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ABSTRACT 

This study examines the implementation of a university

level, modified adjunct course (Precourse) in the content

area of literature. I utilize a combination of qualitative 

and quantitative research methods to: (a) explore the 

factors which influence English as a Second Language (ESL) 

students' learning experiences in this Precourse, and (b) 

assess the effectiveness of the Precourse for developing 

second language (L2) proficiency and academic competence. 
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CHAPTER I 

INTRODUCTION 

since the number of international students in American 

universities is on the increase, preparing them for the 

demands of academic language in content courses needs to be 

a primary goal of ESL instruction. Research has shown that 

the language-related skills students need in subject 

disciplines are different from the skills they need in 

everyday life (Cummins, 1989; saville-Troike, 1984; Cummins 

and Swain, 1983). Students who enter the academic community 

need special training in areas such as reading authentic 

texts, writing various kinds of academic prose, 

understanding and taking notes from lectures, and 

participating in oral discussions of academic subjects. 

Issues related to academic and social language skills 

have been addressed by Cummins' (1989) language proficiency 

model, which differentiates between two types of language: 

conversational language skills and academic language skills. 

The former are used in typical everyday interactions which, 

he says, are cognitively undemanding, and contextually rich 

with clues to the intended meaning. The latter are used in 

school situations, which are cognitively demanding and 

context-reduced. Cummins' dichotomous conceptualization of 
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proficiency may not necessarily hold true in all situations. 

As Adamson (1993) points out, high-level cognitive 

processing cannot be solely associated with academic 

discourse, since certain face-to-face interactions may 

involve very complex reasoning abilities and some academic 

lectures may contain slang expressions and conversational 

routines. 

Despite its shortcomings, Cummins' language proficiency 

model is a useful reminder of the complexity of academic 

discourse. cummins argues that what ESL students need to 

succeed in school is mastery of academic language skills. 

They need to have the ability to read and write critically 

in various content areas without the contextual support 

provided in face-to face interactions. Thus, the main task 

of ESL instructors is not just to develop students' 

conversational language proficiency, but also the 

proficiency needed to handle school subjects. 

Even though Cummins' proficiency model has been 

proposed for K-12 students, it has important implications 

for the academic language needs of English as a second 

language (ESL) students at the post-secondary level. ESL 

students are known to experience difficulties in American 

colleges and universities. One source of difficulty is the 

complexity of their needs. A number of studies have shown 

that the academic needs of ESL students vary according to 
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level standing (i.e., graduate or undergraduate) and 

according to disciplinary areas (Horowitz, 1986a; Birdgeman 

and Carlson, 1984; Ostler, 1980; Kroll, 1979). ESL programs 

in the U.S.A. are faced with the challenge of meeting the 

diverse academic language needs of these university-bound 

students before they are officially admitted into regular 

programs. 

Another source of difficulty is the existence of a 

discrepancy in the orientation of language courses and 

content courses. Benson (1987, 1989, 1991) studied the 

academic experience of an Arab student in a graduate 

program. His results indicated that the way language is 

used in a regular ESL course is qualitatively different from 

the way it is used in a content course. The objective for 

language use in a language course is temporary comprehension 

of materials which are often irrelevant to students' future 

academic needs whereas the objective for language use in a 

content course is learning new and relevant content 

material. Thus, for the high-level cognitive processing 

needed in content courses, students may not be adequately 

prepared by their language course. 

Adamson's (1990) research revealed yet another weakness 

in the way academically oriented ESL students are prepared 

for the demands of content courses. His findings, which 

were based on thirty-four case studies, indicated that ESL 
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students had difficulty in content courses due to the lack 

of study skills, such as note-taking, reading extensive 

texts, dictionary use, test-taking, and academic writing. 

Waters and waters (1992) acknowledged the importance of 

these study skills, but they pointed out that such skills 

can be learned effectively only when ESL students have an 

underlying "study competence." By study competence, they 

mean a number of cognitive and affective abilities. 

Examples of cognitive abilities include logical thinking, 

critical questioning, and independent thinking; examples of 

affective abilities include self-confidence and self

awareness. 

The research on the difficulties and challenges faced 

by ESL students in mainstream content courses has raised a 

number of questions. How can ESL programs meet the complex 

and diverse needs of academically oriented students? Is 

there a way for high-level cognitive processing to be 

expressed through language while students are still in the 

ESL program? What is the best teaching approach for 

developing the study competence and study skills needed for 

certain disciplines? since the early 1980s, practioners in 

the field of L2 teaching have been experimenting with a 

number of content-based instruction (CBI) models that might 

provide answers to these questions. 
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Brinton, Snow, and Wesche (1989) identify three main 

CBI models which have been implemented and researched in 

both second and foreign language contexts. These are the 

theme-based, the sheltered, and the adjunct models. A key 

feature of all three models is that language is used as a 

tool for learning new information of interest and relevance 

to the needs of the learner. In a theme-based course, 

language skills are developed within the context of a theme, 

e.g., pollution. In a sheltered course, students study a 

regular academic course with enrollment limited to L2 

learners. In an adjunct framework, a language course and a 

content course are linked for the purpose of content 

learning and academic language skills development (see 

Chapter II for a more detailed description of each model). 

The main objective of this dissertation is to describe 

the implementation and assess the effectiveness of a 

recently developed modified adjunct course called the 

Precourse (Adamson, 1990, 1993). In the Precourse, high 

intermedi~te and/or advanced ESL students join native 

English speakers in a mainstream content course for less 

than a complete semester and receive ESL rather than regular 

academic credit. ESL instruction is provided to enhance 

students' understanding of the content material, improve 

their language proficiency, and develop their academic 

skills. One of the main goals of this model is to uncover 
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and meet the academic needs of ESL students before they are 

enrolled in mainstream courses. In other words, the 

Precourse functions as a bridge that eases the transition of 

students from an ESL program to an academic program. 

Experience has shown that the application of any new 

methodology should be supported with research. A major 

reason for the rise and fall of various L2 teaching methods 

in this century has been lack of research. If the Precourse 

participants demonstrate significant gains in general L2 

proficiency and academic skills, the results of this 

research would support the use of the Precourse as a 

practical CBI model for easing the transition of university

bound international students from ESL programs to regular 

academic programs. In addition, the Precourse could also 

solve the high cost problem associated with the proto

typical adjunct model. 

Previous research on CBI programs has mainly utilized 

quantitative methods to investigate their effectiveness 

(Burger, 1989; Leaver and Stryker, 1989; Snow and Brinton, 

1988; Hauptman, Wesche, and Reading, 1988; Edwards, Wesche, 

Krashen, Clemont, and Kruidenier, 1984). The results have 

consistently shown that theme-based, sheltered, and adjunct 

programs develop students' L2 proficiency and academic 

skills. This dissertation research utilizes a combination 

of qualitative and quantitative methods not only to assess 
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the effectiveness of a CBI model (the Precourse), but also 

to provide a detailed account of the daily learning 

experiences of ESL students in the Precourse. The results, 

I hope, will provide better insights into the nature of L2 

learning in general and content-based L2 learning in 

particular. 

Furthermore, details of the design and implementation 

of the Precourse will hopefully provide those involved in 

future adjunct-framework models with useful information 

regarding material adaptation, student selection, L2 teacher 

development, teacher coordination, and program evaluation. 

The issue of L2 teacher development in the Precourse might 

be of particular interest to those interested in training 

prospective ESL instructors to teach language through 

content. The Precourse in this study was linked to a 

methodology course for training prospective teachers in CBI. 

MA/ESL students in a graduate methodology course 

participated actively in the preparation and implementation 

phases of the Precourse. Instead of receiving money for 

their work, as it is the case in typical adjunct programs, 

they received academic credit and hands-on experience in the 

art of L2 teaching through content. 

Chapter I, INTRODUCTION, has introduced the background 

of the problem and the need for this study. Chapter II, 

CONTENT-BASED INSTRUCTION: SCOPE, HISTORY, AND 
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EFFECTIVENESS, provides an overview of the history of CBI 

and some major studies on the effectiveness of different CBI 

models. The chapter is mainly concerned with CBI models 

which have been implemented and researched at the post

secondary level. Chapter III, PRECOURSE DESCRIPTION, 

includes a detailed account of the various components of the 

Precourse and the procedures used for designing and 

implementing it. The chapter also includes a sample 

teaching unit which illustrates the nature of the activities 

used in the Precourse. 

Chapter IV, QUALITATIVE RESEARCH METHODOLOGY, presents 

a description of the various sources of qualitative data and 

the methods used for collecting and analyzing the data. 

Chapter V, QUALITATIVE RESULTS, includes a detailed account 

of the qualitative findings in this study. The chapter 

reports on the factors which influenced the ESL students' 

learning in the Precourse in the areas of listening and 

note-taking, oral participation, reading, and essay writing. 

This is followed by a synthesis of the students' and 

teachers reactions to the Precourse experience. 

Chapter VI, QUANTITATIVE METHODS AND RESULTS, includes 

a discussion of the quantitative research methodology 

employed in this study. The chapter also presents 

quantitative findings based on two instruments: the Test of 

English as a Foreign Language (TOEFL) and an Academic Skills 
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Test (AST). Chapter VII, DISCUSSION AND CONCLUSIONS, 

relates the qualitative results presented in Chapter V, and 

quantitative results presented in Chapter VI, to second 

language acquisition (SLA) theory and research, drawing 

conclusions based on this relationship. Next, the chapter 

offers some practical recommendations for any future 

implementation of a Precourse. Finally, the chapter 

concludes with a description of the limitations of this 

study and offers some suggestions for future research. 
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CHAPTER II 

CONTENT-BASED INSTRUCTION: 

SCOPE, HISTORY, and EFFECTIVENESS 

After decades of experimentation with a variety of 

grammar-based methods, practitioners and researchers in the 

field of L2 teaching have shifted from such methods to 

integrated approaches in which L2 proficiency is developed 

within the context of sUbstantive learning and communicative 

interaction (Ellis, 1995; Swain and Miccoli, 1994; Savignon, 

1991; Celce-Murcia, 1991; Richard-Amato, 1988). Content

based instruction (CBI) is an exemplary representation of 

this methodological change (Oxford, 1993). In CBI, language 

is used as a medium for learning content material of 

interest and relevance to the needs of the learner. 

Snow, Met, and Genesee (1989) give four main reasons 

for the increasing interest in CBI. First, unlike 

traditional methods, CBI promotes both language and 

cognitive development, two basic and inseparable processes 

in first language (L1) development. Second, CBI shifts the 

focus from language as an end in itself to language as a 

means for purposeful learning. Third, CBI provides a rich 

context for motivational and cognitive incentives when the 

content is of interest, value, and real meaning to the 



learner. Fourth, CBI acquaints the learner with academic 

discourse within specific disciplines or content domains. 
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The historical overview of the literature on CBI that 

follows will be mainly concerned with models which have been 

implemented and researched at the college or university 

level. Nevertheless, since immersion instruction is often 

considered the proto-type CBI approach, the first section 

will be a discussion of immersion instruction and some of 

the main research results on its effectiveness. 

Immersion Instruction 

Immersion instruction refers to a teaching approach in 

which L2 is used as a means for studying academic subjects 

in elementary and secondary schools. It began in Canada in 

the mid-1960s for teaching French to English-speaking 

students. Canadian immersion programs quickly turned into 

an effective nation-wide educational movement; the number of 

immersion students in Canada reached 280,000 in 1993 (Day 

and Shapson, 1993). Immersion instruction gradually made 

its way into American schools in the 1970s, offering 

education in a number of languages, including French, 

Spanish, German, Japanese, and Chinese (Snow, 1991). 

Thomas, Collier, and Abbott (1993) reported that the number 

of American schools which implemented immersion instruction 

reached 124 in 1991. 
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various immersion models have been used, depending on 

the extent of L2 integration into the curriculum and the 

grade level at which immersion instruction begins (Thomas et 

al., 1993). Total immersion and partial immersion, for 

example, are based on the extent of L2 integration into the 

curriculum. In a total immersion program, L2 is used for 

teaching all school subjects. After one to three years of 

academic instruction in L2, L1 instruction begins and is 

later gradually increased until it reaches fifty to sixty 

percent. Partial immersion programs, on the other hand, 

maintain equal L1 and L2 instruction time throughout the 

program, which might continue beyond elementary school 

level. 

Immersion programs can also vary according to the grade 

level at which immersion instruction is implemented. Based 

on this criterion, three program types can be identified: 

early immersion, delayed immersion, and late immersion. 

Early immersion programs refer to those that start immersion 

as early as kindergarten or first grade. Delayed immersion 

programs start immersion in grades four or five. Late 

immersion programs begin in grade seven. 

Immersion programs are probably the most extensively 

researched programs in language teaching history. In 

general, research results have shown that immersion 

instruction is successful in relation to first language 
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development, second language learning, and academic 

achievement (Thomas et al., 1993; Genesee, 1987; Swain, 

1985; Krashen, 1984). The first language skills of 

immersion students match those of monolingual peers, whereas 

their second language skills are superior to those of 

students in regular language programs. After four to five 

years in an immersion program, students develop native-like 

proficiency in the receptive skills of listening and 

reading, and demonstrate advanced levels of proficiency in 

the productive skills of speaking and writing. 

Experimentation with a variety of immersion-type models 

at the post-secondary level started in the early 1980s. 

Both the design of those models and the research conducted 

on them were influenced by immersion programs and research. 

The following section will be concerned with three models 

that have been implemented and researched at the post

secondary level. These are the theme-based, the sheltered, 

and the adjunct models. I will start discussions on each of 

the three models with a general description of the model 

itself. Then, I will review research studies concerned with 

each model. 

Theme-Based Model 

Theme-based courses are probably the most common form 

of CBl. They refer to language classes which are organized 
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around themes or topics of interest to a large spectrum of 

learners. The content of these themes or topics is utilized 

for developing the students' language skills. A theme-based 

course might be structured around a number of unrelated 

topics (e.g., pollution, family, marketing) or a main topic 

with several sub-divisions (e.g., marketing: consumer 

behavior, advertising strategies, product development). The 

content materials are usually selected to suit the 

proficiency level and specific interests of most students. 

Theme-based courses are typically taught by language 

teachers with some expertise or interest in certain content 

areas. However, as it is the case in some of the recent 

modified theme-based courses described below, content 

teachers can also be involved in teaching this type of 

course. 

The major advantage of theme-based courses is their 

flexibility. They can be adapted in many ways to suit the 

needs and linguistic levels of learners in various settings. 

Theme-based courses have been popular in university L2 

programs because they often do not cost more than regular 

language-focused courses. They also do not involve too many 

administrative changes and responsibilities, as is the case 

in sheltered- or adjunct-type courses. One major 

disadvantage of this model, however, is that the content 
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immediate academic needs. 
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In general, research on the effectiveness of various 

theme-based courses has indicated encouraging gains in 

students' general L2 proficiency and positive attitudes 

toward L2 learning and use. One of the early reported 

studies was by Lafayette and Buscagila (1985), who studied a 

theme-based course on French civilization at Indiana 

University. The course was based on authentic materials and 

was taught completely in French. Participating students 

demonstrated language gains that were similar to those of 

comparable students in regular language-focused courses even 

though explicit grammar instruction was not provided in the 

experimental course. In addition, students in the 

experimental group expressed stronger positive attitudes 

toward the study of French than students in the comparison 

group. 

Leaver and stryker (1989) researched two other theme

based courses in the Foreign Service Institute. The two 

courses, one in Spanish and the other in Russian, were 

designed to prepare students to work abroad. The teaching 

materials covered a wide variety of political and cultural 

topics, and utilized multimedia, especially authentic video 

materials. The results of proficiency tests, student 

reactions, and teacher observations showed that both 
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programs resulted in increased general L2 proficiency and 

enhanced motivation, self-confidence, and cultural literacy. 

