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“We need more living English.... We have alot of books to learn how to read, write and
speak English. But, thereisno dang.”*** “That' sbig trouble to every sudent who wants
to learn.” *** | think Japanese peopleis (sc) shy and does (sic) not say things straight.”
*** “To my opinion, haf of Japanese sudents are not interested in spesking English. We
study very difficult English grammar... Many students study English just as tool for
examination.” *** “| had studied English for about 5 yearsin Japan. So, | know English
grammar much better than9™ grade studentsin America. But when | came herg, | redlly
could not talk in English enough. | found thereason. When | wasin Japan, | had 6 English
classes aweek in senior high school, then pronunciation of my Englishwas same as what
we use for Japanese speaking.” ***  “...| just wanted to tel you how difficult for us(Sc)
understanding English. Also, | want to say thet listening to someone stalkingisredly hard.
Because American people talk English al together. | can't explain very well, | mean
1wordlwordlword. Not like this: 1 word 1 word 1 word.”

These comments were made by Japanese high school students in the United States during the 1983-84
academic year sponsored by the youth for Understanding organization. They were responding to asurvey
conducted under Y FU sponsorship initsinterest to determine the timeliness and interface of linguistic and

cross-cultural adjustiment experienced by these sudents during total Englishimmersonin the United States.

At the end of their sudy in the United States, exchange students generdly achieve agenerdly high levd of
proficiency in English. Some do nat or, during their linguigtic adjustment, seem to experience aparticularly
difficult trangtion from limited to amog bilingual English proficiency. Among severa countries with a
marked percentage of students whose trangtions difficult, seemingly due in part to limited English fluency,

is Japan. The YFU organization was interested in examining Japanese sudents' adjustment in order to
derive insghtswhich could point to waysto improve participant sdection and orientation, training, materias
development and support services of the organization. The ultimate goal wasto ensure amore satisfactory
exchange experience for Japanese students in the future,



The study was a modified replication of research on the linguitic adjustment of American Fied Service
foreign high school students in the United States for the 1969-70 academic year (Gurney, 1970). In that
study, wefound that the AFS students from Japan and Thailand experienced the greatest difficulty adjusting
to usng English in total immerson. Other findings from the 1970 research report are reviewed below as
abackground to the study of the Japanese Y FU students' linguistic adjustment.

1. Immersion adjustment* was sgnificantly associated (p. -.05) with length of English study
for those who experienced least difficulties of understanding, Spesking, reading and writing
*(length of adjustment = able, by student estimate to use English comfortably during their
firg 5 monthsin the United States.

2. Immersion adjustment* was even more sgnificantly associated (p=-.001) with the study
of another foreign language in addition to English language study.

3. Linguidic difficulties (understanding, spesking, reading, and writing English) were
sgnificantly corrdated with adjustment length.  Such difficulties were common to the
foreign students but were highly differential depending upon language preparation in the
home country.

4, Students experiencing grestest English difficulties and dowest adjusment generdly hed
fewest yearsof prior English study or of other foreign languages, moreindigenousteachers
of English, lessingruction involving conversation and less contact with English outside of
school.

5. No combination of language preparation factors sgnificantly was related to ashort period
of adjusment. However, in various anayses, the study of other foreign languages
consgently reveded dgnificant inverse rdationship with the period of adjustment and the
aress of difficulty experienced by the students.



6. During tota immerson, sudents received hdp more consstently from host
familiesprimarily from “mother” and “father” — than from teachers and students in the
American hogt schools.

7. The sample population represented 5 world areas. Black Africa Europe, Latin America,
Middle East, and Far East.

8. Nineteen of 39 students (48.7%) identified as having the poorest adjustment* were from
Thalland and Japan. * (not able to use English comfortably withinthelr first 22 weeksin the
United States).

These and other findings on foreign high school students in the United States reinforce various research
reports on foreign students in U.S. colleges. For example, Hoag (1966) found that the study of another
foreign language related strongly with English vocabulary scores (inversdly), dthough the length of English
study did not. The linguistic deficiencies of the AFS non-adjusters reflected the inadequate English
ingtruction in Egypt, Afghanistan, and Pakistan reported by El Laiss (1961), Cannon (1963) and Usmani
(1965), respectively. Ciedak (1955) indicated that a large percentage of foreign college studentsin his
samples needed remedid training in spite of an average of more than three years of English sudy in the
home country. Thisfinding was confirmed by Pavri (1965) in hisstudy of scholagtic achievement of foreign
graduate sudent at the Univergity of Virginia Pavri dso noted that Far Eastern, aswell asLatin American,
students experienced grester difficultiesin adjustment to their new chalenges that other foreign sudents.
V ocabulary sizefor non-Indo-European sudentsin Hoag' s study (1966) wasthelowest of al scoreswhen
arranged by region. Spanish-speakers scores were next lowest.

