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EDITOR’S INTRODUCTION

In July, 1986, a dozen of us gathered at the University of Wyoming for the Wyoming
Institute on Foreign TA Training to consider problems and opportunities relating to the
design and implementation of training programs for foreign teaching assistants (FTAs). We
represented both public and private universities from eight states (see participant list at the
end of this volume). These papers are the result of our deliberations.

The papers are in different formats and type faces because they were produced by the
individuals indicated at different places and times during the past few months. Errors are the
responsibility of each author; no editing as possible. Some of the papers represent only the
beginnings of ideas while other present highly polished drafts. But all of these are, in fact,
drafts--papers on the way to becoming something more than they are here. I ask you to

remember that as you read them.
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SECTION 1 -~ BACKGROUND PAPERS

During the first two days of the 1986 Wyoming Institute on Foreign TA
Training, three background papers were presented. These were intended to "set
the scene® by taking stock of what had been done and what the research showed
(if there was any research), and to identify areas that the participants of the
Institute might want to investigate.

This section contains revised versions of those presentations. Pat Byrd
considers what we need to know about the variety of teaching tasks assigned to
FTAs and what we may not have considered in planning the pedagogical section of
a training program. Lynne McNamara's presentation on cultural awareness
covered basic prinicples which, on the surface, may seem obvicus, but which
sparked much discussion during the rest of the Institute. Janet C.
Constantinides, filling in for a presenter who was taken ill, raised questions
about the adequacy of existing tests and pointed to some directions that might

be followed in arriving at new and better testing methods.
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Academic Sub-cultures within U.S. Higher Education:
Implications for FTA Training

Of Differences in Teaching Styles and Methods

Patricia Byrd

Georgia State Yniversity

Before reading further;, fake a few minutes to make two lists--the first of
the majors of the foreign graduate teaching assistants (FTAs) at your
institution and the second of the courses that they are likelv to teach.

From the beginning, we need to think specifically about our audience and
their audiences. TIf your list is like that of many of our colleagues, the
majors of the FTAs include primarily scientific and technical areas--physics,
mathematics, computer science, business, econamics, biology, chemistry. It
might, however, very well include foreign languages, music, history, political
science, education, and even English literature. The list of courses taught
probably includes introductory courses in mathematics, chemistry, computer
science, and so forth. First year foreign languages are also frequently taught
by FTAs.

During the first testing of foreign students who were being considered for
teaching assistantships at Georgia State, I was made aware of the enormous
difference between the methods of teaching valued in ESL and the methods valued
in the academic departments of these graduate students. All of them were Ph.D.
students who had been in the U.S. for several vears. Very nearly all of them

used the same teaching method in the video-taped simulation test: using an
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overhead projector to prcject material on a screen, thay turred their hacks t-~
the "class"™ and talked to the screen. Since they were all trying to pass iLhe
test by doing the best teaching possible, I hai to conclude that =his was the
way they thought teachers should act. In fact, this was prebably the way they
had been taught in their graduate classes. My perception was that the teachinc
methods that T had learned to value in teaching ESL were not being used in
other departments. That same spring I co-taught a graduate course in the
Teaching of English as a Second Language. We decided to force («: graduate
students to take responsiblity for the class b our refusing in the first
session to take part in the discussion. We seleqted readings: .+ rrimed
student discussion leaders in pre-class sessiors; but once the class began, we
sat on the outside of the circle and refused to comment. These American FSL
teachers were extremely uncomfortable; this waas not the way to run a class.
fradually most of the students came to appreciate the system--ard gradually we
were welcomed into the group. I realized that the academic experience of thezo
American students-~like the academic experienc: of the FTAs--ha¢ -2t prepared
them to expect, accent, or aporeciate stucent-~entered classec.

Both of these experiences led me to x clearer understandins of something °
had dimly suspected before: the methods and manner of teaching v=1nued and
promoted by ESL teacher-trainers and language-teaching specialists differ
significantly from the methods and manner appraved of and practiced in othe=
parts of the university. The teaching strategies and student-+eacher
relationships that are most valued by ESL specialists include:

1) student-centered classes,
2) focus on communication by studenfs in
3) activities designed by teacher wio tai:es the role ¢f

¥) orpanizer/superviser/resource pe “son.
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%) paired and small proup activities in classes of no mere

than 20 students,
6) classes that aim to improve communication skills rather
than knowledge of content.
The teacher is an insider teaching a group of cultural and linguistic
out siders.

In contrast, FTAs are teaching in a radically different environment in

which:
1) the teacher is a lecturer;
2) content is the main focus;
3) classes are frequently quite large--U45-50 students, and
4) small groups are seldom used during the regular
class (discussion groups are sometimes used but not
during the lecture time); and
5) the teacher is knower/explainer/giver of jnformation.
For foreign TAs, the teacher is an outsider teaching a group of cultural and
linguistic insiders.

Bailey (1982) reports on the characteristics of TAs who get high student
evaluations. Her research results in descriptions that sound familiar to ESL
teachers: interactive teaching style, on-task humor, relaxed relationships with
student s, well-organized presentations, helpfulness, etc. BUT we are applying
these terms in a sub-culture much different from the world of ESL teaching.
"Breakfast" seems like a tie that binds until you get to another country and
try to find ycur cornflakes. Similarly, interaction in a section of college
algebra is most likely not the same as interaction in an ESL course.

These comparisons lead to three major issues. First, what preparation and

experience should the teacher of an FTA training course have? Second, what is
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the appropriate training for that FTA--what should the content of tha FTA
training course be? Third, what standards should be set for the FTA in
screening tests and who should be setting those standards?

Constantinides and Byrd (1986) observed that few ESL teachars are now
teaching or have ever taught U.S. undergraduates. The point is that ESL
teachers will need special training to learn about the teaching methods and
manner needed by the FTAs and the ESL specialist who designs an FTA training
program must be careful to provide instruction that prepares the FTA for what
awaits him/her in the person of the U.S. undergraduate. At the szme time, the
specialists who help U.S. faculty improve their teaching skills (in the
enhancement of instruction programs available an many campuses) have little or
no training in the teaching of ESL. While much of the published researct
indicates that the FTAs have problems much wider than just the "bad
pronunciation" they are accused of, FTA training programs do need to include a
significant amount of language training. Indeed, for students from some
language backgrounds, FTA programs will need to include lengthy training in
pronunciation and other aspects of spoken English. We are finding,
unfortunately, that while many graduate students from oriental backgrounds,
especially Korean and Chinese, can read (and do multiple choice tests) well
enough to succeed quite well in graduate schocl, they cannot mzk¢ themselves
understood in spoken English. (A larger .umbe: than one might expect have
severely limited ability to communicate in academic writing.) in sum, whatever
direction an institution goes to find training for its FTAs, the training
program will more than likely need to include :nservice training “or its own
instructors.

The development of FTA training has revealed how little is known about tre

teaching methods and manner of the various academic disciplines. The
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8. Are there differences in the assignments given faculty of different
ranks? (For example, do full professors teach fewer classes than assistant
professors?)

9. How many support staff are .there in the department?

Administrative aésistants
Secretaries

Technicians

Clerks

Others (indicate their positions)

10. With which of the staff will you be expected or will you need to
interact? What sort of interaction is needed in each case?

Name Poéition Interaction

(2222222222222 32YX2XY]
Directory of Your Department
Discussion Activity

Make a chart to collect names;, ete., for key people in your department.

Discuss with other students in the training course the ways that you got this
information and any additional things that you learned about your department or
the university while you were filling in the form.

1222222222222 232222)
Activities similar to this have been found useful in FTA training at the

University of Washington (Sequeira:1987);




In addition, we must use extreme care in pushing an FTA to use teaching
methods not approved of in his/her department--foreign TAs cannot lead the
educational revolution. This warning must be heeded by the teaching-
enhancement specialist as much as by the ESL specialist: your institution's
development of a center for the improvement of instruction does not mean that a
department will let foreigners (or graduate students) take the lead in changing
traditional modes of instruction. Foreign ThAs are considered strange enough
already without our teaching them to behave in unacceptable ways.

FTA training programs must be designed so that they can quickly be changed
as we learn more about the needs of the FTA. We are at the very beginnings of
our understanding of the communicative and pedagogical skills leeded for
success as teachers of undergraduate courses. A danger of legislative mandates
is that the lawmakers could be overly specific in their reguirements, binding
us to tests and methods that we later find ineffective.

It is traditional for discussions such as this to end with calls for
further research. At least in this situation, the call is sent forth with
urgency. Too much is at stake for our inst’tutions and for the FTA fcr us to
dither and dillydally in our search for accurate information and effective
programming. We must soon have descriptions of valued teaching methods and
styles in various academic disciplines. The list that we made at the beginring
of this discussion suggests the enormous task this research project will
entail. A possible reward for success in this enterprise is that as experts

‘on academic teaching we might be able to influence our institutions to improve

the teaching skills of all faculty and graduate teaching assistants--Auerican

as well as foreign.
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CROSS~CULTURAL AWARENESS: Understanding Ourselves and Sensitivity to
Others

By Lynne A. McNamara
Introduction

The presentation begins with a Questionnaire for the participants
in which they survey their own experience with regard to multi-
cultural awareness, After completing this personal inventory, a
discussion is conducted about culture and its meanings. This leads
into an experiential involvement in a foreign language which initiates
discussion about communication. Finally, multi-cultural issues are
presented which affect the Foreign Teaching Assistant in an American
university setting.

Self-Analysis of Multi-Cultural Awareness

Awareness of the behaviors and feelings of others from another
culture can be developed through experience, exposure, and education.
One of the many steps to cross-cultural awareness is acquiring a
knowledge about ourselves: recognition of our own behaviors and
feelings open us to recognizing and understanding others, whether they
are from our own culture or from another.

Personal experience makes a great difference in the perceptions
one has about an "other-cultured" individual. If one has traveled or
lived abroad, they have been exposed to another way of living, eating,
working, dating and marrying, raising children, and communicating, to
name just a few encounters with life situations. Studying a second
language or actually speaking it fluently changes the way we think and
the way we express our ideas to others. The publications we read and
the friends we have all influence our acceptance of the other-cultured
person,

To assess the multi-cultural framework which each person hasg, a
simple personal survey can be given and scored. Such a survey is seen
in Addendum 1. With the highest score as 100, an individual can add
the numbers circled and rate himself or herself to see what level of
cross-cultural sophistication they may already have. Such a survey
could be useful with a group of Americans who may have varying degrees
of cross-cultural experience. Discussion could follow the assessment
to point out how each experience contributes to one's openness to, and
understanding of, people from another culture.

;t&‘
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Culture--a Definition

Each individual may give a definition of "culture," whether with
a capital "C" or with a small "c." It's useful to share these
personal interpretations of the word which are based in part on
educated definitions, but are primarily based on one's own experience
and emotions. Some of the following expressions bring up a multitude
of meanings and center around the word "culture": acculturation,
your/my culture, one has/doesn't have culture, a cultured person, the
culture of a country/society, cross/multi-cultural, a
personal/corporate culture, A group setting offers an educational
opportunity to get varying examples for the different "cultures'" that
each individual would have in their family, community, region, and
state,

There may not be complete agreement among members of a group with
the following definitions of "culture," but these definitions can form
the tasis of a beginning core of understanding.

'Culture is that...complex whole which includes
knowledge, beliefs, art, morals, law, custom, and
any other capabilities and habits acquired by man
as a member of society.' (E.B.Tylor, Primitive
Culture, 1972)

'Culture is the totality of learned, socially

transmitted behavior." (Keesing,
Cultural Anthropology: The Science of Custom,
1958)

Bringing one to an awareness of the multitude of definitions, of
usages, and of settings in which culture is apparent is in itself an
important step to becoming "culturally literate,"

A Simulated Foreign-Language Experience

What is it like to experience being in a group of people and not
understand the language that is being spoken? And then, what if
you're asked to perform some task? You don't know exactly what it
is...something with a pencil and a pen? You have to get
one...no...take one...no...both to another person. How did you
understand just those simple ideas?

Such an exercise is frustrating, but revealing. One learns how
much they rely on body language: the facial expressions, the hand
movements, the bending of the body. A general discussion can ensue
about body language differences in each culture. For example, each

12

A28




culture "talks" by the way they touch, greet, sit and stand near
others, and walk together. Douglas said: "The words alone mean very
little. Verbal symbols depend on the speaker manipulating his whole
environment to get the meaning across." (Implicit Meanings & Essays

in Anthropology, 1975)

Participants also learn how much they rely on their fellow
friends in the group by watching carefully how another person
interacts and reacts with the one speaking the strange tongue.
Furthermore, one can understand how much communication happens
through tone of voice and through simple intonation patterns. The
participant adjusts with some hesitancy to the language and can even
begin to pick up some sounds and words that ca: e identified with
objects and actionms.

An additional step in such an exercise is to actually teach two
or three phrases in the foreign language, getting each student to
properly imitate not only the sounds and intonation, but also the
body language that accompanies the expressions.

A discussion following the foreign language experience brings
out the emotions that the individuals felt. Common feeli.igs are
stupidity, insecurity, helplessness, anger, frustratiomn, like a baby.
A positive and desired result of this exercise is an insight into how

some of our foreigner visitors feel when they are first learning our
language.

The Communication Part of the Multi-Cultural Communication

Is it just an understanding of the other culture? Or is it that
and an understanding of the 1language of that culture? Or is it
really about something else?

One has certain expectations about the language they hear and the
situation. If you are in a restaurant, you would not expect a
postman to come to your table to take your order. Nor would you
expect a waiter tc ask you about a choice of colors for your salad.
It those instances would occur, you would be shocked. In Italy when
they answer the phone, they immediately ask, "Who's talking?" 1In the
United States, that would be considered an insult if that was the
first thing you heard. Our expectation is different.

When we are in another culture or dealing with people from other
cultures, we have to give up some of those expectations in order to
permit the intent to be heard and understood. One must be present to
the speaker; presence is total openness to what the individual is
saying. There is no criticism or analysis; there is acceptness and
interest. This is also considered active listening; one is actively
listening to the words for the thought and intention of the speaker.
These skills will better enable us to communicate with others from

}-c
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our own cultural background and are essential to multi-cultural
communications.

The Issues

The foreign Teaching Assistant in the American university
classroom elicits a multitude of issues. These issues are to be
solved not only by the foreign T4, but als by the community in which
he participates. Fellow colleagues, department administration, and
American students all have a role to play in solving the problem. As
a beginning, some of the issues are presented in Addendum 2 for a
quick reference. These topics show how multi-cultural communications
are an essential part of solving the foreign TA issues on our
campuses.

14
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Addendum 1
Multicultural Communications
A Personal Questionnaire
By Lynne McNamara

University of Wyoming Institute on Training Foreign TAs, Summer 1986

DIRECTIONS. Circle the number which most closely describes your own experience.

1 = Very little/ 3 = Somewhat/ 5 = A lot, very much/
Not at all Some time Long time

1. Traveling to Mexico and Canada has been a part of

my life. 1 2 3 4 5
2. Traveling to countries not contiguous with the U.S.

has been a part of my life. 1 2 3 4 5
3. T am fluent in another language besides English. 1 2 3 4 5
4., I am fluent in a third language besides English. 1 2 3 4 5
5. Studying in a foreign college or university was

part of my undergraduate or graduate experience. 1 2 3 4 5
6. I have lived in a non-English speaking country. 1 2 3 4 5
7. My close friends include foreigners. 1 2 3 4 5

8. Neighbors with whom I communicate are non-native

Americans. 1 2 3 4 5
9. When I have a party, I invite foreigners. 1 2 3 4 5
10. My correspondence includes non-Americans that I

have met during my life. 1 2 3 4 5
11. T am a second~generation American. 1 2 3 4 5
12. Some of my family members have married foreigners. 1 2 2 4 5

}v—A
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Questionnaire

13.

14.

15.

16.

17.

18.

19.

20.

Publications in my home include periodicals such as
National Geographic, Newsweek (or Time,

U.S. News & World Report), and The Economist.

I have been a host family or homestay family for
foreign visitors or students.

NAFSA and SIETAR are professional organizations to
which I belong.

Fellow colleagues or students with whom I have
associated have ‘been/are foreigners.

I have read books and articles on multi-cultural
communication.

Some of my course-work in college was about
different cultures.

I have spent my free time with Americans from
ethnic backgrounds other than my own (Anglo, Biack,
Hispanic, Asian, for example).

Familiarity with the politics and economics of other
countries is a value to me.

* ¥k % % ¥ ¥
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Addendum 2

Issues regarding

CROSS~CULTURAL ORIENTATION
and
THE FOREIGN TEACHING ASSISTANT

1. The foreign TA's familiarity with the American educational system:

+

+

Time frames: in the classroom, through the academic year
Testing and grading

Professionalism

Interpersonal and professional relationships

-~At the classroom level

~-Departmental

~-Within the College or School

—-Within the institution as a whole

Administrative procedures

Academic advising

The American student

2. The American student's/colleagues' awareness of other cultura’ systems:

+

+

Past traveling, living, studying outside the U.S.
Speaking, reading, writing another language
Friends who are non-native speakers, foreigners
Relatives from another country; family ties abroad

Research, study, interest in other countries
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3. Orientation programs for/by shom? (and when & where?)