Eastmond and Mitchell (1990) investigated two theme

based courses, one in a university setting and another in a 

military setting. In the first study, a course entitled 

Information Technologies in the French Speaking World was 

taught at Utah state University every fall semester between 

1984 and 1989. Two years of French was required of all 

college students in this class. The course was taught in 

French and made use of a variety of media, including French 

video, microcomputers, and videodisc technologies. The main 

objective of the course was to make the technologies 

themselves the course focus and the French language as the 

means for learning. Student course evaluations were used 

over the five-year period to obtain feedback from the 

students. The results showed that the students rated their 

learning experience as very valuable, motivating and 

challenging. 

The second study was conducted at an American military 

base in Japan in 1989. A new language program was 

implemented to integrate language learning and military 

skill training. The soldiers were trained to perform 

interrogation, counter-intelligence, intelligence analysis, 

and voice interception in foreign languages. Military 

training each day was conducted in the foreign language and 
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was followed by a day of specific language assistance. 

Program developers and teachers reported that the soldiers' 

attitudes towards language learning were favorable. They 

were also optimistic that their students were on their way 

to achieve a new level of language proficiency. 

Snow (1993) reported on a modified theme-based course 

in the English Language Institute at Brigham Young 

University (BYU), Hawaii. The course was co-taught by a 

language teacher and a number of guest professors. 

Participating professors were, at the time, teaching regular 

general education courses at BYU. A different professor 

lectured every week on materials he or she had prepared for 

one of their regular classes. with the help of their ESL 

instructor, students previewed some reading materials 

provided by the guest professor and did follow-up ESL 

activities to enhance their understanding of the content and 

develop their academic and language skills. Questionnaire 

results at the end of the course indicated perceived student 

improvements in listening comprehension, note-taking skills, 

and vocabulary acquisition. 

Brittner-Mahyra, Richman, LaValle, Plautz, and 

Inosemtseva (1994) reported on the preliminary results of 

the implementation of a variety of theme-based courses in 

the English Language Institute at the University of Utah. 

The courses covered a wide variety of topics such as Modern 
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American Fiction, American History, Issues in contemporary 

American culture, Theatrical Production, and English Through 

Music. The main goal of these courses was 

to prepare ESL students to cope with the linguistic and 

academic requirements of mainstream courses in an American 

university. The results of questionnaires and structured 

interviews with participating students, ESL instructors, and 

university professors indicated that the theme-based courses 

were effective in preparing ESL students for the academic 

language requirements of mainstream courses. specific 

improvements were highlighted in writing skills, the skill 

of giving a scholarly presentation, and time-management. 

In spite of the encouraging results reported in the 

above studies on theme-based courses, there is concern that 

such courses may not adequately prepare ESL students for the 

demands of real courses. This concern is based on the fact 

that these courses are merely simulations of actual academic 

learning. In some cases, as in Snow (1993), students do not 

have the opportunity to study the material in depth because 

they study a new topic every week. In others, as in 

Brittner-Mahyra et al. (1994), the content materials are not 

directly related to the students' academic careers. In 

addition, a major disadvantage which is shared by all theme

based courses is the absence of native speakers in the 

classroom. The CBI model in the next section, the sheltered 
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courses, but still does not integrate native speakers into 

the classroom. 

Sheltered Model 
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Sheltered courses are academic courses taught in the 

target language with enrolment restricted to L2 speakers. 

These courses are most appropriate for intermediate L2 

students who are unable to keep up with native speakers in 

regular academic courses. Regular university professors 

teach these courses with special teaching adjustments that 

make the content material accessible to the L2 students. 

Some examples of these adjustments are slow delivery, built

in redundancy in expressing information, regularization of 

language, and simplification of sentence structures and 

vocabulary (Wesche and Ready, 1985). Some content teachers 

are aided by L2 instructors whose main responsibility is to 

meet the specific language needs of the students and help 

them to understand the content material. 

Research on the effectiveness of sheltered courses has 

shown three major advantages for this CBl model. First, it 

improves the sheltered students' general language 

proficiency, especially listening, reading, and speaking. 

Second, it boosts students' self-confidence and attitudes 

toward L2 use. Third, it helps students to successfully 
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learn disciplinary content through the medium of the target 

language. 

Edwards et al. (1984) were the first to study a 

sheltered course at the University of ottawa. content and 

language teachers team-taught a second-semester Introduction 

to Psychology course to high intermediate students of 

English and French. The content teachers were responsible 

for lectures, reading assignments, and exams whereas the 

language teachers helped with the language skills necessary 

for understanding the lectures and readings. The sheltered 

students were compared with students in regular L2 courses 

for proficiency gains and personal reactions. General L2 

proficiency measures included multiple-choice cloze, open

answer cloze, written translation, and listening 

comprehension. A questionnaire was used to elicit students' 

responses concerning L2 use anxiety, self-perceived L2 

proficiency, and intention to use L2 in the future. 

Results on the proficiency measures revealed that the 

sheltered students' gains in L2 were comparable to or better 

than those of students in regular L2 courses. The 

questionnaire data indicated that the sheltered course 

contributed to lowering the anxiety level of the 

experimental students, enhancing their abilities to evaluate 

their own proficiency in L2, and increasing their 

willingness to interact in L2 outside the classroom. In 
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addition, course grade and final exam scores in the 

psychology course showed that the sheltered students learned 

as much content as the native speakers in the regular 

sections of the course. 

Hauptman et al. (1988) conducted a three-year 

investigation which covered sheltered courses in psychology, 

history, political science, sociology, and linguistics at 

the University of ottawa. The results of their research 

confirmed all the findings in Edwards et al.'s (1984) 

original study. The experimental students consistently 

showed gains in general L2 proficiency that were as good as 

or superior to those of students in regular language

focused courses. In addition to the positive affective 

improvements in the students' self-perceived L2 proficiency, 

self-confidence and attitudes toward using L2 outside the 

classroom, the experimental students were on par with native 

speakers in understanding the content material. 

Burger (1989) conducted a third major study of the 

sheltered psychology course at the University of ottawa and 

arrived at similar results. Moreover, in an attempt to test 

Krashen's (1985) input hypothesis and Swain's (1985, 1988) 

output hypothesis, Burger compared the second language 

proficiency gains of two sub-groups in the sheltered 

psychology course. Both sub-groups received massive amounts 

of comprehensible input in the sheltered course and a 
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related language course, but only one of the two groups was 

given additional writing and speaking practice (i.e. 

opportunities for output) in a special advanced ESL course. 

The writing practice included three one-page compositions, 

five two-page critical reviews of articles, and one-hour 

final free writing exam. The oral presentation involved a 

presentation of the students' critical reviews of articles. 

study results showed that sheltered students with additional 

writing and speaking practice didn't score significantly 

higher than those who received input only in total 

proficiency and test sUb-sections. Nevertheless, sheltered 

students' comments revealed that the writing and speaking 

practice boosted their confidence and gave them satisfaction 

with their second language learning. 

Burger warns that her results regarding the 

insignificant role of output in enhancing content-based L2 

proficiency should be viewed with caution because of the 

small sample size of the two sub-groups in the sheltered 

course •. The total number of shelter~d students was sixteen; 

six received input only and ten received input and output. 

Her conclusion in this regard was, 

No firm conclusion can be drawn from the small sample 
of this study. The jury is out on this important issue 
and more research must be conducted (Burger, 1989, 
p. 55). 
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Another possible reason for lack of significant difference 

. in the proficiency gain of the two sub-groups is that both 

of them had some output opportunities in the sheltered 

class. It is very likely that the sheltered students used 

some form of oral or written output to demonstrate their 

understanding of the subject-matter in a semester-long 

credit course. If this is the case, then the comparison is 

between two sub-groups that received similar input and 

output opportunities in the sheltered class, but one of them 

had more output in a special ESL class. This additional 

output opportunity may not have been adequate to cause a 

statistically significant difference in terms of proficiency 

gain. 

Generally speaking, the above three studies on 

sheltered courses at the University of ottawa have fairly 

solid experimental designs. Moreover, in all three studies, 

each sheltered class had the same course syllabus in French 

and English sections, the same textbook in the two 

languages, and the same final exam. Holding these variables 

constant has made it possible to compare research results on 

the effectiveness of sheltered instruction across the three 

studies. In addition, regular professors who taught the 

psychology course to native speakers were the same ones who 

taught the sheltered courses to L2 speakers. This also 
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non-native speakers in terms of content gain. 

Adjunct Model 
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In adjunct courses, L2 students are simultaneously 

enrolled in two linked courses, a content course and a 

language course. Ideally, the content course is taught by a 

regular university professor and involves no teaching 

adjustments. The adjunct language course, on the other 

hand, is taught by an L2 teacher and provides students with 

language and academic skills activities which are based on 

students' linguistic and academic needs in the content 

course. The students are mainstreamed with native speakers 

in the content course, but separated from them in the 

language course. Coordination between content and language 

teachers is essential for the success of adjunct courses. 

This CBI model is best suited for students with high 

intermediate to advanced levels of proficiency in L2. 

Research has shown that adjunct students can compete 

successfully with native speakers in academic achievement. 

They often demonstrate gains in general L2 proficiency which 

are as good as or higher than the gains of similar students 

in regular skill-based courses. Adjunct instruction has 

also proven to be a good model for helping university-bound 

L2 students cope with the academic demands of mainstream 
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courses. Academic skills (e.g., note-taking, test-taking, 

dictionary use, and reading and writing strategies) can be 

taught and learned within the context of an adjunct course. 

Peterson (1985) studied a semester-long adjunct course 

at Macalester College. The course involved a content course 

in geography taught by a geography professor, and an 

advanced language and study skills course taught by a 

language specialist. In the content class ESL students 

enjoyed a real academic course geared to native speakers, 

who formed fifty percent of the class. The ESL class 

immediately followed the content class and provided students 

with language and academic skills activities which were 

totally based on the content course. Course evaluation 

revealed that, in some cases, the adjunct students out

performed native-speaking peers on geography tests. They 

also out-performed advanced L2 speakers whose placement test 

scores were high enough to waive the special language and 

study skills course requirement for them. 

Snow and Brinton (1988) carried out two related studies 

to evaluate the effectiveness of an adjunct Freshman Summer 

Program (FSP) in the University of California at Los Angeles 

(UCLA). The program was designed to introduce unprepared 

native English and foreign-born freshmen to the academic 

skills required at the university level. The program 

included content courses, adjunct language courses, academic 
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and counselling services, tutoring sessions, and on-campus 

residence. Native and non-native speakers attended the 

content courses together, but they were separated in the 

language courses. Every week, the adjunct students attended 

eight hours in content classes, and ten to twelve hours in 

language classes. 

In the first study, Snow and Brinton employed a 

questionnaire consisting of four sections: demographic 

information, evaluation of academic gains, estimate of the 

amount of writing required per academic quarter, two open

ended questions on the best aspect of the FSP and the 

students' experiences in dealing with language and academic 

requirements. The questionnaire was completed by 224 former 

FSP students who had already taken regular classes during 

school years. ESL students reported that the adjunct 

program helped them in many ways, including adjusting to 

college study, increasing their self-confidence, and 

enhancing their academic skills (e.g., note-taking, 

preparing reading guides, proof-reading, and writing 

strategies). 

The second study compared the linguistic and academic 

skills of twelve other former ESL participants in the FSP 

with those of fifteen ESL students who didn't participate in 

the program. The study involved structured interviews which 

covered the kind of academic problems the students were 
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experiencing and the ways the FSP helped them to cope with 

the university requirements. A simulated final exam was 

also administered to the students to quantitatively assess 

their readiness for academic work. Results of the 

interviews showed that the FSP students were more prepared 

for academic work than non-FSP students in terms of time 

management, note-taking, reading, and writing. Moreover, 

the FSP students matched their non-FSP peers on the 

simulated final exam even though the latter group had higher 

English language placement test scores. 

Adamson (1990) researched a modified adjunct course 

called the Precourse. The main goal of the Precourse was to 

develop the students' language and academic skills within 

the context of a regular academic course. Eighteen 

intermediate and advanced ESL students joined native 

speakers in an undergraduate course in linguistics for three 

weeks. The ESL students did not take the content course for 

credit, but they were required to fully participate in class 

activities. In an adjunct language course, two ESL teachers 

prepared the students for the content course and helped them 

develop some language and academic skills. 

An analysis of the students' performance on tests, 

research papers, and other materials revealed that the 

Precourse was an effective way for teaching academic skills. 

Even though the students did not do very well on the midterm 
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exam, their research papers were similar in quality to the 

papers of native English speaking students in regard to 

content although they contained numerous mechanical errors. 

Results of the questionnaire, student and teacher 

interviews, and informal discussions with the students 

indicated that the students were enthusiastic about the 

Precourse experience. Nevertheless, the content of the 

linguistics course did not appeal to most of them. 

summary of Research Results and Implications 

As seen above, research on theme-based, sheltered, and 

adjunct courses has consistently shown that these courses 

are as successful or more successful than language-focused 

courses in developing students' general L2 proficiency. 

This finding is consistent with the results of the above 

research on immersion instruction. It is also consistent 

with Krashen's (1984) claim that "Comprehensible subject

matter teaching is language teaching" (p. 62). Improvements 

in L2 skills-seem to take place while students are studying 

content materials of interest and/or relevance to their 

future academic needs. 

A second conclusion that could be drawn from the above 

research is that all three models seem to enhance the 

students' self-confidence and attitudes towards L2 learning 

and use. These affective gains appear to positively 
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influence students' academic achievement in academic 

programs. A third conclusion is that sheltered and adjunct 

courses seem to be more effective than theme-based courses 

in preparing academically bound students to the demands of 

mainstream courses. Because both of these types of CBl 

courses require in-depth study of authentic content 

materials, they provide an environment conducive to learning 

important academic skills such as efficient reading of 

entire texts, understanding lectures and taking good notes, 

and test-taking techniques. 

Based on degrees of authenticity, accommodation, and 

content integration, Brinton et al. (1989) represent theme-

based, sheltered, and adjunct courses on a continuum with 

one end close to the regular L2 class and another end close 

to the mainstream class. This continuum is reproduced in 

Figure 2.1 below: 

Figure 2.1 
continuum of CBI Models 

Language Theme-based Sheltered Adjunct Mainstream 
Class <---------------------------------------> Class 

(Based on Brinton et al., 1989, p.23) 

The presence of native speakers in adjunct courses is 

probably the main characteristic which makes them more 

appealing than sheltered courses. The modified adjunct 

course (i.e., the Precourse) investigated in this study, has 
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most of the features of a regular adjunct course (A detailed 

description of the Precourse will be presented in Chapter 

III). It exposes ESL students to natural language and 

authentic learning materials. It also offers them the 

chance to mingle with native speakers in a real academic 

environment. 

One difference between the Precourse and a regular 

adjunct course is that ESL students do not receive regular 

academic credit. This feature can actually be viewed as an 

advantage of the Precourse because ESL students do not have 

to do all the academic tasks required of regular students. 

with the help of an ESL instructor, they can do some of the 

work at a more moderate pace. Thus, pre-academic ESL 

students are relieved of the pressure of passing an academic 

course and competing with regular students. Another 

positive feature of the Precourse is that it relieves 

content teachers of the pressure of adjusting their classes 

to the level of ESL students, a practice which may be viewed 

as unfair to regular students. 

The next chapter provides a description of the 

Precourse researched in this study. Details of the design 

and implementation of the Precourse might be of interest to 

L2 teachers who are involved in adjunct-framework courses. 
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CHAPTER III 

PRECOURSE DESCRIPTION 

This chapter describes the eight-week Precourse 

researched in this study. It gives a detailed account of 

the structure of the Precourse and the procedures used for 

designing it. The chapter concludes with a sample teaching 

unit which illustrates how content and language were 

integrated. 