A corollary to vocabulary islinguistic control, and Cannon (1963) found that studentsin Afghanistan spent
so many years with Afghan natives as teachers that they developed linguistic habits with potentialy
permanent in comprehensiveness to native speskers of English. This phenomenon has been noticed fairly
frequently by thewriter in college sudents and other adultsfrom Far Eastern and Middle Eastern countries,
and is not uncommon in Latin American students.

At the University of Centrd Horida, astudy of foreign college students confirmed thefindings of the earlier
study of high school students (Gurney, 1977, Unpublished). In addition, Roland (1980) did a modified



replication of Gurney’ study with dosdly smilar findings of linguitic adjustment difficulties experienced by
universty foreign students.  Also, Suwanee Manacharsen (1984) found that South East Asian students
linguigtic difficulties at UCF were primarily noticed ingiving ord presentationsand engaging in large group
discusson, writing (assigned papers, themes, research papers, etc), note-taking, understanding class
discusson, and reading test questions or directions. There were fewest problems reading than with the
other language skills. Thesefindingsreflect conclusionsreached by Zain (1965) and Payind (1979) intheir
sudies of foreign college students.

The problems of Asans or non-western foreign students as a distinct area of research are seen, as well,
in studies by Porter (1963), and Stafford (1978), who found that sudents differed sgnificantly by world
region in linguidtic adjusmentsto college life.

The previous study of foreign high school students and  the other citations are indications of the level of
English proficiency achieved by students in vadly differing countries but under fairly smilar teaching
Stuations. These studies have not appeared in the national research reviews on a matter of increasing
professiona atention, foreign language proficiency (testing, teaching, curriculum, etc.). Yet, as James
(1985) indicates, proficiency implies control of one's “persona and sociad environments by means of
language....” Ingruction isgeared, James seemsto remark, to helping others get “the greatest benefit from
interaction with those environments, such as the school and street, the classroom and the boardroom, the
casud conversation and the prepared speech, wherever it is possible to acquire to learn the skills of the
language” (p.3) Since the development of the ACTFL/ETS Proficiency Guiddines, foreign students
proficiency in English may, eventudly, be measured and compared with American students scores on
smilar insruments



The generd research problem in this study was included the following sub-problems regarding YFU

concerns.

1 Adjustment difficulty with regard to specific length of time, and areas of linguigtic problems.

2. Adjustment difficulty within the context and effectiveness of help received from hogts.

3. Types of English preparation in Japan related to levels of difficulty and length of adjustment.

4, Culturd context of adjustment.

5. Comparisons of teacher and student perceptions regarding linguistic adjustment and context of

help, and host competencies.

The concerns werereflective of thefindingsreported in the AFSstudy. Inaddition, wewanted to vaidate

the instrumentation used in the prior study as well as to develop a broader perspective on the specific
agpects of linguidtic difficulty during adjustment to tota English immersion.

Definitions:

1 The period of adjustment in total English immersion was defined as the number of weeks
required by the student to fed at ease, in his /her own judgement, in most English-spesking
gtuations.

2. Linguidtic preparation in English is defined as.

a Thelength and intengty of English study in Jgpan.

b. The types of English language ingtruction in home schoals.

c. Thelinguidtic orientation of English language teechers.



Methodology

Sample

1. Students The entire group of 448 Y FU Japanese studentsin the United States during the 1983-84
academic year were sdected for the survey. With 29 percent maesand 71 percent femaes, this
condtituted a dtratified non-random sample. Selection bias was offset by the large number
expected to respond to the survey. Due to the close rdationship between the sponsoring
organization and the students, no questionnaires were expected to go to incorrect addresses or

persons.

2. Teachers Students were asked to give a separate survey instrument to a teacher in their high
schools. No measures were taken to ensure randomness due to the need to select teacherswho
would be aware of the Japanese student’s adjustment Situation without conducting extensive
communication with the schools. Total teachers: 448.

