16 Arlew and Ercetin

Figure 1: A Screen Shot Showing the Layout of the Screen

Navigation

APPENDIX 1

hic and video

d or graphics) appears
¢ word. The definition

Textual annotations
are available when

word is colored blue.

Contextual
annotations

Classroom Etiquette 17

CLASSROOM ETIQUETTE: A CROSS-CULTURAL STUDY OF
CLASSROOM BEHAVIORS

Kristina Beckman-Brito
University of Arizona, Tucson

Cultural diversity in an ESL/EFL class offers both teacher and -
siudents the opportunity to meet and become familiar with various
aspects of the students” home couniries. However, the resulting gulf
between what is considered appropriate ov inappropriate in a
classroom setting can prove disconcerting if a teacher is not adept at
interpreting those behavioral displays. This study was undertaken fo
compare the classroom etiquette, i.e. appropriate and Inappropriate
behavioral displays in an instructional setting, across eight countries
(Argenting, China, Italy, Japan, Korvea, Taiwan, the Ulraine and
Vietnam).

INTRODUCTION

_ Understanding the various cultures ESL teachers may encounter in

 their classroom is an essential component in creating a positive classroom

environment. If instructors are not sensitive to the cues given by a student, the

teacher may misinterpret the actions, behaviors and intentions of that student.

Conversely, international students, unaccustomed to American behaviors, will

likely encounter similar misunderstandings. Although impossible to have a
“clear understanding of every culture, from a pedagogical perspective, it is

important to have some sense of common bebavioral displays made by

students in an BSL classroom. This research was inspired by observing
“international graduate students, all articulate, mature and polite individuals,

‘appear uncomfortable in an American classroom sefting. It is important to

" recognize that if these circumstances existed for highly proficient graduate
stadents accustomed to functioning in culiurally diverse settings, the degree of
discomfort would likely be magnified for other less-experienced international
students. This situation suggests research is needed to explore differences
between classroomn etiquette in the United States and abfoad. This project is an
atterapt to understand both what specific behaviors the international students .
frequently display and why that behavior is present. Only in gaining a decper
- sense of these underlying factors can an ESL teacher recognize these
- seemingly inappropriate or unusual behaviors as manifestations of acceptable
" cultural norms in the students’ home countries.

LITERATURE REVIEW

When viewing dynamics between international students within the
context of a2 U.S. classroom, many facets are available for discussion. Previous
research conducted in the area of classroom etiquette has centered on
explaining differences encountered by intemational —students such as
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red, authoritarian classroom environments (Panel, 1987), learning styles
ollaway & Horton-Murillo, 1992), collaborative efforts (Garner,
1) and silence as a mode of participation (Liu, 2002). Further, much of
‘has been written about international students has been limited to Asian
students (Chu & Kim, 1999: Farver, Kim & Lee, 1995; Paine, 1990; Stevenson
‘& Lee, 1995), while still little research exists on the issues faced by non-
mainstream American students (Philips, 1970). This literature mentioned
problems faced by international students, including assumptions about the
educational setting in the United States, concepts of politeness such as
deference, unity and respect and modes of active or passive participation. As
noted throughout these studies, some of the difficulties stem from
preconceived notions about what is considered appropriate or inappropriate
behavior in an American classtoom.

Given the diverse nature of an ESL classroom, mtemational students
_ have different assumptions about the educational setting. Tomic (1996)
2 believes it is the teacher’s respomsibility to have more thap a casual
understanding of the dynamics found in a diverse grouping. She is a proponent
of openly discussing differing opinions held by the students. In her study, she
listed some of the challenges one faces in an ESL classroom composed of
students with diverse backgrounds. At Richmond College in London, where
the study was conducted, the students represented over 80 countries. Tomic
noted that as individuals with unique reasons for being in an English language
classroom (failing to be admitted to a university in the home country, famdly
expectations, professional purposes), there are mixed attitudes toward the
language itself as well as a vadety of pemsonal goals. She believes
- understanding the student’s cultural backgrounds also helps the students to

better understand one another’s behaviors in the classroom.
- Concepts about order and structure in the classroom also vary among
students. Some students are accustomed to highly structured environments
while others have received more student-centered instruction. Planel (1987)
compared the cultural values of French and British middle and high school
aged students and how those cultural values affected their attitudes and
behaviors in the classtoom. She found the French’s sense of order and

structure evident in the classroom. Planel further explained:

The French appear to like order, system and structure f--.1
French intellectual life maintains a strong line of descent from
classical and Renaissance ideas about symmetry and the

: imposition of order on the chaos of nature. French pedagogy
and classroom learning camnot be understood without an
understanding of the French intellectual and. rationalist
tradition (p. 356).