+ Foreign TAs

+ American students and TAs

+ College and university faculty and staff
+ ESL faculty and staff

+ TESL program administrators

4. Defining the American educational system's expectations of TAs
+ According to the American students
+ From the point of view of the school's administration
—-Departmental
~—College or School
~-Institutional

+ What the TA expects

+ According to the American tax—-paying public

5. Cross-cultural communication problems between the FTA and
+ his/her students
+ the department
+ the administration
+ the public
+ the parents
6. Cross-cultural communication needs analysis of a particular campus

7. Internationalizing a campus community

3
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8. Improvement within higher education of teaching
+ A;countability
+ Consumerism
+ All ranks from TA to Professor
+ The need acknowledged by academia

9. Communication with ESL training programs regarding needs of
foreign graduate students

10. Equality between domestic and foreign TAs
+ Working conditions
+ Commitment
+ Salary
+ Training
11. Favoritism in the classroom
+ of the FTA toward fellow foreign students

+ of the American TA toward the American student

[N

>
)

19




BIBLIGGRAPHY
"Cross-Cultural Communications"
Institute for Training Foreign TAs, University of Wyoming

Summer 1986

Prepared by Lynne A. McNamara

The following texts are selected from those recommended by the American
Language Academy (ALA) as references for their Cultural Orientation
program. The references and their annotations were prepared for ALA
under the direction of Toby Trank, the former Director of Cultural
Orientation and Director of Human Resources Management for ALA. Ms.,
Frank was recently a trainer for the Peace Corps.

Althen, Gary, ed. Learning Across Cultures, Washington, D.C.: NAFSA,
1981. An anthology of international education professionals’
perspectives,

Ashton-Warner, Sylvia. Teacher. New York: Bantam, 1963. The
evolution of a teaching style which emphasizes interpersonal
relationships and encourages students to develop their own bridges
between their cultures and others.

Brislin, Richard W. and Paul Pedersen. Cross-Cultural Orientation

Programs. New York: Gardner Press, 1976. A "how—to" manual for
the development of cross-cultural orientation programs suitable to
a variety of contexts.

Brown, Ina Corrine. Understanding Other Cultures. New York: Prentice
Hall, 1963. An excellent basic review for those just beginning to
study or work in the field of intercultural communication. The
author attempts to transcend any degree of sentiment in dealing
with cultural differences.

Condon, John C. and Fathi Yousef. An Introduction teo Intercultural

Communication. New York: Bobbs-Merrill, 1975. The best text-type
book on intercultural communication currently available. Excellent
introduction to the field with many concrete examples. Highly
readable and enjoyable.

Cooke, Alistair. The Americans. Now York, Alfred A. Knopf, 1979, A
collection of Cocke's essays on America and Americans, dealing with
political, social and cultursl issues.

20

pe




Bibliography, page 2

Fieg, John P. and John G. Blair. There is a Difference: Twelve

Intercultural Perspectives. Washington, D.C.: Meridian House
International, 1975. A cross-cultural (comparative) view of twelve
cultures: Brazil, India, Japan, Kenya, Turkey, Colombia, Indonesia,
Ethiopia, Jamaica, Iran, Egypt, and Nigeria. A final chapter on
"Perspectives" gives a good outsider's view of American culture.

Hall, Edward T. Beyond Culture. Los Angeles: Anchor Books, 1976,
Concerned with those aspects of culture which are frequently out of
conscious awareness and thus most troublesome when dealing with
differences.

Hall, Edward T. The Silent Language. Garden City, «Y: Doubleday,
1959. Cross-cultural study of aspects of nonverbal communication.

Hoopes, David S., ed. Readings in Intercultural Communication, Volume V:

Intercultural Programming. Pittsburgh, PA: The Intercultural
Communications Network, Inc., 1976. "...use intercultural
communication concepts to further the learning or develop the
communication skills of foreign nationals in the U.S. and/or
Americans with whom they come in contact."

Kluckhohn, Florence and Fred Strodtbeck. Variations in Value

Orientations. Evanston, IL: Row Peterson, 1961, The basic academic
work which approaches viewing differences between cultures from a
value orientations point of view,
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Background Issues in Testing
and Evaluation of Foreign Teaching Assistants
Janet C. Constantinides

University of Wyoming

Pauline Rea, in an article in New Directions in Language Testing (1985),

sets eight questions for any test:
1. ¥hy test?

2. Whose responsibility?

3. What is tested?

4, How do we test?

5. What is the function of the tests?

6. What feedback will there be from the test?

7. What are the evaluation criteria?

8. How are the test results to be interpreted?
I won't attempt to cover all of these in this paper [Ed. note: Numbers 1, 2,
and 5 were covered in the Institute sessions on administering TA programs. ]
Table 1 (next page) shows how Rea sees the answers to these questions in a

situation where the testing is related to teaching. In this paper I want to

focus on numbers 4% and 3, in that order (although that is the reverse order in
which they should be considered if we were to construct a test).

HOW DO WE TEST?

Let's begin with the how. Here we have three main considerations:
validity, reliability, and cost and ease of administration.
VALIDITY refers to this question: Does it test what it is supposed to?

0f course, this involves a question of content, which will be discussed later.




Table 1. Key features of language test for teaching pl.rocses

Initial In progress End
. Selection/ Achievement Achievement
Purpose placement Progress Proficiency
» Motivation Motivation Maintaining
« Sensitizaticn Sensitization standards
Function * Classificatory Pedagogic Clossificatory
* Pedajogic Classiticatory
- Teacher Joint :teacher Teacher
Whose * (students) and student
responsibility P .
P * Tests _ Tests Tests
* Self-appraisat Self-appraisat Self-appraisal
Strategy Record /diary
keeping
P Observation
Peer assessments
Nature * Format Informat Formatl
Formol
Knowledge * Non-communicative Non-communicative Communicative
1 * Communicative Communicative
Content * Product Process Product
* Globgl Global Zotomistic Globat
(+/-direct) {(+/-direct) (+ direct)
Evaluation * Objectives-based Responsive Objectives- based
criterig
How ? * Integrative Integrativa Integrative
* (Decontextualized) (Decontextualized)
Feedback * Quantity Qual.ty Quantity
* Pass / tail Immediate Pass / tail
* Immediate Delayed
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For now, let's consider different types of validity. One kind or validity
is"face validity." That is, does the test appear to test what we want it to.
For example, if we want to test essay writing ability, on the face of it, it
would seem that we would need to ask the students to do something with the
written language. This may be done by using either direct or indirect tests.
An indirect test could be a multiple choice test that asks the student to
identify correct and incorrect spelling, usage, punctuation, etc., that is, an
editing test. There are advantages to using such a test: it is easy to
administer and to score, and it probably isn't very expensive. But there is
one major disadvantage--the results do not correlate highly with writing
ability, according to all the available research. A direct test of writing
would be a writing sample written by the student in response to some "prompt"
or set of directions. The disadvantages of this test are that it can be
difficult to administer, time-consuming and difficult to score, and expensive
because it is labor intensive. However, it has one major advantage: it shows
the student's ability to write.

If we apply this distinection to proficiency and perfcrmance testing, we
can look at the work of Low and Lee (1985). They studied the correlations
between the scores on a battery of screening tests which were given to entering
students at Hong Kong University to determine "the extent to which any of the
language tests predict the linguistic acceptability of the academic work"
(1985:124.) Among the tests wés a writing test known as Tutorial Paper Test,
which was "intended as a highly direct test of both process and product of
writing a tutorial paper" (1985:120). ‘They round the highest correlations
between the teacher comments on the assignments done by students near the end
of the year and the scores attained on the most direct of the tests used. But

none of the tests, direct or indirect, was a good predictor of studentst
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success at academic tasks as measured by grades or end-of-year exams. Thu:.
although it had face validity, since it seems to simulate a rea! writirg task,
the Tutorial Paper Test was not more valid than the indirect tests in
predicting grades, etc.

An example of a direct test for oral proficiency/performance testing would
be the video-taped mini-lecture used so commonly now in FTA programs. Although
an indirect test may have high statistical validity, the direct test has
higher face validity and certainly has what Douglas Stevenson (1985) calls "Poon
validity," that is, validity as seen by the non-professional. Lcecerding to
this definition, a test is considered valid because it "looks so good," because
it appears to do "something no language test can do: to directly capture,
unharmed and intact, real-life proficiency" (1985:111). Although we know that
this type of validity is impossible, that notion of validity is often held by
those who are making the policy decisions. So it appears that we may need to
carefully consider using some sort of direct test.

The next question we have to ask, then, is: Should the test be
interactive or non-interactive? Most of the “ests currently used for
proficiency/ performance testing are non-interactive. The OPE test used at the
Center for English as a Second Language at Sovthern Illinois, for example, is
tape recorded. The student is asked tP:-1) answer questions, 2) read a
passage, 3) listen to a lecture with questions at the end, 4) answer questions
about local news, 5) describe a picture story, and 6) describe a picture of a
person. The instructions, etc., are on the tape and the students records their
answers, which are then listened to and rated at a later time. Another example
of an oral proficiency test is the AREL test (no date) developed and used by

the Association of Recognised English Language Schools in Great Britain.




Perhaps the test best known, especially in academic circles, is the Test of
Spoken English (TSE) and its institutional version, SPEAK.

There are two well-known tests available that are interactive, the FSI
(Foreign Service Institute) test and the newly developed ACTFI. (American
Congress of Teachers of Foreign Language) oral proficiency tests, modelled
after the FSI. A most interesting but little known example is the test that
Educationél Testing Service (ETS) developed for the CIA and later modified for
the Peace Corps (Clark 1972:125). The student is given a sheet on which are
described, in English, a series of communicative tasks he/she must carry out in
the target language with a target-language-speaking tester. "An interesting
aspect of this procedure is that the role-playing tester is not aware in
advance of the content of the student's message. At the end of the
communication situation, the tester relates to a second tester what he
understood the content of the message to be" (clark 1972:125).

Again, we must consider the advantages and disadvantages of each type.
Obviously, non-interactive tests are éasy to administer; all that may be needed
is a portable tape recorder and one tape. But those tests do not measure
interactive communicative competence, although Farhady (1983) claims that his
"functional® test, which is multiple choice, overcomes part of the problem.

Another disadvantage is that these tests are usually very time-consuming to

evaluate.1

Adaitionally, as discussed above, such tests have low face
validity.

On the other hand, interactive tests have the disadvantage of being time-
consuming to administer and to evaluate. But they do give an indication of
interactive communicative competence, and they may have higher face validity,

depending on the task involved in the t«<st and the audience for the results of

the test. Even if we could find an ind.rect test or a non-interactive direct
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test that could be proven valid (which hasn't happened so far), we would still
have the problem of face validity for those wiith whom we work, inciuding the
prospective FTAs who are being tested, perhaps.

In addition to the problems involving testing already discussed, we often
have a mismatch problem. Take, for example, the situation that developed in
Malaysia some years ago when the Curriculum Development Centre introduced a new
Cammunication Syllabus for English into the secondary schools, in an effert tc
integrate the two language-medium systems, English and Malay, as quickly as
possible (Davies 1985:6). The Examinations Syndicate, a separate organization,
were unwilling to change their school certificate type examination to bring it
in line with the new syllabus. "The result was a grotesque mismatch in which
the syllabus was in large part unteachable because it properly required, in
part, the competence and the intuition of a native speaker teacher and the
examination did not in any case test the syllabus" (Davies 1985:6). We are in
the same situation. As trainers we are irterested in the TA's ability to
teach; we want to test something and teach something about presentation skills,
etc. But the "examiners," the American students and faculty, want to use
another "exam,"™ pronunciation. So, even after TAs leave our programs and we
are content that they are proficient, they may fail the "exam" if they don't
sound like near-natives. (I would also suggest that some of us as teachers may
not have the "competence and intuition" of a "nmative speaker" of u: argraduate
math or science classes; I have dealt with that issue elsewhere.)2

The next consideration is that of RELIABILITY. In somewhat oversimplified
terms, a reliable test will give the same results when given to the same
subjects under the same conditions. It takes a lot of research to establish
reliability; I don't think we are ready to dea: with thgt issue yet.

But John L.D. Clark (1979) provides these summaries:
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Neither direct nor semi-direct tests of speaking ability can be
considered superior to the other and each has advantages and
drawbacks which must be considered in light of the purpose of the
test. As measures of general proficiency, direct tests of speaking
ability, such as the FSI interview, have a high degree of
face/content validity, have high scoring reliability, are expensive
to administer and are not particularly efficient in diagnosing
specific weaknesses. Semi~-direct speaking tests, such as recording a
story told about a stimulus picture, have varying degrees of scoring
reliability ranging from low to nearly perfect, are more cost-
effective when group administered, are good diagnostic measures and
may be proposed as substitutes for direct tests in measuring general
ability where direct tests are not operationally possible.

The problem in this is that, when we test foreign TAs, we are not testing

general ability--at least we shouldn't be. And that is the problem with using

the TSE as the only criterion for a prospective FTA; it tests general ability.

Consider this distinction (Cummins 1983:119):

BICS CALP
Basic Interpersonal Communicative Cognitive Academic Language
Skills Proficiency

It seems to me that we are dealing with a spscial sub-set of CALP and we need

to look closely at that. (And we need to find a suitable acronym--SCALP won't

do!)

WHAT IS TESTED?

That brings us to our second major question: What is tested? Or, better yet,
what should be tested? The obvious answer is "communicative competence."

Canale (1983) proposed the following model for communicative competence:
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1. Grammatical competence: mastery of the language code (e.g.,
lexical items and rules of word formation, sentence formation,
literal meaning, pronunciation, and spelling).

2. Sociolinguistic competence: mastery of appropriate use and
understanding of language in different sociolinguistic contexts, with
emphasis on appropriateness of meanings and forms.

3. Discourse competence: mastery of how to combine and interpret
meanings and forms to achieve unified text in different modes (e.g.,
casual conversation, argumentative essay, or recipe) by using (a) cohesion
devices to relate forms (e.g., use of pronouns, synonyms, transition
words, and parallel structures) and (b) coherence rules to organize

meanings (e.g., to achieve relevance, development, consistency, and
proportion of ideas).

J. Strategic competence: mastery of verbal and nonverbal strategies both
(a) to compensate for breakdowns in communication due to insufficient
competence or to performance limitations and (b) to enhance the rhetorical
effect of utterances.
I would submit that we need to add the following three items to that
description when we define what we mean by communicative competence for foreign

TAs.

5. Special sociolinguistic competence: mastery of the appropriate

use and understanding of language within post-secondary education

institutions and within discipline-specific "sub-cultures."

6. Subject matter competence

7. Pedagogical competence
The next question, then, is what kind of test will test for these areas.

I would suggest that the videotaped mini-lecture, if done correctly, could do
this.

The research of Alderson and Urquart (1983) supports the idea that any
test of oral proficiency, if it is to be valid, must be both task and content
familiar. That is, if we want to test the proficiency of the FTA as a teacher
then we need to test those last three competencies. That means that the FTA
should be tested on familiar content (his major field of study). There are, of
course, pedagogical implications for us as trainers. As Jim Cummins' research
shows (1983),

The more context-reduced a particular task (i.e., the fewer

nonlinguistic clues to meaning) the longer it will take L2
learners to achieve age-appropriate perfo:mance.
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In his study, immigrant children developed fuce to face commurnicativ> skills in
L> in two years, but took five to seven years to develop grade-level skills.
[These differences in learning rates may alsu be related to the difference
between BICS and CALP, in my opinion.]

Another consideration is which of the competencies listed zbove should
have what degree of emphasis? I don't think we are ready to answer that
question yet.

In fact, there have been some attempts to construct the type of test we
may need:

1. Donald M. Morrison and Nancy Lee (1985) simulated ar academic
tutorial for incoming freshmen in Hong Kong University. They identified the

language tasks that students would havz to perform in order to be successful in

a tutorial setting and then used the results of the test for prediction of
success. They used an interesting assessment scale (see figure 1). But they

purposely ruled out any consideration of pronunciation.

ASSESSMENT CERTAINTY
SCALE Unsatisfactory ~ Satisfactory  very good low medium high
ENGLISH 1 2 3 4 ) 1 2 3 4 5
PROFICIENCY
ABILITY TO 1 2 3 4 ) 1 2 3 4 5
COMMUNICATE
ACADEMIC 1 2 3 4 5 1 2 3 4 5

POTENTIAL

Figure 1. Marking scheme
2. Anne Biersteker (1986) used the ACTFL test with some additions. She
subdivided the "cultural area" which was on the CIA test (which also included
pronunciation, fluency/integrative, sociolinguistc/culture, grammar, and

vocabulary tasks).
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Biersteker's scheme includes:
Aural/Gral
Social/Cultural
Emotive/Pragmatic
Lexical/Traditional
Reading/Writing
She defines these catagories in the following manner:

Oral/Aural - "fluency and control in operating the phonology, morphology,

syntax and semantics of the language."

Socio-Cultural - the prompts consider communicative "scenes," that is, a
"eulture-specific unit of interaction involving patterned, often formalized,

activity and associated verbal behavior (i.e., introductions, Jjob interview,

license applications, "lunching").

Emctive/Pragmatic - the "control of the furce of communication." For example,
the speaker must recognize and respond to anger, irony, pleading; te able to
criticize, orfer praise, and indicate varying <egrees of sincerity and

commitment; show deference and establish status. (This also includes use of

silence.)

Lexical-Traditional - a range of cultural vocabulary, use of idiom and access

to the literary and historical allusions of the target language (i.e. acronyms
in business, stories associated with leaders in the field, legends of business

success and failure, symbols and status in the field).

