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Abstract: Peer reaching instruction has not received much attention in college second language
(L.2) learning. In this article, an L2 peer teaching program at the College of Charleston is discussed
including the role, training, and supervision of undergraduate peer teaching assistants (PTAs). The
article also explores the kinds of self-reported benefits students enrolled in the program and their PTAs
receive. Data from 183 students and 12 PTAs were collected in the form of an anenymous question-
naire using a Likert scale and open-ended questions. Results show that a high percentage of students
reported an tmprovement in speaking, pronunciation, grammar, and vocabulary. PTAs reported prac-
ticing Spanish and reviewing the basics as the main benefit from the peer teaching experience.
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introduction

Enroliment statistics (Welles, 2004) have demonstrated that an increasing number of students
studly a foreign language in colleges and universities across the United States, with Spanish being
the most common choice. In many of these colleges and universities, graduate teaching assis-
tants often teach elementary and intermediate courses. For this reason, graduate teaching assis-
tants in foreign language programs have received much attention from faculty, researchers, and
administrators (Amores, 1999; Burkart, 1998: Prieto & Meyers, 2001, among others). However,
more attention needs to be paid to a lesser-known but equally tmportant aspect of foreign lan-
guage programs: the role, training, and supervision of undergraduate peer teaching assistants
(PTAs),

Peer Teaching

Peer teaching is “an approach in which one child instructs another child in material on which
the first is an expert and the second a novice” (Damond & Phelps, 1989, p. 11, In the context
of college-level Spanish, PTAs are advanced undergraduate students in a second language (L2)
that teach fellow L2 students in lower level courses. Specifically, PTAs lead small classes to pro-
vide fellow students with additional opportunities to communicate in the L2, Although employ-
ing undergraduate PTAs is not as common as the employment of graduate teaching assistants in
the L2 classroom, the use of undergraduate PTAs is starting to attract interest in higher educa-
tion because PTAs are not very far removed from the novice students in knowledge, age, and sta-
tus. As such, they can create an atmosphere where students leel free to ask questions and where
learning becomes a creative process of trial and error with less anxiety.
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PTAs have been used successfuily in a variety of disci-
plines such as science (Crouch & Mazur, 2001; Tessier,
20043, psychology (Osborne, Norman, & Basford, 1997),
English as a second language (ESL) {Davies & Omberg,
1687, Statman, 1980), writing (Youngs & Green, 2001),
Spanish (Rodriguez, 2003; Wright, Cavanaugh, & Sainato,
1995), and college-level German (Semke, 1975). These
studies have shown that peer teaching mstruction is effec-
tive because it increases the students’ mastery of conceptual
understanding and problem solving, and provides addition-
al practice, especially when large classes may not offer
enough personal attention to the students. For instance,
Rodriguez (2003) {found that in an L2 peer teaching pro-
gram, students have ample opportunities to speak and prac-
tice the 1.2 because they feel comfortabie in a small class
atmosphere (thus lowering their affective filter), they rein-
force older material, and they have the impression that they
have imyproved their Spanish speaking skills. In [act, Hedin
(1987} stated that the main factor of success in a peer teach-
ing program is the pleasant classroom atmosphere.

Not only can peer teaching instruction benelit stu-
dents, it can also benefit PTAs (Clifford, Jorstad, & lange,
1977; Osborne et al., 1997; Rodriguez, 2003; Semke, 1975;
Statman, 1980, Walz, 1986; Whitman & Fife, 1988; Wright
et al.,1995) and institutions. Rodriguez (2003) found that
there are benefits for PTAs such as practicing Spanish,
learning to teach and lead a class, increasing confidence
speaking in front of a group, becoming more organized,
huilding a résumé, and being able ¢ work on campus.
According to Osborne et al. (1997}, a peer teaching pro-
gram also creates additional resources for the department
and provides mentoring opportunities for PTAs who are
planning to attend graduate school. In addition, Heidin
{1987) stated that peer teaching programs may have the
possibility of informally recruiting future teachers.
Specifically, the goal of this article is to describe the com-
ponents of a successful Spanish 1.2 peer teaching program
at the College of Charleston including the selection, train-
ing, and supervision of PTAs in their new role, and the ben-
efits for both PTAs and students involved in this program.