In accordance with the French preference for order, Planel observed a marked
distinction in how the students perceived the role of the teacher. In the English
classroom, the authority figures included parents and helpers in addition to the
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eacher. These students were exposed to a variety of insiructional tools sucl} as
videos or play. In the French schools, the focus was on acquiring facts in a
methodical manner. A French studemt’s quote reflects his need for the
eacher’s firm guidance, “I wouldn’t like to be able to choose because we
don’t know what’s what” (p. 359). This illustrates the expectation of order and
structure, particularly with respect to the role of the teacher, found in a French
Individual learning styles also influence notions about classroom
settings. Students hold both their individual preferences for instructional styles
¢ll as expectations formed by cultural factors. Oxford et al. {1992) focused
anguage leaming styles as they directly relate to culture. Their work
éhlﬂé_d six case-study examples of difficulties experienced by mte':rnational.
ts studying in the United States. Various types of conflict, coined style
‘were defined and suggestions for managing some of these difficult
ons, such as altering the teaching style to create teacher-student style
atchi_ﬁg, were offered. Although the six participants shared about the
Ities they experienced, there was little discussion of the reasons why the
dents found the situations difficut. -

Unity, as found in a classroom setting, is valued differently among
es. This holds for both indivisibility among students and the
h's_hips formed between teacher and student. The concept of 'Feamwork,
an functioning as a separate and distinct unit, alters perceptions about
oom instruction and the dynamics between teacher and student. Garner’s
) work described the Italian’s emphasis on unity among students as
nstrated in a classroom. She wrote:

~An important practice of the elementary school is that the
teacher advances to the next grade level with her pupils,
passing through the first to fifth grade cycle with them.
taliang justify this practice as producing closer ties betvyeen
¢ teacher and pupils. It forms a bridge between the entirely
ersonalistic atmosphere of the home and the more impersonal
tting of the middle and upper school, where there are
different teachers for different subjects [...]. This practice of
ﬁ:__se reflects traditional wvalues in Italian society:
ersonalism, continuity of social fabric and security at the
price of limited social and psychological mobility (pp. 336-

7.

onstrates the importance of upity in classroom settings. Further, it
s the view of education, as both a process. and an institution, as
in nature. .

ally cxpressing ideas and asking questions during class can
t for students unaccustomed to this form of active participation.
terviewed three Chinese graduate students about their c]assroo;n
tion patterns. Common to each were their feelings of discomfort in
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speaking during classes. Liu noted that none of the three integrated into the
classroom discussions in the same manner as native English speakers. Rather,
their mode of participation ranged along a2 continuum from conditional,
marginal, to silent. Silent observation and absorbing the knowledge imparted
during the lecture were valued. Further, Liu distinguishes between silence asa
form of power and subordination. Of the quietest among the three participants,
Liu wrote, “The power of silence in Nan’s case lies in the internal processing
of information at her own pace, thus allowing her to disagree or agree with the
teacher or other students without affecting others and without being affected”

.(p. 48). This demonstrates that silence may be misinterpreted as lack of
interest rather than absorbing new material.

Not only do issues of silence and subordination exist, but some
students™ perceptions of their classroom participation may not concur with
their instructor’s opinjon. These students may presume that their attentive
behavior is, in fact, interpreted by the teacher as active participation. However,
some research suggests that students and teachers hold different definitions of
what constitutes active classroom participation. Chu and Kim (1999} explored
the perceptions of Asian and non-Asian students’ classroom participation. In
order to accomplish this, three types of data were gathered: written
observations by two evaluators, self-assessment questionnaires and follow-up
interviews. The findings indicated that Asian students have a narrower
definition of classroom participation. While all students listed answering the
teacher’s questions and giving feedback in groups as types of participation, the
non-Asian students listed additional types of contributions such as being
helpful, cooperative and asking the instructor questions. Overall, while the
Asian students perceived they were participating fully in class, they were
actually contributing less according to the observers.

Values, such as self-control and deference to authority, may cause
further confusion between teachers and students. When students practice self-
control, the teacher may incorrectly interpret this behavior as inattentiveness
or withdrawal. Research (Farver et al., 1995) has linked cultural values with
classroom behaviors. In their study, they compared an Anglo-American and
Korean-American classroom in a preschool setting. Their study examined the
cuttural influences on the style of social interaction. They noted that “Korean-.
American children view teachers as authority figures who are to be respected
and to be shown deference. This attitude is fostered carly in young Korean
children, and they are taught to listen to their teachers’ instructions without
question” (p. 1097). The findings indicated that the activities in the Korean-
American classrooms focused on memorization, task persistence, effort and a
passive involvement in leaming. The researchers found the nature of the
activities to be in accordance with the Korean values of social harmony, group
1dentity and self-control.