The Process of selecting a Content Course 

Choosing an appropriate content course was one of the 

most important steps in the preparation phase for the 

Precourse. I considered introductory content courses in 

psychology, anthropology, and literature, but my final 

choice rested on literature for a number of reasons. First, 

as Oster (1989) notes, reading, discussing, and analyzing 

literature could foster unconscious assimilation of 

language, stimulate creativity in students, and encourage 

risk-taking. Literature could also be used as a vehicle for 

developing critical thinking and analytical skills. 

Second, I thought of literature as a content area that 

might appeal to most ESL students regardless of their 

academic majors or minors. Many science and engineering 



44 

majors, for example, might enjoy and learn from reading a 

novel or a play. Third, I studied English and American 

literature as an undergraduate and graduate student for five 

years. I felt that my expertise in this content area would 

enhance my effectiveness as a language teacher in an 

adjunct-type course that uses literature as the subject 

matter. 

While searching the courses offered in the English 

Department at the University of Arizona in Spring Semester 

1994, English 270D Human Rights in Literature and Art 

captured my attention. The topic of the course, human 

rights, appealed to me for its universal nature. As I 

inquired about English 2700, I soon discovered that it was 

one of the most popular courses in the English Department. 

I also learned that its professor, Douglas Canfield, won the 

Arizona Professor of the Year Award in 1993 for the quality 

of his teaching). When I contacted Professor Canfield and 

talked to him about the Precourse project, I was very 

encouraged by his willingness to welcome ESL students into 

his class. In addition, one of Professpr Canfield's four 

teaching assistants, Maja-Lisa, expressed interest in 

welcoming the ESL students into her discussion section. 

• I was given permission by all those concerned (professors, teaching 
assistants, and students) to use their names. 
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When Professor Canfield explained to me the syllabus 

(see Appendix A) of his course I soon realized that the 

reading materials in the first eight weeks of the course 

were difficult for ESL students. As we will see later in 

the chapter, many of the texts were written more than two

hundred years ago and, therefore, contained antiquated 

expressions and many unfamiliar vocabulary words, which 

would have been difficult for the ESL students. The second 

eight weeks of the course, however, focused on more recent 

works. I, therefore, thought that the second eight weeks 

would be better suited to be linked to an advanced ESL 

course on a non-credit basis. 

Course structure of English 270D 

English 2700 was a three-credit course in a sixteen

week semester. Every week, students sat together for two 

one-hour lectures with Professor Canfield in a large 

classroom which had 160 seats fixed to the floor. There 

were about 140 students in the class. Because of the 

classroom size, it was sometimes not easy for students to 

clearly hear the teacher or one another from various 

locations in the room. Students who sat in the back were 

often unable to read the information on the board. However, 

early in the semester, Professor Canfield recognized the 

physical limitations of the classroom and tried to address 
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the room. 
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In addition, the class was divided into seven separate 

discussion sections led by teaching assistants who were 

graduate students in the English department. Each 

discussion section met for one hour a week and had the same 

teaching assistant as a facilitator for the whole semester. 

The discussions were held in relatively small-size 

classrooms. Each room had about thirty seats fixed to the 

floor. Therefore, it was .easy to hear the teacher and other 

classmates in these rooms. There were about 20 students in 

each discussion section. 

The Students 

Since English 2700 satisfied the College of Arts and 

Sciences' general education requirement in traditions and 

cultures, students were majoring in a number of fields 

including literature, science, art, and humanities. The 

students were mostly American-born young men and women who 

came to the course with preconceived ideas about human 

rights. Their ideas seemed very much influenced by American 

mass media. They viewed the U.S.A. and western European 

countries as ideal places for democracy and human rights. 

Professor Canfield wanted his course to help the students 

analyze events in a more perceptive and critical way. The 
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main goal of English 2700, to him, was "to fracture the 

tranquility and complacency of students." 

Reading Texts 

The texts required for the course (see Appendix B) 

included plays, novels, books, and movies. students were 

required to read the texts or watch the movies before they 

came to class. The first eight weeks of the course focused 

on human rights in classical literary works, such as the 

writings of Sophocles, Thucydides, John Milton, John Locke, 

and Thomas Paine. In the second eight weeks of the course, 

which was the focus of this research, the discussions 

shifted to works from the 18th, 19th and 20th centuries. 

The following is a list of the texts and movies that were 

studied during the second half of the course. To give the 

reader an idea of the content of these texts and movies, the 

list is followed by a one-paragraph summary of each one. 

Monsieur Toussaint, by Edouard Glissant 
The Communist Manifesto, by Karl Marx and Friedreich Engles 
Vindication of the Rights of Women, by Mary Wollstonecraft 
The Subjection of Women, by John Stuart Mill 
My Bondage and My Freedom, by Frederick Douglass 
Incident at Oglala-The Leonard Peltier story (a documentary) 
I will Fight No More Forever (a movie) 
Anthills of the Savannah, by Chinua Achebe 
Universal Declaration of the Rights of Man (packet) 
U.N. International Covenant on Human Rights (packet) 
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Monsieur Toussaint is a play translated from French 

about the Haitian revolution, which led to the independence 

of Haiti in 1804. Most of the events in the play take place 

in the 1790s when Toussaint, a charismatic black leader, 

leads the Haitian revolt against France. The plot of the 

play is organized in a cyclic way to allow for communication 

between living and dead Haitian rebels. Some passages in 

the play are written in French Creole to represent the 

language of the slaves. 

The Communist Manifesto is a revolutionary document 

written by Karl Marx and Frederick Engles in 1848. In this 

document, Marx and Engles calIon the workers of the world, 

the proletariat, to unite and revolt against the bourgeoisie 

or the owners of the instruments of capitalist production. 

Marx and Engles also predict the inevitability of the 

abolition of private ownership of wealth and the transfer of 

power to the hands of the proletariat. 

A Vindication of the Rights of Woman is a classic work 

by Wollstonecraft on the role and status of 18th century 

European women. Wollstonecraft criticizes all forms of 

discrimination against women in her time. She argues that 

women should be regarded as "rational creatures" and 

educated to stop their "slavish dependence" and to develop 

their characters. She calls for eliminating any 

distinctions based on wealth, class, or gender. 
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The Subjection of Women is another classic work, 

focussing on the injustices done to European women in the 

19th century. Mill criticizes a number of gender-based 

inequalities related to family roles, marriage, separation, 

divorce, custody of children, right to own property, right 

to equal education, and right to equal employment 

opportunities. He calls for freeing women from all forms of 

domestic "tyranny" and "slavery" which entrap them. Mill 

argues that such freedom benefits both men and women. 

My Bondage and My Freedom is an autobiography in which 

Douglass tells the story of his pain and suffering as an 

American slave in the 19th century. Douglass describes the 

heart-breaking separation from his grandmother as a child; 

his life as a slave on a Maryland plantation; the cruelty of 

slave masters and overseers; his frustrations while living 

and working in Baltimore; his struggle to teach himself how 

to read and write; and his attempts to escape to freedom. 

Incident at Oglala-The Leonard Peltier story is a 

documentary which explores the questionable murder 

conviction of Leonard Peltier, an American Indian charged 

with the killing of two FBI agents on June 26, 1975. The 

two agents try to arrest an Indian for theft of cowboy 

boots. Fire is exchanged between the agents and Indians. 

The shootout results in the death of the two agents and one 

of the Indians. Three members of the American Indian 
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Movement are charged with the killing of the two agents. 

Two of them are tried and released for insufficient evidence 

and unreliable witnesses. However, the third one, Leonard 

Peltier, is "wrongfully" convicted and sentenced to two life 

sentences. 

I will Fight No More Forever is a movie about the 

oppression of the Nez Perce American Indians in the Pacific 

Northwest in the 19th century. The American government 

orders the Nez Perce Indians to leave their reservation and 

move to another place. When the Indians refuse to leave 

their land, the American army kills most of them in a series 

of battles. The movie ends with the surrender of the Indian 

leader, Chief Joseph, and the escape of a handful of his 

surviving people to Canada. 

Anthills of the Savannah is a novel about events that 

take place in Kangan, an imaginary country in West Africa. 

The main characters in the novel (Sam, Chris, Ikem, 

Beatrice) form a close friendship while studying in England. 

Later on, a military coup takes place in Kangan and Sam is 

appointed President. He invites Chris, Ikem, and Beatrice 

to assume positions in his cabinet. Shortly after his rise 

to power, however, Sam becomes a dictator. He oppresses his 

people and ignores their problems. When Ikem opposes him, 

he orders his arrest and secretly kills him. Eventually, 

Sam himself is killed by the people of Kangan. 
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Universal Declaration of the Rights of Man is the first 

international bill of human rights, issued by the General 

Assembly of the united Nations on December 10, 1948. The 

bill is a morally binding statement of principles. It 

contains thirty articles related to basic human rights such 

as political freedom, religious freedom, equality of 

opportunity, ownership, employment, education, and privacy. 

The General Assembly of the united Nations called upon all 

countries to comply with the content of the bill and to 

pUblicize it in educational institutions. 

U.N. International Covenant on Human Rights is the 

second international bill of human rights, proclaimed by the 

General Assembly of the united Nations on December 16, 1966. 

This legally binding bill is a more elaborate version of the 

Universal Declaration of Human Rights. It is divided into 

two main covenants: one on civil and political rights, the 

other on economic, social, and cultural rights. A country 

which ratifies the International Covenant on Economic, 

Social, and Cultural Rights recognizes and promotes issues 

such as people's rights to work, fair wages, good living 

standards, freedom from hunger, health, and education. A 

country that ratifies the International Covenant on Civil 



52 

and Political Rights recognizes and protects issues such as 

people's right to life, liberty, religion, thought, 

expression, immigration, and fair trial. Both covenants 

came into effect in 1976 when the number of ratifying 

countries reached thirty five. 
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Class Participation 

Participation in both the large lecture and smaller 

discussion sections accounted for 15% of the final grade in 

the course. Even though. there were about 140 students in 

the large lecture, Professor Canfield did not believe in 

lecturing, and he never used any written notes. He rarely 

stood near the podium or wrote anything on the board. 

Rather, his teaching style was to walk around the classroom, 

ask thought-provoking questions, and engage the class in 

heated discussions on the issues. Professor Canfield's 

comment about his role in the classroom is a good example of 

how teaching was conducted in this course: 

Above and beyond everything else my goal is to make 
them think on their own. So, instead of giving them a 
highly prepared and polished lecture where they write 
down what I say, my style is to be in their face, to 
challenge them to think of contemporary analogies, to 
think of stories in the newspaper that relate to the 
kinds of problems that we discussed in the literature. 

Professor Canfield's teaching style strongly encouraged 

many students to participate in class discussions. 

Actually, it seemed as if he used more questions than 

statements in each class. When his questions were not 

answered, he reworded them many times until a number of 

students gave answers or made comments. He never accepted a 

vague or a short answer. His typical response for such an 

answer was "unpack it for me!" When nobody volunteered to 

answer a question, he just remained quiet until a student 
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talked. Due to Professor Canfield's highly interactive 

style, there were about forty students who consistently 

participated in class discussions. However, the others were 

mainly passive observers. 

In Maja-Lisa's small discussion section, the classroom 

environment was different in nature from the environment in 

the lecture class. Maja-Lisa had a friendly relationship 

with students in her discussion section, and the students 

developed friendly relationships with each other. Most 

students participated in class discussions without being 

pressured to do so. Maja-Lisa always came to class with 

some written notes. She started most discussion sessions 

with text-relevant remarks or direct quotations, then she 

invited students to comment on those remarks or quotations. 

She stayed close to the board and consistently used it for 

writing important concepts and ideas. When students ran out 

of ideas on a certain topic, she consulted her notes and 

moved on to another topic. 

Discussions in both the large class and small 

discussion section often went beyond the texts and movies. 

They branched into general, but related issues such as 

reproductive rights, rights to sexual orientation, genital 

mutilation, and rights of ethnic minorities. The 

discussions also touched on current local and international 

political issues related to violations of the rights of 



minorities in the U.S.A., the oppression of the Kurds in 

Iraq, and the ethnic cleansing against Muslims in Bosnia 

Herzogovina. Both Professor Canfield and Maja-Lisa 

encouraged their students to be intellectually involved in 

these local and international political debates. 

Essay Exams 
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Course grades were mainly based on nine take-home essay 

exams. Essay grades accounted for 85% of the "final course 

grade. Questions for these essay exams were generated by 

Professor Canfield and his four teaching assistants in 

special meetings in his office. They discussed the question 

as a group and talked about what they would be looking for 

in the answers. Professor Canfield was usually the one who 

posed the question to the students. The question was 

dictated orally in the last minute of a class meeting. 

Because of the large classroom size and the normal exam 

anxiety, students often asked the teacher dictating the 

question to repeat it twice or more. Students were 

occasionally given a choice of one of two questions. 

Below is a sample of the essay questions that will be 

discussed in detail in Chapter V. I chose these questions 

because they were asked in the second eight weeks of the 

course, which was the time during which ESL students were 
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involved in English 270D. The questions will be listed 

following the text(s) on which they were based: 

a) Monsieur Toussaint, by Edouard Glissant 
Question: Who is possessed and/or dispossessed in this play 
and what are the implications of that for race, revolution 
and rights in the Americas? 

b) Vindication of the Rights of Women, by Mary 
Wollstonecraft 
The Subjection of Women, by John stuart Mill 
Question #1 : How is the feminine a vehicle for 
accommodation? Is it socialization or submission or both? 
Question #2: If groups or individuals are granted rights on 
the basis of similarity to a dominant group, what happens to 
difference? [Students can choose either #1 or #2] 

c) Anthills of the Savannah, by Chinua Achebe 
Question: What must a people do to appease an embittered 
history? 

Students were required to answer each question in the 

form of a type-written essay [2-3 pages double spaced] and 

turn it in to the teaching assistant leading their 

discussion section within forty-eight hours. On the days the 

questions were posed, I often saw students clustering around 

the teaching assistants and asking them for explanation. 

Maja-Lisa told me that the questions were intentionally made 

"complex" and '!vague" to force students to think about them 

deeply for a sustained period of time. 

The essay exams were graded by the four teaching 

assistants. Each teaching assistant was responsible for 

grading the essays in his or her discussion section. 

Nevertheless, essay grading was supervised and monitored by 



Professor Canfield throughout the semester. In the 

beginning of the semester, Professor Canfield and the four 

teaching assistants held a special grading session of 
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samples from the first essay. The general grading approach 

he outlined to the teaching assistants was 

••• to respond to the students' minds in their papers, 
not just to grade grammatical mistakes or spelling 
mistakes, but to really engage the students' attempt to 
think through an answer to a question and that is 
crucial ••• so I tell them you can circle mistakes and 
spelling and what not in the text, but don't write 
marginal comments [on these language mistakes) ••• and 
write marginal comments about the argument, where the 
students go and where they might have gone, and then 
write terminal comments that address the content of the 
essay and the manner in which the essay is argued. 

The three main grading criteria he instructed the 

teaching assistants to use for assigning grades were: 

addressing the question, understanding the text, and 

understanding the critique that the text presents. In 

addition, Professor 'Canfield constantly obtained sample 

essays from the teaching assistants and e~amined them to 

ensure what Maja-Lisa called a consistent "grading criterion 

standard" among the four teaching assistants. Even though 

he never changed a grade assigned to a paper by a teaching 

assistant, he did talk to a teaching assistant when he 

thought that a grade should be a little higher or lower. 

The following comment from an interview I had with Professor 
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Canfield might give the reader an idea about what the letter 

grades [A, B, C, D, E] meant in this course: 

The essay that is capable of critiquing the critique is 
the A category. The essay that really understands the 
critique itself as it is presented in the text is the B 
essay. The essay that never gets off the ground, that 
is, doesn't have a great deal of perception into the 
text's own critique, it just gets the fundamentals, is 
the C essay, but at least well organized and provides 
evidence for its arguments. And the D essay is the 
essay that doesn't have any great perception, but also 
doesn't present itself very well; and then the E essay 
is the essay that doesn't answer the question. 