Biersteker's scheme also includes an interactive component, as shown in figure
2 (next page). Biersteker used questions 7or the raters to get rankings from ¢
to 3 in sixty catagories. From that, she produced a profile, which defines

areas of training needs and. predicts success (by being matched carefully to a

3
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Figure 2. Scheme with interactive comporent.
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Socio! [Cultural
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person's assignment). Based on the results of the tests, she then usez rask.-
oriented training (i.e., the supervisor who lacks high level emclive- 3
pragmaticskill would benefit from small group activities with rarget langue .
speakers focused on ways of praising, thanking, criticizing, and
congratulating). 3
CONCLUSION
In fact, where are we? In my view, we have an enormous task, which is the
result of enforced testing or the loud public cutery about FTAs which has been 3
all too apparent in the past few years. We have no adequate test available,
although we have been told to test. Additionally, we need a range of tests, to
use for proficiency testing, diagnosis, achievement testing, and (in many 3
situations) a test to be used as a certificaticn instrument.
I would suggest that we have problems in the following areas:
1. What to test for 3
2. How to test for it
3. Administration of test
4. Evaluation of test 2
5. Necessity of face validity
6. Mismatch of syllabus and exam
What can we do about it? As long ago as 1951, Ryan and Frederiksen (1979:5¢2) )
suggested a useful procedure for preparing a performance test whieh is valid,
reliable, and efficient. They list seven necessary steps:
1. Make a job analysis. 3
2. Select tasks to represent the job.
3. Develop a rating form.
4

4. Survey the practical limitations of the test.

5. Develop a tentative operating plan.
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6. Try out the test and revise it.

7. Prepare directions for administration and use the test.

Here, then, is our agenda-~what we need to do in order to be able to test
effectively. We need to begin with number 1; we know very little about the
"job," the teaching tasks that FTAs are asked to do. Someone needs to consider
a new test or test format. Here are our assignments for the rest of the
Institute.

[The working group on Pedagogy looked at the type of teaching tasks involved
and how to match those to communication specific skills; the working group on

Testing worked on numbers 2 through 5. The results are reported in section 2

of this volume.]
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Notes
1. There is some work being done that may help overcome this time problem.
Thomas Pendergast, of Osaka University of Foreign Studies, reports (1985) that
with an OLAF computer, using the N-73 program it is possible to dc an
evaluation of only a two to three minute segment of oral language in order to
obtain a reliable evaluation.

2. See, for example, Constantinides, J. and P. Byrd, The design of FTA
training programs: Searching for appropriate teaching styles, forthcoming




SECTION 2 - WORKING PAPERS

After the background sessions, the participants in the Institute chose
various working groups to be a part of for the remainder of the Institute.

Each working group had a resource person assigned to it, but each group decided
how it would organize itself. The cross-cultural communication group met as a
group throughout the working period. The testing group met at lunch daily to
discuss their individual plans for the afternoon and then met again late in the
afternoon to share what they had done and to "do battle"™ over various
theoretical stances or applications of them. The pedagogy group identified a
number of tasks it wanted to undertake and assigned various of them tc
different members. The working groups then reported to the full group on the
last two days of the Institute.

What follows in this section are the papers which resulted from the
working groups. In some cases, they represent fairly well articulated
positions; in others, they are the beginnings of some interesting ideas.

In each case, the person who was primarily respensible for putting the
paper together in its written form is identifed. That person's address and
phone are available in the List of Participants at the end of this veolune,
should you want to contact anyone for further information. But z.ch paper is,
in fact, the result of the work of the entire working group and, to some
extent, the entire dozen participants. The ongoing conversations and unceasi.g
deliberations that took place during the Institute shaped each of these papers-

-and to some extent shaped the participants as well.
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GAINING AND MAINTAINING CAMPUS-WIDE SUPPORT

FOR
AN INTERNATIONAL TEACHING ASSISTANT TRAINING PROGRAM

Authors: Jane Averill, Dave Clark, Lynne McNamara

University of Wyoming, Institu e for Training Foreign Teaching
Assistants
July 1986

ABSTRACT: The training of international teaching assistants has
been recognized as an important factor in quality undergraduate
instruction. Since successful training programs have the support
of key university constituencies, the authors suggest that these
groups and their relevant values must be identified to develop
that support. The identification of these groups and values
becomes part of a dynamic model wherein cooptation 1is presented
as a strategy of choice. In support of this strategy a tactical
framework is presented to gain university-wide support, The
purpose of this paper 1is to present a process and specific
behaviors which a would~be program developer can employ to market
such a program across campus,

INTRODUCTION

In increasing numbers, undergraduates on U.S. college
campuses are finding that their instructors, especially 1in
introductory courses, are non-native speakers of English. These
international teaching assistants are often the targets of
emotionally-laden complaints from students and parents due to
communication barriers posed by linguistic, pedagogical and
cultural factors. (Bailey 1982, Fisher 1985)

Establishing a training program for international teaching
assistants can help address these issues. Successful programs
have been implemented at the University of Wyoming, Texas Tech
University, University of Maryland, and the University of
Washington. All have a common trait: they have established and
maintain a strong, broad-based support. A dynamic model for
change may act as a useful tool.

The authors are proposing a general value-based model by
which  would-be  program develcpers can gain and maintain
university-wide acceptance of their proposal or their program in
place. The model begins with a clear statement of the concept:
a description of the program and its purpose. The stages of the
model  include the identification of constituencjes 1in the
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university community which will be affected by a training
program, the value of the program to each constituency and
cooptation of the consitutency to the cause. The paper offers an
inventory of possible constituencies and values as well as
tactics toward cooptation. The dynamic quality of the model is
important because it emphasizes the continual development of the
program. The following diagram demonstrates the process.

MODEL
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CONSTITUENCIES

Defining the key groups on campus which are involved in
necessary support of an International Teaching Assistant (ITA)
program is the first importarnt action. These groups and
individuals may differ slightly from campus to campus. The
constituents identified below represent an overview; the list is
not meant Lto be inclusive, There may be some variation in
organizational structure depending on the size of an institution.

The groups affected by a trairing program for ITAs are as
follows:
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CONSTITUENT GROUPS

1. Undergraduate students and student groups
2. Graduate students
3. Graduate student association/government
4. Faculty

5. ESL Program
6. Administrators and Regents
7. Campus and Community Media
8. Alumni Association

9. Foundation

10. Legislators

VALUES

After target constituencies have been initially identified,
the program developer must consider how an ITA program might
benefit the group or individuals within that group. Such a
benefit is defined as the "value" to the particular constituency.
These values must coincide with the overall ideology and purpose
of the constituency and are presented in the Addendum as
suggestions which might be modified according to the specific
situation on individual campuses. Analyzing these values serves
a duofold purpose: (1) because of the benefits that an ITA
training program has to a constituency individually or as a
group, they will assist in establishing and maintaining such a
program; and, thus, (2) the constituency is confirmed. When a
program is seen as relevant to a specific need, there is support.
The ten constituent groups as presented above and their suggested
' values are outlined in the Addendum and commented upon below.

The STUDENT constituency is fundamental. If the students
are not happy in the classroom, they become the dissatisfied
consumer, Parents, other students (present and potential), and
the legislature will eventually know about the problem. Student
groups, such as the Greeks, the Residence Hall, Clubs and student
government, can be of assistance in defining means of working
with students and in disseminating positive information about the
ITA training program.

The GRADUATE STUDENT group has a vested interest in an ITA
training program. The majority of graduate students seek
Teaching Assistantships and receive them. It is their
constituency which is directly affected by the training.
Therefore, their support is crucial in developing the program.

The GRADUATE STUDENT GOVERNMENT body can also be employed to
assist in supporting an ITA prooram. Tt is important to this
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assist in supporting an ITA program. It is important to this
group to help their constituents. An ITA program offers that
opportunity,

The importance of an ITA training program as seen by the
FACULTY is associated with improved undergraduate education. The
better their department 1looks, the better each faculty member
looks and vice-versa.

The ESL PROGRAM will be of great assistance in providing
expert advice and personnel for the training program. Their
knowledge of cross-cultural difficulties and English 1language
learning processes are essential to the success of an ITA
program,

The ADMINISTRATION AND REGENTS can be approached from a
variety of values based on economics, politics, and quality of
instruction. As is seen in the Addendum by the long 1list of
needs that can he satisfied by offering an ITA training program,
the administration has a 1lot to gain. The Regents can be
included in this group because their values seem to be the same
at an institutional level.

The CAMPUS AND COMMUNITY MEDIA are a component of the
communication chain that is sometimes forgotten when we are
talking about support. Their interest is seen from the purpose
of their existence, that is, communicating matters concerning the
campus and the community.

The ALUMNI ASSOCIATION is also often forgotten in a schema
of involvement. Yet, a training program for ITAs does satisfy
some of their needs with regard to quality of instruction at
their alma mater. Therefore, incorporating this constituency
into the development phase of an ITA program can assist in
getting overall support.

The FOUNDATION is another group whose support is bheneficial
and sometimes not included because of oversight, Sources of
funding can be a critical matter and the Foundation can help if
they have given their support to the project,

The final group which the authors have identified is
LEGISLATORS. This constituency is the most powerful of all the
groups mentioned and would be at the top of an organizational
chart. Their support would open doors that otherwise might not
be there. A legislative mandate would assure commitment to an
ITA training program. The ideal is that all the other
constituencies are in agreement with the concept so that they
will more easily support a mandate if that would occur.

M}
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The set of values 1listed in the Addendum for each
constituency is not meant to be limiting or necessarily absolute.
Situations change from campus to campus, The purpose here is to
identify some values in general. Each program developer should
expand and eliminate constituencies and their values as it is
seen relative to their particular campus. Our attempt here is
duofold: (1) to present the concept of significant groups who
will assist in establishing and maintaining a training program
for ITAs and (2) to indicate that they will offer that support
because of the value that such a program has to them individually
or as a group. The result of this effort is a wider support
base.

COOPTATION

Cooptation is a procedure, a method, by which cooperation is
elicited. Cooptation 1is achieved by developing a network and
contacts, attaining an alignment of purpose among different
groups, and addressing the values of each group as they apply to
the task at hand which, in this case, is the establishment and
support of a successful training program for International
Teaching Assistants. Cooptation results in institutional
involvement rather than isolation of individual groups,

Cooptation is a dynamic concept of institutional invnlvement
which continues to be reflective of the institution's mission,
That mission is the sum-total of all the missions of the
university's  individual constituencies. Because cooptation
brings about involvement, the concept can be enhanced as each
constituency is a part of the dynamic. When a group takes
ownership because they are a part, they want to make it better
and, therefore, look at positive change and growth. Thus,
cooptation defies entropy.

The strategy for implementing cooptation is graphically
shown below. It requires three important tactics: (1) engaging
in open, immediate constituency-wide multiple communication; (2)
providing opportunities to enhance the mission of the
constituency; and (3) soliciting support from the constituency.
All of these tactics must be reinforced through making personal
contacts, communicating through a third party, and using the

media. The schema below summarizes the strategy. Examples
follow.
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STRATEGY:
TACTICS
Engage in Provide Solicit
open, opportunities constituency
immediate, to enhance support
constituency- constituency
wide, multiple mission
communication
N\ N N
\/ N/ \V4
REINFORCEMENT
Personal Third person Media
contact

Open, immediate communication consists of informing various
constituencies of discussions and conclusions with other
constituencies. This can be accomplished in a number of ways.,
For example, if the undergraduate student goverument at your
university were to pass a resolution endorsing the concept of ITA
training, then it becomes important to have that action
publicized and known throughout the university community. On a
different level, if your discussion with a key administrative
figure results in an endorsement of your program concept, then it
is necessary to make that endorsement known to others. Personal
contact with others via phone or in social settings, acquisition
of a written letter of endorsement, and informing the media are
all ways of reinforcing such endorsement. Mentioning to a third
person that you have received the support from a particular
individual or group spreads information about the positive
results and the third party can then reinforce the endorser of
the action,

Opportunities which enhance a constituency's mission are
always sought by that constituency. Each constituency within a
university represents a specific interest. Of primary concern is
the notion of preservation. Preservation is accomplished as a
result of involvement in activities deemed relevant by the rest
of the university community, For example, when that office
responsible for residence life engages in programming designed to
broaden undergraduate multi-cultural perspectives, then the
residence hall community addresses one of its missions. In this
way it  preserves its own existence by demonstrating the
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importance the residence hall has in the education of the student
population. Again, reinforcement is essential to produce
cooptation. The campus media (newspaper, radio) could inform the
campus community of the program being offered by the residence
hall.

The final tactic in the strategy is to solicit the support

of the constituency. This can be accomplished through direct
request of endorsement. Verbal and written statements can be
made public by the constituency solicited. These can be

reinforced through publishing such statements. The person trying
to gain support can offer to assist in any way necessary to get
this support known: supplying a draft statement summarizing the
support, writing a press release to be reviewed by the endorsing
party, or possibly arranging for an interview by the press.

CONCLUSION

After assessing the relevant constituencies on a university
campus and ascertaining their values, a program developer is
ready to 1initiate the strategy of cooptation in order to gain
acceptance of the concept of a training program for International
Teaching Assistants. This model can also be used for programs
that are already in place that need to broaden their base of
support. A successful interfacing of campus constituencies will
result in overall support.
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ADDENDUM

CONSTITUENCIES AND THEIR VALUES

1. Undergraduate students and student groups

ITA training improves academic success because of
consequent quality instruction.

A. Quality instruction improves content
communication,

B. Quality instruction increases student
motivate and stimulation.

2. Graduate students (TAs)

A. ITA training offers opportunity for personal
development.

(1) TAs gain greater control, self-esteem,
and confidence.

(2) Training reduces frustration, anxiety,
and guilt about classroom performance.

(3) Department commitment and training with
colleagues builds feeling in TAs of
belonging and acceptance.

B. ITA training offers professional development.

(1) Training enhances competence in teaching.

(2) Better teaching results in better
evaluations which enlarges employment
opportunities, present and future.

(3) Training program establishes professional
contact with faculty.

3. Graduate student government

A. Training program for graduate-level students
gives credibility to their function because
their support is an opportunity to participate
in development of their constituency.
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B. Support for an ITA program provides added
communication with administration which is
an opportunity to represent their constituency
on a significant issue.

Faculty

A. Graduate Faculty

(1) More qualified teachers would be available
to teach courses.

(2) Departments would receive higher course
evaluations as a result of better training
of TAs.

B. Faculty Senate would have an opportunity to

interface with students and administration in
the development of a positive program.

ESL Program

A. 1ITA training program would provide work for
ESL teachers within the training program.

B. ESL program involvement in the training program
would provide income for the ESL program.

C. Such involvement gives the ESL program
influence within the university system.

D. A training program provides research
opportunities for ESL faculty.

Administration and Regents

A. An ITA training program improves ability of
institution to meet instructional mission.

(1) Quality teaching in undergraduate courses
is part of institution's mission.

(2) Better teaching leads to increased
retention.

(3) Higher retention leads to higher FTE.

(4) Higher FTE means better funding.
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B.

D.

Such a training program improves institution's
position in the marketplace.

(1) Support for the program demonstrates
institutional concern with quality of
undergraduate educaticn.

(2) Offering the training satisfies a
perceived public need.

Establishment of an ITA program demonstrates

cost effectiveness by resolving a problem at an
early stage.

The training meets specific group needs.

(1) Deans' needs are met.

(a) Training provides solution to the
ITA problem,

(b) Training satisfies Department Chairs.

(2) Department Chairs' needs are met.
(a) ITA training supplemenis own training
program,
(b) Training satisfies student
complaints.

Campus and Community Media

A.

B,

C.

ITA training provides a story on an issue of
relevance.

Training provides a solution to the issue.

Reporting on this issue and its solutions
meets their public service requirements.

Alumni Association

A.

ITA training guarantees continued interest
of the institution in quality.

The Association's commitment to such a program
offers them an opportunity to par :icipate in
academic excellence.

Such participation provides the #3sociation
with a quality image.

(.)i
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9. Foundation

A,

Commitment from the Foundation offers an

opportunity to participate in academic
excellence.

A successful training program provides good
PR for the institution which the Foundation
can use in their promotional activities.

10. Legislators

A,

B.

An ITA training program satisfies taxpayer by
offering a solution to complaints,

The training improves educational quality.
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ORAL TINTERVIEW FOR INTERNATIONAL GRADUATYE ASSISTAKIS

Prepared by Ralph Pat Barrett
English Language Center, Michigan State University

In the coming years, it appears certain that many international graduate
students will have an opportunity to assume teaching roles in U.S. colleges and
universities. Whether they will be judged suitable to the task may depend
partly on the quality of their academic credentials, partly on their previous
teaching experience, and partly on their ability to use the English language
appropriately for communication.

At present, most U.S. institutions offering graduate education appear t> be
using the SPEAK test (note 1) for the evaluation of the international graduate
student's Engish speaking proficiency. 1In the absence of anything else, it is a
good choice, as it offers the obvious advantages of (1) professionally prepared
materials, (2) easy availability, (3) wide-spread use which permits the
comparison of results among its users, (4) ease of administration, (5) and
well-prepared materials for training the novice test rater.