Research i the area of classroom dynamics includes not only
international students, but also American. students who do not come from
mainstream  backgrounds. Philips (1970) wrote extensively about the
difficulties faced by children from the Warm Springs Indian Reservation in

Classroom Etiquette 21

cen regon who are educated away from the reservation in jche public
';:111‘33 s(:})fstim. Sbe found that these students performed exceedgngly well
‘when given the opportunity to work as a group z_md, conversely, ]..'GSIS{IGCI :wh;n
sked to participate on an individual basis. Their stmggle_lay pnmar_ﬂy in the
1ode. of instruction. Philips noted “the contexts described here in Whlcl':.
i g takes place can be perceived as an idealizefi sequence of three steps:
observation, which of course includes listening; (2) supervised

cipation; and (3) private, self-initiated self-testing” (p. 387). The Warm

prings Indian children had been raised to leam b)'r observat}ion rather thz%n
lirect instruction and felt pressured when asked to display their knowledge_ in
of a group rather than practice privately before demonstrating
yroficiency. Philips further described how the Warm Spr:mgs cln!dren were
maccustomed to learning from their own mistakes, particularly in ﬁc-mft'of
other students. She noted that “In the classroom, the processes_of acquisition
nowledge and demonstration of knowledge are collapsed into the single
of answering questions -or reciting when called upon to.do so by the
acher, particularly in the lower grades” (p. 388). This stu_dy illuminates the
at even students born in the United States face issues of cfultural
rences in cducational settings. Further, students who are required to
orm in class may do so at the expense of insightful reflection.
" Given the numerous instances of potential cultural clashes bet_we_en
téaéhe_fé and international students, further research is needed to unveil the
: ying values and assumptions held by studer_i‘ts. Problematic occuzrences
fostered by misunderstandings about appropriate classr_oom behawors._ In
der to shed light on some of these behaviors and assumptions, the following
‘examines what eight international students view as acceptable or

ép_table classroom behavior.

METHODS

: Cipants N * T - - -

. Eight international students from a major university in the Amenican
west were surveyed about classroom etiquette in their home _cmmtry. All
-participants were graduate students takmg' cfoursewcni? in Teaching
sh as a Second/Foreign Language. Participants _orlgmateq from
eﬁt_:ina, China, Italy, Japan, Korea, Taiwan, the Ukraine and Vietnam.
Length of stay in the United States ranged ﬁom ﬁve_ mont‘hs to ten years. The
" ipants ranged in age from early twenties to mid-fifies. The Teasons for
heir stay in the United States vared from the sole purpose of earning a
duate degree, relocating for political reasons e%nd marriage to an American
tizen. All were advanced speakers of English and‘ had cgn}pleted, at
inimum, one semester of graduate coursework. Of thej eight participants, tvo
._.'italy and Taiwan) subsequently returned to their home countries. Thz
emaining six (from Argentina, China, Japan, Korea, the Ukraine am

etnam) either continued their educational studies in doctoral programs or
have entered the professional arena.
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- Research Design - . -
Data collection consisted of a three-part system in which participants
completed a questionnaire that ranked particular behaviors, answered open-
ended questions and participated in one-on-one interviews. In the
questionmaire phase, the participants, using a Likert-scale, ranked ten
bebaviors from 1 (acceptable behavior) to 5 (umacceptable behavior).
Questions covered topics such as cheating, arriving late to class, forms of
addressing the professor and methods used to clarify questions during class
(See Appendix Part 1). The participants evaluated the behaviors based on how
socially acceptable those actions would be in their home countries within the
context of a college or university setting.

‘Eight open-ended questions were designed to elicit respomses to
describe in greater detail the classroom environment in the participants’ native
countries (see Appendix 1 Part 2). These responses allowed the participants to
claborate on methods used to seek clarification, ways to show respect, and to
further illustrate other classroom dynamics such as error correction and
discipline.

One-on-one interviews were conducted with the participants after the
questionnaire had been completed. Participants were encouraged to comment
further on their survey responses. Responses were recorded in field notes that
later provided the interviewer the opportunity to clarify vague responses and to
further discuss key issues.

Results

No two participants responded in a similar manner to all questions
(see Table 1). All respondents indicated that consuming food or beverages in
class constituted inappropriate behavior. Similarly, in the case of using the
professor’s first name, all participants unapimously classified this as
unacceptable (5). »

- No significant differences were noted between participants’ attitudes
towards arriving three or seven minutes late to class. All respondents, except
the Chinese participant, ranked them either the same or one numerical value
higher (toward unacceptable). The respondent from China evaluated a three-
minute arrival with a score of three (3); however, she considered arriving
seven minutes fate to be highly unacceptable (5) behavior for a student.