For the replication study, we revised the questionnaire from the AFS survey (Gurney, 1970) in anumber
of ways. Japan was the home country, and additiona requirements were added (consstent with the
replication sudy ) concerning linguistic difficulties, language backgrounds, help and culturd competencies
of teachers, as well as those needed to satisfy YFU concerns. These included adding references to: (1)
language background-the use of computersfor CAl in English, attending an English language ingtitute, and
contact with English—spesking military or diplomatic personnd; (2) experiencein the United States-specific
identificationof hogts, coursestakenin U.S. high schoals, cultural aswell as English difficultieswith specific
hosts, experiencewith English tutors, rel uctance to use Englis/comfort with asking help from specific hogts,

aswell as others; and (3) ateacher instrument for cross-referencing purposes.



The sudent questionnaire contained questions mostly answered on a 4 point scale rdative to the degree
to which students had experienced certain types of English indruction in Japan, linguidtic difficulty in the
U.S,, requested/received help, etc., as described in the questions. (Scale: 1 = Never, 2 = Sometimes, 3
= Often, 4 = Mog of time). There were, dso, affirmation/negative questions. The teacher questionnaire

generdly matched the categories on the student form; i.e, level of difficulty in spesking, understanding,
reeding, efc. Responses were the same type except that Unknown (= 5) was added to the teacher
insrument because teachers were undoubtedly not aware of students entire linguistic Stuation.

The questionnaireswere mailed latein February 1984. Ingtructionsand research explanationswere written
in both English and Japanese. Students were asked to complete the survey instrument on their own,
distribute a teacher form, and return both completed questionnaires by the middle of March 1984. The
research period was st at 45 weeks of total English immersion beginning in September 1983.

Of the 484 questionnaires mailed out, 302 (64.4%) usable student forms and 282 teacher forms (62.9%
wererecaived.) This condituted aviable satistical sample for anayss.

The mgor results of the study are detailed first in terms of the YFU areas of concern. Subsequently,
comparisons are made between the YFU and AFS sudies. On genera length of adjustment, sixty-three
percent (63%) of the students reported aspecific number of weeksfor adjustment with 91 (30%) indicating
they had not yet adjusted to daily use of English (22/7.3% did not answer the question.) Teachersidentified
amost as many adjusters, 167 (59.2%) and reported 115 as non-adjusters, or did not specify a number
of weeks. Ingenera, the two sets of responseswere very close (seelack of correlation, later.) However,

they differed on the length of adjustment: students mean = 12.45 weeks vs 8.64 (teachers estimate).



Regarding linguidtic difficulties, aso, teachers and students differed in terms of the rank order. Students
had mogt difficulty in reading, then writing, understanding and spesking. Teachers s responses were a
mirror image: spesking, understanding, writing and reading. In addition, students reported 77% more
reading difficulty and 41% more writing difficulty than teachers noted. Students and teachers diverged,
smilarly, on their perceptions of difficulty on individua tasks of reading (textbooks, magazines, etc.) and
writing (tests, term papers, etc.)

Ord difficulties were conagtent with levels of familiarity, or role reaionships. Students had less difficulty
with hogt “parents” and siblings than with teachers, and more difficulty was experienced with American
teenagers, especidly understanding them. Students indicated that they had more difficulty because of the
Americans useof dang. Y FU studentsinterviewed, subsequently, in Japan reved ed that teachers often
modified their language or speed of ddlivery whereas teenagers just spoke normaly—*fast”). American
students' vocabulary levels were closer to that used by host “mothers’ and children, but that of teachers
and hogt “fathers’ was higher. Overdl, speechin the homewasperceived to be dower thanintheschool.
Teking dl factors of understanding difficulty together (comprehension, vocabulary, speed and dang),
teenagers were ranked first, followed by teachers (gpproximately 10% less difficulty), host children,
“fathers’ and “mothers’. Teachers perceptionsof students school difficulties differed dramaticaly. They
reported that the foreign students has less difficulty understanding and spesking with teenagers than with

teachers.

However, sudentsindicated they had fewer cultura problemswith teachers than with American teenagers
and least with host “parents,” Individua responses on specific culturd difficulties supported the low leve
of difficulty experienced with teachers that was reveded in the means of responses. Of fifty-eight (58)
responding, no valid response level was indicated for cultura difficulty with teachers. Responses on
various categories of cultura interaction provide some sense of the cultura context on the following: (2)
way of life+ways of thinking, (2) home: food/medls + chores + ways of life, and 3 + habits + ways of life
+ ways of thinking + manners + persondlity.