However, the SPEAK test has certain wesknesses, some of which are only
revealed by careful observation of actual administrations of the test. First of
all, because the test requires the students to respond to taped cues within
strict time limits, they find the SPEAK to be extremely stressful. Also,
because some of the questions presented to the student are rather loug and
involved, the students' listening comprehension is being tested along with their
oral production. Another problem is that the various forms of the SPEAK do not
appear to be completely parallel in terms of difficulty. On some forms, the
picture cues are not as clear as they could be, resulting in confusion even on
the part of native English speakers who have examined them. On one form of the
test, the students are asked to talk about an object which few of them had ever
seen and most were even unable to name.

The most serious weakness of the SPEAK test, however, seems to lie in its
artificiality. The students are not actually given a chance to communicate.
Being required to think quickly about often puzzling or irrelevant questions and
to answer into a tape recorder on demand--this is not communication!

For these reasons, it was concluded that a less stressful assessment
procedure was needed, one which would be conducted like an oral interview and
whichk would fulfill the basic requirement of furnishing a valid evaluation of
the international graduate assistant's (IGA's) ability to communicate. To that
end, the oral interview procedure described below was designed to provide an
assessment of the TGA's communicative competence (note 3).

For the purposes of this testing proccdure, communicative competence (note
2) includes the following components:

1. Linguistic competence, involving appropriate language usage of
pronunciation, grammar, intonation, vocabulary, and fluency.

2. Sociocultural competence, involving the appropriateness of one's
communicative behavior with respect to the social and cultural context in which
the communication takes place; that is, the appropriateness of what is said and
how it is said in a specific social and cultural setting.

3. Discourse competence, involving the use of appropriate means of
developing an extended discourse, usually a series of continuous sentences,
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using a suitable rhetorical device and appropriate features of text coherence
and cohesion. 1If all of the sentences in a text contribute to a single, global
concept, then the discourse is coherent (a coherent whole). Wheu the sentences
show connecting features (such as pronouns, conjunctions, parallel structuring,
comparisons, syncnyms, and ellipses) that link them together, we say that the
discourse is cohesive as well.

4. Strategic competence, involving the zppropriate use of communicative
strategies ro enhance communicaticn or to compensate for imperfect
communication. For example, strategies that can often improve communication
include restatement, repetition, and paraphrase; other strategies, such as
hesitation, avoidance, guessing at meaning, and circumlocution, can often help
to sustain communication when one speaker is unsure of the communicative rules
or becomes inattentive, distracted, or fatigued during a conversation.

DESCRIPTION OF THE ORAL INTERVIEW PROCEDURE

The oral interview has seven parts, with each part scored separately for
one or more of the four components of communicative competence described above.
The interviewer should feel free to omit any part of the procedure that for some
reason deoes not serve a useful function in teéting the IGA's communicative
competence. Also, the pzaiis may be rearranged in any way that the interviewer
considers more effective in assessing the student's communicative abilities.

The scoring of the oral interview procedure uses a five point scale
However, those wishing to use a four point scale {such as that used to rate the
SPEAK test) may ignore the 4 and use only the numbers 0 to 3. Ratings for
the four components of communicative competence (linguistic competence,
sociocultural cowmpetence, discourse competence, and strategic competence) are

made in comparison with a native speaker standard of performance, as described
below:

“0" Rating: Completely inadequate or inappropriate communicative compe-
tence which makes normal communication impossible.

“1" Rating: Largely inadequate or inappropriate communicative competence
which frequently prevents meaningful communication.

“2% Rating: Many examples of inadequate or inappropriate communicative
competence which occasionally hinder full communicative
effectiveness.

“3" Rating: Almost up to native speaker communicative performance; some
evidence of inadequate or inappropriate communicative compe-
tence which does not interfere with communicative effective-
ness.

“4" Rating: 1Indistinguishable from native speaker communicative perform—
ance; may have a slight foreign dialect (foreign accent) which
does not in any way hinder full communicative effectiveness.

It is recommended that the interviewer not attempt to score the {interview
while it is taking place. To facilitate accurate scoring after the completion




of the interview, an audio or video recording should be made of the entire oral
interview. For greater reliability, two raters should score the interview tape
independently, the final score being an average of the two raters' scores. 1In
the case of a wide discrepancy in the two scores, a third rater should score the
interview and the two closest scores averaged.

PART ONE: GETTING ACQUAINTED

* Purpose: To put the student at ease and to establish a working rapport
with him/her; also, to obtain evidence of sociocultural and strategic
competence,

* Materials Needed: Personal data on the IGA, including name, home country,

native language, field of study, educational background, type of graduate
assistantship, etc.

* Procedure: The interviewer greets the student, introduces him/herself,
and explains the purpose cf the interview and how the scores will be used.
Then, a few minutes are given to the task of establishing rapport with the

student, usually done by finding common ground which might serve as the focus
for further discussion.

* Suggested Techniques: In order to check for sociocultural knowledge, the
interviewer might say:

“Hello. TI'm going to give you the oral interview today. My name is ... .
And you are ... .” The IGA is expected to fill in the pause with his/her name.
If this strategy fails, the interviewer should ask, “What is vour name?"

*Scoring: Sociocultural, Strategic

PART TWO: FRONUNCIATION OF TECHNICAL TERMS

* Purpose: To obtain evidence of the IGA's linguistic competence as

demonstrated in the abllity to pronounce specific terms used in his/her field of
study.

* Materials Needed: A short list of technical terms related to the IGA's
field of study. Here is a list suitable fcr chemistry majors:

Chemistry
carbohydrate biochemistry
hydrolysis nitrogen oxide
oxidation copper sulfide
phosphorus valence hond
ammonia carbon mwmoxide
thermodynamics gas—-phas:» reaction
formula meliing point
tempecature vapor pressure

U0
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* Procedure: The interviewer explains the task to the IGA. The I1GA then is
given the list of terms to read silently for about twenty seconds. Then the
student is asked to read the list aloud.

* Scoring: Linguistic

PART THREE: READING A PASSAGE ALOUD

* Purpose: To obtain evidence of the IGA's linguistic competence, as
revealed in the use of the oral reading skill.

* Materials Needed: A set of four to eight paragraphs (each of about 1/4
printed page in length) related to the JGA's field of study (such as chemistry,
economics, business, physics, mathematics, etc.) Below is an example suitable
for mathematics majors:

Mathematics

Every child begins his study of mathematics with an introduction to the
whole numbers: 1, 2, 3, and so on . So it was with mankind as a group. Slowly,
and in stages, men manipulated digits and finally came up against unexpected
problems that taught them about numbers other than digits. For instance, there
are two two's in four, three two's in six, etc. In other words, four divided by
two is “"2" and six divided by two is “3“. But how many two's are there in five?
More than two, yes, but certainly less than three. In this way, men were forced
to think of numbers that lie between digits. The quantity 5/2 (five divided by
two) can only be two and a half; that is, one unit plus one unit plus half a
unit. Half a unit can be expressed logically as 1/2 (one divided by two). We
call numbers such as these fractions, after the Latin word “fractus" meaning
“broken".

* Procedure: The task is explained to the IGA, who is then asked to chuose
one of the paragraphs that he/she feels comfortable with and t» read it
silently. (A one-minute time limit is recommended for the silent reading.)
Then the student is asked to read the paragraph aloud, clearly and with
expression. There should be no time limit for the oral reading.

* Scoring: Linguistic

* Note: If the student's linguistic performance on Parts One, Two and Three
is mostly or completely unintelligible, then the interviewer night consider
ending the oral interview at this point and recommending intensive training in
pronunication/speaking for the student.

PART FOUR: ROLE PLAY (EXPLAINING THE CONTENT JF THE PARAGRAPH)

* Purpose: To obtain evidence of the IGA's use of discoursc features in
his/her "classroom” style of explanatior; also, to obtain evidence of
linguistic, sociocultural and strategic competence.

By,
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* Materials Needed: A chalkboard with chalk (or a large pad of paper and a
pen/pencil) for the student to use for illustrating his/her explanation.

* Procedure: The interviewer explains to the student that he/she should
assume the role of a graduate assistant teaching in the classroom. The student
should be told that the pad and pencil (or chalkboard) are there for his/her
use, just as he/she would use the chalkboard in a typical classroom. The
interviewer plays the role of an undergraduate American student who wants
clarification of certain points contained in the paragraph previously read by
the student. The student should not refer to the paragraph during this portion
of the test but should try to explain the subject matter from MemOTY «

* Suggested Techniques: The interviewer in the role of an undergraduate
student should wait until the IGA has had a chance to almost finish his/her
“lecture” before asking any questions. If possible, the interviewer's questions
should be phrased in various ways. Here are some suggestions:

(Raise hand and interrupt) "I don't understand. My high school teacher
told us that ... (contradictory information)."

"You're saying that ... is the way it works?" (Seeking clarification)

“I'm not sure what you mean when you say ... “ (Expressing real lack of
understanding)

“1t seems to make sense when you say it, but I'm not sure I understand it
yet. Would you go over that part about ... “ (Seeking clarification)

* Scoring: Linguistic, Discourse, Sociocultural, Strategic

PART FIVE: PEDAGOGICAL QUESTIONS

* Purpose: To obtain evidence of the IGA's knowledge of sociocultural and
strategic competence.

* Materials Needed: A set of prepared questions, several of which are
selected by the interviewer for use with any given student.

* Procedure: The interviewer explains the question and answer procedure to
the IGA. The interviewer asks the student about various pedagogical practices
which are relevant to teaching in an American classroom. Only two or three
topjcs need be covered, unless the intervicwser has not elicited the desired
amount of information from the IGA.

* Suggested Techniques: The interviewe - might ask a series of questions
relating to a single topic:

“Your name is difficult for most Ameri-ans to pronounce, isn't it? What
name would you like your students to use when they talk to you?"
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“What would a professor in your country do if a student camc into the
classroom fifteen minutes late?”

“If you were teaching a class here at this university and a student came in
fifteen minutes late, what do you think you would do?"

* Scoring: Linguistic, Sociocultural, Strategic

PART SIX: ROLE PLAY (OFFICE HOUR STTUATION)

* purpose: To obtain evidence of the student's sociocultural and strategic
competence.,

* Materials Needed: A list of situations which can be used for eliciting
one—on-one (“office hour") behavior from the IGA.

* Procedure: The interviewer explains the role play task to the IGA. The
student is asked to assume the role of a teaching assistant in his/her office
during office hours. The interviewer plays the role of an undergraduate
American student who comes in with some kind of problem. The problem is
discussed, with the interviewer asking various types of questions using
idiomatic expressions typical of undergraduates and, at times, rapid speech.
The interviewer should not deliberately harrass the IGA, but should play the
role of an aggressive, self-confident undergraduate wit., a study-related
problenm.

* Suggested Techniques: Some problems that might be used are the following:

The undergraduate student wants to hand in an assignment late; ...wishes to
borrow the TA's lecture notes to study; ...wants a chance to make up an hour
exam because he/she overslept and missed the exam; ...asks the TA to let him/her
take an early final exam in order to leave for a trip with friends; etc.

* Scoring: Sociocultural, Strategic

PART SEVEN: REVIEW OF THE PEDAGOGICAL ASSESSMENT QUESTIONNAIRE

* Purpose: To gather evidence of the IGA's question—asking skill, a
component of linguistic, sociocultural, and strategic competence.

* Materials Needed: The IGA's Pedagogical Assessment Questionnaire (sce
Appendix), which should have been completed by the student prior to the
beginning of the interview.

* Procedure: The interviewer discusses the purpose of the questionnaire
briefly and explains the procedure. The interviewer then tries to elicit
questions from the IGA regarding some of the items on the questionnaire.

* Suggested Techniques: The interviewer should try to get the IGA
interested in one or more of the questionnaire items so that the student wili be
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motivated to ask questions. For example, the interviewer might say “Did you
find any of these items difficult to answer?” or “Were there any that secmed
very strange or unusual to you?” Then the interviewer can stimulate
question—asking behavior by asking “Do you have any questions about them?” In
respor ie to questions, he/she could encourage further questions by giving the
IGA useful information regarding the subculture of the American classroom,
American student/teacher behavier, etc.

* Scoring: Linguistic, Sociocultural, Strategic

NOTES

1. The SPEAK (Spoken English Assessment Kit) is the commercial form of the TSE

(Test of Spoken English) and is available from ETS (Educational Testing
Service).

2. This concept of communicative competence was freely adapted from the more
formal version described by Sandra J. Savignon in her excellent text,
Communicative Competence: Theory and Classroom Practice, pp. 35-~41 (Reading,
Massachusetts: Addison-Wesley, 1983).

3. The author wishes to tharnk his fellow participants in the Wyoming Institute
on Training Foreign TA's for their valuable comments and suggestions regarding
the design of this oral interview procedure. Special thanks go to Patricia
Byrd, Lynne McNamara, Phil Johncock, and of course, Janet Constantinides.
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CROSS—CULTURAL/PEDAGOGICAL ASSESSMENT QUESTIONKAIRE
FOR INTERNATIONAL TEACHING ASSISTANTS

By Ralph Pat Barrett and Lynne McNamara

RIRAAL LRI BRI I BII IR AEL LA LL AR LB BAAA LB B LN LA AL L LA B LA AU LL LTSt LU AL AL LLL AL LLLY,
Consider the following statements as they refer to the American university
classroom. Circle “A" (agree) or “D* (disagree) for each statement.

Example:

Most American students eat pizza during class. a)y m

You would mark “D” for “disagree“ because few if any American students would eat
pizza during a university class.

1. American students expect the instructor to use their family
(last) name in the classroom. ay

2. It is acceptable for an instructor to spend time with
his/her students in social activities outside the classroon. a) )

3. Whenever a student misses an exam, the instructor is not
expected to give him/her another chance to take it. W) ()

4, Seating students in a circle for purposes of discussion is
acceptable in the American classroom. (a) (D)

5. Immediately after the class is over, the instructor should
leave the classroom and return to his/her office. (&) (v

6. The instructor should spend time outsid: of class to help
students whe do not fully understand the lectures in class. (4) (D)

7. Eye contact while lecturing helps an instructor to develop
a better relationship with his/her students. a4 )

8. The instructor does not require a student to show proof
to support the reason given for absence from class. (4) (D)

9. Teachers should ask for suggestions from students about
lesson content and classroom procedures. 8) (")

10. When a student presents a personal excuse for not doing
homework or taking an exam, the instructor willingly accepts it. (a)y )

1l. The instructor should openly criticize a student who romes
to class more than ten minutes late. (a) (D)

Ui
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12.

13.

14,

15.

16.

17.

18.

It is acceptable for an instructor to publicly admit that
he/she does not know the answer to a student's question.

An instructor may point a finger at a student in order to
indicate whose turn it is to answer a question,

It is acceptable for an instructor to restate a student's
question for purposes of clarification,

It is acceptable for an instructor to lean on the edge of
a desk while lecturing.

Students should not leave a class early without the
instructor's permission.

An instructor should inform the students in advance that
they will have an examination.

If a student has not been handing in his/her homework on

time, the instructor should question the student in private.

(4)

(4)

(4)

(a)

(A)

(4)

(A)

(D)

(D)

(D)

(D)

(D)

(D)




SCORING SHEET FOR ORAL INTERVIEW FOR LNTERNATIONAL GRADUATE ASSISTANTS

********************************************************************

SCORING FOR PART ONE (GETTING ACQUAINTED)

Sociocultural Competence 0 1
Strategic Competence 0

SCORING FOR PART TWO (PRONUNCIATION OF TECHNICAL

Linguistic Competence 0 1

SCORING FOR PART THREE (READING ALOUD)

Linguistic Competence 0 1

SCORING FOR PART FOUR (TEACHER-STUDENT ROLE PLAY)

Linguistic Competence
Discourse Competence
Sociocultural Competence
Strategic Competence

loNeoNeNa

1
i
1
1

SCORING FOR PART FIVE (PEDAGOGICAL QUESTIONS

g

Linguistic Competence
Sociocultural Competence
Strategic Competence

loNaoRe
Y— — —

SCORING FOR PART SIX (OFFICE HOUR ROLE PLAY;

Sociocultural Competence
Strategic Competence

O O

=]

TERMS)

~N

3 4
3 4
3 4
3 I
3 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4

4

SCORING FOR PART SEVEN (REVIEW OF PEDACOGLICAL ASSESSMENT QUEST[ONNAIRE)

Linguistic Competence 0 t
Sociocultural Competence 0 1
Strategic Competence 0 1
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SCORE SUMMARY FOR THE ORAL INTERVIEW FOR INTERNATIONAL GRADUATE ASS1STANTS
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SCORE FOR:

PART

PART

PART

PART

PART

PART

PART
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ONE:

TWO:

THREE:

FOUR:

FIVE:

SIX:

SEVEN:

TOTALS:

AVERAGES:
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Video~taped Teaching Simulations:

Issues in the Testing and

Evaluation of Foreign Teaching Assistants

by Patricia Byrd

Georgia State University

Introduction. A major responsiblity of training programs for foreign
graduate teaching assistants (FTAs) is accurate evaluation of the FTAs!
communication skills as teachers in the types of courses to which they are (or
will be) assigned. Embedded in this seemingly simple statement are problems
that are proving difficult to resolve. First, we are not at all sure what
"communication skills"™ means: the definition of the totality and components of
"communicative competence" shifts constantly--from scholar to scholar and from
context to context. Second, we have not yet investigated in detail the
features of particular disciplines and courses taught by FTAs. Third, we are
unable to test with the accuracy that we would like, both because we do not
know exactly what it is we need to test and because we do not yet have precise
festing instruments.