Second Language Peer Teaching Program
The College of Charleston is a stale-supported comprehen-
sive institution with a strong liberal arts undergraduate cur-
ricutum centered on student leamning. It earolls approxi-
mately 9,800 undergraduate students and 1,200 graduate
students. At the College of Charleston, the study of lan-
guages plays an important role in the liberal arts education
and all students are required to complete 12 credit hours of
a foreign language. Tn the Department of Hispanic Studies,
almost 3,000 students take Spanish each semester at the
elementary and intermediate levels. Of these 3,000 stu-
dents, approximately 200 choose to enroll in the optional
.2 speaking program taught by their peers.
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The faculty in the Department of Hispanic Studies is
committed to the development of communicative skills in
Spanish as an L2, making the communicative approach the
preferred teaching approach. I other words, students learn
an L2 best by communicating authentic and meaninglul
information. In addition, communication involves the nte-
gration of different language skills weaving together con-
tent language learning and interactive tasks in which infor-
mation is exchanged (Lee, 2000; Lee & Van Patten, 2004;
Melero Abadia, 2000; Rodgers, 2001). The textbooks used
in the elementary and intermediate courses are ;Sabfas que

.. ? Beginning Spanish (VanPatten, Lee, & Ballman, 2004}
and Punio y aparte. Spanish in review. Moving towards fluen-
cy {Foerster, Lambright, & Alfonso-Pinto, 2002}, which
use the communicative approach.

The optional 1.2 peer teaching program at the College
of Charleston consists of approximately twenty 1-credit
speaking course sections per semester that accempany and
supplement students’ required 3-credit language courses.
‘These L-credit speaking courses meet once a week for 50
minutes and they are designed to provide students with
additional opportunities to actively practice speaking
Spanish in a small classroom atmosphere of 5 to 10 stu-
dents outside of the required 3-credit course (see Appendix
A). More frequently than not, it is a challenge in the
required 3-credit course to have ample opportunities to
exchange authentic information because course sections
often have large number ol students. Therelore, classroom
activities in the optional L2 peer teaching program are tai-
lored to encourage communication in the L2 under the
leadership of 10 1o 12 outstanding undergraduate PTAs
who major or minor in Spanish and are under the supervi-
sion of a faculty member who selects and trains them.

The College of Charleston uses PTAs becanse peer
teaching has been found to be an effective mode of supple-
mental instruction, there arve no graduate teaching assis-
tants in Spanish, and PTAs have the opportunity to work on
campus in their major or minor area of interest.

Peer Teaching Assistanis

Each semester, the supervisor of the L2 peer teaching pro-
gram, in consultation with other members of the depart-
ment, selects 10 1o 12 interested outstanding undergraduate
stilents who major or miner in Spanish to become PTAs.

Selection and Requirements

In order to become a PTA, candidates have to he at
Intermediate Mid or higher in an Oral Profictency Interview
(OPT) following the guidelines of the American Council for
the Teaching of Foreign lLanguages {ACTFL) (Breiney-
Sanders, Lowe, Miles, & Swender, 2000), The supervisor of
the program, who has formal training in the administration
of the OPI, conducts the interview. The level of Intermediate
Mid was selected for PTAs in charge of elementary course
sections because as peers they only need (o be slightly above
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their students. However, for those PTAs in charge of inter-
mediate course sections, higher levels such as Advanced
Low are needed, In addition to the OPI, oral or written ref-
erences [rom faculty members are requested to attest o the
students’ level of organization, marturity; responsibility, seri-
ousness, and commitment to the program.