Combined responses on “ways’ (#1) were amost identicd for al hosts except teachers. Not much
difference was seen on chores, except that “mothers’ were more difficult. On the combined item of cultura
attributes (#3), children stood out from a similarity of response noted for “mothers’, “fathers’ and
teenagers. The highest response on dl categories was difficulty with host children’s persondities. Thisis
reflected in afew comments made in Japan by Y FU students that suggested adegree of sibling rivary and
jedlousy (for example, a host “sister” refused to help a Japanese girl choose gppropriate clothes for an
American school who was accustomed to wearing uniformsto school in Jgpan! The problem was partialy

dleviated by the hogt “mother.”)

Thissodiolinguidtic differentiation is reflected in the context for help: requested and received. Help with
linguidic (and culturdl) difficulties was requested, and received, most often from host “ mothers” Students
requested help amost equally from American teenagers, host children, host “fathers’ and teachers (mean
range. 2.75 - 2.62.) Therangewasadso close (M=2.88 - 2.78) on help received from al of the latter
except teachers, who ranked lowest. The studentsreported that they felt most comfortable requesting help
from hogt “mothers” children, teenagers, “fathers’ and teachers, in that order. Ord comments in Japan
repeatedly indicated that host “parents’ took more time to understand the Japanese students

communications. Thiswas gpparent mainly fromclose friendsin school (and not as much from teachers.)

A different perception of the sociolinguistic context for hepis seenin responses concerning just whom was
asked to give help onwhich linguistic or cultura problem. Whereas sudents sought help directly from host
“parents’ when they had difficulty communicating with these adults, they usualy asked someone e se about
difficulties experienced with other American hods, i.e., asking “parents’ for help on communication
difficulties with host children, host children concerning teenagers, teenagers concerning teachers, and
teachers concerning other adults. With reading and writing difficulties, and help requested, “ parents
ranked second to teachers on problems with textbooks and assignments (first about newspapers and

meagazines) and teenagers ranked third (first about genera reading materials and writing letters to friends))



The help received was reported roughly in the same order except that host “parents’ gave less help on
assignments (second on themes) than teenagers, and, host children give the most help on letters and were
second in help given for tests. Teenagers, other than any host children, gave only infrequent help on tests

and themes.

Corrdations between adjustment difficulties and the length of adjusment, as well aslanguage preparation
in Japan, were studied with regard to the benefits of total English immersion vs English preparation in the
home country (or a combination of both.) Mog of the corrdations were not atisticaly significant.
Whereas the mean for English study in Japan was just over 5 years, length of adjustment was not
sgnificantly correlated to English preparation. However, it wasinverse (longer years of English related to
shorter period of adjustment.) A highly significant relationship (p=.001) was found between spesking
difficulty and length of adjustment and on the adjustment period and a sum of responses on dl difficulty
aress. understanding, speaking, reading and writing (p=.009). Conversdly, writing difficulty was the only
other single varigble gpproximating a satisticdly sgnificant corrdaion with the length of adjusment
(p=-07). In Japan, Englishwas taught primarily by native speakers of Japanese who used English only
gporadically for ingtruction (54%-Sometimes, 16%-Never, and they seldom encouraged itsuse by students
in order to talk about, or among, themselves (54%-Never). Trandation from English to Japanese wasthe
maost condstent form of ingruction.  Although not significant, corrdations between adjustment period and
trandation methods, and Japanese natives as teachers were positive rather than inverse. The combined
meanon dl typesof English preparation in Japan was significantly related to length of adjustment (p=.05).
Inverse relationships, dthough not significant, were reveded between adjusment and English-speaking
natives as teachers, “fluent” teachers and conversation in class, as well asthe sum of responses on audio-

lingud type methods.
Interestingly, students preferred preparations in English (extensive English practice, extensive vocabulary
and learning from active speskersof English) werenot sgnificant in relation to length of adjustment, but they

wereinverse. A very sgnificant inverse rdationship with the adjustment period was found regarding ahigh
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leve of reading (p=-.019). Also, sgnificant was the length of adjustment related to the variable, genera
skills of reading, speaking and writing (p=-.028). The highest rated preference was ingtruction by native
speakers of English. American teachers generally agreed tha a high level of reading, an extensve
vocabulary and extensive conversation practice were preferred ingtructiona preparations, but they
reported, dso, that a high degree of grammar knowledge was essentid.

