the lesson, and show them that vou care about
them and believe in their putential for success.

Summary of the TA Typology

The above typology can be summarized as follows:

Tvpe 1 The active unintelligible TAs (e.g., Park) attempted to actually teach
thewr students. However, the gaps in their language skills, especially their
common pronunciation problems, compounded by the speed at which they
spoke, were o serious as to impede communication.

Tvpe X The mechanical problem solvers (e.g., Kwan) did not seem to
engage in active teaching behaviors or to establish affective bonds with the
students. Instead. thev were rather passive and spoke verv quietly. Their bare-
bones teaching stvle primarily involved demonstrations of lab equipment and
non-interactive solutions to homework problems.

Tvpe 3: The knowledgeable helpers.casual friends, such as Lim, seemed to
tvpifv a basic, acceptable level of TA performance for the students. These TAs
could afl be understood, they all engaged in purposeful on-task teaching activ-
ities. and they established some positive affect in their classrooms.

Tvpe 4. The entertaining allies were a small group consisting of only two
native speaking TAs, Dan and Mark. Their teaching style, while purposeful,
was charactenized by consistent and active uses of humor and a “one-of-the-
group’” attitude. While the students were actively taught, they were also enter-
tuned by these TAs.
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Type 5: The inspiring cheerleaders, another group of two TAs (Lan and
Alan), generated infectious enthusiasm for the subject matter and high regard
for the students. In addition to using well-organized and purposeful teaching
behaviors, these two TAs communicated personal interest in the students as
individuals and high expectations for their success.

Obviously these categories do not constitute an exhaustive list of all the
possible TA types in U S. universities. Allowing for individual variation, how-
ever, they do describe the majority of TAs observed in this study. But three
teaching assistants did not seem to fit exactly into any of these categories. All
three— Toshiv, Curt, and Tim—were math TAs. But these TAs do not comprise
a group themselves since they were quite different from one another, with the
exception of vne behavior pattern: They often either did not or could not help
the students with the math assignments.

Tim was a first-time teaching assistant who had been awarded his TAship
just before the beginning of the quarter. Although he was a graduate student
in mathematics, he often could not solve the students’ assigned homework
* problems. Yet he adopted a friendly attitude toward the students and commis-
erated with them on the difficulty of the material. Tim seems to have tried to
approximate the role of a Type 3 TA, except that he was not a knowledgeable
helper—he was only a casual friend.

Curt, in contrast, was not f *ndly to the students. His c'1ssroom style was
condescending and haughty. He distanced himself from the students both
physically and emotionally. For example, he stood with his back to the class as
he exphained or wrote on the blackboard, folding his arms across his chest when
he faced the class. He sometimes used the inclusive pronouns we and ours to
refer to himself and the math department faculty, rather than to himself and
the students. Yet there was apparently little justification ior Curt’s aloofness.
He often could not or did not solve the studeni’ homework problems, and
chose instead to lecture about math concepts that in:erested him.

While Curt had apparently mastered neither -he subject matter nor the
desired TA-student relationship, he had mastered a certain style of classroom
discourse management which consisted largely o* bravado and intimidation. It
is possible that Curt represents a type of TA (o1 teacher) of which he was the
only example among the TAs vbserved. That type could be called the patron-
1zing, egotist.

The thurd TA who did not fit in any of the five categories discussed above
was Toshiv. a native speaker of Japanese who taught a low-level math class for
life science majors. Like Tim and Curt, he sometimes did not solve the students’
homework problems, but he was more popular with the students. Toshio had
partly adopted the role of TA asentertainer. Hisclass periods were characterized
by humorous anecdotes, personal history, and jokes. The students often laughed
and they seemed fond ot Toshio. However, while he was entertaining, he was
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not an ally to the students. For instance, he refused the students’ request for
an extra help sesvion before an exam. And since his humor was seldom on-
task. he did relatively bittle purposeful teaching. Unlike Dan and Mark, the
entertaining allies, Toshio had not learned to balance his sense of humor with
his primary responsibility—teaching m.ath—or his unwritten responsibility—
supporting, the students.

Concluding Remarks

What difference do these TA types make in teachers’ and administrators’
attempts to solve the foreign TA problem? When the students’ evaluations of
these TAs teaching effectiveness were compared, a clear pattern of increasing
mean scores was observed across the types, as shown in Table 1.

Table 1. Students’ evaluativns of the teaching of five TA types

TA type . Mean score
Active uninteligible TAc (n = ) 368
Mechanical problem wolvers (n = 6) 427
Knowledgeable helpers casual fiends(n - 8) 55.0
Entertamming alltes (n = 2) 59.0
Inspiring chevrivaders (n - 2) 62.7

Thus, the active unintelligible TAs were rated the lowest by the students,
followed by the mechanical problem solvers. There is a large gap between the
mean score of the latter group and that of the third type, the knowledgeable
helpers.casual friends. The entertaining allies and the inspiring cheerieaders
- were rated higher still, indicating the students’ preference for their teaching
styles over those of the lawer rated groups.*

One of the responsibilities of TA trainers is to help foreign graduate stu-
dents understand their role and the advantages and disadvantages of adopting
any one role model over another. Used in conjunction with videotapes or role-
plavs, the descriptions of these TA types and the profiles which illustrate them
could help novice TAs diagnose their own teaching and provide them with a
clearer picture of students’ reactions to various teaching styles. While long-term
efforts mav be required to improve foreign TAs’ English proficiency, a better
understanding of the TAs' role could lead to relatively quick behavioral changes
in their classtroom performance.

With the exception of the entertaining allies (which Toshio only resembied),
foreign TAs are categorized as belonging to each of these TA types. This finding
ilustrates the obvious: non-native speakers are not automatically doomed to
faslure as TAs. Like their native speaking counterparts, they have options from
which to chouse as they utdertake the TA role.
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Endnotes

1 Thus chapter s based on purtions of the author's doctoral dissertation. Earlier drafts
benefited from the constructive criticism of Frances Hinototts, Russ Campbedl, and Dan Shan-
ahan, as well as the insight and patent scalpel of Harold Levine. For further details on the
findings and nmwthodology, sed Bailey (1982).

2. On the Fureign Service Institute (FS1) Oral Interview, Park was rated asa "1+ .*

3 Sew Sudow and Maxwell (1983) for a good discussion of the first day of class. Those
suthors also provide a bnef of American students.

3 Lim's FS{ rating was a 2.” (Kwan, whose profile rs given as the example of a mechanical

solver, declined to be interviewed )

5. Lan's FSI rating was a “3.“

6. AmymlmdvammmwmwywﬂmdMsmﬁw
nmsumufﬁwﬁwTAcypes,butSd\dks’smhaposmWﬂmhﬂedw
detext the speafi location(s) of these differences. It is possible that with a larger sample,
dearer dsstinctins amuong the ratings of the TA types would emerge. For the present, the
break between Type 2 looms the langest.
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