Responsibilities

Because PTAs are undergraduate students, they work close-
ly with the supervising faculty member in charge of the
program. This does not mean, however, that they do not
have serious responsibilities in the course sections they are
assigned to lead hy the program supervisor. In fact, they are
the primary instructors in the classroom, and as such they
carry out the curriculum the supervisor develops. In the
classroom, they are language resowrces and facilitators,
they take attendance and maintain grade records, they eval-
uate students’ participation, preparation, and oral presen-
taticns, and they administer and grade oral exams using
rubrics provided by the program supervisor.

Training and Supervision

The complex task of turning an undergraduate student into
a PTA demands close atention to their training and super-
vision in the form of an orientation, workshops, periodic
communication, and classroom evaluations and confer-
ences. Supervisors of PTAs have to train them to ensure
quality and uniformity in the program. This type of train-
ing may be challenging and time consuming depending on
the level of experience and maturity of the PTA. For
instance, some PTAs are also studying to become sec-
ondary education teachers and already have an under-
standing of classroom dynamics, whereas others do not.

Orientation and Workshops

The training of PTAs takes place at the beginning of the fall
and spring terms and it includes a 2-hour orientation to the
peer teaching program and a workshop on the commu-
nicative approach and performance assessment. Tn the
workshop, PTAs learn how to use pair and group activities,
and rubrics to assess different aspects of students’ partici-
pation in class (see Appendix B), as well as their perfor-
mance on presentations such as completion of task, quali-
ty of presentation, pronunciation, language use, and visu-
als and creativity (sce Appendix C). The supervisor creates
materials for the maining following the communicative
approach used in the 3-credit courses textbooks, as well as
others based on his/her professional experience with cur-
riculum and instruction, and applied linguistics.

During orientation, PTAs also learn praciical and
administrative information about the program, such as
how to maintain class records, and how to access the Weh
course software WebCT to ¢btain lesson plans and other
materials developed by the supervisor. During orientation,
PTAs are introduced to their new role: to provide opporty-
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nitles for oral communication and to offer help in Spanish
which is understandable to the students.

Another area of orientation includes expectations for
frst day of class, sample lesson plans, the use of visuals,
and grammar. Walz (1986) pointed out that in order to
communicate more e{fectively in the classroom, both PTAs
and students need o use visuals, and that PTAs do not
need to offer long grammar explanations. Often, PTAs
want to offer grammar explanations in the way a tradition-
al tutor would do, bhut during orientation, PTAs are
reminded that the goal of the program is to communicate
in a meaningful manner and that grammar explanations
need to be left to the 3-credit course instructor.

In addition o orientation, each semester there is z
2-hour workshop on how to administer and evaluate oral
exains. In this workshop, the supervisor explains the for-
mat of the exam, which consists of a brief conversation and
two short topic presentations based on the material previ-
ously covered in class. For example, if a course covered the
family, a possible topic presentarion would he to talk about
a student’s family including the relationship to the student,
ages of the family members, and their professions. During
the workshop, grading procedures with performance
assessment rubrics are wsed, and the schedule for the
exams is given, PTAs administer orat exams of the sections
they do not lead o add objectivity to the exam.

Communication

In order to help PTAs and ensure a quality prograrm, there
is periodic communication via e-mail about different
aspects of the courses, such as how 10 lead the class more
effectively, how to deal with concerns or problems, and
how to keep pace with the material or give more efficient
feedback. Another way to communicate with PTAs is via
the Web course software WebCT. Although WebCT was
designed to create and manage onlire courses, it can also
be used to support the program by providing PTAs with
information, marerials, and tools needed to lead their
groups. For instance, on the WebCT page for the program,
PTAs can find fellow PTAs contact information and e-mail
capabilities, as well as a calendar with information about
meetings and deadlines. In addition, lesson plans, teaching
materials and visuals are uploaded by the supervisor to
WebCT in order for the information to be available to the
PTAs at all times from any location.