As in other areas of FTA programming, we have been forced to plunge ahead
and improvise testing and evaluation devices and procedures, hoping to improve
them later. For reasons that will be discussed later, one of the most popular
testing methods in FTA evaluation is the video-taped teaching simulation. 1In
these tests, the FTA lectures on a topic appropriate to his/her teaching
assignment for a strictly limited t¢ime before a small audience. The lecture is

video-taped for later evaluation by trained raters using an evaluation
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instrument that usually considers analysis of language along wi'h other areas
such as pedagogical skills and culturally correcct handling of questioniug.

In this report, I will discuss some of the issues that need to be
considered in the development of appropriate and accurate video-taped
simulation testing. An appendix lists linguistic and non-linguistic items that
appear in testing instruments used in some institutions to evaluate the
teaching skills of FTAs. These were collected from evaluation devices either
used or proposed for use at these institutions: Georgia State University, Iowa
State, SUNY-Buffalo, Texas Tech, the University of Nevada-Reno, and the
University of Wyoming.1

Issues. The emergence of video-taped teaching simulations as a major
feature in FTA testing/evaluation seems to result from two interrelated issues:
1) Program designers, teachers, and foreign students have not been convinced.
that other less direct types of tests are either accurate or fair. To FTAs as
well as teachers, simulations have strong face validity. Moreover, when
video-taped, these tests provide the instituticn with the comfort of having a
record of the performance of the FTA that can be used to Justify decisions
about his/her teaching assignment. 2) Teachers, researchers, and program
administrators have realized that the problems of FTAs are not just a matter or
English-~language skills but also involve cultural and pedagogical skills.
Teaching simulations offer the student an oppor-tunity to demonstrate the
communicative compentence that results from the combination of skills needed
for effective classroom teaching.

What this means is that we just like the idea of the teaching simulaticn.
It feels right. So we do it. Or attempt to do it. What scems at {arst such a
direct and effective measure of the things thal we are supposed to measure soon

turns out to be as complex as all the other aspects of FTA trairing programs.
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When developing a video-taped simulation test, these questions need to be
considered:
1. How is the test to be structured? How long will the
FTA speak? On what? To whom? When? Where?
2. Who will evaluate the performance? How will they be
selected? How trained? How rewarded?
3. What evaluation instrument will be used? What
categories are best tested in this manner? What
categories are we supposed to bz testing anyway?
What scale will be used? How will the scores be
reported?
4. Is the test supposed to be a holistic evaluaticon of
cammunicative competence or is it supposed to be
diagnostic (for use in the training course)? Car it
be both?
5. Since the administration and evaluation of these tests is
greatly time-consuming, who pays for the testing?
In thinking about these questions, during and since the twc weeks of the
University of Wyaming Summer Institute on Foreign TA Training, I kept returning
to definitions of communicative competence and pedagogical competence as the

beginning points for answering even the first 2t of questions (about structure

of the test). As we were advised in the background session on testing

(Constantinides 1987), the very first questions to ask about testing are "Why
are we testing?" and "What are we testing?"™ The answer to the first question
seems to be that we are testing because we have been told by our institutions

to test the ability of foreigners to function effectively as teachers of
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undergraduate courses. The answer to the second question scems to be that we
are not quite sure yet what it is that we are testing.

Studies of communicative competence and discussions of effective ccllege
teaching appear the best resources to use in defining the purposzes of testing
and evaluation for FTAs. Carroil (1980:5) diagrams the relationship between
needs, curriculum, and testing:

Communicative Needs

Language Testing

programmes systems
His test-development method begins with a detailed, lengthy anaiysis of the
communication needs of the person to be tested. Only after those needs have
been specified can the language program be developed and the separate but
parallel testing system established. Tentative steps have been taken to define
the communicative needs of FITAs. For example, just about everyone involved in
FTA testing and training agrees with Bailey (1982) that what the FTAs need is
communicative competence and not just improved pronunciation. We must,
however, acknowledge that we do not really know what communicative competence
involves at this level and in this context. As we devise and revise our
teaching simulation tests, we must reach much greater clarity about what the
elements are that make up communicative competence in the context of

undergraduate classes at particular institutions.

universities. Numerous discussions now exist cf communicative competence in
general and of the elements that go into :.ompetent communication (Hymec 1972,
Bailey: 1982, Savignon:1983, etc.) Although much discussion and renaming of
terms has gone on since the early 1970s, commur-icative competerncc continues tc
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be viewed as being composed of these basic elements: 1)  inguistic competence,
2) socio-linguistic competence, 2) discourse competence, and 3) strategic
competence. Linguistic competence is skill at the elements that make up a
language~~-grammar, pronunciation, etc. Sociolinguistic competence is skill at
using the language in culturally appropriate ways and includes non-verbal as
well as verbal communication. Discourse competence involves skill at putting
things together in coherent wholes. Strategic competence means that the person
can appropriately enhance the communication or repair it when it breaks down.
The strategically competent person has methods for expanding on the basic modes
of communication and for fixing things when communication is not being
achieved.

Typically, linguistic competence is seen as a basic necessity on which
communicative competence is built. Carrcll (1980) calls linguistic competence
an "enabling"™ skill. Taking their lead from these discuszions and from
research that indicates that pronunciation is not the FTAs' only problem,
program and test designers have been concerned to include sociclinguistic,
discourse, and strategic competences in testing and training.

In order to do so, research into the nature of pedagogical competence is
necessary to specify the features of communicative competence ir. the particular

situation called "teaching to U.S. undergraduates."

Pedagogical competence. Carroll (1980) uses the following categories to

investigate and describe the communicative needs of particular speakers in
particular contexts: 1) participant identification, 2) purpose, 3) setting,

4) interaction, 5) instrumentality, 6) dialect, 7) target level, 8) events/
activities, and 9) communicative key. "Interaction" lists the different people
the speaker might need to interact with. "Instrumentality" is concerned with

the medium. mode, and channels of communication--spoken vs. written, dialogue

g
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vs. written to be spoken, face-to-face vs. tel~phone. "Target level" includes
the various proficiency levels that might be needed. "Communicztive key" rafers
to the tones and attitudes that might need to e expressed (formal vs.
informal). Using this thorough analytical strategy, we should be able tc
develop more accurate descriptions of the nature of communication by teachers
in particular disciplines.

Beginnings have been made by ethnographic studies of college teachers in
action. For example, Bailey (1982) uses the ethnographic methods of Sinclair
and Coulthard (1975) to analyze the communication acts used by U.S. and foreign
TAs in their classes. Using their typology, she found tnese aetivities:

1) elicits, 2) structures, 3) reviews, 4) checks, 5) informs, 6) bonds,

7) administrates, 8) markers, 9) conclusions, and 10) others (inciuding asides
to themselves rather than to the students). For example, methcds used by the
TAs to give information to the students are called "informs," while things that
are said or ,ne to increase the emotional ties between the TA and his/her
students are called "bonds." Using this classification system, she was able to
detail the differences between various types of TAs as well as between U.S. and
foreign TAs.

In addition to the research activities suggested above, we can profit from
discussicns already in print of the characteristics of effective university
teachers. Lowman (1984) and Eble (1983), writing for teachers of undergraduate
courses at U.S. colleges and universities, analyze the nature of such teaching
and the skills that are necessary for success. Both writers identify twc major
skills needed for success in teaching U.S. unde "graduates: 1) excellent public
speaking skiils for leading discussion section: &s well as for more formal
lecturing, and 2) excellent human relations skills to satisfy the emotional

needs of their students. We must be careful tc interpret their discussions
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accurately. The interpersonal relationzhips that they are describing are quite

superficial--knowing the names of students, not being unkind to students in
public, keeping office hours. They strongly advise that teachers are not
counselors and must not get too deeply involved with students.

Discussicns of teaching frequently divide methods from manner. Teachers
can, for example, give information through problem solving, discussicn,
lecturing, while being formal or informal. Thus, FTA testing and evaluation
(as well as FTA training programs) should carefully distinguish between the
teaching techniques being used and the personality of the FTA.

After recognizing that a teacher's major responsibilities will involve
clear and enthusiastic presentations, we must next find out how these
characteristics are realized in different departments. It is probably trus
that clarity and enthusiasm manifest themselves in different ways in
engineering than they do in foreign languages or in mathematics. The testing
program for evaluation and selection of FTAs can only be accurate if based on
teaching styles and manner considered appropriate by the discipline being

taught.

Fitting all the analyses and information into one system. In order to

select items for the evaluator to focus on while viewing the teaching
simulation, the test developer must decide which of the features of
communicative competence and pedagogical competence are absolutely essential

for teaching success. This attempt needs to be based on a collapsing of the

two analyses--how de the features of pedagogical competence fit into the

structure of cammunicative competence?
Linguistics Competence-—---> the language skills involved in

lecturing
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Sociolinguistic Competence~—--> the cultural skills invclved
in appropriate behavior as 2
teacher to U.S. undergraduatec
Discourse Skills-~~~> the organizational skills involvec in
making whole lectures, whole class
sessions, and whole courses that fit
the cultural expectations of U.S.
undergraduates
Strategic Skills----> the high level of knowledge and
experience needed to understand what is
going wrong and knowing how to fix it; skill at
enﬁancing the communication

The linguistic nature of pedagogical competence. Bailey (1982) found that

students with linguistic competence below the 1+ FSI level could not be
successful in the classroom no matter how good their interpersonal skills. For
FTAs with language skills at such a low level, the video-taped simulation test
is most likely a waste of time, energy, and funding. Bailey's finding suggests
that a less-costly, more efficient manner of separating out this iower level
should be used, first to establish English-language proficiency levels as a
basis for entering training, and second to prevent misuse of the simulation
testing.

One method for screening the communication skills of FTAs that has been
suggested is using a non-direct (TOEFL or the Michigan Test) or semi-direct
test (such as TSE/SPEAK or FSI) to make the first cut in evaluating a group of
FTAs. Students who fall below some basic level (1+ on FSI or 200 on TSE/SPEAK)
are placed into ESL training to improve treir linguistic skills. If such a

method is taken, then the simulation test of teaching ability wou.d, logically,

3




need to test some other level of speaking ability since basic skills of

pronunciation, stress, intonation, etc., have already been tested. We need to
think through the skills involved in lecturing and public speaking so that

these are the skills being tested by the teaching simulation rather than the

"enabling™ skills of basic pronuncation, stress, etec.

Most of us would agree that being a good conversationalist does not
guarantee that one will be a good lecturer-~-and vice versa. (This
generalization is as true for native speakers of English as for FTAs.) What
linguistic features distinguish lecturing from conversing? Lecturers take
longer turns, speaking frequently for most of the c¢lass period with only brief
turn-taking by students. Lecturers generally need to speak louder arnd with
more voice projection. Or they must learn to modulate their voices through
public address systems. Lecturers repeat in patterns different from in
conversation, going back over phrases and terms that should be put in notes by
students. Lecturers are expected to use a larger and more educated vocabulary.
Lecturers are expected to use longer and more obviously complete sentences.
Lecturers are expected to be able to write and talk at the same time.

Sociolinguistic aspects of pedagogical competence. Sociolinguistic

competence in the classroom involves appropriate body language and personality
factors that are deemed correct by U.S. undergraduates for university teachers.
All of the cultural features of pedagogy might fit here, including culturally
acceptable ways of dealing with questiors.

Discourse aspects of pedagogical competence. Discourse features in the

classroom would include the ways that the teacher provides organization and
connectedness to the course. Linguistic features such as the use of transition
words and phrases seem most naturally to fit in this category. Culturally

conditioned matters of timing and organizaticn are also a part of discourse--
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whole courses as well as individual class periuds have beginnings, middles, and

ends.

Strategic aspects of pedagogical competence. The skills needed by

teachers to analyze and repair poor communication might fit here. In addition,
strategic competence could include teaching mefhods such as use of the
blackboard for enhancement of communication.

Conclusion. Although the result is a little ragged, ~features of
pedagogical competence fit into the subdivisions of the communicative
competence model to suggest the beginnings of & new model. One great advantage
of the combined communicative-pedagogical competence model for cur purposes is
that it keeps us focused on the communication skills needed in the teaching
context. Clearly, our institutions are asking FTA training programs to build,
enhance, or repair communication skills and not the content area knowledge and
skills that are the responsibility of the academic departments themselves.

A difficult issue in the use of a communicative-pedagogical competence
model as the basis for a testing system ic deciding how to weight the different
subsections to devise a total score. While some evaluation systems currently
in use assume that each of the four areas has equal importance, this weighting
of the elements could lead to a distorted evaluation of an FTA's communication
skills. After all, is linguistic competence 25% ~f communicative éompetence?
Can part scores for each section be added together and divided by four to equal
communicative competence? Scholars of communicative competence would probably
answer "No." The communicative competence model, in fact, tells us that skill
at communication is a complex of related :kills that cannot easily be sep=ratec
from each other. Some method will need tc¢ be asvised for scoring the test that
recognizes the complexity of communicative: comjetence. This method should also

take into account the compensation skills that nany non-native speakers of
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English have developed, sc that effective use of the biackboard compensates for
less than perfect public speaking skills, for example.

In sum, we do not yet know nearly as much as we shouvld to be as accurate
as we would like in evaluating the pedagogical and communicative skills of
FTAs. Yet we seem to be mcving in an appropriate and a productive direction as
we investigate the nature of communication in the U.S. undergraduate classroom.
On the basis of our clearer understanding of such communication, we can then

have testing and training programs that fit the needs of cur institutions and

of the FTAs.




Appendix

Consolidation of Items from Various Evaluation Forms

1. Items that refer to language

1.

9.

10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.

21.

others:

22.

pronunciation

intonation

grammar

fluency

stress and intonation

pitch

vocal variety
vocal quality

volume

needs to speak louder

needs to speak slower

needs to speak faster

hesitates often in speaking

needs to articulate more clearly

speaks in a monotone

needs to practice use of pauses to siganal emphasis
needs to practice use of voice to vary emphasis
rate

comprehensibility

use of English

needs to practice the following sounds (circle the

appropriate symbols): /r/ /1/ /0/ +d/ /b/ Iv/ /17

needs to practice stress and intonaticn
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in statements
in questions
to achieve special emphasis
others:
23. needs to practice the following grammatical structures:
-~-singular/plural distinction
--3rd person singular, present tense
~~-tenses
--use of BE as a linking verb
--use of BE in passive constructions
--articles
-~others
II. Items that refer to non-language issues
1. purpose of presentation
2. quality of information
3. quantity of information
4. introduction of topic
5. development of topic through example:
6. easy to follow
7. use of main and subordinate points
8. signposting
9. use of transitions and internal summaries
10. teacher's check of student comprehension
11. ability to answer questions
12. familiarity with cultural code
13. appropriate nonverbal behavior

14. appropriate register

7




15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.

31.

32.
33.
34.
35.
36.
37.
38.

39.

basic listening ability

question~-handling and responding

developing of explanation

clarity of expression

use of supporting evidence

eye contact

use of chalkboard

teacher presence

use of the body

instructor effectivenss

first-day-of-class skills

Is the speaker well prepared?

Is the speaker well organized?

Is there an introduction? Conelusion?

Does the speaker present material in an interesting way?
Does the speaker emphasize important concepts?
Non-verbal communication: eye contact, facial expression,
hand gestures, use of space, visual aids, feedback and
rapport with students

appropriate beginning "cues"

organization

use of detail

appropriate concluding "cuesn

non-verbal communication

classroom techniques

projection?

clear?

]
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40. dynamism?

41. conversational?

42. fluency?

43. nonverbal communication?
44 . supportive material?

k5. overall effect

1. Through the FTA Clearinghouse at the University of Wyoming, a
number of institutions have made available copies of the testing
instruments they have developed for use in video-taped simulation
testing. For information on getting copies of those instruments,
contact Professor Janet Constantinides, English Department,
University of Wyoming, Laramie, WY 82071.
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Proceedings from Working Group # 1
Claire K. Langham, group facilitator

An OVERVIEW of FOREIGN TA TRAINING

Background Introduction

Effective and efficient FTA training is dependent upon targeting
instruction in English, pedagogy, and cultural awareness, to meet the
specific needs of the FTAs' varled teaching assignments. Inltially,
the objective of our working group was an understanding of the "sub-
culture” and discipline-specific requirements for tralning an FTA to
teach 1in a particular subject area. We found that these issues were
embedded in a broader context within which any training program
operates. While this presentation of working papers proceeds from

the general to the more specific, much of the work evolved 1in the

reverse order.

The seven topics we addressed seemed an ambitious goal for a two

week Institute. Nonetheless, we felt all of them were important to
improving FTA Training. Other working groups focused on FTA testing
and evaluations, and developliing a broad base of university community

support. In effect, while one group concentrated on screening the

"in-put product" (incoming trainees), and another on institutional

marketing of a training program, we addressed ocurselves to defining

training procedures and processes.
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Therefore, the papers which follc - represent our concern to:

84
1) ciarify terms relating to FTA Training;
2) provide an Qverview 0f Design Components in FTa

Training Programs to serve for both comparison
and as a check list in developing new programs;

3) generate a moxe accessilble Information
Classification System for the growing wvolume of
material in the Clearing House on FTA Training;

4) gather information to Assess the Needs of FTA's
and their departments, which thereby determines
the content of FTA Training Program;

5) describe Pedagodgical/Teaching Skills as they relate
to patterns of TA duties to more effectively target

training to transactional skills and corresponding
English usage;

6) describe Five Phases in an FTA Training Program ;

to assist trainers in designing their training
programs;

7) develop guidelines so that FTA's can learn to
Map the sub-culture of their university,
discipline, department, and classroom;

8) extend our understanding of foreign TA's beyond the
framework of the Institute through research now in
progress within the American university classroom.