No distinct patiern was noted between two seemingly related
questions about asking the professor questions during class and offering
personal comments/views during class. All respondents, except the participant
from Italy, deemed asking questions during class as acceptable to moderately
acceptable. Three trends were moted when comparing the two questions on
classroom participation: deemed equally acceptable, more acceptable, or less
acceptable, respectively. While some participants (from Korea, Ukraine, Ttaly)
evaluated the two behaviors the same, three (from Japan, Taiwan, Vietnam)
considered offering comments more offensive, while two (from Argentina and
China) assigned lower rankings. Table 1 below presents the results obtained.
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1 Participants’ Perceﬁtion of Acceptability of Various Classroom

Acceptable Unacceptable
1 2 3 4 5
1A% A CLT.U : 1
ACT,
LK T,
U, v
T A U C 1Ll
KV
A U C, LK, T ¥
: v
AK I c,Uv | T J
K A 1L,U v CLT
AC, v U LT
KX
ACT,
LET,
U,V
“I LK C,T LV U A
k:t_lb_w’ "toa
ALK C,LT |U J A%
clarification
' d: A=Argentina, C=China, I=Italy, J=Japan, K=Korea,

While the written survey provides insight i_nto the part.iczpants’
rical determinations of appropriateness of parhmﬂ}ar behavzors,d tl;;
Ny ﬂymg reasons why those determinations were made is not reyeale . ?
der to appreciate the rationale for the TeSPOINSES, ONE OB one interviews W:}Z

nducted with the participants. The following section illustrates the
ic .'ﬁ'ants’ personal recollections of their educational experiences.
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DISCUSSION .

In addition to the broad amay of responses in the questionnaire, the
comments shared during the interview process varied as well. Participants
vividly recalled memories from their undergraduate studies and were eager to
share their own stories. Recounting their experiences provided a greater
understanding of why the participants responded as they did in the
questioppaire. During the interview process, they recollected their
understanding of what was deemed acceptable or unacceptable -classroom
behavior. In addition, the participants recalled personal experiences when
either they or other classmates had violated those norms and further illustrated
‘the consequences of those actjons.

Asking the professor questions during class time :

The participants from China, Taiwan, Ttaly, Argentina and the
Ukraine said they would never or rarely ask a question during class time. This
was considered impolite and disrespectful classtoom behavior. Additionally,
this interactive forum was structured differently from the classrooms in their
home countries, thereby creating discomfort in this unfamiliar, student-
centered environment. According to the participants, the alternatives in a
Chinese or Taiwanese class would be to ask other students during the lecture
or wait until the class has ended and ask the professor. The Taiwanese
participant indicated to her teacher that she did not understand the material by

whispering to her classmate. She explained that if enough students whisper, '

_ then the teacher knows the majority of students are confused and can choose to
revisit the material. The graduate student from China explained:

The teacher does confirm that the material is understood and
asks if there are any questions, but the students pretend they
understand everything even if they don’t. It is acceptable to
ask another studenmt because we will hesitate to ask the
professor for clarification since it makes us loss face.

This method of indirect communication avoids an affront to the professor and
embarrassment by the student. Further, asking for clarification may indicate to
the professor that the student believes the teacher is at fault and has not
provided a clear explanation.

- The student from China recalled one occasion when a student asked
a question during class time. The professor looked at his watch and told the
-students that whole class would be detained one minute for every mumite
required for explanation. He further scolded the student by saying the student
should calculate how much fotal time was actually wasted. According to the
professor, one minute of explanation is not equal to one minute of wasted
time, but rather thirty minutes of time since there are thirty students in this
class. Her memory of this event coincides with the other studies in which
Chinese teachers were described as formal, serious, stuffy and monotonous
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.Goldstein, 1994, p. 260). Recollections made by the Ct_sjnese
forther depict Chinese teachers as authority figures who did not
be distracted during classroom lectures. :
cccording to the participant from the Ukraine, a student may as?c
estions. but-will hesitate before doing so. She recounted that she wogld wait
felt very confused before raising her hand. Asking a question is a
reflection on the student. The participant explained, “If you don’t
rstand the material covered, it’s usually considered your fault, and you
et any. clarification from the professor.” As in the story told by the
\ese participant, the burden to obtain clarification is placed on the student
ide of the classroom. . ‘
“lass size was another deterrent to asking a professor questions
Jass time. The Italian participant described the university _envi{onment
ating. She explained that, in Italy, the classes at the university Ie}rel
arpe and, therefore, prohibit students from asking questions during
tact is further limited because professors in Italy do not hold office
pffd'fessor may have an assistant, but this is on}y occas_ionaﬂy the
ndent may ask to meet with the assistant, but this is at the instructor’s
" Both the Italian and Taiwanese participants explained that they
pected to resolve questions by themselves. However, a djffgsrence
en‘the two lies-in the interaction between students. In Taiwan, studgnts
fly turn to one another for assistance. Since all information must be
ed from 2 lecture in an Italian university setting, one student would never
their classmate for clarification during the lecture. However, helping
her outside of class is greatly encouraged. This comoborates t}ne
es on Italian classrooms which found that students valued unity
aborative efforts (Garner, 1991). , _
_The Argentinean informant identified two factors that make asking
ns prohibitive. First, the student felt she bothered the professor by
questions. The professor’s lecture is already planned out for the class
erefore instructors should not be asked to deviate from their pre-
ture. The participant described the severity -as, “a sin to ask a
Nor do students communicate by e-mail with their teachers as this
onsidered a bother to the professor. Secondly, should a student be
ﬂbhgﬁ-to ask a question, they do not wish to appear ignorant in front of
ssmates. “There’s peer pressure and there’s the pride not to make
questions. | |
The  survey participants from Korea, Vietnam, Japan described an
onment similar to the American classroom. Students raise their hands and
the teacher to call on them. Tt is not necessary to wait until the end of
ask questions. In Vietnam, students may use an altemative method to
> 2 hand. Instead, the student may look around the classroom and appear
ed. This movement of the head suggests the student is seeking further
on. :
For the participants from China, Taiwan, Italy, Argen'fix.la and the
the custom of asking questions was not considered an additional mode
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of access to their professors’ knowledge. Rather, they expressed that it served
as a limitation since American students clarified unclear points, but these
international students were not comfortable operating in a similar manner. Not
only was the act of raising one’s hand unfamiliar, but also the overall structure
of the interactive classroom proved intimidating. ’