Linking English 270D to a Language Course 

Since linking a language course to an academic content 

course was not a typical teaching practice at the Center for 

English as a Second Language (CESL), one of my early 

concerns was having it approved by the CESL administration. 

When I discussed the idea with Professor Pialorsi, the CESL 

director, he expressed interest in the project and directed 

me to submit a written teaching/research proposal to the 

CESL council. I prepared a proposal for linking CESL 70-

71D English for Academic Purposes to English 270D Human 

Rights in Literature and Art for eight weeks. Following 

Adamson (1990), the name used for describing these linked 

courses was the Precourse. My proposal (see Appendix C) 

included a brief description of the rationale for this 

eight-week Precourse, its design, the required student 



population, the research questions, and the research 

instruments. 
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When the council approved the proposal for Spring 

Session II 1994, Professor Pialorsi informed CESL teachers 

and administrators to assist me in advertising, recruiting, 

and scheduling students for the Precourse. I prepared an 

announcement of the Precourse and asked teachers of advanced 

classes at CESL to pass it out to their students. The 

announcement explained that in Spring 1994, CESL 70-71D was 

to be taught in conjunction with a literature course on 

human rights at the University of Arizona. It also 

indicated that the purpose of this special adjunct language 

ins~ruction format was to help the participants develop the 

necessary language and academic skills required in a 

university setting. Interested students were asked to fill 

out a two-page questionnaire (see Appendix D). The 

questionnaire was later used to examine how the 

participants' personal, educational, and cultural 

backgrounds influenced their learning strategies. 

Precourse Participants 

In the first few days the Precourse was advertised, 

thirteen students registered for it. This was an average 

class size at CESL. Questionnaire data indicated that the 

students represented six countries. Five came from 
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Kazakhstan, three from Korea, two from united Arab Emirates, 

and one each from Saudi Arabia, Jordan, and Japan. Unlike 

many students who attended CESL in preparation for enrolling 

in an American university program, the five Kazakh students 

(Altynai, Dennis, Natasha, Svetlana, Jalgas) were not 

planning to attend an American university, and were mainly 

interested in the Precourse because of its relevance to 

their field of study. All five students were second-year 

language and literature majors in a university in Kazakstan. 

They came to the U.S.A. for one semester to upgrade their 

language skills and become acquainted with academic life in 

an American university. 

One of the three Korean students, Chong-In, was also a 

second-year language and literature major in a Korean 

university. She believed that the Precourse would help her 

make a decision whether to specialize in literature or 

linguistics in her third year. chong-In, and in fact all 

other Precourse participants other than the five Kazakh 

students, had future plans to attend an American university. 

The other two Korean students, Chin-Young and Hyo-Jung, were 

first- and second-year anthropology majors in a Korean 

university. They chose to take the Precourse because they 

thought the subject of human rights was related to their 

field of study. One student from the United Arab Emirates, 

Taif, was always interested in studying literature, but her 
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family pressured her to study natural science in her 

country. She came to the U.S.A. to study for a Master's 

degree in science, but she saw in the Precourse an 

opportunity to fulfill her wish of studying literature and 

improving her language and academic skills. Ayesha, from 

the United Arab Emirates, just finished high school and came 

to study criminal law in an American university. She joined 

the Precourse because, like Taif, reading literary works was 

one of her favorite hobbies. 

Fahd from Saudi Arabia and Waleed from Jordan were 

interested in the Precourse because they thought it would 

help improve their TOEFL scores. Fahd wanted to study for a 

Master's degree in mathematics at the University of Arizona, 

but his TOEFL scores were low. Waleed finished high school 

in Jordan and came to study for an undergraduate degree in 

aerospace and mechanical engineering at the University of 

Arizona. Like Fahd, he needed to improve his TOEFL scores 

to qualify for university admission. He was specifically 

interested in improving his scores on the reading and 

vocabulary section of the TOEFL. Hiroko came to the U.S.A. 

to study for a Ph.D. degree in music. She volunteered to 

take the Precourse because she thought of it as a good 

opportunity to improve her language skills and become 

familiar with academic courses at the university level. 



Precourse Requirements 

The three major responsibilities of the ESL students 

which I required in the Precourse were: (a) attendance and 

active participation in both content and language classes, 

(b) writing a reading log on each one of the texts and 

movies above, and (C) taking three essay exams assigned in 

the content class. A more detailed description of these 

three requirements will give the reader an idea of the 

nature and extent of ESL students' involvement in English 

270D. 

Attendance and participation 
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Like regular students in English 270D, the Precourse 

participants were required to attend two one-hour lectures 

per week with Professor Canfield and one one-hour discussion 

session with Maja-Lisa. They were encouraged to take notes 

and be active participants in class discussions. In 

addition, Precourse participants attended seven 

instructional hours per week in the adjunct ESL class and 

engaged in instructional activities that were based entirely 

on the materials in the content class. ESL meetings were 

held in a small room with about twenty mobile chairs. The 

mobility of the chairs allowed students to sit in the form 

of half a circle, do pair work, and participate in group 

activities. 
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Reading Logs 

ESL students in the Precourse were required to record 

their personal reactions to each text or movie in a reading 

log. The logs were written reactions which provided a 

channel of communication about the texts and movies between 

the ESL students and myself. In these logs, students wrote 

about what they liked or didn't like, what was easy or 

difficult, what was familiar or new. I read the logs and 

responded to students' ideas. Based on their reading logs 

and our discussions, I was able to determine that the ESL 

students generally read 30-70% of each original text. 

Because most of the readings proved to be so difficult, a 

text summary was always made available to help them 

understand the text as a whole. 

Essay Exams 

Precourse participants were required to take three of 

the six take-home essay exams assigned to regular students. 

ESL students were given up to a week to turn in a final 

draft of each essay to Maja-Lisa, who graded all the papers 

for both regular students and ESL students in her discussion 

section. Every ESL student wrote two to three drafts for 

each essay. The final draft was graded by Maja-Lisa. Most 

students turned in the first essay exam to Maja-Lisa without 

receiving any feedback from me. All of the subsequent 



drafts for the second and third essay exams, I read and 

responded to before students turned them in. I discuss the 

grades that the students received and their writing 

performance in more detail in Chapter V. 

ESL Teaching Team 
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Brinton et al. (1989) note that ESL instructors who 

work within an adjunct framework need to be aware of the 

theoretical rationale for this content-based teaching model. 

They also need to have experience and training in the labor

intensive task of teaching linked language and content 

courses. The authors discussed the adjunct program in the 

Social Science English Language Center in Beijing, People's 

Republic of China, as an example of a program that 

encountered a number of problems because some of the Chinese 

teachers of English lacked this kind of training. 

Because I lacked the experience of working in an 

adjunct program, I read and learned from the design and 

implementation of previous programs, such as the adjunct 

programs described in Brinton et al. (1989). I also 

maintained contact with Professor Adamson, my advisor, who 

had experience in designing a modified adjunct course 

(Adamson, 1990). In addition, I received assistance from 

graduate students (MA/ESL students hereafter) who were 

taking a methodology course entitled English 599 English for 
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Specific Purposes. A colleague of mine at CESL, Professor 

Natalie Hess, was the teacher of the course. Professor 

Hess and I both thought that a cooperative effort would be 

useful for my students and her MA/ESL students. She viewed 

the Precourse as an opportunity for her class to have hands

on-experience in teaching language through content. 

Professor Hess' class consisted of twenty-three MA/ESL 

students; fifteen were Americans and eight were foreign

born. The two required textbooks for the course were 

Content-Based Second Language Instruction, by Brinton et al. 

(1989); and Academic competence: Theory and Classroom 

Practice: Preparing ESL Students for Content Courses, by 

Adamson (1993). In addition, Professor Hess required her 

class to read and discuss a number of articles from 

professional journals such as TESOL Quarterly, TESL Canada, 

and Language Learning. 

As a start for our cooperative effort, Professor Hess 

invited me to sit in her course throughout the whole 

semester. In the first week of the course, she asked me to 

talk to her class about the Precourse project. As I 

described the design of the Precourse, Professor Hess' 

MA/ESL students seemed interested in being involved in it. 

They seemed to like the idea of being practically involved 

in a content-based course. In addition, Professor Hess 

promised them course credit in return for their work. She 
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asked them to give her type-written Precourse Reports [3-5 

pages double spaced]. In these reports, the MA/ESL students 

were to explain their involvement in the Precourse and their 

overall reactions to the Precourse experience. 

Our initial plan was for each MA/ESL student to spend 

about ten hours tutoring an ESL student. The MA/ESL 

students formed expert groups on each one of the texts used 

in the second eight weeks of English 2700. The task of each 

group was to present their text and a sample of their text

based tutoring activities to the rest of the class. An 

MA/ESL student was supposed to tutor an ESL student for a 

couple of hours on each text. However, this plan changed. 

As I attended expert group meetings and their text 

presentations in Professor Hess' class, I began to realize 

that it was virtually impossible for the MA/ESL students to 

become experts on all six texts. A half-hour presentation 

on a text was not adequate to prepare them to assume the 

role of tutors for that text. Besides, individual tutoring 

sessions seemed burdensome for both Professor Hess' students 

and the Precourse participants. Accommodating the class 

schedules of both groups to make arrangements for the 

tutoring sessions proved too complicated. 

Two weeks before the Precourse started, I proposed a 

modified plan to the MA/ESL students. The new plan required 

members of each expert group to be experts on their text 
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only. They were to aid me in generating materials and 

teaching them during the week in which that text was taught. 

Though the modified plan was cautiously accepted by some of 

the MA/ESL students, it turned out to be a very practical 

and convenient option for everybody involved. 

I worked with each expert group as a team. I attended 

most of their expert group meetings, worked with them on 

generating teaching activities, and discussed ESL lesson 

plans with them almost on a daily basis. During the week in 

which a specific expert group's text was being discussed, 

most members of that group were present with me in both the 

content class and language class. In the content classes, 

they took notes and, at times, participated in class 

discussions. In the ESL class, they shared ~heir lecture 

notes from Professor Canfield's course with the Precourse 

students, participated in pair work and group activities. 

sometimes the MA/ESL students themselves taught or assisted 

in teaching activities. 

Based on information I obtained from the MA/ESL 

students' reports (for a description of these reports, ~ee 

Chapter IV), the average time spent by each one on 

Precourse-related work was twenty-two hours (range = 10-31). 

The time was distributed across some or all of the following 

activities: textbook reading, preparation of text summaries, 

generating text-based activities, typing summaries and 
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activity sheets, conducting expert group meetings, giving 

presentations of the expert group's work in Professor Hess' 

class, note-taking in English 2700, library research, 

teaching or assisting a cooperating teacher. 

To keep the MA/ESL students informed about the teaching 

plans of the content teachers, I maintained close contact 

with Professor Canfield and Maja-Lisa. Not a single day 

passed by without some form of communication with them. I 

talked to them in the hallways after content class meetings 

and in their offices during their office hours. When face

to-face communication was not possible, I communicated with 

them through e-mail or by phone. 

sample Teaching unit 

To give the reader an idea about the kinds of 

activities used to help the Precourse participants 

understand the content material and develop their academic 

language skills, a sample of activities from the first week 

of the Precourse is presented below. The activities were 

used when Monsieur Toussaint was being discussed. 

Before students read the play, two pre-reading 

activities were used, a word-association activity and an 

annotation activity. In the word-association activity, 

Robin [an MA/ESL student] chose key themes (e.g., slavery, 

discrimination, colonization) from the play and prepared 
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them on a handout. She asked students to write down their 

reactions to these themes on the handout first, then she led 

a teacher-class discussion on the themes. The main purpose 

of the activity was to activate the students' background 

knowledge of the themes and to touch on their relevance to a 

play they were about to read. 

In the second activity, I introduced students to some 

useful annotating techniques they might use while reading 

the play. I used an annotated sample passage from Monsieur 

Toussaint to exemplify some of my personal annotating 

techniques such as writing marginal comments and underlining 

key words or quotations. I used the activity as a framework 

for inviting students to discuss the importance of 

annotation and to share some of their personal annotating 

strategies with the class. 

As students started reading the play, Christine 

[another MA/ESL student] did an author-protagonist activity. 

The activity involved sorting scrambled statements that 

applied to the author, the protagonist, or to both of them. 

The purpose of the activity was to identify some 

similarities and differences in the lives and activities of 

Glissant, the author, and Toussaint, the protagonist. 

Christine asked students to quickly skim the introduction of 

the play which had all the needed information about 

Glissant's life. 
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I prepared an activity sheet entitled "What Would You 

Do If You Were Toussaint?" to personalize students' reading 

of the play. I chose four major actions or reactions of 

Toussaint and listed them on the left side of the handout. 

First, I asked students to use the right side of the handout 

for recording their own actions or reactions if they were in 

Toussaint's shoes. After that, I asked students to sit in 

pairs, exchange their handouts with their partners, and then 

orally discuss or justify their answers. 

To help students become familiar with the five key 

characters in the play, Rhonda [another MA/ESL student] 

wrote instructions for an intensive reading activity. She 

was not available to teach the activity herself, but she 

gave me hand-written instructions. I divided the class into 

five groups. All five groups read Scene V, but each group 

focused on one of the five characters in the scene. Members 

of each group were required to answer some specific 

questions on the character first, then they were to choose a 

group representative to give an oral presentation about the 

character to the class. 

When it was time for ESL students to join regular 

students in the content literature course, Christine and I 

sat with them in the content lectures and discussion 

session. We took notes, asked questions, and participated 

in class discussions. sometimes, we asked clarification 
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questions when we felt that some of the ESL students were 

lost. After each content class, students sat in small 

groups in the language class, compared and completed their 

notes, and reviewed the main ideas presented in the content 

class. As it turned out, this activity led to more than 

completing missing notes. The MA/ESL students and I 

circulated among the groups and answered students' 

questions. 

When students started working on the essay exam on 

Monsieur Toussaint, I used a handout to introduce clustering 

as a pre-writing technique. According to this technique, a 

student writes the topic of an essay in the center of a 

blank page, then he or she circles the topic. After that, 

the student uses his/her memory of the text to write 

expressions, ideas, and/or quotations, that are associated 

with the topic of the essay. Later on, the student circles 

the words he or she has written and draws a line that 

connects them to the topic in the center of the page. 

Finally, the student draws lines between words that seem 

connected. The result is a visual representation of the 

student's ideas on the topic. 

While reading the ESL students' essays and Maja-Lisa's 

comments on them, I noticed that most of the essays didn't 

have thesis statements in the introduction. Therefore, I 

used an essay introduction written by a native speaker and 
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another written by an ESL student as examples to illustrate 

how a thesis is incorporated into an essay introduction. 

The last activity I did in this teaching unit was also 

related to students' essays. Many ESL students did not know 

how to integrate direct quotations into their essays. I 

prepared a handout with some guidelines for selecting, 

citing, and commenting on direct quotations. The handout 

included an example from the play to illustrate these 

guidelines. After the example was analyzed, I gave students 

three important statements about Monsieur Toussaint. 

Students had to search specific pages in the play to find at 

. least one quotation that can verify each statement. After 

that, the students had to write introductory sentences 

before the quotation and comments after it. 
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CHAPTER IV 

QUALITATIVE RESEARCH METHODOLOGY 

This chapter provides a description of the qualitative 

methods employed in this research. It explains the 

rationale for using qualitative methods, the role of the 

researcher, the various sources of qualitative data, the 

methods of analyzing data, and the analytical categories 

which evolved over the course of data analysis. 