The working group matched the composition of the Institute -half
experienced and half new to foreign TA training. Responsibilities
for the working papers described above were divided among group
members. Although the projects were discussed jointly, both In small
working groups and with other part cipants at the Institute, primary
authorship remains with the individual. As noted, these are working
papers, s0 refinements, additions, and improvements should be

incorporated as the field expands.
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[EDITOR'S NOTE -~ The preceding paper lists eight projects that this working
group undertook. The papers included in this volume describe only six of
those. ‘lhere are no papers for projects five and eight in this volume. But
both of those topics will be considered in tbe 1987 Wyoming/NAFSA Iﬁstitute on
Foreign TA Training. It is possible that papers on those topics may appear at

a later time.]
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The Intent of thls first natlonal conference on the training of

foreign teaching assistants was to share information and familliarize
newcomers to thls rapldly developing field. Consistent with these ains -
there were particlipants with experience training foreign Ta's and
others without. Participants without experience had immedliate concerns
because of their responsibilities to start programs and/or develop .
polices to train FTA's as an extension of their university work in ESL

or foreign student programming.

The process of sharing information at the Institute provoked two
distinct reactions. First, 1t was reassuring to find one was not
alone and that both concern and 1information was increasing. The
network and clearing house on FTA's initiated by Kathleen Bailey at
UCLA, then continued and expanded by Janet Constantinides at the
University of Wyoming provides a good beginning and 1is growling
steadlily. But then the second reaction, especially strong to
newcomers, was a sense of being overwhelmed, unable to see the forest
for the trees and equally frustrated by not haying a "field manual"

as a quide to help identify the constituent parts of that "forest."

It is a primary task of scholars and participants in a new
field to clarify térms assuring a shared terminology émong the
practitioners and identify emergent patterns providing newcomers
with an overview that helps orient them quickly to the dynamlics of
the situation. The working papers presented here should serve as an
early "field manual" to meet the need for both an overview and a
classifying system to better access the details of FTA training

programs. In our early discussions we recognized that words such as

“"foreign," "teachling assistant," and "Amerlcan classroom " had a

range of meanings that would be important to delineate.

Lo




Working Paper #1
Claire K. Langham
#1 Clarification of Terms in FTA Training

FTA Tralning

The early discussions on the FTA "problem" have centered on lack
of fluency in English. The public and press continue to use this
focus. However, there are several overlapping components in
functioning as an effective TA. There is overlap in these components.
These communicative (and discipline) competencies are necessary for

both native and non-native TA's.

1) Lingulistic

Engllsh language competence;

2) Cultural - Presentational/Behavioral competence for the
Amerlcan university classroom and the
specific discipline to convey meaning
in a manner that the receiver understands;

3) Pedagogical

University level teaching skills; and

4) Acadenic - Competence In the discipline.

Among these components, shortcomings in the skills of the
first (linguistic) have received all the attention, and the last
(discipline competence) is assumed by virtue of an academic
department's admission of the student to the graduate program. The

actual problem may be more complex.

[
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The amount and kind of training needed depends on the graduate
student's éompetence in each area. Strengths in one or more components
generally compensate for weakness in another area. For example, native
English speaking graduate students familiar with American undérgraduate
classroom culture, may "get by" with weak teaching skills. The
undergraduates understand each word and many can fit them together to
create an organized coherence. In contrast, if an FTA with a heavy
accent presents a carefully planned, well organized section,
mispronounced words are mentally corrected by listeners to €fit
logically. Teaching skills, such as effective use of the blackboard,
also compensate for a heavy accent. Strongly developed non-verbal
communicative skills make up for a lack of words - pantomime is an
example. The 1listener's process of mentally compensating for a
speaker's mispronunced, mumbled, or mis-spoken words occurs normally
between native speakers. Establishing the willingness of both TA's and
students to exercise "communicative flexibility" (Guﬁperz, 1982:14) is
key. Establishing rapport may be significant in facilitating opening

the channels to communicative flexibility.

The deflinition of an FTA tralining program or FTA evaluatlon should
specify the Inclusion of one, two, three, or all of the above
components. The term FTA tralning cannot be assumed to automatically

incorporate all five competencies.
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Forelign

We wused the term "forelgn" because it 1is commonly used and
understood. International TA (ITA) 1Is an alternative possibility
already in use, however it is confusing since "international" includes

American TA's.

Non-native English speaking (NNES) or non-native speaking (NNS) is
longer, more awkard, and not necessarily more accurate. Native
Engiish speakers from India, Paklistan, Singapore, Hong Kong, Australla,
New Zealand, and England, are "foreign." They may not require as much
FTA training in language, but the cultural awareness of the typical

behaviors in the American university classroom may be equally new to

these native English speakers.

There also exlsts a category of "foreign born" TA's. These are
immigrants, who may or may not have a problematic accent. Thus,
the term "foreign" includes individuals who are non-native English

speaking even though they may have, or are acquiring American

cltizenship.

Fluency in English depends on its function. A non-native FTa,
knowledgeable in economics, for instance, may be more "functionally
fluent" than, let us say, a native English speaking high school drop
out. The definition of fluency or competence in English is discussed in

detail in the working papers on Testing and Evaluation of FTA's.

RNy
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Teaching Asslistant

A teaching assistant at a wuniversity is one who assists a

professor. This teaching assistance takes many fo:ms, aithough the job
title 1is the same - "teaching assistant." Enumerating the
responsibilities of TA's, the range of duties spanned the more passive
role of '"grader" to almost full concern for teaching a course. 1In

fact, several individuals at the Institute with the 3job title (and

compensation) of a "ra" are actually 1in charge of design,

implementation and evaluation of FTA training. Particularly 1in

individualized learning situations such as foreign language or English
writing classes, TA's are more likely to, in effect, be responsible for

tfar more than "assisting" a professor. They teach the students.

Teach

The word "teach" was explored. From resource books on teaching,

we found close to 50 verbs that are used to describe actions that

teachers wutillize "to teach." Since an FTA tralner is to prepare

graduate students to "teach" it becomes necessary to recognize which
of these many skills are most needed for specific TA assignments.
Eventually a professional, experienced teacher will need to effectively
use all of these "teaching skills." The challenge to a FTA trainer is

to target, prioritize, and group similar skills, and link these to

communicative competence in English.
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We undertook this challenge of grouping related teaching skills

and targeting them to specific types of TA assignments. (See section

on TA Dutles and Skills).

American university classroons

It was interesting to participants at the 1Institute to compare
and contrast the expectations and norms of behavior at the our various

geographically diversified universities.

For example, we discovered variatlons in acceptable useage of
forms of address, concepts of punctuality, classroom behaviors,
expectations of politeness, and attendance. The ways a student
addresses their teaching assistant contrasted from use of Mr. or Ms. to
using first names or nicknames. At some university classroom sections,
students are expected to arrive on time and stay until dismissed; at
others it is not wuncommon for students to arrive and depart like
consumers at a market with peak attendance periods. Codes of dress as
well as forms of respect also vary, not only from one geographic region

to another, but also depend on the speciflic university, and from one

academic discipline to another.

Thus, while there is an overall "cultural pattern" recognized as
American, there is a "university" sub-culture, with further sub-types
on different campuses, further refined by more specific cultural

patterns within disciplines, until we encounter the variations of

individual personalities.

Y
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Working Paper #2

Claire K. Langham
INFORMATION CLASSIFICATION SYSTEM
This classiflicatlion system represents an open-ended, expandable,
cross reference and filing arrangement, It follows an order of
progressive stages of information needed 1in developing an FTA
training program. The seven major categories (Roman numerals I - VII)

are divided into specific sub-categories having decimal breakdowns.

The value in establishing a standardized classification/filing
system for all professionals 1in the FTA training field is most
apparent in information management, access, and information sharing.
Cross referencing within files and in thelindex facllitate access to
overlapping resource material and terminology. Additions or
modifications (improvements) are welcomed, and should be adapted
uniformly. This standardized system 1is especially appropriate for

clearing house materials and 1is recommended for adoption by

professionals in FTA training.

Sub-categories are given as examples, and should e expanded.
The conceptualization for this classification system was developed by
the author as a working paper. 1Its adoption or adaptation iin final
form will necessarily be at the discretion of the professionals in
charge of the FTA clearing house materials. Items assigned
appropriate categories would retain the serial numbers indicative of
their filling sequence, which is placed after a hyphen for numerical
order and/or slash marks for calendar sequence (eg. Cornell
University's 1986 Final Report was the fifth such item received and

is coded VII.1 - 5 / 86 so all subsequent reports in that series will

bear the very same identification except for the year).

Ji




FOREIGN T2 TRAINING

I. Background
1 Problem
2 Issues

II. References

1 Bibliogrpahy - books

2 " - articles
3 " of news articles
4 Handbooks

5 Audio-vVisual materials
6 Order Forms

7 Network -

names & addresses of people involved in FTA

training, TA training, & conferences on TA's.

III. Implementation
1 List of processes
2 Legislatlion
3 Proposals
4 Regulations/ policles
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Iv. Testing/Screening/Evaluations

1 Pre and post training evaluations
2 Videos
3 Evaluations of FTA's in actual classrooms
4 Consultations with FTA's
V. Program Design and Description of FTA Training
1 Various Specific University Programs
2 Comparison Chart on FTA Training Programs

(see the following section on components

of FTA Tralning Programs)

VI. FTA Training Program - Content

1 Cultural Awareness Skills
1.1 In general
1.2 for American culture
13 for American universities
1.4 for specific disciplines
1.5 learning to do it yourself -

"mapping" a sub-culture
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VI. 2 Pedagogical/Teaching Skills
2.1 Syllabus
2.2 Lesson Plans
2.3 Academic Discipline -
background expectations, requirements,
2.4 Teaching Skills Development
(from the classification system

based on teaching duties, Langham)
2.4.1 One to One (tutorial) skills
2.4.2 Labs
2.4.3 Group Leadership skills
2.4.4 Presentation Skills
2.4.4.1 lecturing
2.4.4.2 explaining
2.4.4.3 slowing down speech
2.4.4.4 restatement
2.4.4.5 examples

2.4.4.6 gestures

2.4.5 Organizational Skills

2.4.5.1 preparing own syllabus

2.4.5.2 preparinng lectures

2.4.6 Evaluative Skills
2.4.6.1 preparing exams

2.4.6.2 grading exams
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VI. 2.5 FTa teaching techniques

(strategies for non-native speakers)
2.5.1 Use of blackboards
2.5.2 * " handouts

2.5.3 Non-verbals - body language

3 Linguistic and Communication Skills
3.1 English a&as a Second Language
3.1.1 Pronunclation
3.1.2 Intonation
3.1.3 Grammar
3.1.4 Vocabulary
3.1.4.1 transitlional words/phrases

3.1.4.2 speclific to subculture

3.2 Public Speaking Skills

4 Discipline specific content material for FTA tralning
4.1 Humanities
4.2 Natural Sclences
4.3 Math and Applied Sciences
(Agriculture, Computers, Medicine, etc.)

4.4 Engineering
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VII. FTA Training Program Evaluation

1 Evaluating the overall program design

2 FTA self evaluation

3 Changes/Modifications in FTA trainling program design
f 4 Issues

5 State of the Art

e |
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Working Paper #3

Claire X. Langham

FOREIGN TA TRAINING PROGRAMS:

An Overview of Design Components
&
Comparison Chart of FTA Program Formats

The planning of a foreign Ta training program necessitates at
least fourteen design component considerations. Many of these
decisions are inter~-related. For example, budget determines time and

staff. Equally true, time and staff determine budget.

The Chart is intented for wuse in developing an FTA training
program, and a convenience in comparing programs from other
universities. It provides a guide to make it possible to see the
forrest (the FTA Training Program) for the trees (the detailed
components and their differences). This guide could also be wused to
chart the dynamic changes in an FTA training program at one
university from year to year. This chart was generated by
participants from several working groups in a brain storming session
naming all the components we knew. As the FTA training fleld

develops, the options on this chart will expand.

S oA
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The categories 1in the chart which follows are intended as self
explanatory and are discussed in the other working papers, therefore

I will only describe them briefly here.
1) Language/Communication Evaluation

A major consideration 1is diagnostic evaluation of lanquage and
communicative competency. There are a number of options. These aré
discussed 1in detail 1in the working papers on FTA Testing and
Evaluations. Will there be a diagnosis for placement? What type of
screening will be wused? Academic department ? ESL department ?
TA Tralning Program ? A panel of all of the above?l or no screening?

What type of test will be used? An interview? A presentation?

A standardized test ? Discipline specific or general?

An issue that arises when FTA's are screened for communicative
competence is "discrimination." If more than English language is
tested, then why aren’'t native English speakers tested for their
"communicative competence" before getting the TA position. And if
foreign TA's are an issue, why not foreign professors? The 1issues

are interrelated, the answers are not easy.

s

'
-~




100
2) Training Program Format

Turitz (19684:43-50) from a sucvey of 1Institutions with FTA
training programs in 1982 divided programs 1into two basic types:
"the semlnar-type program meets throughout the term for a glven
number of hours per week; the orientation-type meets for a short

period of time prlor to the beginning of the foreign TA's first term.

At the FTAT Wyoming Institute 1in 1986, we dlscussed three
formats: orientation; orientation and seminar; or seminar. The
orientation and seminar combine both types. 1In some instances, the
program format is broadly called "workshops" (initial and follow up)

instead of either orientation or seminar "classes."

3) Timing

Timing is closely related to the type of format slince
orientation occurs pre-term, seminar during the term, and the

combination format does both.

Another timing consideration 1is addressed 1in #9. Are the
particlilpants taking the training prior to TAing, or concurrently with
their TA assignments? There are advantages and disadvantages to
each. Training prior to TAing prepares TA's for the challenges they
are about to face. However, TAing 1is still an abstraction.
Concurrent training helps TA's resolve "real" problems. Timing of
training depends on the degree of readlness of the individual TAa,
and the type of TA assignment. Ideally, assistance to TA's would

occur both prlor to and concurrent with their first Ta positlon.

v
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4) Follow Up

Follow up refers to assistance after the new TA is in the
classroom. The type of follow up varles: a follow up session in a
workshop or seminar class; direct observation of the TA in the actual
classroom they TA; individual feedback in cons iltation; or no follow

up.

There is an advantage to <cbserving the TA in the actual
classroom, obtaining feedback from the undergraduates through
questionnaires (or 1informal discussion with the TA absent), and then

individually consulting with the new FTA to assist them improve thelir

teaching effectiveness. Videotaping the TA in the actual classroom
so they can "observe themselves" is also a highly rated form of
follow up.

Are there any consequences to the follow up? If a TA is not
effective, as rated by thelr students and/or the qualified observer,

how does this impact their next Ta assignment?

5) Duration (Length & Instructional Hours)

How long is the inital tralning in terms of contact
(instructional) hours prior to TAlng? How many hours of follow up

contact are scheduled after TAing begins? How many hours does this

total?

£ S
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6) Fundlng Sources

Funding is obviously a most Important component. In some cases,
all the funds come from one source, sometimes it 1s a combination.
Grant funding may be for one time only. One of the working papers in

these proceedings focuses on this issue of targeting and generating

support.
7) Budget

This component is difficult to measure because costs are often
hidden 1in support services provided by already existing offices and
programs. One consideration 1is, what is the cost to the
participating foreign TA? If they are required to arrive early,

who pays room and board during that time?
8) Source of Staff and Numbers

Professionals already involved in FTA training come from a
variety of academic departments and service brograms. These usually
include ESL, English, TA/Instructional Development Programs,
Academic Departments, International oOffice, Educatlon, Counseling,
experienced TA's, or consultants. Significant informal advice and

guidance for FTA's often comes from departmental administrative

assistants and/or secretaries.

The source of staff may affect the political dynamics of the

campus. Where is the influence? the expertise? the support?

LU
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9) FTA pParticipants

Who 1s eliglble or requlred to recelve training? Is the
program for ALL new forelgn graduate students? or ONLY those
assigned to TA? 1Is it ONLY for those concurrently TAing, or those
NOT YET TAing: »¥ nBOCH? Is tralning only for those needing the extra
assistance based on diagnostic evaluations? or by request of the
individual or department? Is training availble to experienced, but

ineffective TA's with low evaluations?

Is there training for ALL TA's in the discipline, or only FTA's?

Is training available for faculty? new? foreign?

10) Requirement/(Incentive) of Training

Is training mandatory - required? Is it optional? 1If it is

required, are there exemptions? Wwhat are the «criteria? Is there

course credit? How much?

Is there incentive - such as a stipend for their extra time in

training? 1Is there a consequence to the training - if standards are

not met, is there no TA assignment?

L4




11) Content of FTA Tralning 104

Improved pronunclation is only one part of improving teaching.
It may be difficult to identify the percentage of time to devote to
each component, since there is obvious overlap, but various programs
put emphasis on different aspects of TAing. The content categories
are: English language improvement; Communication skills - speech;

Pedagogy/teaching skills; Cultural awareness understanding; and

Discipline specific TA training.