Teachers and their foreign students tended to agree and disagree, it seemed, within the same categories of
questions (such as on preferred preparation, above.)) This was quite apparent from their perceptions of
adjugment difficulties, as mentioned, but dso on the length of adjustment. Since student and teacher=
forms were coded, we were able to correlate responses by matched cases. On the main variable,
adjusment period, we found 120 matched cases (60%) out of those reporting aspecific period of weeks,
(S:189 and T:167). The percentage islower if theentire set of formsisused (SN=302/TN=282; average
N=292, 41%). Follow-up interviewsindicated that sudents may have differed serioudy on just when they
fdt at ease. Someinterviewees dated thet it was Chrismaswhen they findly felt comfortable with English,
yet they had reported |ess than three months for adjustment (12-13) weeks). Othershad judged thetime
very accurately, on retrospect.

Cross-referencing was not done with the American Fidd Service students. However, the generd accuracy
of their responses was probably smilar to that of the YFU dudents. Given that assumption, and
recognizing that the AFS included both Asian and non-Asian students, we offer the following comparison
of amilar questions on linguistic preparation, adjustment and areas of difficulty between the two studies.

A. The AFS study had responses from 250 students, 17% less than the YFU group.

B.  FAndings

1) AFS students studied English for a shorter period of time (M= 6 years) than the
Y FU students, but had asmaller percentage of nativesas English teechers. (Asan
students had more years of English than non-Asian ones))

11



2)

3)

4)

5)

6)

7)

8)

9)

AFS sudents studied an average of 3 years of a foreign language other than
English. YFU students reported very little study of other foreign languages.

The period of adjustment was 6.9 weeksfor 211 AFS students when we held out
the 39 students who answered, NOT Yé, to the adjustment question. For the
total group, the mean was Hill less than that for the YFU students, 9.4 vs 12.6
weeks.

The rank order of difficulties was speaking, understanding reading and writing, a
reverse of the YFU findings (reading, writing, understanding and speaking).

The AFS period of adjustment correlated significantly with the sum of responses
on linguidtic difficulties (p=-.05). (Smilar to FYU responses).

Lengthof adjustment was not Sgnificantly correated with English study except for
the 211 adjusters (p=.05), not so with YFU adjusters.

The context for hdp withAFSand Y FU sudents English difficultieswas smilar.
Help was received mostly from host “parents’ of AFS students, then from host

children, teenagers and teachers.

AFS students felt better prepared for total use of Englishinthe United Statesthan
did YFU students (75% vs 25+%).

Preferred types of preparation, were the same: extensive conversation, followed

by extensve vocabulary and a combination of skills: reading, vocabulary and
gpesking.

12



10)  The backgrounds of the quickest and dowest adjusters were similar in both
studies, and overd| datareveded and AFS and YFU adjusters had more years
of English, more hours of weekly instruction, a higher degree of ingtruction in
gpesking English and more contact with English outsde of school than the non-
adjusters. Also, the non-adjusters had a higher exposure to English ingtruction by

natives of their home region.

On the matter of the possible advantage of total immersion relativeto varioustypesof English preparation
in the home country, we reported student and teacher preferences concerning certain types of instruction.
The advantage has to be judged on the basis of a combination of our findings and corrdations. Thisand

other discussion follows.

DISCUSSION

Conggtent with the report of the findings, we will discuss the results of the study firgt in light of the Y outh
For Understanding areas of concern: the overdl nature of adjustment (length, difficulty areas, context of
help and adequacy of preparaion prior to coming to the United States), culturd interactions among
Japanese students and members of the host community, and the relative degree of advantage of total
immersonconditionsfor linguistic adjustment. The separate perceptionshby teacherswill beincluded dong
with these topics. Then, we will indicate our reactions to the smilarities and differences between the
American Field Service and Youth for Understanding studies, as well as concerning validation of the

previous study.

The length of adjusment was moderate for the mgjority of the sudents. However, aimost one third were
having mgor problems.  Length of adjustment as strongly reflected in the degree of  difficulty usng ord
skills but not the graphic ones. The students seemed to have fairly accurate perceptions about the amount
of time it took them to adjust to total immersion, as measured by their estimate of adjustment difficulties.
Correlations with their teachers estimate indicated that 60% of them matched up.
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Although corrédations between adjustment length and difficultiesin reading and writing were not significant,
these difficulties received the highest ratings, and the correlations were positive. Students' perceptions of
their language problems contrasted with their teacher’ smirror image of the students’ ranking. Thiscontrast
appeared, as well, in the high degree of variance between the teachers low perception of students
difficultiesin reading and that actudly reported by the students (the variance on writing was moderate).