Rationale for Qualitative Methods 

As noted in Chapters I and II, researchers in the field 

of second language (L2) learning have tended to use 

quantitative methods to assess the effectiveness of content

based instruction. These researchers have often reported 

outcomes of various theme-based, sheltered, and adjunct 

programs. This dissertation is concerned with both the 

process and outcome of learning in a content-based model. 

Therefore, qualitative research methods have been utilized 

to complement the quantitative methods in Chapter VI. Using 

a combination of qualitative and quantitative methods allows 

the researcher to explore the "relationships between 

classroom processes and student learning outcomes" 

(Chaudron, 1986, p. 712). 
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Case study approaches have been used in second language 

acquisition research to examine a specific entity such as a 

student, a class, or a program. A major advantage of this 

research approach is that it provides a holistic and richly 

contextualized description of the case based on naturalistic 

data sources. A case study approach is especially effective 

for documenting the classroom processes and contextual 

factors that shape L2 learning. Johnson (1992) notes that 

the ultimate goal of case study researchers is 

to understand the complexity and dynamic nature of 
the particular entity, and to discover systematic 
connections among experiences, behaviors, and relevant 
features of the context. (p. 84) 

One of my major objectives in this case study is to 

gain a valid understanding of the instructional, contextual, 

cultural, and personal factors that influenced student 

learning in this adjunct-format Precourse. Another 

objective is to use this understanding to guide my 

interpretation of the quantitative results in Chapter VI. 

Role of the Researcher 

Johnson (1992) identifies three possible roles for the 

researcher in case studies. The researcher can be a 

detached observer, a participant observer, or an active 

change agent. As a teacher researcher in the Precourse, I 

viewed myself as both a participant observer and an active 
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change agent. My goal as a researcher was to understand the 

nature of learning in the Precourse, whereas my goal as a 

teacher was to provide the best ESL assistance possible to 

my students. 

Johnson and Chen (1992) maintain that one of the main 

advantages of teachers as researchers is that they are very 

close to their students. Thus, they have the insider's 

perspective of what contributes to success or failure in 

teaching and/or learning. Being a teacher researcher in 

this study allowed me to live the Precourse experience with 

my students and to closely examine the nature of student 

learning across various contexts (content lecture, 

discussion section, language class) and across different 

participants. 

student or informant bias can be a serious problem in 

qualitative research (Patton, 1990). Students often try to 

highlight their successes and hide their failures or 

problems. Being an insider in this study helped me minimize 

the effect of potential student biases. I was a teacher and 

an academic advisor for the Precourse participants. 

Students talked to me about their learning experiences in 

class and in my office. They sometimes called me at home to 

request assistance in understanding the materials or to 

complain about some learning difficulties. If a student 

made a specific point concerning the materials or the 



teaching, I often discussed this with other students and 

checked for its presence in some other data sources to 

triangulate (Harklau, 1992). 
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The ESL students were aware that the Precourse was 

experimental and that I was writing my dissertation on its 

effectiveness as a teaching model. In the first few days, 

they were conscious of the presence of the American 

students, the MA/ESL students, and the tape-recorder in the 

classroom. However, they soon became used to the American 

students, developed friendly relationships with some of the 

ESL assistants, and ignored the tape-recorder. Some of the 

ESL students were curious about my research and expressed 

interest in reading the dissertation when it was finished. 

Professor Canfield and Maja-Lisa welcomed my students 

into their classrooms. They had genuine interest in 

involving them in class activities. They were also very 

generous with their time when I interviewed them or 

contacted them through e-mail or by phone regarding lesson 

plans. I was especially impressed with their dedication and 

quality teaching. 

Multiple Sources of Data 

A holistic description of a case requires multiple 

sources of data. A single source of information cannot 

provide a complete picture of a particular case. Using 
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mUlti-source data helps the researcher avoid reliance on 

impressionistic judgments, minimize the effect of student 

biases, validate analytical constructs, cross-check results, 

utilize the strengths of one approach and compensate for the 

weaknesses of another, and enhance the reliability of 

qualitative data (Patton, 1990). Below is a description of 

the various sources of data in the Precourse. 

Field Notes 

I recorded my field notes in a hard-cover notebook. 

Using the notebook for writing field notes was very 

convenient because it enabled me to write my observations of 

events soon after they had occurred. I used the notebook to 

document the Precourse practices and procedures, including 

my lesson plans, notes on the content course, and student 

comments before and after classes. I used it to record my 

thoughts about the various factors which influenced the ESL 

students' learning in the Precourse and to describe specific 

learning difficulties that the students experienced. 

Tape Logs 

I tape-recorded most of the content and language class 

meetings. A total number of fifty tapes were numbered, 

dated, and labelled with information on the text(s) studied 

and the teacher(s) in charge of the class. Afterwards, I 



78 

prepared tape logs of twenty recorded hours (out of 75 total 

hours): ten ESL meetings and ten content meetings. I chose 

a representative sample of a content class and a language 

class on all the texts and movies studied in the Precourse. 

Each tape log contained a table of contents of the class 

activities. The counter numbers were used to identify the 

beginning and end of each segment. The tape logs were 

especially useful when I wanted to review and offer examples 

of teaching and/or learning in the Precourse. Using the 

tape logs, I could easily locate and transcribe a passage 

that was relevant to a question or possible generalization 

that emerged from the field notes. 

students' written Work 

On the first day of class, I gave each ESL student a 

folder with his or her name on it. I asked students to use 

the folders for keeping their Precourse-related materials. 

The folders included class-notes taken in the content and 

language classes, worksheets of content-based ESL 

activities, drafts of three essay exams, and one reading log 

on each text or movie in the Precourse. At the end, I 

collected the folders, copied their contents, and returned 

them to students. I also obtained copies of the essays 

written by eleven native English speakers in Maja-Lisa's 



discussion section. I used these essays as a baseline for 

comparison with the ESL students' essays. 

student Interviews 
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At the end of the Precourse, I conducted an 

unstructured interview with each of the ESL students. Each 

interview lasted about one hour. In general, these 

interviews were intended to elicit students' reactions to 

different aspects of the Precourse. The interview 

questions, which differed for each student depending on that 

student's areas of interest, generally centered around 

issues such as the students' overall reactions to the 

Precourse experience, their opinions of the content and 

language materials, their impressions of the content and 

language classes, their account of the difficulties they 

experienced and the strategies they used to deal with these 

difficulties, and their suggestions for improving any future 

implementation of the Precourse. Student interviews were 

audio-taped and later transcribed for analysis. 

Teacher Interviews 

At the end of the Precourse, I conducted two structured 

interviews with the content teachers, one with Professor 

Canfield and the other with Maja-Lisa. The interview with 

Professor Canfield included questions about the following 
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issues: the objective of the content course, the backgrounds 

of the native English speakers, his role as the course 

professor, the role of his teaching assistants, grading 

policy and procedures, and his reactions to the performance 

of the ESL students. The interview with Maja-Lisa focused 

on the following four areas: the purpose of the essay 

exams, her grading criteria for the exams, her opinion of 

ESL students' essays, and her reaction to the involvement of 

the ESL students in the discussion section. Each interview 

lasted about one hour. Both interviews were tape-recorded 

and later transcribed for analysis. 

Precourse Reports 

Professor Hess instructed her MA/ESL students to write 

Precourse reports. In these reports, they explained their 

roles in the Precourse and commented on issues such as 

content materials, ESL activities, and students' 

involvement. Professor Hess shared with me copies of 

fourteen out of twenty of her students' reports. The others 

were submitted to her late. The fourteen reports I obtained 

ranged in length from one to six typed pages. These reports 

provided additional viewpoints concerning various aspects of 

the Precourse, adding to my own and those of the ESL 

students. Thus, I was able to supplement my analysis of the 



Precourse with the analyses of fourteen other ESL teacher 

participants. 

Data Analysis 
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At first, I used WordPerfect 5.1 to type the field 

notes, tape logs, reading logs, ESL students' essays, 

American students' essays, student interviews, teacher 

interviews, and Precourse reports into eight separate files. 

These eight files comprised my WordPerfect database. I then 

printed a hard copy of the eight files and read through them 

a number of times, searching for recurring themes. The main 

objective of this search was to prepare a sheet for coding 

the salient topics in the data. I would then be able to 

search the database for material relevant to these topics 

using a computer program called The Ethnograph (Seidel, 

Kjolseth, Seymour, 1988). 

In my initial reading of the data, I jotted down 

whatever areas of interest I saw. During subsequent 

readings, I narrowed these topics to those that appeared 

more frequently, a process which enabled me to refine the 

codes. This process of arriving at viable codes was an 

important part of the data analysis, since it gave me a good 

idea of the particular areas that I would be analyzing. The 

development of my coding sheet concluded with four main 

topics, each of which contained a number of sub-topics {see 
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Appendix E). A brief description of the main topics 

follows. The first main topic was Academic Skills/ 

strategies. This included any information related to 

students' reading, writing, speaking, listening, note

taking, dictionary use, research tools, and coping 

strategies. The second main topic was called Precourse 

Evaluations. This referred to how various aspects of the 

Precourse were evaluated by the students and teachers 

involved. It mainly included teachers' evaluations of 

students' performance and students' evaluations of the 

teachers, their peers, class materials, the content course, 

and the language course. 

The third main topic was socio-cultural Factors. This 

included information on how the ESL students' social and 

cultural backgrounds influenced their learning in the 

Precourse. Its three sub-categories were previous 

knowledge, cultural values, and educational background. The 

fourth main topic was Precourse Preparation. It contained 

information related to planning, coordination, adjustments, 

and daily activities in the Precourse. 

On my coding sheet, I assigned each main topic or sub

topic a code, which I would subsequently use in the 

Ethnograph program. For instance, the code [AS] referred to 

the main topic of Academic Skills/strategies. The code 

[ASR] referred to "reading" as a sub-topic of Academic 



83 

Skills/strategies. Since the data in the Precourse 

represented the perspectives of students, content teachers, 

and language teachers, my coding sheet included the codes 

[S, CT, LT] to identify each one of the three perspectives. 

For example, if a student made a comment on the academic 

skill of reading, the comment would be coded [ASRS]. The 

first two letters [AS] would identify the comment as related 

to the main topic of Academic Skills/strategies; the third 

letter [R] would identify the comment as related to reading; 

the fourth letter [S] would indicate that the comment was 

made by a student. 

To be able to code the database for these topics, I had 

to convert all of the WordPerfect documents containing 

qualitative data to ASCII text files. I next used the 

numbering function in The Ethnograph to number the lines of 

the converted files and to print a numbered hard copy, which 

I used to perform manual coding. Figure 4.1 shows a sample 

segment from a numbered file. STUDTLOG is the name of the 

file which contained the ESL students' reading logs. The 

segment is Denis' reading log on Monsieur Toussaint and my 

written response to some of his ideas. 



Figure 4.1 

NUMBERED VERSION OF FILE STUDTLOG.ETH 

The book under consideration 428 
is quite interesting, though the context 429 
is really complicated. It is a little 430 
puzzling that some of the characters are 431 
dead and they talk to alive ones. I 432 
found a plenty of unknown words in the 433 
play and that made it even more 434 
complicated. Some points in the play 435 
arouse hot discussions in myself. But 436 
on the whole I like the play for it 437 
contains some historical facts, figures 438 
and events-the things that I would like 439 
to know. The problems raised in the 440 
story are true to life, some of them are 441 
still urgent. 442 

I think it is very useful to 443 
read such literature from time to time, 444 
since it makes you think, analyze, and 445 
probably it is even better that the play 446 
has such an intricate episode. 447 

Mohammed: 448 
I'm pleased that you view the 450 

complexity of the play in this positive 451 
manner. Even native speakers complained 452 
about the difficulty of the play. Many 451 
of the words that you didn't understand 452 
were in Creole. As for talking to 452 
the dead, Glissant was trying to 453 
represent an Afro-Carribean belief in 454 
the play, i.e., people can communicate 455 
with the dead and even the unborn. That 456 
is why I said the time in the play is 457 
cyclic. 458 
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The file STUDTLOG consists of 1302 Ethnograph format 

lines. The top line of each page in the file is not part of 

the text. Rather, it identifies the name of the file from 

which the segment comes and the page number. Every line in 



the text of the data file is numbered on the right side. 

The above segment starts on line 428 of the file STUDTLOG 

and ends on line 458. 
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After I made a numbered hard copy of all the·data files 

with the aid of the Ethnograph, I manually coded the entire 

database using the codes described above (see also Appendix 

D). This process involved marking the first and last line 

of a segment and tagging it with the appropriate code 

symbol. Some segments were coded multiple times because 

they were related to more than one topic or sUb-topic. When 

I finished manual coding of the data, I entered the codes 

into The Ethnograph. This procedure involved identifying 

the start and stop lines for each segment and indexing the 

segment with the appropriate code word. Therefore, entering 

the codes into the program was mostly a mechanical process 

of copying them from the hard copy into the computer. The 

last step was searching the files for coded segments. The 

Ethnograph enabled me to retrieve and print all of the data 

coded for the specific topics outlined on my coding sheet. 

Figure 4.2 shows an example of a coded segment from an 

interview with Waleed. Waleed responded to a question I 

asked him about the usefulness of the language course in 

preparing him for the demands of the content literature 

course. 



Figure 4.2 

SORTED OUTPUT FOR FILE STUDENTI 

SC: PCELC 

#-PCE#-PCELC#-PCELCS 
Mohammed: Did you find the activities in 
the language class helpful in preparing 
you for the demands of the content course? 
Waleed: Yeah! If you go to the 
lecture and even when you read the 
book ... like you can't know what the 
Professor is going to talk about. So, 
when we corne and discuss these things, 

: like it gives an idea to understand •.• 
if you remember when we talked about 

: education ••• that if somebody had sons and 
daughters and he has to pay, maybe he 
will send his sons, not his daughters ••• 

: so when we went there, the teacher 
discussed that point .•. Taif gave an 

: answer and the teacher liked it. If 
we didn't discuss it, how would Taif 
answer this question? Here we give our 
ideas and listen to the ideas of our 
classmates. When we go there, we have 
a lot of ideas ••. we can understand more! 

2567 -# 
2568 # 
2569 # 
2570 # 
2571 # 
2572 # 
2572 # 
2574 # 
2575 # 
2576 # 
2577 # 
2578 # 
2579 # 
2580 # 
2581 # 
2582 # 
2583 # 
2584 # 
2585 # 
2585 # 
2585 -# 

The above coded segment is identified as an excerpt 

from the sorted data file STUDENTI which refers to Student 

Interviews. The symbol [SC] identifies the search symbol 

which, in this case, was [PCELC], standing for Precourse 

Evaluation of the Language Course. I coded this segment 

three times: one code word for the main topic Precourse 

Evaluations [PCE], another code word for the sub-topic 

Language Course [PCELC], and a third code word for the 

Student's perspective [PCELCS]. The Ethnograph output 
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includes all code words used for a segment. 

After sorting the data files for each of the topics on 

my coding sheet, I had twenty-two separate notebooks, each 

representing sorted data for a given topic~ That is, each 

notebook contained information from various sources (e.g., 

field notes, interviews, students' written work, Precourse 

reports) about a specific SUb-topic. I then examined the 

notebooks to identify general themes regarding the ESL 

students' learning in this content-based instruction model. 

As I examined the notebooks, I found that most of the 

data was closely related to the following four general 

themes: listening and note-taking, reading, essay writing, 

and oral participation. I also noticed that the first three 

of these themes are similar to the areas that the students 

were tested on in the Test of English as a Foreign Language 

and the Academic Skills Test (see Chapter VI for a 

description of these two tests). This similarity was very 

useful in the process of interpreting the results of this 

study because the qualitative and quantitative data sources 

were complementary to one another. 