12) Legal Issues

This check 1list would be incomplete wlthout forethought to
issues of discrimination and employment requirements. The issues are
still hazy. Graduate students serve as TA's in exchange for
financial support for their academic studies. To what extent are
they employees of the wuniversity and to what extent are they
"supported" graduate students performing the obligations of graduate
students? Even within one university, teaching requirements and
compensation vary department to department. Are "foreign" or "non-
native English speaking" TA's being treated differently than other
"éitizen" graduate students? Is this legitimate? Not all native
speakers are effective TA's, nor all foreign TA's automatically
ineffective. Are FTA's being singled out for blame or US TA's
excluded from assistance in their assignments as Ta's? Controversy

over foreign TA's is generating notice on all TA concerns.

i(}o
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13) Materials, Text, Activitier 105

A gradually increasing amount of resource material is becoming
available for foreign TA training. This includes texts, handbooks,
basic handouts, demonstration videos, and suggested activities.
The expanding choices decrease the previous necessity for each
tralner to "re-invent the wheel," and provides more time for

adapting materials to individual FTA needs.

14) FTA Profile

An FTA training program has a specific purpose - to prepare
a forelyn graduate student to more effectively perform their duties

as a teachlng assistant to American undergraduates in a particular

class.

An 1deal FTA training program moves from the general orientation
and educational goals to the more specific requirements of a specific
FTA assignment. What are the academic disciplines of the FTA's?
What are their TA assignments ? only grading ? supervising 1labs ?

conducting discussion sessions ? presenting new material ?

University teaching 1is a profession. It 1is overwhelming to
train a newcomer to a professional fileld in everything at once.
An FTA tralner needs to concentrate on the immediate tasks of the FTA

and prioritize the learning goals.
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To facilitate targeting the type of TA duty with the teaching
sk1ll area, the next section presents a classification system based
on the academic discipline, with TA duties linked to the types of
teaching skills needed. This classification system 1s derived f£from
the author's current research at UCSD, 1including an analytical
diagram of observed TA and student classroom behaviors.

Space is provided for noting appropriate FTA training exercises.

The theoretical framework for this analysis 1is an expansion of
Mehan's (1979) soclo-linguistic study of classroom 1Iinteractlons.

(see paper on "Discourse Strategies").

Chart of Design Components
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1.

7.

O

Language/Communication Evaluation
Diagnosis

Type of screening

" n teSt

None

Training Program Format
Orientation

Orientation & Seminar

Seminar (workshops)

Timing
Pre~texrm

Pre & during

During term

Follow up
Follow up sessions

" " in c¢lassroom of Ta

No follow up

Duration
No. of initial contact hours

Number of follow up " "

Total no. of contact hours

Funding Source(s)
ESL program budget

English dept. "

Graduate Dean's office

TA Devclopment Program

Instructional Development

Academic depts. (individually)

International Students Office
Grant
Otherx

Budget (approximate total)
Staffing costs

Materials (incl. AV equip)

Consultations

Totals

ERIC

Aruitoxt provided by Eic:

<




14.

E

10.

11.

12.

FTA Training Programs ~ design components & program formats

3« kS
o> 'y )
« £/ & & RNV AN
. AN AR RN
Source of Staff & Numbers S 1L . ) &y o
ESL = > Cf?‘ QOB AN Q.
English

FTA

TA/Instructional Dev. Trainers
Academic Depts

International Center

Consultants

TAs (experienced)

Other

*(Percentage of time)

Participants

all new foreign grad. students

on 1 y " n " n
assigned to teach

those concurrently"TAing"

" not yet "
both of above _
all FTAs

only " needing training
(after diagnosis)

Requirement/ (Incentive) of Training

Mandatory/required

Optional

Reguired but many exemptions

Course Credit

No ”" "

Remuneration{"carrot")

"No pass - no teach" ("stick")

Percentage of time on each of following::

English language improvement

Communication skills - speech

Pedagogy/teaching skills

Culutral awareness understanding

Legal Issues

"Discrimination"

Employment Requirements

Reading/Resource Materials

Texts used

Handbook

Basic Handouts

*

FTA profile

RIC

Aruitoxt provided by Eic:

Disciplines

TA assignments

Skill areas in training

*(see

categories next page)
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Working Paper #4 109
Claire K. Langham

TRAINING FOREIGN TA's - PEDAGOGICAL TEACHING SKILLS

A Matrix System to Target FTA Training

The task of the ESL/FTA program is to train new forelgn graduate
students to teach. In order to teach someone else how to teach, and
appropriate English usage for that purpose, it is necessary for the
trainer to wunderstand the variety of TA duties, related skills, as

well as the discipline's particular "sub-culture."

what are the duties of a TA? If you were to ask varlious TA's
for a succinct definition of what they do as a TA, thelr responses
could differ appreciably. (The descriptions could easily be as
divergent as the six blind men who individually described an
"elephant" by the feel of Jjust one of the widely dlspersed parts of

its anatomy, the ear....leg....flank....tusk....trunk....& tail.)

Such disparity makes clarity of purpose important in an FTA
training program where many of the students have 1little experience
with the diverse roles TA's have in an American university. Both the
pedagogic and English language skllls that are to be mastered In the
program should match with needs of the group in training. Eventually

as a professional teacher in a univezsity, all the skills should be

mastered.




The matrix presented on the tollowing page was developed ailz
conceptual aid in planning FTA training. The variables related to
forelgn TA's are many. Two major cons.derations are the FTA's
discipline and their TaA duties. Specific teaching skills and

language competencies that the FTA must be prepared to use can then
be deduced. This matrix has been arranged S0 that useful
correlations can be drawn between several lists that were compiled

separately during the course of the Institute.

The fundamental dynamic which underlies the organization of the
matrix builds on observations during research of characteristic
patterns of communication between the TA and students. For example,
on a one to one level, as in office hours or tutoring, the TA will

more frequently be r2sponding in some manner to a question or request

from the student. In discussion sections, the TA should stimulate
and balance participation. In contrast, in presentations, the
students' turns at speaking are few. Therefore, 1listening and

interpreting skills are used more in office hours, group leadership
skills in discussion sections; and in contrast, public speaking
skills - including ability to interpret American students® non-verbal

audience reactions - become more pertinent for lecturing.

This classification system should help the trainer to determine
tether a certain training exercise in the methodology of teaching
matches the skill areas needed by an FTA according to their Ta
assignment. Each of these areas have functionally specific English
usage. There are innumerable training exercises in English and
teaching, the entries shown in that column are just a sampling of

many in the clearing house on FTA materials gathered by Institute

Director Janet Constantinides.
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Training and Skills Feference Matrix 1ur TA Duties and A-adem:i: Departments

of section

Music

Chemistry
Fhysics

Bionloqy

Second language
Art

Mathematics

Computer science

Engineering
Econ. % Bus.
Engl. comp.
Communications
History
Literature
Folitical sci.
Fhylosophy
Fsy:zhol ogy
Saciology
Urban studies
etc.

Ivpe of TA Dyty

Office Hours

Tutorials

L.abs

Drill section

Fractice session

Froblem solving
section

Discussian
sections

Lecturing

Following
professor’s
syllabus

Freparing lectures
Feview sessions

Freparing own
syl labus

gkill Area

One to One
Skills

- Listening

— understanding

- paraphrasing
tactive listening:

- Reacting

~ responding

~ explaining

-~ providing feedback

- Encouraging

- guiding

- supervising

Group Leading
Skills

- Leading

- motivating

- coordinating/

ITraining
Exercises

"Office Hours"
ttape)

"Labs"
(handout)

“Vocabulary
for
TA-Student
Interaction"
Chandout)

balancing participation

- Buestioning

- asking leading questions

~ turning questions
to elicit more
from the students

- probing for hidden
assumptions

- summarizing

Fresentation
- Fublic speaking:

“Strategies
for FTA's"
(handout)

structuring presentations,
pacing, eye contact, eto,

- expounding

- Communicating
- illustrating

- exemplifying

Organizaticonal
Skills

- Organizing

- cthoosing/selecting

- deciding

Flanning

scheduling

Evaluative

Skills
Evaluating students - Evaluating
Freparing exams - testing
Feader/ grade exams - grading
Assigning grades - rewarding
Monitoring exams
SRRV

“Vocabulary for
srganization/
clarity"
Chandout)?

“Téaching
ob jectives
planning
sheet"
thandout)
“Beainning
a class"
Chandout)

"Suggsetions
for graders"
(handout )
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Working Paper 'y
Claire K. Langham

Five Phases in a Training Program

The purpose of this paper 1is to describe the phases 1in a
training program. These five are also evident in other teaching/
learning situations and generally follow a patterned sequence.
The five phases or pattern of teaching/learning, that I describe
consist of:

1) establishing rapport

2) developing awareness
(by both the teacher and the learners)

3) presenting/receiving content
4) practicing a repetoire of skills

5) receiving constructive feedback

Although variations, overlapping, and recycling of the pattern
will occur, this flve phase schema 1is a practical conceptual
framework for 1) designing a training program and 2) observing the
progress 1in a teaching/learning situation. The phases are somewhat
elastic in that the time frame for each may expand or contract
depending on the schedule for training/learning. Thus, a semester

course as well as a one day workshop should contain all the phases.

-7
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Prior to describing each of these phases in detall,

to briefly explain these terms with
program. First, there is the phase of introductions
acquainted. Secondly, the trainer

the culture of the American classroom at their

makes

the cyllabus.) The tralner (or TA) becomes aware

background ablilites and knowledge. Concurrently,

phase become more self-aware of what they know, and don'%

in relation to course goals. The

tailoring) content to the of

specifics the

The fourth phase, practice,

The fifth phase of feedback |is

important because

university.

of

learners'
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I would 1like

reference to an FTA training

and getting

helps the FTA's become aware of

(A TA

the students aware of the ccurse requirements and expectations,

the students'
learners in this

yet Kknow,

third phase is presenting (and

backgrounds.

is both homework and class pearticipation.

it can provide

motivation to learn more or inhibit the desire to do so.

The

pattern of these five phases may then recycle, that |is,
after feedback it 1is effective to re-establish rapport . The
feedback generates a new level of awareness on the part of both the

teacher/trainer and the learners. The teacher is more

students' mastery, and the students are more aware
expectations, AS more content 1is presented, it
targeted to the 1learners' needs. In practicing

skills (in class exercises or homework) students

should have

aware of their
of the teacher's

can be Dbetter
the repetolire of

become

more famillar with the type of assignments their second time through
this phase Then the repetition of feedback again recycles the
process.
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The recycling occurs, {n effect, even though teachers and
students may change. Both TA's and undergraduates bring expectations
to thelr university sections based on past classroom experiences.
When the expectations of the TA's match those of the undergraduates,
sections proceed more smoothly. Generally, there is a shared sub-

culture of academia, one that is learned by freshmen. Consistency

in teaching facilitates learning.

However, within the university classroom 1in our pluralistic
society, particularly for introductory courses, a range of
expectations are often brought together by 1individuals of both
genders, diverse racial, ethnlic, national backgrounds, a range of
ages, distinctive educational and 1ife experiences, and varied
academic motivations. When the TA is from another culture altogether
the need to orchestrate harmonious blending of multiple expectations
is even greater. This is why I emphasize to all FTA's the Importance

of letting students get to know them and getting to know their

students.

The descriptlion of these phases 1is based on the author's
professional experience observing TA's in section and designing
training programs for FTA's. (It also draws upon a preliminary
analysis of doctoral research on discourse strategles that
facililtate 1learning in the university classroom, especially among
individuals of different cultural backgrounds - see paper on
“Discourse Strategies". Further analysis of the research data is

- requlred to determine outcome variations when these phases are not

all present.)

.
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Phase 1 - Establishing Rapport

To establish rapport means to create a relatlon of harmony,
accord, affinity, to mutually identify and move together toward
similar goals. The importance of establishing rapport 1is that it
then opens the channels for communication. It sets the tone for all

else that follows. First impressions have a lasting effect.

Establishing rapport essentially means to create a human

connection, in this case between a trainer and FTA's, or between the

FTA and the students. Mutual respect 1is part of establishing
rapport. Let your FTA's know that they are knowledgeable,
important, and wvalued. If you can convey that you are available to

assist rather than judge them, respect and rapport will more readily

begin.

In most cases, establishing rapport involves introductions,
getting acquainted, and perhaps breaking the ice with a bit of
humor. The soclally appropriate manner in which rapport |is
established varies not only by national culture, but the patterns

may be distinctive in different disciplines. (See the paper on

Mapping a Discipline as a Sub-~Culture). Some educators refer to
the initial phase’ as "setting the classroom atmosphere." In public
speaking, establishing rapport 1is known as "wzrming up the
audience."
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Names are an 1important part of becoming better acquainted.
Names are also useful in addressing someone. For example, 1in
southern cCalifornia, we do not use standard impersonal forms of
address for TA's or professors. We do not use for example,
"Professor, or "Teacher." The general wusage 1is to address the
Professor as "Professor Smith," or "Dr. Smith" and the TA as Mr.
Smith or John. Therefore, an initial step in feeling comfortable
is knowing each others names. Students feel their TA has a genuine
interest 1in thelir 1learning when he or she remembers and addressees
the student by name, and recalls something personal, such as an

interest in a sport or research project.

The techniques for establishing rapport are varied and should
suit the situation and the preference of individual FTA's. Informal
seating arrangements, especially a semi-circle, are more conducive to
discussions. Movable chairs and desks make this posslible.,
Encouraging students to speak can be done through positive
reinforcement, even if they are shy or hes;tant. Techniques for
getting to xnow students within the class include: questions with a
show of hands for responses; questions answered on index cards; and
individual introductions or having students in a very large class at

least introduce themselves to others seated nearby.

For FTA training, I demonstrate all these techniques. I use
them at the beginning of the tralning session. Afterward, I indicate
that I have demonstrated techniques that they can use in their
classroom sections, In FTA orientation/training, I have the new
FTA's practice introducing themselves in 2 - 3 minute presentatlions

Just a they will to their students at the beginning on the first day

of section.
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The technique of a show of hards is the guickest way to learn

something about your students. Generally a TA can ask how many are
majoring in the academic discipline of the course being taught, then
name a few other 1llkely disciplines, or ask one student for their
major, then ask how many others also have the same major. How many
have not yet decided is also an appropriate question. The TA may ask

how many are sophomores? freshmen? etc. How many have work experience

in this field? oOther similar questions may be asked.

The technique of responses on index cards permits a teacher to
find out a 1little more about their students individually. The
gquestions I wuse to demonstrate are appropriate to the FTA's and can

be adapted for the classroom. I put the following or similar

questions on the board:

Name

Where are you from?

Major

Previous Teaching Experience

Concerns or guestions about TAing

wWhat do you want to learn in this training program?
or Why are you taking thils course?

or What do you hope to get from taking this program?

If there 1is time, an ice breaking game might be introduced. It
1s best if it relates to the academic discipline, or the FTA training
in some way. For example, for FTA's, I like to use metaphors about
teaching. I ask each participant to write their metaphor on the
index card, then share it with others, first the person next to them,
or in small groups, then several metaphors are shared with the group

as a whole. This technique also ‘ntroduces an alternative teaching

format - the use of small groups.

~ : '”‘
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To get started, I use my favort!.z teaching metaphor - ‘"Teaching”

is 1like coaching: you can't do it for them. If they win, you win."
(1f the 1learners win, vyou win). Coaches show techniques and
encourage the teamn players. In Bailey's (1982) study of
communicative competence of non-native speaking TA's at UCLA, she
developed a typology of TA's. The type of TA's undergraduates rated
most highly for thelr teaching effectiveness were those she labeled
"insptring cheerleaders." This coach and cheerleader analogy leads us
from establishing rapport iInto developing awareness. Coaches know

their "team" players, their strengths and areas to improve.

I have devoted considerable space to explaining this first phase
because 1 consider it very important. 1In a training program, it does
not take as much time to establish rapport as the relative space I
have taken to describe it here. It might be the initial fifteen
minutes. 1In a classroom, five to ten minutes is adequate. Getting
acqualnted also occurs Jjust before and after class, over coffee and

during meals in training programs. Of course, rapport 1is to be

maintained and repaired as needed.
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Phase 2 - Deveiopling Awareness

There are two significant aspects in this phase of developing
awareness. Flrst, the trainer or teacher makes the learners aware of
the program/course goals, proceedures, rules, eXxpectatlons,
requirements. This 1s usually accomplished 1in a syllabus and
introduction to the «course. Secondly, both the teacher/trainer and
the learners should become aware of their current 1level of mastery.
This 1s often achieved through a dlagnestic exam, practical exercises

or classroom discussions.

In training programs for FTA's - discovering through
discussions the FTA's perceptions of the American university
Classroom and teaching is an important part of phase 2 - developing
awareness. Exercises for developing cultural awareness are included
in the working paper on "Mapping an Ethnography of the American
university classroom." For FTA's self-awareness of their teaching

skills, videotapings of individual presentations is the method I find

most effective.

Videotapings provide a mirror for the FTA to view themselves.
Working in small groups, five is ideal, the TA's are also able to
observe the strengths and weaknesses of others. To create a learning
environment that s comfortable to 1learn by doing (experiential

learning) I start with establishing a group rapport. I provide an




120

early opportunity to be videotaped so students can begin to feel

comfortable with the process. The first preseantation can be any
topic that interests them - a hobby, their home country, their
surprises when they first came to this country, etc. To avolid

demonstrating a 1level of expertise too far above the students and
inhibit them for fear of falling far short of the '"model"® 1 do not
show a demonstration tape yet. 1 myself am not comfortable with
individual critiques at this point in the 1learning process, so 1
generalize feedback through a discussion after the last presentation
or video playback. On the board, the group generates a 1list of

things they 1liked, and suggestions for improvements. I avoid terms

like "good" and "bad."