Thedifficulty areas, aswell asthe context of help, can be viewed rdaiveto the rolerdationshipsinfluencing
linguistic conditions and competence. Students had lessdifficultieswith, and recelved most help from host
“parents.” But, they had mogt ligening difficulty with American teenagers, primarily because of their use
of dang and “fagt” talking. Somewhat expectedly, the Japanese teenagers had the most culturd difficulties,
as well, with their American counterparts, and the least with teachers, who seemed to offset cultural
differences with a generd empathy for cultures. Interestingly, when they had difficulties in ord
communication, the students sought help from other hogts rather than from those with whom the difficulty
arose. Theexception waswith host “ parents,” whom they asked for help directly when problems occurred.
With good friends, they were probably more likely to get help directly with immediate misunderstanding.
Role relationships, again, seemed to influence the help context regarding students asking for help from
American students concerning language difficulties experienced with teachers. Teachers seemed not to
recognize the levd of difficulty the Japanese students had with them or with the American students.
Perhaps, they attributed a peer group commondity to the foreign - American interactions which might

override problems.

Certainly, teachers differed with the Y FU students on the importance of certain kindsof prior preparation
athough both groups agreed that the Japanese studentswere not well prepared for tota immersion. Almost
one haf of the teachers consdered ahigh levd of reading essentid compared to less than six percent of
the students (note that a high leve of reading corrdated inversdly with the length of adjustment at a very
ggnificant leve). Extensive prior conversation practice was preferred more by teachersthat the students,
but the latter emphasized ingtruction by native or near-native speakers of English more than teachers did
by 15%. (Unfortunatdy, the suggested training is not typica of instructional procedures in Japan).

14



This difference highlights the assessment of total immersion benefits relative to, or in oppostion to, a
combination of certain types of English preparation in Japan, or before placement in the host community.
Asreported, Japaneseingruction in Englishischaracterized by ahigh level of memorization of grammatica
forms and vocabulary, trandation from English to Japanese, and is based on reading rather than
communicative uses of language. Y, our corrdations on length of adjustment went in the right direction
(inversdly) for three varigbles, reflecting ord skills: English-gpesking natives asteachers, “fluent” teachers,
and conversation in class. Conversdy, the corrdations were going the other way on trandation methods

and Japanese natives as teachers (high leve of frequency related to longer adjustment.

Totd immerson is reported to have overarching benefits for achievement in a second language. 1ndeed,
foreign high school students persondly observed by the researcher have demonstrated amost total
command of English after the typica academic year in the United States. Unfortunatdy, not dl achieve
such an enviable gate of hilingualism. Others suffer through the experience with smal gains, in slence or,
in avery pogtive sense, benefit from the enormous human goodness which lies at the base of this sort of
culturd interaction. Hogt teachers and foreign students differ substantialy on the length of the adjustment
period, on the percentages of who adjusted and the relative importance, or degree, of difficulty in usng
various English skills. If peoplein critica roles, exchange students and host teachers, differ dramaticaly
on essentia aspects of adjustment, who is right; who has the most accurate perception of proficiency?
Also, what isthe best preparation if the adjustment cannot be specified more accurately?

Although no teacher datawere solicited for the AFS study, Smilar differencesin perceptions about linguistic
adjusgment must have been gpparent.  Some trends were consgstent with the attempt to vaidate this
methodol ogy:

A. length of adjusment and types of difficulties in ordl language praficiency in both studies
were sgnificantly correlated beyond the .01 levd;

B. adjusment length and ord difficulties showed congstency - dthough not equaly sgnificant

15



corrdations - with common factors. natives as English teechers, trandation methods and
little practical conversation practice. (Thiswas particularly pertinent with the non-adjusters
in both studies);

C. both groups experienced smilar difficulty with reading and writing tasks;

D. role rlaionships influenced the context of hep smilarly in both sudies, particularly in
termsof thelow degree of difficulty and high degree of help, perceived thestudentsinther
interactions with hogt “parents;” and,

E preferred preparation by both groups was dmost identical.