Classroom Observations
Another important aspect of training and supervision is
classroom observations, The supervisor observes new PTAs
twice a semester and more experienced PTAS are observed
once, The supervisor shares with the PTAs the classroom
observation form used in order for them to know which
behaviors and practices are observed (see Appendix D3,
One of the areas of evaluation is planning and organi-
zation, including following the lesson plan provided,
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informing students of the objectives for the lesson and the
assignment, [ollowing a logical sequence with smooth tran-
sitions, starting and finishing on time, and having a con-
clusion to the lesson. Another area of evaluation is attitude
and learning atmosphere, including being a competent, fair,
courteous, patient PTA, being enthusiastic about the lan-
guage, involving all students, and having a positive learn-
ing atmosphere. The last area of evaluation is time man-
agement and instructional techniques, including being
organized, giving clear instructions, informing students of
amount ¢f tfime to work on activites, offering help when
needed, monitoring group and pair work, encouraging par-
ticipation, giving constructive feedback, using rubrics to
grade, speaking Spanish, and paraphrasing when needed.

After the classroom observation, the supervisor and
the PTA meet in a conference session for feedback. The
supervisor points out the strengths and weaknesses and
offers suggestions for improvement. These conlerence ses-
sions usually last between 30 minutes and 1 hour.

Benefits for Students and Peer Teaching
Asgsistants

in order to find out the perceived benefits of the L2 peer
teaching program for students enrolled in it, data from 183
students were collected at the end of spring 2003 in the
form of an anonymous guestionnaire. The questicnnaire
had a series of statements on a Likert scale and an open-
ended question. This scale was used as a way to measure
how students felt they had benefited from this experience.
In order fo do that, each statement was assigned a number
from 6 w 1. A 6 means highly agree (HA), 5 agree (A), 4
slightly agree (SA}, 3 slightly disagree (SD), a 2 disagree
(D}, and 1 strongly disagree (SD).

The questicnnaire contained the following statements:
(a) the PTA gives ample opportunities to speak Spanish; (b}
the PTA makes me feel comfortable in class; and (¢) the
PTA provides constructive criticism. In addition, the fol-
lowing open-ended question was used to obtain a list of the
perceived areas of improvement: “Do you feel you have
improved your speaking skills? If so, please explain.” (See
Appendix E.} The higher the number, the better the evalu-
ation on a statement. An average of each statement (1-6) is
given in Tabie 1, and a percentage and number of students
in parenthesis who felt improved their speaking skills is
given in Table 2 together with a list of self-reported areas of
improvemertt.

Similarly, data were collected from 12 PTAs at the end
of spring 2003 in the form of an anonymous questionnaire
using the following two open-ended questions: (a) “Do you
[eel you have improved your speaking skills in Spanish?”
and (b) “List the benefits of engaging in this activity.” Table
3 shows the percentage of PTAs who reported a specific
benefit.

As other programs using peer teaching instraction
have shown, both students and PTAs benefit from this
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experience in the classroom. For students taking these
courses (SPAN 101, 102, 201, and 202), Table 1 shows the
level of agreement, & being highly agree and 1 highly dis-
agree, of the three statements mentioned above, that is hav-
ing awple opportunities to speak and practice their
Spanish, feeling comfortable in the class, and receiving
direct feedback that is just addressed to the student.

As can be observed in Table 2, a high percentage of stu-
dents in all four levels (SPAN 101, 102, 201, and 202)
reported a perception of having improved. Particularly, sti-
dents mentioned improvement in heing more comfortable
and less hesitant speaking Spanish, having better pronun-
ciation, increasing vocabulary, and having better grammar
(especially with word order and tenses). Students in the
lower levels (SPAN 101 and 102) found the conversation
class to be a reinforcement of their regular class, while only
students in the higher levels (SPAN 201 and 202) reported
feeling more confident speaking Spanish in {ront of others
and being more fluent. Students in the first three levels
(SPAN 101, 102, and 201) reported an improvement is lis-
tening skills.