To illustrate the nature of the relationship between 

the above four general themes and the topics on my coding 

sheet, I explain below the process of arriving at the 

analytical categories for one of these themes, listening and 

note-taking. My examination of the sorted files revealed 



that the data on listening and note-taking, two separate 

sub-topics on the coding sheet, seemed inseparable because 

both skills were simultaneously used by the Precourse 

participants. My decision, therefore, was to integrate 

these two categories in the analysis. 
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Furthermore, students' performance in these two 

complementary skills was related to information in three 

other sub-topics on the coding sheet: content teachers, 

values, and education. An examination of the students' 

lecture notes in the content course revealed that their 

notes were influenced by the teaching styles of the teachers 

in the content course. Since the notebook labelled content 

teachers, contained data on the teaching styles of the 

content teachers, I used information from that notebook to 

investigate the nature of the relationship between teaching 

style and students' listening comprehension and note-taking 

abilities. 

Throughout the Precourse, ESL stUdents complained that 

they did not understand some of the American cultural 

examples in the content lectures. In my analysis, I looked 

into how the use of such examples could have influenced the 

students' listening and note-taking. Since the notebook 

labelled values contained all the cultural data, I used 

information from that notebook to investigate the influence 



of using American cultural examples on students' listening 

and note-taking. 

When I interviewed the ESL students, I realized that 

some of them attributed the extent of their success in 

listening and note-taking to the kind of education they 

received in their home countries. since the notebook 

education contained data on this topic, I used information 

from this notebook to examine the influence of educational 

background on the listening and note-taking skills of the 

Precourse participants. 

Summary 
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This chapter provided a description of the qualitative 

research methodology in this study. I described 

qualitative methods as valuable and complementary to 

quantitative methods. As a teacher researcher in the study, 

I was both a participant observer and an active change 

agent. I collected data from various sources including 

field notes, tape logs, students' written work, student 

interviews, teacher interviews, and teaching reports. 

Afterwards, I used a computer program to facilitate 

organizing and analyzing information from these various data 

sources. The analytical constructs which emerged in the 

process of data analysis focused on the important factors 

which influenced students' learning in the Precourse. The 



factors were identified and grouped in relation to four 

important categories: listening and note-taking, oral 

participation, reading, and essay writing. The final part 

of the analysis focused on the students' and teachers' 

reactions to the Precourse experience. 
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CHAPTER V 

QUALITATIVE RESULTS 

Qualitative results are presented in five separate 

sections, each of which is followed by a short summary. The 

first four sections include a discussion of factors which 

influenced the Precourse participants' listening and note

taking, oral participation, reading, and essay writing. The 

fifth section is a synthesis of the students' and teachers' 

reactions to the Precourse experience. These results will 

be discussed in relation to relevant SLA theory and research 

in Chapter VII, DISCUSSION AND CONCLUSIONS. 

section I-- Listening and Note-Taking 

The main objective of this section is to discuss the 

three principal factors which influenced ESL students' 

listening and note-taking in the Precourse: teaching style, 

unfamiliarity with cultural references, and complexity of 

task. To investigate how two different teaching styles 

(structured vs. unstructured) in the content literature 

course influenced the ESL students' performance in listening 

and note-taking, I analyze a representative sample of the 

lecture notes taken by an ESL student in the two types of 

lecturing styles. I then explore the influence of 
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unfamiliarity with cultural references on students' 

listening and note-taking by citing some examples from the 

American culture which were given by Professor Canfield and 

by examining the influence of such examples on students' 

listening and note-taking. Afterwards, I explain the 

relationship between success in completing the complex task 

of simultaneous listening and note-taking and students' 

educational background in their home countries. 

Teaching style 

One of the most important factors that influenced the 

ESL students' note-taking in the content class was teaching 

style. There were two distinct teaching styles in the 

literature course. The first was Professor Canfield's 

highly interactive and unstructured style. Professor 

Canfield rarely lectured or wrote on the board. He usually 

walked around the classroom and engaged the students in a 

general critical discussion of the topics. The second was 

the more structured style of the teaching assistants who 

generally did more lecturing and less discussion. 

To illustrate how these two teaching styles influenced 

the ESL students' note-taking in the content course, I 

present an analysis of the notes taken by an ESL student, 

Natasha, in two lectures that represented both teaching 

styles. Natasha took notes on Professor Canfield's 
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discussion of Douglass' My Bondage and My Freedom. She also 

took notes on Avra's lecture on Wollstonecraft's A 

Vindication of the Rights of Women. Professor Canfield 

assigned Avra, one of his teaching assistants, to give that 

lecture in the large class. 

Natasha's Notes on Professor Canfield's Lecture 

In his discussion on Douglass' Mv Bondage and My 

Freedom, Professor Canfield followed his typical teaching 

style. He did not write on the board. He walked around the 

room and asked students the following questions throughout 

the entire discussion: 

Why read Frederick Douglass? Is there slavery today? 
How did it begin? Why does slavery exist? Why are some 
people slaves and others are not? What justifies 
slavery? Why is it difficult for Afro-Americans to get 
bank loans? Are our GREs and SATs culturally biased? 
Why do some people change their family names? Why 
don't government officials pay social security taxes on 
undocumented domestic workers? Why does the Clinton 
administration give very little money to businesses in 
minority areas? Did the Civil Rights movement fix it 
all? 

The following sketchy notes by Natasha were typical of the 

kind of class notes that the ESL students were able to take 

in Professor Canfield's class: 

Nowadays sexual slavery---> prostitution--mutilation 
if she tried to avoid, to run away) 
From oriental countries to western sex shops. 
10 thousand women--->sex shops. 
Housekeepers. 
Why some people slaves & others masters? Ones have 
power, others not. 
Life in the Great House. 
The sons of slave masters raping slave women. 
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Where is justification of slavery? Bible. Slavery 
exists to make little minority flourishing-fat cats of 
the world. 

A comparison of the questions asked by Professor 

Canfield and the notes written by Natasha indicates that she 

was very brief and selective. Her notes were related to 

three of the twelve questions. The first five lines in her 

notes relate to the question "Is there slavery today?" 

Sexual slavery was discussed in class as the most common and 

disturbing form of slavery in the modern world. Natasha 

covered most of the points related to sexual slavery, 

especially the ones pointed out by Professor Canfield 

himself. There was a comment by a student on the physical 

and sexual abuse of housekeepers in Kuwait. Natasha only 

wrote the word "housekeepers" with no further elaboration, 

perhaps because the comment came from a student and 

Professor Canfield did not comment on it. 

The next three lines in Natasha's notes relate to the 

question "Why are some people slaves and others are not?" 

First, Natasha tried to write Professor Canfield's question 

word for word, but she omitted the verb "are." Then, she 

chose a student answer that was strongly supported by 

Professor Canfield. The student commented that the son of a 

slave master rapes a female slave because he is in power. 

Natasha wrote "Ones have power, others not." 
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The last two lines in Natasha's notes relate to the 

question "What justifies slavery?" Natasha re-worded the 

question as "where is justification of slavery?" Then, she 

wrote the word "Bible" and the comment "exists to make 

little minority flourishing-fat cats of the world." 

Professor Canfield was sarcastic of the rich or the "fat 

cats of the world" who used religious or Biblical 

justifications for slavery. This topic was briefly 

introduced at the end of the lecture. It was explored in 

more detail in his next lecture. Natasha did not take any 

notes on nine of the questions asked by Professor Canfield. 

Natasha's Notes on Avra's Lecture 

Avra started her lecture on Wollstonecraft's A 

Vindication of the Rights of Women by reading a quotation 

from the book. She then asked stUdents about the purpose 

for which Wollstonecraft wrote the book. As the students 

gave her some answers, she wrote key words on the board such 

as respect, education, independence, and virtue. Then she 

asked students to give her some specific comparisons given 

by Wollstonecraft to illustrate the inferior treatment of 

women. Students gave examples of how Wollstonecraft 

compared women to obedient soldiers, dependent children, 

lazy rich people, caged birds, and powerless slaves. Avra 

wrote on the board some of the comparisons that the students 

gave and proceeded to read and comment on some specific 
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quotations from the book. In the last fifteen minutes, she 

walked around the room and asked students if any of 

Wollstonecraft's ideas are still relevant today. This 

question elicited over thirteen different answers from 

students. 

Below is what Natasha wrote during Avra's lecture: 

What is Mary's goal when she decided to write this 
book? 

.more respect from men 

.more education for women (to use their reason) 

.she wanted them to become strong and independent 
from men 
. revolution in female manners-knowledge and 
virtue primarily (To be virtuous is to conduct 
life according to the principles of morality) 

Mary compares women to different classes: 
• children: they kept helpless 
.slaves: they are virtuous 
.rich: lazy, not to be virtuous 

Middle Class- M.W. addressing her book to those women 
because they are in a most natural state. 
p. 30 Rousseau says women should make men happy 
p. 93 insincerity against nature 
p. 79 basically all women forced to prostitutes 
M.W said it will be better for the man to have a wife 
rather like companion than mistress 
Children's punishment in school 

Natasha wrote more on Avra's lecture than on professor 

Canfield's. Another characteristic of Natasha's notes on 

Avra's lecture is that she distinguished between main ideas 

and details, a feature which was not present in her notes on 

Professor Canfield's lecture. It should be noted here that 

Avra's presentation of the lecture and notes on the board 

showed a clear distinction between main ideas and supporting 
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details. A third characteristic of Natasha's notes was that 

she did not take any notes on students' responses to Avra's 

question at the end of the lecture, despite the fact that 

there were at least .thirteen student comments regarding the 

relevance of Wollstonecraft's ideas to the situation of the 

women today. It seems as if Natasha felt that the lecture 

finished the moment the teacher put down the piece of chalk 

and started walking around the room and eliciting students' 

responses to her question. 

The main advantage of Professor Canfield's teaching 

style was that it made his content classes animated and 

dynamic; its main disadvantage was that, because it did not 

directly deal with the text at hand, ESL students were not 

sure what to take notes on. It was difficult and, at times, 

frustrating for them to take notes on a series of oral 

questions and answers that didn't seem directly related to 

the text. For Natasha and many of her ESL classmates, many 

of Professor Canfield's questions were not text-based. In 

addition, it was sometimes hard for them to hear students' 

answers and comments on the questions from different 

locations in the classroom. 
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Unfamiliarity with cultural References 

We have seen how Natasha did not take notes on nine of 

the thirteen questions Professor Canfield asked in his 

discussion of Douglass' My Bondage and My Freedom. One 

possible reason why Natasha did not talce notes on these 

questions may be that most of the questions did not make 

sense to her because they were culture-specific. Natasha 

had been in the u.s. for less than three months. She may 

not have understood the socio-cultural meaning of questions 

related to testing bias on the GRE and SAT, the social 

pressures to change family names in the U.S., the 

difficulties African-Americans fage in obtaining bank loans, 

the scandals of a number of officials who did not pay social 

security taxes on undocumented domestic workers, and the 

political agenda behind the lack of government subsidies to 

small businesses in the inner-city minority areas. 

The content lectures were full of American cultural 

examples given by teachers and students. These examples 

probably helped the American students to understand the 

arguments in the lectures and take good notes on them. 

However, most of the examples were not part of the ESL 

students' cultural schemata. When I asked my students about 

the difficulties they experienced in the content class, most 

of them indicated that they felt lost when unfamiliar 
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examples from the American culture were used. For instance, 

Svetlana, an English major in a Kazakh university said, 

My note-taking is alright because we have all the 
lectures at our university in English, so I'm used to 
taking notes in English ••• but sometimes, the professor 
is using some slang and some jokes ••. I don't get it. 

Unfamiliarity with cultural references often confused 

ESL students. For example, while discussing Achebe's 

Anthills of the savannah, Professor Canfield asked students 

to describe to him what Sam, a black dictator in the novel, 

looked like. When he did not receive an answer to his 

question, he reworded the question as follows, "Who are we 

gonna have play him in a movie we're gonna make of this 

novel?" Professor Canfield did not receive an answer to his 

simple question. Therefore, he intentionally proposed John 

Wayne, the name of a famous white actor in America. The 

English-speaking students immediately understood professor 

Canfield's ironic remark and broke into laughter. ESL 

students, on the other hand, looked confused and lost by the 

remark and the humorous reaction it elicited. Jalgas 

articulated very well the kind of confusion ESL students 

experienced when such culture-specific examples were used: 

For some issues that are common to all the audience 
there and the professors, they all know what they are 
talking about, and for me that's hard. I see that they 
are in the middle of something, but I'm not getting it 
because I've not lived in the culture as they are 
here. 
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ESL students varied in their responses to this problem. 

Some of them felt excluded and frustrated when unfamiliar 

cultural references were used. Ayesha, for example, 

complained that the content teachers sometimes did not care 

about the ESL students because they were addressing the 

American students only. others considered culture-specific 

examples a challenge and found ways to cope with them. 

Denis, for example, often sat next to an American student 

and asked him about cultural information he didn't know or 

couldn't understand. Denis said, 

I usually sit near a guy I know from that class ••• 
American .•. sometimes it's not clear, I ask him what 
does it mean? So, it's quite helpful to me. I ask him 
about historical facts that I didn't know about. 

Unfamiliarity with cultural references had a major 

influence on the ESL students' understanding of the 

discussions in the literature course. It also generated 

student responses which ranged from a feeling of being 

excluded to a sense of determination to decode these 

cultural puzzles. 

Complexity of Task 

The purpose of content-based academic listening is not 

to comprehend the material temporarily as is the case in 

language-focused listening, but to learn new information 

that will enhance students' understanding of the readings 
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and prepare them for tests (Benson, 1989). In addition, 

listening in an academic course is often accompanied with 

note-taking which is described by Adamson (1990) as very 

difficult for ESL students, since it involves understanding 

spoken material, separating important from unimportant 

details, organizing the information in a logical framework, 

and writing down the important details in the second 

language. 

The complex task of simultaneous listening and note-

taking was very challenging for the majority of the ESL 

students in the Precourse. After the first few lectures in 

the content literature course, most students were able to 

understand the main ideas. However, over half of them 

continued to have difficulty in understanding and taking 

notes at the same time. such students, as Adamson (1990) 

notes, are forced to "make a trade off between understanding 

what the teacher is saying and taking notes" (p. 71). It 

was rather disappointing for me to see some of my students 

giving up taking notes after the first five or ten minutes 

of a lecture. When I asked Ayesha why she stopped taking 

notes in one of Professor Canfield's lectures, her answer 

was, 

If you're listening and taking notes, it is the most 
difficult because you have to listen, think, and write 
at the same time, so I become nervous when I write like 
this. Listening by itself is easy, but to write is 
really difficult. 
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Fahd shared Ayesha's concerns. He managed by writing 

some key words and expressions in each lecture, especially 

those written on the board. Fahd was convinced that he 

could not write details and understand the content class at 

the same time. He was surprised that some of the native 

speakers were able to underline or highlight important 

ideas, draw lines to connect related concepts, and write 

personal remarks to understand their notes better. When I 

asked Fahd if he ever tried using some of these strategies, 

he replied, 

I don't know ••• maybe it's harder for me to do the same 
because otherwise I will not catch up ••• I will lose 
somehow if I start to. 

The complexity of the task of simultaneous listening 

and note-taking was influenced by the type of education the 

students had received in their home countries. Some of the 

ESL students in the Precourse reported that they had learned 

English in their countries mainly through reading and 

writing. Listening and speaking were not emphasized in 

their English classes, a practice which is not atypical of 

instruction in many English as a foreign language (EFL) 

classrooms. For example, the three Korean students and one 

Japanese student noted that they had not received any form 

of instruction in listening and speaking in their countries. 

Chong-In attributed the difficulties she experienced in 
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understanding the content teachers to her educational 

background. She said, 

My problem is I can't listen to what the professor 
said ••• I just guess what he said. Many Koreans don't 
listen to ••• it is not my own problem ••• many Koreans 
tend to have difficulty in listening because when we 
study first English, we first start in reading. Korean 
students and Japanese students can't understand what 
the professor said. 