Using the professors’ first name

All of the participants found using a first name to address a professor
to be awkward. Of those surveyed, all eight described using the professor’s
fizst name as inappropriate behavior and all selected the highest score of 5
(unacceptable). In the Chinese and Jtalian languages, there are different terms
for addressing the professor. In China, Lecturers or Teaching Assistants are
called by their last name followed by the title Lao Shi. Professors or Associate
Professors are addressed by their last name and title accompanied by the title
Jiao Shou. In addition to sensitivity in title usage, the Chinese informant
explained that students must show -deference to one’s professor by walking
one or two steps behind rather than side by side.

Instead of using titles to show 1espect in the Ulzaine, using both the
first and last name of the professor indicates respect. The proper order when
addressing someone is to use the first name followed by his or her father’s last
name. This dual-name format must be used every time the student addresses
the instructor. ] ' '

In Italy, the titles used to address a university professor vary
according to the position held by the professor. Lecturers and Researchers are
referred to as Dottore or Dottoressa, depending on whether the person
addressed is male or female, respectively. Associate Professors and Professors
are addressed as Professore or Professoressa. The students are responsible for
knowing the position held and would insult an Associate Professor or
Professor by calling him or her by the lesser title of Dottore or Dottoressa.

None of the participants felt that this was a custom they would soon
adopt as it violated norms of politeness and appeared disrespectful. To the
participants, this meant that native English speakers who used the professors’
first name achieved a greater level of comfort and intimacy with thejr
instructors that international students would never attain. The decision to
address a professor with the more polite form served as a limitation since these
relationships would remain at a more formal level with. professors.
Presumably, students whe have strong bonds with their professors receive
_ invaluable advice and guidance that others may not have the benefit of

receiving. Whether this is a valid claim remains unresolved; however, for the
participants, the imbalance between native English speakers and international

students with regard to cultivating academic relationships  appeared
problematic.

Cheating on an exam

Six participants rated cheating on an exam with a 5 (unacceptable).
The Argentinean participant gave the question a 3 (moderate). She explained
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udents: eio not see cheating as anything I(Jiad, but tile ;:ch;ii (;(;.Sl'_nafzztg,
bligati ? students on te
obligation to help one’s fellfwv 1 : .
0 éﬁbf such as copies of previous exams or knowledge about which
will be on an exam. o
o Ea)iiv(;n there is a marked distinction between_ the colliﬁe
onment and a’ prestigious univessity. In a collelffef envu&ntxﬁlgg,h thz
nits will recei i ter the work force.
ill receive terminal degrees and en '
es are ata post-high school level, the purpose 1s more closely reéz;ied t}c;
a vocational school. The institutions need to molxlfe t}l:e student§ : 01’;%1 !
y i i ts fill the vacancies. .
so that new incoming studen )
zmh?:mwt shared that sometimes her professors Wo%ﬂd even reai:)sr
i h. Gi impertance of passing exams,
e oom during the exam. Given the impe ( :
3;3? S~s.st1r’uc’cun=, of t%e testing system allows for cheating to ozcur. Tc‘lhii
n th i f classroom order an
n and’ approach is a key component of classr .
. tl?; tseacherspgnd students alike. The result of this is a high pass ratf.
='i.s's'r't:iu'orn setting in which the teacher’s actions allow fo; c};izlmsfacz
i isite exams and m:
ts will successfully pass the requist .
:S?d;i new students. Without the established structural e}eme{ltt,
gﬁorance the Taiwanese educational system would not achieve its

cessfully producing numerous program graduates.