All PTAs reported practicing Spanish and reviewing the
basics as a benefit from the peer teaching experience. In
addition, as can be observed in Table 3, other henefits were
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mentioned by some of the PTAs which included learning
how to teach and lead, being more confident speaking in
front of others, being more organized, feeling the responsi-
bility and flattery of being a role model, having a rewarding
experience and interacting with other students, building a
reswing, and earning some money on campus.

Conclusion

The L2 peer teaching program at the College of Charleston
is a model that has been successful both for students ak-
ing these courses and the PTAs in charge of them. Because
peer teaching is a positive learning and/or personal experi-
ence, more colleges and universities may be interested in
establishing a similar program. In order to have a success-
fal program, to assure excellence and curriculum unifor-
mity, supervisors must pay close attention to the selection,
training, and supervision of PTAs, not only formaily during
orientation and workshops, buat alse individually through
classroom chservations, individual conferences, and fre-
quent e-mail communication. In doing so, both students
taking the courses and their PTAs would notice an
improvement in their Spanish speaking skills. Therefore,
the use of undergraduate PTAs in [oreign language class-
roots is a valuable way to supplement the required course
with extra epportunities to help students develop their
speaking ability in a relaxed annosphere.
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Appendix A

Syllabus
Spanish Conversation Practicum
Spring 2004
Instructor: E-mail:

1. OBJECTIVES: The Spanish Conversational Practicum has been designed to provide students with the opportunity w0
actively practice speaking Spanish. The practicum activities are tailored 1o encourage and develop oral communication
skills in Spanish.

2. ABOUT THE PROGRAM: The conversation practicum is an optional course that accompanies and supplements stu-
dents’ 3-hour Spanish courses. It must be taken in conjunction with a corresponding 3-hour course. The practicum
meets once a week for 30 minutes; upon successful completion of the practicum, students earn one (1) credit hour.
There is no required text.

3. REGISTRATION: All students are responsible for their own registration in the practicum. Students must be regisiered
in SPAN 101, 102 or 201 to register for the respective SPAN 101-C, 102-C, 201-C or 202-C course. Students registered
in SPAN 150 or 250 may also register in SPAN 101-C and 202-C, respectively. Students are also responsible [or main-
taining or dropping their registration according to published schedules. Please note that ceasing attendance in a con-
versation practicum does not automatically drop you from the course.

4. REQUIREMENTS: The conversation practicum meets for 12 weekly sessions. Successful completion of the practicam
requires consistent attendance, thorough preparation, and active participation. There are weekly homework presenta-
tiots and 4 [inal exam at the end of the semester. Specifically:
= Attendance is the single most important requirement for this course since the objective of the Conversation

Practicum is to speak Spanish. When a student is absent, s/he is not speaking Spanish in class and therefore receives
a zero {(O) for the day. H attending all 12 sessions will be problematic, this may not be the appropriate course for
you. You can make up a maximam of TWO classes. To make up classes, students must atiend another session of
the same class they are taking, during the same week of the absence. It is very important that all students be fully
aware of the attendance policy and, as such, of the make-up policy. Since classes may and should be made up, no
excuses, regardless of their origin, will be accepted lor absences. No extension of Spring Break is permitted.



FOREIGN LANGUAGE ANNALS - VOL. 38, NO. 4 539

5,

6.

* Homework: Students wilt be assigned homework at the end of each class. All assignments involve preparing an oral
presentation on an assigned topic with no notes or reading of any kind (in addition, for SPAN 202-C preparation
of an assigned debate topic), All homework assignments are (0 be thoroughly prepared ahead of time, with appro-
priate vocabulary looked up before class. Preparation and homework assignirents constitute % of your final grade.
Clearly, you must be present to be assigned a homework grade.