After the flrst videotaping on an 1informal topic, FTA's are
asked to explain a concept in thelr discipline in a 5 minute
presentation. After video playback, again we discuss what we 1liked
and what we would 1like to see improved. We then compare these
comments with the previous discusslon. Usually a quality exhibited
in the informal presentation - enthusiasm for the topic - is lacking

in thg second, academic discipline related presentation.

It really is helpful to have the two rounds of videotaping of
FTA's. If time is real}y limited, the viewing of video playback
might be conducted 1individually in office hours. FTA's learn from
each other's presentations. However, seeing oneself is a unique and

valuable learning experience that is vary highly rated by FTA's 1in

evaluating training programs.
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To give the reader a sense of program timing, 1f the training

program consists of a day and a half (10 hours), then the first
morning, approximately three hours, 1s devoted to phases one and two
-~ establishing rapport and developing awareness. In this time frame,
the 1lunch hour is for relaxing, and perhaps meeting experienced TA's,
sympathic professors, and getting better acquainted. Seminars have

more time, but 1less Iintensity. A combination orientation and

seminar is preferred.
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Phase #3 = Presenting/Receiving Content

This 1s the phase that generally 1s most assoctated with
teaching: the content. In an FTA training program, the educational
obJective is to Improve the competencies of the FTA. The content
includes the communicative components of teaching described earlier:
linguistic; cultural; pedagogical; and as appropriate, the academic
discipline. 1iIn an FTA training program, the academic competency is
usually limited to exercises presenting topics and correct

pronunciation of discibline related terminology.

There are many skills used by teachers. Five general areas of
teaching skills, described earlier are: organization, evaluation,
presentation, group leading, and one to one supervising or tutoring.
(See the cross reference matrix of Tralning Skills relevant to TA
duties and departments). The matrix can serve to guide the trainer

in targeting content appropriate for the FTA teaching duties.

This paper is an analysis of the phases of an FTA training
program, and other learning experiences. It is not intended to
include tralning exercises. It is however, intended as a methodology
- a guide in planning and structuring a training program. Training

exerclises are becoming available in new FTA training manuals

and materials.



Training content which incorporates English speaking for the
speciflic purpose of teaching is very helpful to new FTA's. There
are phrases In English that are general to most all academic
disciplines. Some Phrases are used to organlize a presentation:
"Today we are going to talk about..... The main point is.....
A second point is ..... " Other phrases are used in leading group

discussions, "Could you elaborate further?" "What does someone else

think?" A list of these phrases appears elsewhere in the

proceedings.

An important concept in Presenting content, is that it is most
effective when 1) the material is made relevant to the learners,
l.e. presented so there is a basis of the familiar that serves as
building blocks to the new; 2) the material can be assimilated in
manageable amounts through practice. A teacher of swimming for
example, would not promote mastery by students if the teaching was
all lecture, with the students finally entering the water after all
the content Information was presented. The trainer is challenged to
divide mastery into manageable bullding blocks knowing that the more

experlential the training program, the greater the mastery.

An effective approach to presenting the content in an FTA
training program is "role modeling." This 1s especially valid
because the FTA's English comprehension is often limited. I have
found it helpful to present effective teaching skills in
demonstration videos. "Role modeling" by the trainer delivers the

message, "teach the way I teach.*®
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In addition to describing teaching, provide an opportunity for

FTA's to observe, analyze, and "practice" the skills required in
teaching. 1t 1is helpful to point out that while there are a variety
of teaching styles, there is a commonality in teaching techniques.
Opportunities to observe experienced TA's in the actual classroom is

one way to present content. Discussions of the observed videos and

classrocm sessions can center on what the observers saw that was

effective and what could be improved. These discussions sharpen the
hew FTA's ability to analyze what went well and what did not in the
teaching situation. Problem solving, i.e. analyzing, how they would

react in a similar situation to improve it, builds their confidence

in handling varied teaching situations.

Finally, the opportunity to practice these same situations in

role playing exercises again brings us to the next phase.
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Phase #4 - Practicing a Repetoire of skills

Practice 1s the key to learning mas:ery. with time constraints,
it would be better to cover less content thoroughly with greater FTa
opportunities to practice, than to tell everything about teaching and
have no time for supervised practice. The repetoire of skills that
I recommend FTA's practice are the ones most commonly needed in thelr

first TA assignment. The classification of Teaching Skills targets

these skill areas.

Role playing provides practice in introducing oneself to the
class, setting the goals or agenda at the beginning of a section,
presenting a new concept, responding to gquestions, or rehearsing

problematic teaching situations anticlpated by the FTA's.

The basic pattern of practice exerclses that I found useful is:

1) an informal presentation for 2 -3 minutes on a topic
of the FTA's choice;

2) a presentation for 3-5 minutes explaining a concept
or term from the FTA's discipline (a first trial);

3) an Improvement on the £irst 3-5 minute presentation
above, or on the same or another topic.

Exercises 1 and 2 are, in fact, part of the phase of developing
awareness described earlier. The third exerclise represents an
opportunity to practice the teaching techniques presented in the
training. An orientation FTA training program scheduled for a day

and a half will not have time for more practice exercises, based on

my experience.
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If the training format is orientation plus follow up

workshops or seminars, then further practice exercises might
include:
4) TA-student interactions - role playing office hours;

5) Lab situations - asking questions that get students
to think and understand the concepts;

6) TA-student interactlions - role playing anticipated

problem situationz in a classroom, such as handling the

student who asks inappropriate, confusing, or too many
quest}ons;

7) Discusslon or problem solving sections - practice
encouraging effective student participation.

The FTA's should be encouraged to discuss and role play
classroom situations that are specific concerns to them. Role
playing is like a safe, friendly opportunity for the trial and error
of experlential learning. The added advantage is the constructive
feedback and chance to practice handling the presentation or problem

situation again. This leads to the last phase - constructive,

friendly feedback.

Phase #5 - Receiving Constructive Feedback

bDuring this feedback phase the initial phase of establtshing

rapport - creating a comfortable learning environment, becomes

particularly important . Another term for feedback 1is evaluations,
exams, grades. I prefer the term "feedback" since it has less
judgemental connotations. It also has a sense of information coming

back so there can be self-correcticen.
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An FTA tralning program is an opportunity to make the errors we
all go through in learning to teach, but among a supportive group.
Feedback can be handled with an FTA's viewing of their video
presentation exercises, with a consultant, or in a group. Group
feedback plus an opportunity for re-playing the scene or discussing
the pros and cons of several presentations all at once is helpful.
The presentation of feedback seems most effective when the focus is
on the positive. Reinforce good behaviors by recognizing them. Tuzn

the negatives into an examination of what could be done to improve.

Humor eases tense learning situations. A non-judgemental,
accepting attitude also helps. Of course there is pressure to master
the teaching skills and move into the actual classroom, but for
foreign graduate students with proven academic merits, the worst
that should happen if they do not pass the standards set for the FTA
screening evaluation process, would be more assistance in an
enjoyable FTA training program. On the other hand, if a foreign
graduate student is not motivated to improve and rarely attends the

tralning sessions, other measures may be approprliate.

The components of FTA training feedback are discussed in detail
in the working papers on testing, and evaluations. Some of the

feedback to FTA's may be guided by the following two handouts for

evaluations.




ITAs and the Road to Communication Competence: Learning
to Map a Department

Debra-I. Sequira, ITA Coordinator
University of Washington

When International Teaching Assistants (ITAs) first arrive on U.S. university
campuses, they likely have a number of competing needs, not the least of which concerns
their role and how it affects communication with professors, peers, and undergraduate
students. The need to succeed as a graduate student, coupled with the demands of
teaching, becomes overwhelming when faced in a new academic culture. The purpose of
this paper is to provide strategies which will assist ITTAs in discovering the norms or rules
of their new department and ultimately achieving communicative competence as a graduate
student and ITA.

Communicative Competence

Although facility with American English is of primary importance to most ITAs, a
knowledge of cultural norms, such as what to say to whom and how to say it
appropriately, involves more than syntax: or pronunciation. A knowledge of cultural norms
and expressions that are people and context-specific is part of what Hymes (1972a) calls
“"communicative competence." Such "competence" is demonstrated in, e.g., the
appropriate use of silence and nonverbal behaviors, as well as the proper use of turn-taking
in conversation.

One aspect of communicative competence is the ability to discover and understand the
norms or rules in a culture. What is permitted? What is expected? What is prohibited? In
order to learn the cultural norms, ITAs first have to gather information or collect examples
of communication within the community under investigation. Second, once examples are
gathered, ITAs can make preliminary inferences or assumptions about the meaning of these
examples to native speakers. Third, ITAs can verify their inferences and test their

assumptions by comparing them with natjve speal.crs’ meanings.
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Gathering Information

There are two research strategies that ITAs can use in gathering information:
observation and interviewing.
QObservation

Observation is focused investigation as opposed to random searching. One of the
most effective ways to focus investigation is to organize information in a simple
framework and keep all observation notes in a journal. If observation notes are organized
systematically, it is easier for ITAs to find patterns or cultural categories (e.g. when faculty
members are behind their closed office doors this means they want privacy). One of the
goals for collecting cultural categories is to learn from them and imitate cultural
expectations.

Observation Framework

A framework must be general since there is no way for ITAs to know a priori what
aspects of situations will be significant. A framework must also be brief and readily
accessible. Selected components from Hymes' (1972b) "SPEAKING" mnemonic is a
useful observation guide (see Table 1).

the setting including physical characteristics (e.g. size of rooms,
arrangement of furniture).

the participants including faculty, staff, dean/chairperson, graduate TAs and
non TAs, undergraduates, and their interrelationships.

the speech act and act sequences, the ordering of communicative acts which
include compliments, apologies, excuses, thanksgivings, praises, etc.

the key or manner of vocal delivery (e.g. sarcastic, joking, serious,
didactic, apologetic, etc.).

the norms or what proprieties should be observed - what is prescribed,
proscribed, permitted.

the genre or speech event (e.g. joke, story, lecture, meeting, greeting).

-
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The observations can be informal. Most likely, beginning ITAs will be participating in
groups, €.g., orientation sessions. Since they allow ITAs both to participate and to
observe, such sessions can ease self-consciousness ITAs might feel if they were merely
outside observers. The following are possible areas of observation for each part of the
framework.
Setting:

> Describe the physical characteristics of the department.

¢ How does it compare with other buildings on campus?

*  How do participants organize themselves spatially in

groups, in and out of the classroom (e.g. in rows, circles,

around tables)?

* Do faculty have separate offices? Share offices? Size?
Decor?

*  Where are TAs located? Separate offices? All in one room?

* Do faculty have their names on their doors? By title? First
and last name?

*  Where are the instructional resources and supplies? New?
Used?

Participants:

*  Whatare the terms of address between faculty, between
staff and faculty, between the dean/chairperson and faculty,
between graduate students and faculty, between
undergraduates and faculty, between graduate students and

TAs, cnd all roles in reverse?
*  Who has authority over whom? By what means?

*  What clothing is "typical" for students, faculty, staff,
dean/chairperson?

¢ How do participants use personal space (e.g. stand close or
apart?) Note space for each role relationship.

*  Note nonverbal behavior (e.g. gestures, posture, touching,
eye contact).

*  What holidays and celebrations are observed by the group?
Individuals?
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*

What range of behaviors is considered "work" for
participants? What range is "play?"

Are roles for participants clearly defined and how?

Speech Act:

*

Norms:

Note message form and content in the asking of questions,
conversational turn-taking, eic.

What comprises a compliment? An excuse? An apology?

Note the participants in these speech acts and their role
relationship.

Note the tone of voice of participants when they talk.

Are there any external signs or nonverbals that provide cues
to serious talk or joking talk?

Note vocal differences in face-to-face communication,
telephone communication, memos. Not= participant roles in
each.

Do graduate students change their vocal manner when
talking to professors? Peers?

Do professors change their vocal manner when talking to
graduate students? Peers? Undergraduates?

How is time used? Do classes or meetings start on time?

Read any publicity documents about the
department/campus. What are the public norms for the
department? University? (e.g. publishing is of paramount
importance or teaching or participating in conferences, etc.).

What are the expectations for TAs? Graduates?
Undergraduates? Staff? Faculty? Administration?

Listen to what is said informally about expectations. Note
similarities and/or discrepancies between "public” and
"private" communication.

What is prohibited behavior? (e.g. TAs dating their
students, talking back to professors, being late to class)?

What is permissible behavior (e.g. being late to class,
talking about professors with other TAs and graduates)?
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*  Are there departmental practices associated with holidays or
celebrations? What are they? How are they performed?

Genre;

*  Listen to stories about past students, professors, etc. Why
are these individuals important?

*  Note how participants are greeted - formally, informally.
*  What comprises the "lecture” genre?

*  What beliefs or values are associated with departmental
meetings? Graduate student meetings?

Interviewing

The basic premise in interviewing is to listen, learn, and ask questions. How people
think about their world is revealed in how they talk about it. The details of "informant" talk
are crucial for ITAs to notate; to learn how informants give information, how they describe,
clarify, ask questions is to learn the patterns.

The framework used in observation will aid ITAs in interviewing as well.
Participants can be interviewed informally by having ITAs ask questions of experienced
TAs. Suggest that ITAs talk to peers with which they are comfortable. Second or third
year graduate students and/or experienced ITAs usually have a history of departmental “ins
and outs" and may be willing to help newcomers. It may be wise to remind ITAs at this
point that U.S. students and faculty thrive on questions and answers. The process of
learning is a constant cycle of gathering information and asking questions in order to check
perceptions.

Inferencing

Once ITAs observe and interview participants, they will have a body of information
and may have already made preliminary inferences as to how the department operates and
expectations for participant roles. ITAs have spent time in other academic cultures so this
process may be quite rapid. The next step is to manage their large collection of information
by scanning observation and interview notes for categories, such as: X is a kindof Y. (e.g.

kinds of questions undergraduate students ask,kinds of attitudes undergraduates have

tot
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toward leamning, kinds of undergraduate student behaviors in instructional settings, kinds
of graduate seminar behaviors, etc. See Table 2. Instruct ITAs to look for cultural themes
that provide insight into cultural values or beliefs (e.g. kinds of questions undergraduate
students ask may become "undergraduates ask questions informally”). Have ITAs make a
list of possible themes, a cultural inventory, and note if there have been any inconsistencies
between observation and interview data. All categories, patterns, and themes need to be
recorded in order to be verified by native speakers.
Verifying Inferences

As ITAs gather information, narrow and focus the information by making preliminary
inferences, the next step will be to verify or compare perceptions with trusted peers, staff,
or professors. Senior TAs or ITA "mentors" might be possible choices. Many
departments encourage mentoring relationships with incoming graduate students and
"veteran" graduates. If such a relationship is not fostered initially, ITAs can observe the
participants who are most active in the department. If there is a list of publications or
conference papers available, for example, ITAs should check to see which graduate
students are productive and if those students would be willing to lend support to new ITAs.
Of course, student productivity can be interpreted in many ways. Who are the TAs and
ITAs who have high undergraduate student ratings? These are examples of norms that
need to be discovered in each individual department/university.

About three months into the academic year, ITAs should have several verifiable
norms and several preliminary inferences yet to be tested. The entire process follows a
cyclical pattern to be repeated many times as ITAs gain confidence in communicating in
their new culture.

Summary and Conclusion

In this paper scveral suggestions have been given to assist ITAs in discovering the

norms of their new academic department in order to achieve communicative competence as

a graduate student and ITA. In order to discover and understand the norms in a new

~
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culture, ITAs can gather information or collect examples of communication within their
new department. ITAs can then make preliminary inferences or assumptions about the
meaning of their examples and; next, ITAs can verify their inferences by testing their
assumptions with native speakers in the department. The additional strategies of observing
and interviewing assist the ITA in the cyclical process of mapping a department culture.
The gathering of information, the making of inferences, and the verifying of
inferences does not end once the graduate degree is earned; observation and interviewing
continues. It should be noted, however, that observing and interviewing assumes ability in
such skills as listening, questioning, and perceiving. ITA trainers may choose to
incorporate seminar sessions in these skill areas. Although listening, questioning, and

perceiving will take practice, such practice will benefit ITAs throughout their academic

careers and beyond.
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Table 2

Focusing Categories

Xisakindof Y:

kinds of groups

kinds of activities for graduate students

kinds of activities for faculty

kinds of activities for undergraduates

kinds of activities for graduate teaching assistants
kinds of attitudes

kinds of relationships

kinds of questions

kinds of explanations

XisawaytoY:

ways to ask questions

ways to compare things

ways to get students' attention
ways to listen

ways to dress

ways to touch people
ways to react to students

Xisapartof Y:

parts of the department's major fields of study
parts of TA duties in the department

X is areason for Y:

reasons for students to ask questions
reasons why students want degrees
reasons for publishing
Xisastagein Y:

stages in graduate school
stages in undergraduate education

X is used for Y:

resources to use for instruction
resources to use for studying

T e
Lo s

Adaption of Spradicy (1980).
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