ipline in the classroom o
];g:l?the data collection interview phase of the study, participants

rms ‘shouting’ and ‘using silence’ most frequently W}Jen describinﬁ
it t intai in the classroom. In Taiwan, corpor
eir teachers maintained order : poral
; ents of young colleg
t-was outlawed five years ago; however, par - colle
issi thod of discipline
-their permission for the teacher to use any me !
ch:oes?e’;‘rhg Chinese informant recalled that her tez}chers Would S:(};p
N 6rde1: for the class to quiet down and re-focus their attention 01119 93&;
er. This emphasis on discipline starts at an eaﬂy age. Vaughaf—_a {
ibes guidance and discipline in an elementary Chinese classroom:

" ‘the teacher and prompt, unquestioning obedle;lce
R?I:c;teft);dt.h_’fhey generally appear to be orderly, attentlvec:
ard working and eager to please the teacher. I. saw [;c..] ﬂn;e
_cases of disrespect or lack of prompt c)bedlenr.:(eﬁ to e
eacher’s requests [...]. Some of t_he g:uzdance a:nd % tsilp o
ethods differ from standard practices in the United States (p.
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. Error correction - ) :

Five participants, all from Asian countries, expressed a positive
feeling toward error correction, even if it were embarrassing or uncomfortable
at the time. Most sentiments expressed contained positive adjectives such as
acoeptable, good and nice. All participants felt that the téacher’s job was to
make the student better and error correction was the manner in which to do
that. They considered the educational experience to be a time for self-
improvement. The Japanese participant shared a proverb which says, “You
only get embarrassed once. It stays with you forever, so you won’t make the
same mistake agdin” Referring to teachers in China, Vaughan (1993)
described discipline as 2 positive influence in an individual’s development:

Teachers do not appear concerned about any possible
psychological harm resulting from these practices, such as
lowered self-esteem. Rather, they believe such corrections will

help the child work harder so as to avoid future mistakes (p.
200).

These shared recollections portray error correction as a venue for personal
growth. As evidenced in both the participants’ responses and eatlier research,
this suggests that international students studying in an American classroom
may wish to be corrected. )

On the other hand, the Ttalian participant viewed error correction as
negative. She explained that error correction in the university environment
occurs exclusively during final exams. Since the classes are so large, one of
the only instances of interpersonal communication is during the exam perjod.
All exams are oral; hence, any correction expressed indicates that the professor
disagrees with the student’s position. If enough instances of correction take
place, the student is asked to leave the oral exam and must reschedule at a later
time or date. Being asked to return at another time is particularly stressful for
the student because the exams are scheduled over several days. Students are
assigned numbers and must. wait until their number is called. They wait in
large auditoriums from 8:00 a.m. to 8:00 p-m. The Italian respondent recalled
finally being called into the exam room at 6:30 p-m. at the end of the third day.
Hence, receiving any error correction during the exam stage indicates the
possibility of repeating this grueling exam process over again.

Depending on the pedagogical approach embraced by the teacher,
overt correction may or may not take place in all classrooms. Students who are
corrected may view this as facilitating the leaming process (Oxford et al,
1992), receiving guidance and encouragement (Gamer, 1991), being chided, or
at some point along this continuum. Conversely, if students are not corrected,
they may infer that they are producing correct English, interpret the absence of
corrective action as a lack of interest or authority on the part of the instructor
(Planel, 1987), or feel relieved that they are not corrected in front of
classmates. This third view, shared by some members of the Warm Springs
Reservation (Philips, 1970), allows for alternate modes for demonstrating
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ficiency. These modes allow students to initiate participation at.a time
¢l sufficiently prepared to demonstrate their proﬁc_wnc:y rather
the instructors’ request. The many views on eIror correction illustrate
dynamics evident in the multicultural classroom.

éfudy participants did not view amiving on time to class as 'equally
The: Japanese informant described the protocol for late armrivals as
. She explained that if students artve late to class, they may not
assroomn without the teacher’s permission. 'H_'xe students must knock
or and wait for the professor to decide if they may enter the
The participant said she usually arrives ﬁ\_fe to eight rmnu‘t‘es ?)efore
The Chinese participant explained that in yer country, _bemg on
' atly valued and you will be embarrass_ed while everyone is looking
Aigentina, Ttaly and Korea a late arrival Wo_jaid not offt?gd cultural
ain, due to the large class size in the Italian universities, a laté
otnoticed. ) o ]
” important to note that not all Asian participants responded ina
anner to the question about promptness. The participants from China,
wan and Vietnam viewed tardiness as moderate-zly_f (3) to very
eptable (5). However, the Korean participant _scored a.n'mng_both three
minutes late as acceptable (1). These varied responses (_hscount the
I' Asian students as alike. This narrow portrayal_ of Asian students
count for different personalities and social bearings (Farver et al.,
dividual learning styles (Oxford et al, 1992) anc.i f%pproacl_les 1o
articipation (Chu & Kim, 1999; Liu, 2002). This illustration of
dents as having similar personalities is not limited to only the
m éﬁing- Omn a broader scale, Asian studen‘fs are ﬁequenﬂy prqﬁled as
eneous group without regard to cultural, linguistic, geographical and
differences.