¢ Participation: Students are expected to participate actively in class. Specifically, you are expected to communicate
in Spanish, participate in pair, group, and whole class interaction. Your daily grade for class will be based on five
areas: speaking, listening, use of Spanish, group work, and whole class interaction.

* Final Exam: Students will conclude the semester with a final oral exam consisting of a brief conversation and dis-
cussion of topics. The exam will not be conducted by your instructor and will take place during your regular class
time, in your regularly scheduled classroom. They will begin on Tuesday April 20 and conclude on Monday April
26, 2004. Any student missing the final exam will fail the course. The final exam constitutes % of your final grade.

GRADING: You will receive two daily grades, one for your homework presentation and another for your participation
in class.

Daily participation grade (12} 33%
Daily homework grade (11} 33%
Oral Final Exam (1) 34%

The [ollowing scale is used (o assign a letter grade at the end of the semester:
90-100 A, 87-89 B+, 80-86 B, 77-79 C+, 70-76 C, 6069 D, 0-59

PROGRAM COORDINATION: Your instructor’s role is to provide you with a forum for developing your oral skills in
Spanish. S/he follows a standardized program. $/he is responsible for facilitatin g the class according the guidelines pro-
vided. Questions or concerns about any aspect of the course or program are to be directed to the Program Supervisor.
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Appendix B

Participation Grading Criteria

Criteria Exceeds Expectations Meets Expectations Does Not Meet Expectations
3 points 4 points 2 points

Speaking Student spoke very often Student spoke often Student did not speak much

Listening Student listened carefully to | Student generally listened | Student did not listen to the
the peer teacher and class- | to the peev teacher and peer teacher and classmates
mates classmaltes

Use of Spanish Student used Spanish Student used mostly Student did not speak often
100% Spantsh (80%)

Group Work Student participated very Student participated actively | Student was somewhat
actively and was the leader |and contributed as much as | interested but participated
in getting tasks done other group members passively

Whole Class Interaction Student volunteered often | Student volunteered Student did not volunteer

occasionally

TOTAL POINTS:
A = 25-23 points
C = 18 points

B+ = 22 points
D =17-16 points

B = 2120 points

C+ = 19 points
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Appendix C

Presentation Grading Criterig

Criterta

Exceeds Expectations
5 points

Meets Expectations
4 points

Does Not Meet Expectations
2 points

Completion of task

All required poinis included

Most of the required points
included

Only a few of the required
points included

Quality of Presentation

Clear and effective
presentation

Unclear at certain points

Difficult to follow

Pronunciation

Few pronunciation errors
and easily understood

Frequent mispronunciation
causes some misunder-
standing

Poor pronunciation inter-
feres with being undesstood

Language Use

Overall accurate grammar,
word order, and/or
vocabulary

Little accuracy at certain
points in grammar, word
order, and/ or vocabulary

Overall tittle accuracy in
grarmmar, word order,
and/or vocabulary

Visuals and creativiey

Extensive visuals and/or
props; two additions to
original assignment

Limited visuals, and/or
props used; one addition to
original assignment

No visuals or props used; no
creative additions to original
assignment

TOTAL POINTS:
A = 25-23 points
C = 18 points

B+ = 22 points
D =17~16 points

B = 21-20 points

C+ = 19 points
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Appendix D
Classroom Observation

Name Date

Class Start End Size

L. PLANNING AND ORGANIZATION
o Peer teaching assistant (PTA) followed lesson plan.
¢ Students were informed of the objectives for the lesson.
s The class foliowed a logical sequence and transitions were smooth.
¢ PTA did not start late or finish early:
» Students were informed of the assignment.
* The lesson had a conclusion.

I, ATTITUDE AND LEARNING ATMOSPHERE
» PTA appeared competent.
= There was a positive working ammosphere.
o All students were involved.
e PTA was fair.
» PTA was courteous at all times.
¢ PTA was not impatient.
¢ PTA had good rapport with students.
e PTA seemed enthustastic about the language.