Conclusons and Implications

The investigation of Japanese high school students adjustment to total English immersion continues an
initiative begun in 1969 to study foreign high school students’ linguistic preparation rel ative to the perceived
proficiency they develop during their stay in the United States. As high school students, they have not been
subjects of any other previous research studies on foreign students in this country. The concerns of the
sponsoring organization, Y outh for Understanding, that many Japanese students (as well as participants
from severd other countries) were having a difficult trangtion to tota immersion, partly due to limited
English ills, prompted thisinvestigation. | t coincided with smilar adjustment difficulties experienced by
Far Eastern students in the United States as reported by Gurney (1970), and othersin subsequent follow-
up studies. The AFS study involved over 300 American Field Service students from 13 countries. We
attempted, in the present study, to provide insghts for YFU rddtive to improvements in their participant
selection, materids development and support services of the organization. At the sametime, we hoped to
vaidate our insrumentation and methodology used in the AFS study in 1970.
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We found congstency between the two studies in the relationship between spesking and understanding
difficulty and length of adjustment. This consstency was generaly, supported by perceptions by host
teachersinthe Y FU study. However, length of adjustment by Y FU studentsrelated to their ord difficulties
was not consgtent in relation to reading and writing difficulties, a contradiction of the perception that
languege killsareinterdependent. Also linguistic adjustment isinfluenced by sociolinguistic conditionsand
cannot be judged on language competencies related to difficultiesdone. The high leve of help recaved
indicates such difficulty can be overcomein the interest of communication between hosts and guests dike.

Perceptions by teachers and the foreign students concerning adjustment length and degree of difficulty
differ importantly enough to warrant further investigation. A good bit of this variance may well be dueto
different cultural expectations or stlandards of performance between students and teachers. However, the
favorable percentage of student-teacher matched pairs on the length of adjustment (60%) give credence
to participants perspicacity/judgement on this question. Missing 40%, however, tempers this favorable
outcome because 2 students are going through a difficult trangtion from native speaker to limited speaker
(especidly in the case of the Japanese). In Jgpan, we noted that people with more than eight years of
English study were very rductant to converse in the languagel (Again, sdf-evauation of linguigtic
competence may override actud ability with a second language.)

During adjustment, more help was given than requested, and sociolinguistic relationships seemed to
influence both the willingnessto request help and to giveit. Particularly, host “ parents’ gave most help, and
foreign students did not way's request help from the person(s) withwhom the difficulty arose. Theserole
rel ationship effects are consstent with the background factors of the dowest adjusters in the AFS study:
natives (Japanese) of the home country as English teechers, trandation from English to the native language,
and dmogt non-exigtent practice for actual communication in the classroom.

The native English speech mode seems to be the key to adjustment (and actud proficiency?) regardless
the kind of indructiona technique. Thisreflects, in part, Krashen's input hypothesis (1977) based on the
comprehenshility of second language moddls as appropriate acquisition devices. In other words, foreign
students who cong stently recelve meaningful models of English speech by natives, or near-native speekers,
of English, dong with ample opportunitiesto use English in the onset of communication (in/out of class, out
of schoal, in varied naturd settings) are likely to experience less speaking and understanding difficulties
regardless the length of adjustment.
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Related to thisis the condition of total immersion placement. Potentid benefitsto English proficiency may
hinge on ingructiona methods in host schools and opportunities for getting help.  The low teacher
perception of sudents reading difficulties, contrasted with the sudents perception of mgor difficulty,
reveals a need for each to become more aware of individua teaching/learning sets and the importance of
redl relationships as they, potentidly, affect the climate of language use, communicative facilitation and
linguistic and/or cultura help. Teachersshould, also, be sengtiveto sudents’ self-evauation criteriawhich
may be culturdly influenced.

Providing native modds during total immersion has a potentid benefit, especidly for those whose pattern
of linguistic preparation is consstent with the AFS non-adjuster characteristics we reported in the 1970
sudy. Further study may refine our perceptions about actud, rather than globd, language backgrounds
related to specific agpects of adjustment to total Englishimmersion. Thetop adjusters should be separately
studied, aswel. We conclude that the methodology used in both the AFS and YFU studies will serve

future investigations.

How does one evauae adjusment/proficiency? |s apparent linguidtic difficulty/proficiency based on
gyntactic, lexical or articulatory weaknesses/competencies, general competency levels of active or passve
ill, willingness to ask for help; or, even the &bility to interpret and learn from help when given? How
important, indeed, as non-linguigtic factors, such as mativation, attitude of cultura tolerance with regard to
exchange students' perceptionsof the hosts' demondtrated culturd flexibility/awareness versusthe sudents
expectationor preferences? How important are counsdling proceduresfor foreign studentsregarding both
ease of adjusment (linguigtic and cultural) and academic achievement during the year-long say in the
United States?
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These questions provide a context for the following recommendations for exchange program

sponsors/hosts, second language educators, and regarding future research on language acquisition and

proficiency.