ost Difference between Classroom Etiguette/Environment
5 Dﬁi ’ asked what the participant found the most

ﬁg[iﬁf'eresﬁng/ shocking about an American classrqom, each gave a

inswer. The Taiwanese participant was most smp}-;sed when she saw

ts eating in the classroom. “That’s so weird,” she s'a1d. Only the teacher
drink during class time. One student is even assigned to prepare the

ssor’s tea each semester. The teacher specifies how they wogld like the

ed;:.hot or cold, black or green. The designated student will have the

"g'-_for the professor. They will sip the tea only when the students are

in-work on their own. Their back is normally tumed to the students

ea.

T.Hf ;ilazgn pérticipant was shocked the ﬁrst time a professor called
namne. Outside of the formal oral exam environment, she had never
addiéssed by a professor, let alone referred to by name. Instead of fe:c:]}xlncg1
she expressed that it made her feel uncomfortable. She felt she ha
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lost her privacy. She described er feclings of discomfort as, “against [her]
habit.” 2

The informality and ability to ask questions was a change for the

Argentinean participant. She shared that she is just starting to raise her hand,

but struggles because she fears she will be reprimanded. As mentioned earlier,
she used the word “sin’ to describe asking a question in class.

The Chinese participant’s greatest area of difficulty was with the
classroom discussions in which the students were expected to take part. She
felt that, “In China, the professors do mest of the worle, but here the students
do most of the work.” When asked if she leamed from her classimate’s
contributions, she expressed that she did not. She came to “leam from a
professor not another student.” This sentiment is mirrored in Chan’s {1999)
illustration. of the Chinese learner’s expectations and learning styles which
have been influenced by Chinese culture. She explained:

Confucianism encourages the Chinese to respect hierarchical
relationships between individuals so that the teachers are
expected to teach as well as guide students. Many would feel
that meffective teaching is taking place if they are continually

asked in class to express their opinions or to solve a problem
by themselves (p. 301).

Therefore, the teacher is viewed as the authority figure who guides the class’s
progress. Given this hierarchical structure, students rarely question this
authority in China.

In Japan, all assignments are completed on an individual level. The
Japanese participant found it very difficult to work with other students on
group projects. She felt that she learned much more when she worked on her
own and that she frequently encountered an uneven distribution of effort
within the group. She found this particularly true at the graduate level where,

- “the students are very strong-minded. We had bad group dynamics.” She
found this to be true even when all the group members were Japanese.

The Vietnamese pative welcomed the American teacher’s
friendliness. He felt very encouraged by many of his teachers and attributes
their outgoing personalities to his academic success. He also admires it when
teachers admit that they do not know an answer. In Vietnam, the teacher is a
“model person and must know everything.” As a result, a professor does not
admit to weaknessés, such as not knowing material. This is another source of
inspiration for him since he does not feel the burden of having to know
everything covered in class. ‘

The difference in the style of dress surprised the Korean respondent..
In her home country, professors always wear suits. She explained that there is
a great emphasis on the formality of dress as a general rule in Korea. Even
high school teachers are required to wear ties. The casual clothing of the
American students is also different from the Korean students’ mode of dress.
She shared that she is reminded of bedroom slippers when she sees the
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.e'.'ricans wear. However, she views ﬂ}\‘,li.is djffirr;nce as a positive
n 6n the “si asy life” enjoyed in this country.
T ﬁeéégﬁ)piztalgloizsyme Ulqiine had never hea1':d a professor
d by his or her first name before she came to the United States. She
 will “ever, ever call a teacher by their first name. Notuntsl 1
segfna;ed responses call attention to the diversg agsumptions miﬁe
onal students. As evidenced by the stories shared by the
hese international students hold different expectations about
rder and structure (cheating, discipline, error correction), culturaé
eference, unity and respect (forms of adé'lress, promptness) an
cipation (asking questions). These notions about classro;ﬁm
ustrate how misinterpretations about behaviors .easﬂy and rea ﬁ
: y'hope for bridging these misunderstandings is for teachers an
become more sensitive to the multitude of factors at play.