LI TIME MANAGEMENT AND INSTRUCTIONAL TECHNIQUES
o PTA demaonstrated organizational skills,
¢ PTA gave clear instructions.
¢ PTA informed students of amount of time te work on activities.
* PTA answered students’ questions.
« The class was well-paced,
» PTA monitered group work.
= PTA encouraged participation.
s PTA did not engage in grammar explanations.
» PTA used materials and board effectively.
e PTA offered help when needed.
» PTA gave consiructive feedback alter presentations.
« PTA used rubrics to grade.
» PTA spoke Spanish at the students’ level.
¢ PTA paraphrased when needed.
» PTA spoke too slow/too fast.
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Appendix £
Student Questionnaire

You are encouraged to provide written comments. Gracias.

HA = highly agree SD = slightly disagree
A = agree D = disagree
SA = shightly agree HD = highly disagree

1. The PTA gives ample opportunities to speak Spanish. {Circle).
HA A SA Sb D HD

Comments:

2. The PTA makes me feel comfortahle in class. (Circle).
HA A SA Sb D HD

Comments:

3. The PTA provides constructive criticism. (Circle).
HA A SA SPb D HbD

Comiments:

4. Do you feel you have improved your own speaking skills? (Please explain}.
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Language I earning Interest
at a New Management University
in Multilingual Singapore

Glenn Wharton
Singapore Management University

Abstract: The purpose of this article is fourfold: first, to report on a university-wide survey assess-
ing demand among bilingual undergraduates for foreign language study in a management university
in Singapore; second, to determine those factors influencing students’ foreign language choice and also
those influencing decisions not to pursue foreign language study; third, to discuss how the results con-
tribute to curricular planning for foreign language provision; and fourth, to provide readers with a
non-1.S. or European perspective on the issues of foreign language learning interest and choice. Using
an online survey, results from 708 respondents indicated that, although already bilingual, an over-
whelming majority demanded more opportunities for foreign language study, particularly for
Japanese, French, and Spanish. Students’ primary motivations weve a desire to learn about the target
culture and enhance employment marketability.

Key words: Asia, business, education, lunguage planning, multilingualism
Languages: English, French, German, Japanese, Malay, Mandarin, Spanish, Tamil

Introduction

In the new global world, English has emerged as the de facto international language of business
{(Bruthiaux, 2002; Graddol, 1997; Koch, 1997; Vande Berg, 1997). Consequently perhaps, in
most English-dominant settings, monolingualism in English is often seen as being an adequate,
if not preferred, language model and sulficient for operation in the global marketplace.

However, despite an increasingly homogenized world culture dominated by English, we also
see hoth a trend for groups around the world to emphasize their own cultural and linguistic
uniqueness and also an increasing recognition of the world as a bi/multilingual context where
monolingualism is the exception and linguistic diversity the norm. It may thus be time to begin
to view the future in multilingual terms, a future in which English alone may well become insuf-
ficient. Indeed, a good number of researchers (Domke-Damont, 2001; Koch, 1997; Panelia, 1998;
Gump, 2003; Uber Grosse, 2001, 2004) have stressed the importance of developing cultural and
foreign language {luency as one goal of international business communication instruction in the
21st centary.

Recent evidence (Beyer & Ebeid, 2003; Rogers & Arn, 1998; Rose & Wood, 2004, Schorr,
2000) seems to suggest that even in the traditionally monolingual culture of the United States,
some business schools are now paying more attention to foreign language and culture training
and requiring that students be exposed to at least one foreign language and its culture. However,
given the increasingly competitive international job marketplace, one wonders whether enough
is being done now to insure that students from predominantly monolingual cultures (e.g., the
United Kingdom and particularly the United States) are as prepared as they could be for what
lies ahead. Are they perhaps at a competitive disadvantage compared to their business student

Glenn Wharton (PhD, University of Texas at Austin) is Associate Professor at Singapore
Management University, Singapore,
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