The five Kazakh students had all been English majors. 

In their country, Professors lectured in English and 

required students to take notes. However, the delivery 

style of the lecture in their country was different from 

that in the content literature course. These students 

reported that it took them some time to get used to taking 

notes in the content class because the lectures were very 

interactive. Professors in their country either read to 

them or spoke to them without interruption. Altynai 

compared teaching in the U.S.A. with teaching in her 

country: 

In the U.S. the professor is always asking 
questions ••• its's like seminars. In my country, the 
professor just reads her lecture~ •• sometimes from her 
notes ••• sometimes just talks ••• sometimes the professor 
in our university reads to us everything ••• read very 
slowly and we can write everything. 

As the Precourse progressed, it became clear to me and 

to the MA/ESL students assisting me that note-taking in the 

literature course was difficult and, at times, frustrating 

for many of the ESL students, especially those who had never 
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taken lecture notes in English. The highly interactive 

lecturing style of Professor Canfield seemed very effective 

with native speakers who took notes and participated 

actively in class discussions. However, with regard to 

note-taking, this teaching style was not ideal for ESL 

students who had little experience attending a university 

lecture in the U.S.A. Three main instructional procedures 

were used in the adjunct language class to help the ESL 

students with note-taking. 

First, students were instructed to use the divided-page 

technique recommended by Adamson (1993) for taking notes in 

the content literature course. They drew a vertical line in 

the middle of a page and took notes on the left side of the 

line. In the ESL class, they compared their notes in pairs 

or in small groups and added more notes on the right side of 

the line. 

Second, students practiced listening/note-taking 

activities in the ESL class. These activities were mainly 

previews of texts given by the MA/ESL students. The MA/ESL 

students spoke rather slowly, used the board, and provided 

transition words to indicate shifts from one sub-heading to 

another. For example, before studying Mill's The subjection 

of Women, students listened to a twenty-minute presentation 

about the author's personal life and its relationship to his 

work. While listening to the presentation, they were 



instructed to take notes on a handout that contained sub-

headings of the presentation. 

Third, an MA/ESL student (often a native speaker of 

English) always took notes on every content lecture and 

discussion session. The notes were later used in the ESL 
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class to review the important points and introduce students 

to some note-taking strategies such as the use of 

abbreviations, symbols, and key words. ESL students were 

given copies of all these notes and used them at home to 

complete their notes and benefit from the strategies of 

native English speakers. Jalgas, for example, took notes in 

the content class and then went home and compared his notes 

with the model notes of the MA/ESL students. He compared 

both the formal and content features of the two types of 

class notes. His attempts to adopt some of the symbols and 

abbreviations of the MA/ESL students were not always 

successful, but comparing the content of the notes was very 

useful to him. Jalgas noted, 

When I compared my notes to the notes taken by some 
native speakers, my notes make me sense, but then I see 
that what I, at the moment, considered worthless of 
mentioning, but then I read other notes, I see this was 
important ••• why didn't I write that down? But then I 
see my notes and then the native speaker's notes and 
say why did she miss that? That is important! So, it 
is really helpful to compare my notes and native 
speakers' notes. 
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summary of Findings 

The three main factors which influenced listening and 

note-taking in the Precourse were teaching style, 

unfamiliarity with cultural references, and complexity of 

the task. ESL students were more successful in note-taking 

when the content teacher stayed close to the text and used 

the board for writing key concepts and expressions. 

culture-specific examples were a source of confusion and 

frustration for the majority of the Precourse participants. 

The task of simultaneous listening and note-taking was 

difficult for most of the participants. Some of them 

attributed the difficulties to a lack of emphasis on 

listening in English classes in their countries. Most of 

them had to adjust to the interactive learning in the 

content course which was incongruent with teacher-centered 

learning in their countries. 

section II-- oral Participation 

The three main factors which influenced ESL students' 

participation in the Precourse were learning environment, 

cultural background, and involvement in content. In the 

first part of this section I examine students' oral 

participation in two different contexts: (a) the natural 

environment of the literature course with the American 

students present, and (b) the sheltered environment of the 
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adjunct language course. Next, I describe the influence of 

the students' cultural backgrounds on their oral 

participation in the Precourse. Interest in the content 

material is then examined for its positive effects on 

students' spontaneous oral participation. 

Learning Environment 

My initial assumption when I planned the Precourse was 

that interaction between ESL students and native English 

speakers would take place once the two groups were in the 

same classroom. However, there were a number of reasons 

which made their interaction minimal. First, the huge 

number of students in the literature course made it very 

difficult for students to know one another. Most ESL 

students preferred sitting next to ESL classmates they knew 

rather than sitting next to native English speakers they did 

not know. Second, the busy class schedules of both groups 

of students did not allow them to talk to one another; 

students rushed in and out of class the moment the bell 

rang. Third, most of the talking in the large lecture and 

discussion sections was from teachers to students or from 

students to teachers. There was very little student-student 

interaction. When I asked Maja-Lisa about her opinion of 

the oral participation of ESL students, she responded, 
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Clearly, they have cosmopolitan ideas, simply more 
knowledge about how different people look at human 
rights. But I had hoped they would be more confident 
in voicing their views. They were really reluctant. I 
mean whether it was the way the classroom was set up or 
whatever it may ••. maybe it was because they didn't 
start the class all together ••• you know with the 
native speakers. But, they were reluctant to reject 
some of the things that were being said; but clearly, 
they had a wealth of experience and important things 
for them to contribute and I was disappointed they were 
reluctant to do that. 

The majority of ESL students were inhibited and even 

intimidated by the fluency of native speakers. They didn't 

think their English was good enough to speak up in a 

classroom that had American students who spoke "perfect" 

English. Jalgas commented on this issue: 

It is sometimes apprehensive when there are so many 
people and they speak English and it's easier to speak 
my English in a smaller class because in a bigger 
class you hear so many people speaking in excellent 
English, such complicated ideas and then you think, 
well I won't be able to say that in my English, so I'd 
better keep silent. 

A preview of the outline of the content lecture seemed 

to boost ESL students' confidence in themselves and motivate 

them to talk in the content class. On two occasions, the 

content teacher shared with me over the phone some of the 

main themes and key passages to be discussed in the large 

lecture. In the ESL class, the themes were discussed, the 

passages were analyzed, and some key concepts were 

explained. Consequently, a number of ESL students had the 

courage to express their opinions. Surprised by the ESL 
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students' participation in the large lecture, Ellen [an MAl 

ESL student] wrote in her report, 

I was impressed that in the large class of mostly 
native-speaking students, the ESL students spoke up and 
offered ideas with little hesitation. Perhaps their 
earlier discussions about the text had been a good 
warm-up. 

Interaction between ESL students and native speakers 

was optimal only when such interaction was planned. For 

example, half way through the Precourse, Maja-Lisa invited 

me and two MA/ESL students, Ellen and Lori, to lead the 

discussion session. We prepared a pair-work activity that 

required interaction between native speakers and ESL 

students. The activity involved looking at current magazine 

pictures and articles on women, relating the themes to 

issues discussed by Wollstonecraft and Mill, and reporting a 

summary of the discussion to the class. ESL students and 

native speakers were paired up and given the following 

written instructions: 

~ook through a variety of current popular 
magaz1nes. While skimming and reading, consider the 
major themes of Wollstonecraft and Mill's work. Think 
particularly about education, professions, wealth, 
virtue, marriage, morality, child-rearing, physical 
appearance, romantic love, independence, reason, and 
social classes. Then, respond to the following 
questions: 

A. What did you see in the magazine? (an article, 
an advertisement, a book review, etc.) 

B. What general idea did it give? 
c. What would Wollstonecraft or Mill probably say 

in response to this? (Would they agree, 
disagree, be angry, like it, etc.?) 



D. From reading this, do you think the social 
situation the author described about two 
hundred years ago has entirely changed? 
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The activity was engaging and the interaction between 

ESL students and native speakers was very encouraging. .Most 

ESL students were delighted to speak one-on-one with native 

speakers. One student in each pair took notes in relation 

to the four points in the activity. When the discussions 

finished, seven pairs had time to give brief reports on the 

results of their discussions. They were left to decide on 

their own who was going to report to the class. Four of the 

reporters were ESL students and the other three were native 

speakers. In some cases, the other member of a pair had the 

opportunity to add a follow-up comment. Below are two of 

the ESL students' oral reports. The first report was given 

by Svetlana from Kazakhstan and the second by Taif from the 

united Arab Emirates. Taif's native English-speaking 

partner added a follow-up comment: 

Oral Report #1 by Svetlana 

It's about hair dryer for women. And we think 
that the general idea is that it will help every woman 
to find her own style and to look beautiful, maybe to 
attract men. So, probably Wollstonecraft and Mill 
will say that this doesn't support their ideas because 
it says the woman is to attract men, to find good 
husband, to look beautiful, to look sexy for him. This 
is the theme, but the thing is maybe two hundred years 
ago women wanted to look beautiful only to attract men, 
but now this can be used for career. 
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Oral Report #2 by Taif 

We can see here a couple of dancers, a black 
female and a white male. And we can see, my viewpoint 
different from her's [Taif's partner], it's like the 
women got their rights and the males are saying to them 
stop now, you took your rights and I accepted it. So, 
he is holding her and if he goes away, she'll fall 
down. So, she gets her rights and still depending on 
him. We can. see here that the female is so proud of 
herself." 

Follow-up Comment by Taif's partner 
My only disagreement with her is that he is not 

depending on her the way she is depending on him. And 
she is the one in danger of falling down, and if she 
falls down nothing is going to happen to him. 

Both Svetlana and Taif were fairly successful in 

performing the oral task. Svetlana introduced the magazine 

selection, identified its theme, and commented on how 

Wollstonecraft and Mill would react to it. The logic of her 

remark regarding the usefulness of beauty in promoting a 

career in modern times was challenged by an American male 

student. He pointed out that a woman's professional life 

should not be based on her physical attributes. Taif did 

not follow the activity's instructions very closely, but 

she was able to express her interpretation of the 

advertisement very well. She did not hesitate to disagree 

with her American partner even though, to me, their ideas 

seemed similar. The following excerpt comes from Lori's 

report on this activity, 
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The activity went over extremely well and the results 
were amazing. It was wonderful to see the 
international students interacting with native speakers 
and producing such great work. Mohammed and the T.A. 
seemed genuinely pleased with the activity's outcome. 
I know that Ellen and I were thrilled. 

students' oral participation was the best in the 

sheltered environment of the ESL class, where there were no 

native English speaking students with whom to compare their 

oral proficiency. At one time, Professor canfield gave a 

special lecture on Native Americans to the students in the 

ESL class. The students responded to Professor Canfield's 

questions much better than they responded in the large 

lecture with the native speakers present. The majority of 

ESL students had the opportunity to express their opinions 

voluntarily. Professor Canfield himself was impressed with 

their active participation and wondered why they were not as 

active in the content lecture. Waleed explained to me [in 

Arabic] why he and his classmates responded well to 

professor Canfield's questions in the ESL class, 

Because he concentrated on us and there were no 
Americans in the class. In the lecture, he 
concentrated on his students more than he did on us. 
At CESL, he focused on us only and he also simplified 
his style. He even checked with us if we understood 
certain words. So, he lowered his style to our level 
[translated from Arabic]. 
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cultural Background 

A second factor that affected the ESL students' oral 

participation in the Precourse was cultural Background. It 

was possible to categorize students into two groups, 

according to the level of their classroom participation. 

The first group included the Kazakh and Arab students who, 

in general, were active participants in the classroom. The 

second group included the Korean and Japanese students who 

usually took a more passive role in most participation 

structures. Professor Canfield was concerned with whether 

the Korean and Japanese students were following his lecture 

or not, because of their lack of response in his class. At 

one time he told me that, as their teacher, he was worried 

because he could not read their facial expressions and body 

language, which would have told him if they were 

understanding. Similarly, Rachel [an MA/ESL student] noted 

down this observation in her report: 

The Arabic students and the students from Kazakhstan 
were very enthusiastic and talkative, but the students 
from Korea were much more reserved and responses had to 
be drawn out of them. 

The Kazakh and Arab students ex'pressed concerns that 

the voices of their Korean and Japanese classmates were 

never heard in the content class and were seldom heard in 

the ESL class. The Korean and Japanese students 

participated more when they worked in pairs or small groups. 
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Even then, it was clear that the Arab and Kazakh students 

were the ones who dominated the discussions. Denis from 

Kazakstan was rather impatient with his quiet and reserved 

classmates. He said to me in an interview: 

I want to hear their opinions, but sometimes they don't 
talk, sometimes they speak and they come up with very 
interesting ideas, but mostly very silent. 

Lack of oral participation on the part of the Korean 

and Japanese students did not mean that they had no 

interesting ideas to contribute. They seemed used to being 

passive listeners in teacher-centered classrooms. When they 

were called on to speak, they either tried to avoid speaking 

or spoke briefly and reluctantly. For example, in the pair-

work activity we did in Maja-Lisa's discussion section, 

Chong-In did not want to report to the class even though she 

wrote good notes on the magazine article she read and 

discussed with her native English-speaking partner. A 

comparison of chong-In's activity notes with the oral report 

that her partner gave indicates that Chong-In had all the 

ideas she needed to give the oral report herself. Chong-In 

wrote the following activity notes, 

A. Julia Roberts 
B. her life, marriage, she is beautiful, love 
C. she likes her because she has a job and is 
independent of man. On the other hand, if she knows 
the reason that she can get a job by beauty she will 
not like her. 
D. a little better 
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Chong-In's partner reported, 

We read an article about Julia Roberts. The first 
part of the article is about her career and the money 
she's making and what she's doing. I think ••• we think 
that in one way Wollstonecraft and Mill would have been 
impressed with the fact that she has made a lot of 
money on her own and she has been very independent at a 
young age, but then, you know, the reason she has done 
that is because she is beautiful. I mean she has a 
great face and people like to look at her face. 

Unlike Chong-In, Hiroko had the courage to do the oral 

report. She was disappointed, however, with her native 

English-speaking partner because she dominated the 

discussion and didn't give Hiroko enough time to express 

herself. The American student was rather impatient with 

Hiroko's hesitant delivery, so she took over and finished 

the oral report. Hiroko started her report as follows, 

This is ••• women depend on men .•• and they need to be 
sexy .•• and to •.• 

Hiroko's partner took over and finished the report as 

follows, 

Oh, it's just they're talking about marrying a 
millionaire and stuff. So, they're claiming not being 
independent or being dependent on a man who has money 
to take care of them. And, also they're talking in the 
article how she is wearing this dress real low and 
tight to be appealing to men. 

If Hiroko had been giving her oral report in a 

classroom in Japan, her classmates would probably have 

waited on her to finish. However, in the American context 

she needed to be more assertive. Peers in the American 

classroom often become impatient with students who hesitate 
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or take long time to think in the middle of a discussion. 

Teachers also might lose patience with students who do not 

give quick responses. They might even avoid asking them 

questions in class. 

Involvement in content 

The third major factor which influenced ESL students' 

speaking was interest in the subject of human rights. For 

example, both Wollstonecraft and Mill attacked the way women 

are treated in Islam. To Wollstonecraft, Muslim women are 

treated as if they have no souls, and Mill warned Christians 

not to reduce Christianity "to the level of Islamism" in 

terms of enslaving women. The four Muslim students in the 

Precourse were outraged by what they referred to as 

insensitivity and misunderstanding of Islam. In the ESL 

class, they argued that many of the women's rights that 

Wollstonecraft and Mill called for in 18th and 19th century 

Europe were granted to Muslim women as early as the 7th 

century. Waleed referred to women's rights to inheritance 

in Islam and related that to Mill's and Wollstonecraft's 

ideas of women's right to property. Fahd noted that Muslim 

women have rights to education and jobs. Taif explained how 

Islam dignified women by allowing them to keep their own 

family names instead of carrying the family names of their 

husbands. She also emphasized the idea that Muslim women 
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have complete control over their property. Taif said, 

I have a comment about a question that western world 
always asks. They say why don't Muslim women claim her 
rights. They really don't know that the Islamic 
religion gave her all her rights. In my religion, we 
don't change our family name if we get married. The 
woman also don't help her husband by her money for 
anything, just if she wants to. They have the property 
right to own. We are satisfy with our position and 
our place that our religion put us in. 