A. Program sponsors and hosts

1

2)

3)

4)

5)

Sdect gudents with aminimum of 3 years of recent English sudy with evidence
of conversation practice (in or out of school), reading of contemporary American
materids, and ample exposure to native or near-native models of English speech
(especidly from teachers or by frequent use of multi-media);

provide native models for frequent, direct, planned, foreign-American student
interactions aswell as assisted excursions to places where language exchange is

congtant: shopping, movies, small group mesetings, ec.,;

conduct workshops/group sessions on cross-cultural understanding involving other

culturaly/ethnicaly different groups represented in the schools;

enroll sudentsin aforeign language a the host schoal; and

focus activities on conversation exposure during the first 5-10 weeks of the

immersion experience in order to provide ample comprehendve input and
exposure to the melodies of English speech.
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Second language teachers

1

2)

3)

Rdative to #s 1,2, & 5: heighten the potentid for meaningful use of the second
language in the classroom, and expand students' exposureto the patterns of native
sounds without the immediate obligationto respond with recitation on answersto

meaningless questions;

explore ways to involve students in the use of language outside of schoal in areas

where the language is likely to be spoken or seen regularly; and,

encourage the study of another foreign language or, a least in the classroom, use
other languages frequently in deding witheveryday directions. If teachers cannot
speak any other foreign language, alow students who can to usethem, in order to
broaden the context in order broaden the context of second language
competency/proficiency which may broaden their perspectives about languagein

generd.

Research implications

1

2)

3)

4)

A separate analysis of fastest and dowest adjustersis needed;

examine specific components of language proficiency - syntax, lexica aspects,
phonetic and sociolinguidtic - rdative to language difficulty areas and length of
adjustment.

include host family members for cross-referencing;

compare students from al areas of the world hosted by separate organizations,
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5) examine foreign high school students' adjustment compared to college students

from the same countries;, and,

6) compare American and foreign exchange students' adjustment to total immersion

and performance on the appropriate ACTFL proficiency tests.

ADDITIONAL DISCUSSION AND SUGGESTIONS FOR IMPROVEMENT

The following are comments made at the conclusion of astudy of Chinese graduate sudentsin the United
States (1989-1990). The abstract appears on the web site:

http://pegasus.cc.ucf.edu/~gurney/UCFCHNESres.htm

Based on thefindingsfrom thisstudy, we offer afew suggestionswith regard to English ingructionin China
(reflecting the conditions for such instruction described by the Chinese scholar cooperating with this study.

1. Include authentic English models and meaningful use of language as essentid parts of dl ingruction;

2. Reading ingtruction should concentrate on contemporary materias from countries where English is a
native language;

3. Since there are few native speakers of English giving indruction in the language in Chinese schoolsand
college, Chinese ingructors of English could dlow for maximum exposure to English spesking persons
through the following: use of mass media and tapes, English radio broadcadts, interviews with English
gpeaking vidtors, English language movies, etc. In addition, students could be encouraged to utilize good

English sentences (as contained in standard textbooks and other
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reading materids) as examples on which to build incipient communication competence by making
statements about their own lives as variation of such basis sentences. Improvement can come as teachers
and students aike experiment with communicating oraly while increasing their exposure to native English

models such as on television, radio, in films and on tapes, tc.

4.V ocabulary words should be defined in English as often as possible to avoid matching English wordswith
Chinese meanings. Once students gain control of a fairly consstent level of vocabulary, they can be
encouraged to use those words in order to associate new words when they have to look up the English
definition, not the Chinesetrandation. For this, they should useagtandard, English only, dictionary. Chinese
trand ation should be used to gain the meaning of the definition if unknown English words are used to define
the new words. In thisway, English will be mastered in terms of English contexts, not intermsof Chinese
meanings. The solution to vocabulary isto provide for maximum association between the new word and
the learn's unique sets of experiences and the mental images associated with those experiencesin the say

way that Chinese words reflect, automaticaly, the unique experience of each Chinese person.

In essence, more val uable use could be made of dl of the human effort, mativation and intelligence thet is
gpent on teaching and learning how English makes sense in terms of the grammatica rules and meanings
of Chinese. One could use this energy to develop a viable, meaningful, competence in English. Thisis
necessary for people who plan to study and work in the United States. Adjustment to conditions of totdl
immersonshould take place much earlier for sudentswho have been trained in such asway that thosewho

have not.

The key to usng the language for communication is to have practice with the structures in which actud
information abut the speaker/writer and hisher world is being transmitted.
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