CONCLUSION

ost ESL classrooms are comprised of a markedly diverfse student
s seen in the varied responses and personal recoﬂectl_ons, each
‘an ESL classroom brings their own gnde1fstand1ngs and
ons of what is deemed appropriate or inappropriate 1 a classro?ftm.
these understandings, students will behave accordingly- Oxély a fr
id xﬁosure to American classrooms, might these behaviors _egmh o
rther, each student will adapt in a unique manner and at his or her
- at all. However, during this transitiona! penoc_i, teac_:hers may
tional students as rude, inconsiderate, or inattentive. Smce many
“include participation as ome factor when evaiuat}n_g §tudent
e and calculating final grades, points for lack of participation (as
by the instructor) may be deducted. As a resglt, Tﬂﬁese
dings can adversely affect the students’ academic stand@g. besi
extend to awkward interactions with professors, assumptions a ouf.
and students’ expectations about error coirection and forms ©

is this myriad of potential difficulties (misinterpretaions of
d the resulting detrimental effect on gra@es) ‘fhat necessitates
search into the area of classroom etiquette. While this study presents
ectives of eight interational students, the number of p.artlcipantsil;;
ited. Subsequent studies using a larger pool of participants \Zo !
d enrich our insight into the experiences of cur non-native students.
limitation of this study is that only one student from each country

erviewed. Gathering insight from several me_mbers of the same counzr_y
_offer a broader representation of their Jearnng backiigfrouélsi
rstanding multiple perspectives, whether sharec‘i or &ssmlm, offer

s a keener sense of the range of possible learning expericnces.
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In addition, a comparison of Asian countries may help to dispel the
myth that all Asians form a homogeneous group. At present, the literature
portrays the Asian commupity as a single, cohesive entity. This
overgeneralization misleads the instructional community to make false
presumptions. As evidenced in this study, no two Asian participants responded
in a simdlar manver to the study questions. Therefore, it follows that students’
classroom behaviors cannot be interpreted in the same manmner. A
comprehensive, contrastive study, with a limited scope of only Asian cultures,
could prove useful in providing background into the variety of the cultural
norms that influence classroom behavior.

With morevextensive work in this area, teachers will become more
capable of understanding and even appreciating, the multitude of behaviors
manifested in their classrooms. With this insight, teachers then have a starting
point for. discussion with their students about appropriate and inappropriate
behaviors in American classrooms. Empowering students with this knowledge
will ease the transition in adapting to a new environment, thereby benefiting
both students and teachers. Rather than placing an additional instructional
burden on teachers, discussing these issues will create a more positive
classroom environment, which will, in turn, enhance learning,
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APPENDIX 1

é’ase_'iiate the following in-class behav@ors from: _
} to Unacceptable (5). Answer as if you were 2 student in your

Asking the professor questions during class time.
Eating/drinking during class

Cheafing on an exam

Leaving the classroom to use the restroom

4 5 Arriving three (3) minutes late to class

Ariving seven (7) minutes late to class

Offering your personal comments/views during classroom
discussion -

Using the professor’s first name
Responding “I don’t know” toa question

Whispering to a classmate for clarification
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Part 2 — General questions

Interlanguage Variation 35

NGUAGE VARIATION: THE INFLUENCE OF
UALIZED LANGUAGE ON L2 PHONOLOGICAL

Y if;: g;é?aimoig?m to the teacher that you are attentive? Is this PBODUCTION
2) What kind of dis‘ﬁpliﬂe is used in the classroom? . Univgif t)% Ef ﬁgﬁlﬁogwson ‘
3} Hyou o

) Dgeos ttcli: trel:zt:g:rd ﬁ%ﬁiﬁeﬁnﬁ;ﬁf; Iggef;cﬁl g;lcll?aﬁﬁcaﬁon? ' Univerﬁiﬁ _]:.; rI?zI::;,] Tucson
4) How do you feel about direct error correction? _ﬁf_[.fhisrsrudy analyées the production of the Egglish /I/
) How do you show your teacher respect? D e et s a0 1) et s
6) What indicators tell you that class has begun/ended? wxzvij ;igg)re;s %%Wﬁ;;ztjz:fzﬁrzidy he e:g::l b;ﬁg
7 Ts humor used in the classroom? e e o wester oy o sty

roduce native-like phonemes in their Jfz. The main research
n-that focuses this study is ghe following: How de
ing' levels of textual forggality and degrees of
extualization affect the phogplogical production of the
English high/front, lax vowel /I/ By a Spanish-speaking learner
of English? '
- .Contrary to Labov
e results of the study s

potheses (1966) for L1 speech,

ed that the participant was most
accurate in her produgtion of /V/ in the more vernacular
register; i.c. narratioyf than in the more Jormal register, i.e.

inimal pair naming. Apparently, contextual clues influenced
peakers” progunciation of semantically-familiar words.
’ Led to consider what psycholinguistic and
es are occurring that cause familiar words,
t to be pronounced differently than those
bedded fin contextualized language. The presence of
itextugllized language appears to prime the speaker and
ctivatd not just lexical features but also phonological
omgbnents. In spite of being fumiliar with the semantics ¢

gftarget words, the subject of the current study achieved
Feater  phonological  success when the words were
ntextualized.

INTRODUCTION

guage variation theory has investigated and attempted to explain
akers choose, consciously or subconsciously, their forms of speech.

Labov (1966) was one of the first who studied the concept of
ype variation in his investigation of speech monitoring. Since then, an
£ research has investigated the speech of native and nommative