After these discussions, Ayesha went home and skimmed a 

chapter on women's rights in the Koran and selected a number 

of translated excerpts as evidence. She showed me the 

excerpts and asked if it would be possible to make copies of 

them to her classmates. I encouraged Ayesha to give a 

fifteen-minute presentation on the excerpts in both the ESL 

class and the discussion section. Ayesha agreed and used 

the following excerpts from the Koran: 

o mankind! reverence your Guardian-Lord, Who created 
you from a single person, created, of like nature, His 
mate, and from them twain scattered (like seeds) 
countless men and women; reverence Allah, through Whom 
ye demand your mutual (rights), and (reverence) the 
wombs (that bore you): for Allah ever watches over you. 

From what is left by parents and those nearest related 
there is a share for men and a share for women, whether 
the property be small or large, a determinate share. 

And give the woman (on marriage) their dower as a free 
gift; but if they, of their own good pleasure, remit 
any part of it to you, take it and enjoy it with right 
good cheer. 

But if you decide to take one wife in place of another, 
even if ye had given the latter a whole treasure for 
dower, take not the least bit of it back: would ye take 
it by slander and a manifest wrong? 
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If any do deeds of righteousness, be they male and 
female and have faith, they will enter Heaven and not 
the least injustice will be done to them. 

Ayesha stressed the idea of "created you from a single 

person" in the first excerpt. She related it to a similar 

argument made by Maja-Lisa, the discussion section leader, 

about the oneness of the origin of man and woman. She used 

the next three excerpts as evidence for the right of Muslim 

women to own property and keep their dowers. In the final 

excerpt, she emphasized the idea of divine reward for the 

virtuous deeds of both men and women. Ayesha's fifteen-

minute presentation lasted fifty minutes in the ESL class. 

She had to answer a number of questions that her curious 

classmates asked. She ended the presentation by inviting 

her classmates to visit the Islamic center in Tucson during 

the following Friday prayer to know more about Islam. I was 

later told that two female students from Kazakhstan borrowed 

Ayesha's Arabic costumes and attended the Friday prayer. 

Ayesha could not make her presentation in the discussion 

section because the class had already begun discussing a new 

text. 

ESL students' involvement in the topic of human rights 

often motivated them to discuss issues of interest to them 

with roommates in the dormitory or with friends in the 

neighborhood. For example, Waleed told me in an interview 

that he often discussed ideas from the content class or the 
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books with his roommates. Fahd was extremely touched by the 

two movies \ole saw on Native Americans. He took the 

opportunity of sharing what he had learned with a couple of 

Native Americans in his apartment complex, 

I met a couple of Native Americans in my complex and 
they had a party and I talked to them ••• I talked to 
them about Leonard Peltier movie. 

Actually, Fahd's discussions went beyond the movie to issues 

such as Indian gods and languages. He was excited to learn 

about Indian deities and surprised that Indians did not want 

to write their languages. Similarly, Svet1ana liked 

Wo11stonecraft's ideas on women. She decided to give the 

book to her English teacher in Kazakhstan as a gift. She 

wanted to discuss some of the controversial issues about 

women in the book with her teacher. In her reading log, 

Svet1ana wrote, 

I intend to take this book to Kazakhstan and give it to 
my teacher of English. She likes discussions on 
different topics, especially about family life and 
women's position in the society. 

summary of Findings 

ESL students thought of the Precourse as a golden 

opportunity for them to interact with native speakers in a 

real academic course. content teachers considered ESL 

students an enrichment to class discussions. Unfortunately, 

the level of oral participation in the literature lectures 
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and discussion sessions did not measure up to the high 

expectations of both parties. The three main factors which 

influenced ESL students' oral participation in the Precourse 

were learning environment, cultural background, and 

involvement in content. The majority of ESL students 

refrained from talking in the content class to avoid 

potential embarrassment in front of native English speakers. 

Many students spoke in the content class when they had a 

teacher-planned opportunity for one-on-one interaction with 

native speakers. The sheltered environment of the ESL 

classroom was the best environment for spontaneous and 

interactive participation for the majority of the ESL 

students. In general, the students from Kazakhstan and Arab 

countries participated in class discussions more than the 

students from Korea and Japan. Involvement in the subject 

matter was a strong motivator for students to participate in 

class discussions and to continue their discussions outside 

of the classroom. 

section III -- Readinq 

A basic understanding of the reading material was 

essential for all the listening, speaking, and writing 

activities in the Precourse. My analysis of the factors 

which influenced the amount of reading that the students did 

and how well they understood the readings is centered around 
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three categories: heavy reading load, dictionary use, and 

interest in learning new information. First, I examine how 

the quantity and quality of the reading material in the 

content literature course was a primary reason for many of 

the reading difficulties that the students experienced. 

Second, I describe how students' strategies of using the 

dictionary were closely linked to their success in 

completing the reading task. Third, I explain how strong 

interest in the content material motivated students to read 

difficult books and do personal readings related to the 

topic of the Precourse. 

Heavy Reading Load 

In the content course, Professor Canfield discussed one 

book per week. Coping with this heavy reading load was a 

challenging task not only for the ESL students but also for 

the native English speakers. A number of times Professor 

Canfield was angry with his students because they either did 

not read or did not finish reading the assigned book. His 

typical question to students in this case was "00 you want 

me to lecture to yoU?" At one time, a native English 

speaker angrily answered Professor Canfield's rhetorical 

question with another question, "00 you ever consider that 

we have other classes?" Many native English speakers felt 

that they were over-worked in this course. 
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To help ESL students with their readings, I often 

recommended key chapters and passages to them, based on 

consultation with the content teachers and the MA/ESL 

students. In addition,.text summaries were made available 

for ESL students to read in conjunction with the original 

texts. The summaries turned out to be essential for coping 

with the heavy reading load in the content literature 

course. The majority of ESL students expressed strong need 

for these summaries and demonstrated interesting ways of 

using them. Svetlana, Altynai and Ayesha read the summaries 

prior to reading the texts to have a general idea about the 

content. Waleed and Taif referred to the summary after 

reading each book chapter or attending a content lecture to 

confirm their overall understanding of the material. To 

Hiroko, the summaries were the reason for her being able to 

survive the Precourse experience. When I asked Hiroko if 

she read the summaries, she replied, "That's why I can 

attend classes!" 

However, there was a significant disadvantage for using 

summaries. The summaries were, to say the least, subjective 

representations of major events in the work. This generally 

biased the students' own interpretations of the text. Maja

Lisa, the discussion section leader, expressed concerns over 

the effects of reading summaries. To her, this task should 

be done by the students. Even the ESL students were aware 
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of the limitations of the summaries. Chong-In, for example, 

pointed out in an interview that to truly appreciate and 

enjoy the work of an author, you have to read the original 

text. Ayesha also said that reading a summary instead of an 

original text is similar to telling the plot of a movie to 

someone who did not watch the movie itself. 

The summaries were especially useful when students 

could not understand an original text because of its 

difficulty, and when they didn't have enough time to finish 

the original text. The following excerpt from an interview 

with Jalgas is a good example, 

Mohammed: How much did you read of the books? 
Jalgas: I read all of Monsieur Toussaint. I read 40 pages 
of Wollstonecraft •.• she was difficult, so I threw her away 
and read the summary •.• looked up some of the quotations 
stressed in the summary. I read more of Mill ••• when ran out 
of time, I just put the book aside and read the summary. 

Jalgas, as well as the rest of the ESL students, had 

difficulty with understanding most of the original texts 

because they were written in complex styles and contained 

many new words. The following passage from Wollstonecraft's 

A Vindication of the Rights of Woman is an example of the 

kind of written discourse that ESL students had to read: 

I love man as my fellow; but his scepter, real or 
usurped, extends not to me, unless the reason of an 
individual demands my homage; and even then the 
submission is to reason, and not man. In fact, the 
conduct of an accountable being must be regulated by 
the operations of its own reason; or on what foundation 
rests the throne of God. (po 41) 
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In addition to the complexity of Wollstonecraft's literary 

style and ideas, ESL students had to struggle with 

understanding many unfamiliar words such as scepter, 

usurped, and homage. In her reading log, Natasha described 

how she felt after reading three chapters from 

Wollstonecraft's book: "This book is interesting, but it 

drained my brain." 

ESL students also experienced difficulties in reading 

the original texts because of certain unfamiliar literary 

techniques in some of the texts. For example, in the first 

play they read, Monsieur Toussaint, the concept of time was 

cyclic; the past, present, and future were represented 

without distinct boundaries to allow for communication 

between living and dead people. Also, Creole passages were 

used in the play to represent the language of the slaves. 

Most ESL students had difficulty in reading this kind of 

text. In her reading log, Taif expressed her reaction to 

the difficulty of Monsieur Toussaint, 

When I first read this play, I felt I was lost. I 
wasn't sure what's going on. Things would go strange 
such as living people, dead and suddenly gods, all 
would go together at the same time, also the language 
that black people used confused me sometimes. But 
later on I get to understand the play because I read it 
for the second and third time with its summary so I 
enjoyed it at last. 
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Douglass' My Bondage and My Freedom was the only book 

that was described by the ESL students as easy to read. 

Over half the Precourse participants were able to finish the 

whole book. Taif and Altynai were thrilled to finish 

reading the book in one week. Taif said she was able to 

finish reading Douglass' book in a short time because it was 

written in "normal English." Altynai noted that she could 

not stop reading the book because of Douglass' "clear 

language and interesting story." 

in her reading log, 

similarly, Svetlana wrote 

I liked to read this book because it was written in a 
very simple and comprehensible way. I could read it 
faster than Mary Wollstonecraft and John Mill. The 
ideas were expressed clearly to me. It gave me a sense 
of freshness. 

~ven though a summary of Douglass' book was available 

to the Precourse participants, many of them did not need to 

read it. Their ability to read a complete text in English 

gave them self-confidence and a great sense of achievement. 

As I previously mentioned, text summaries were needed for 

the other books mainly because of their difficulty. 

Thus despit~ the disadvantages of summaries, they 

played an essential role in helping the ESL students cope 

with the heavy reading load in the content literature 

course. 
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Dictionary Use 

The Precourse participants' success in completing the 

reading task was strongly related to their strategies of 

dictionary use. ESL students could be divided into two 

distinct groups: bilingual dictionary over-users and 

monolingual dictionary optimal users. The first group 

included students who tried to understand every word and 

every expression. These students turned reading into a 

tedious and frustrating translation task. For example, 

every page that Ayesha read contained at least twenty five 

words translated into Arabic. She used the same translation 

strategy with both the books and the text summaries. 

Surprisingly, Ayesha translated not only new words, but 

also words she either knew or could have easily guessed from 

context. For instance, the first page she read of 

Wollstonecraft's text summary included translated words such 

as womanhood, feminism, gender, common, argued, sense, 

majority, useless, tender, vain, inconsistent, prevailing, 

creatures, bodily, superiority, muscular, and progress. As 

Ayesha's teacher not only in the Precourse, but also in a 

previous intermediate level ESL class, I had no doubt in my 

mind that she already knew the meanings of many of the above 

words. To confirm my observation, I showed Ayesha the page 

from which the above words came and questioned her about it: 
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Mohammed: You translated many words into Arabic here! Are 
all these words new to you--words like womanhood, 
bodily, useless, and so on? 

Ayesha: No, I like to be sure! 

Ayesha's confirmation strategy was extremely 

ineffective. She soon became tired and gave up reading. 

The first few pages in her books and text summaries were 

full of translated words. However, the next pages were not 

marked, indicating that she probably did not read them at 

all. similarly, chong-In tried to understand every word 

and used an English-Korean dictionary to look up the meaning 

of all new words. She was very frustrated that the huge 

reading volume in the content course made it virtually 

impossible for her to finish reading the texts. Chong-In 

said, liMy style is to read everything and use dictionary to 

look up meaning of difficult words." 

The second group of ESL students in the Precourse 

included optimal monolingual dictionary users. For 

example, while reading a book or a text summary, Natasha 

underlined very few new words [3-5 words a page] and looked 

them up in her monolingual dictionary. In the margins, she 

wrote not only the definition of the new words, but also the 

phonetic transcription. She later transferred all new words 

into a notebook and studied them further. Denis used his 

monolingual dictionary only when he could not understand the 

main idea. In addition to using his dictionary, Denis used 
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two other strategies to deal with new words: (a) asking his 

American roommate for help, and (b) guessing the meaning of 

new words from context. Denis said, 

I have an American roommate •.• he can explain to me any 
time ••• you can also understand the meanings of the 
words from context ••• well Wollstonecraft used such a 
complicated language, I mean so many words. I had to 
peek in the dictionary every five minutes because I 
like to be precise about my vocabulary •.• sometimes I 
don't want to guess. I want to know the particular 
meaning of the word. 

The purpose of reading activities in the ESL class was 

to encourage optimal dictionary use and help students 

develop some strategies which might make reading from a text 

more efficient and enjoyable. Some of the reading 

strategies practiced in the ESL class were: (a) previewing a 

text through book titles, chapter headings and sub-headings, 

table of contents, and abstracts; (b) skimming activities in 

which students read a scene or chapter in a given time and 

reported the main idea to a partner or to the whole class; 

and (c) annotating a chapter and reporting on the main ideas 

of the chapter by referring to the marginal notes and 

comments. 

Some of the ESL students like Ayesha and Chong-In found 

it hard to change their reading-through-translation 

strategy. They continued using their style of reading every 

word and looking up the meaning of all the difficult words 

in a bilingual dictionary. others, however, were more 
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willing to try and learn some new strategies. For example, 

early in the Precourse Waleed's reading style was very 

similar to Ayesha's and Chong-In's. He noted that reading 

caused him severe headaches. He became bored very quickly 

and could not maintain his focus on the readings. However, 

Waleed was willing to try some of the reading strategies 

practiced in the ESL class. For example, his newly acquired 

strategy of focusing on the main ideas and ignoring details 

helped him overcome the fear of reading. He read over 

seventy percent of most of the texts and used the summaries 

and ESL class discussions to enhance his understanding of 

the texts. In an interview with him, Waleed talked about 

how his fear of reading began to disappear while reading 

Monsieur Toussaint, 

At the beginning I couldn't read the book, but when you 
taught us to forget about details and I started to 
read and looked ••. it was page twenty three, then I 
continued until seventy something. 

Interest in Learning New Information 

The content literature course was quite informative to 

the Precourse participants. As Denis once said, lilt 

broadened our scope." ESL students learned, among other 

things, new information about the history of the Haitian 

revolution, the beginnings of the women's movement in the 

West, the conflict between Native Americans and the new 
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settlers, and the history of political instability in 

Africa. They all seemed pleased and proud to learn this 

kind of information. For example, Svetlana said, 

I learned a lot of information about life of Indians on 
territory of U.S.A. Before coming to the U.S. I had no 
idea of what the reservations are and how the Indians 
live nowadays. In childhood, I liked to read stories 
about Indians, their wars and love. But all of them 
were full of love towards Indians and I couldn't 
understand if it really was that way. Now I know much 
more about this issue. 

ESL students' genuine interest in the content material 

motivated them to read difficult literary texts. For 

instance, Wollstonecraft's A Vindication of the Rights of 

Women and Mill's The Subjection of Women were very difficult 

for ESL students. Nevertheless, they were interested in the 

powerful ideas of the two authors. Altynai was eager to 

understand everything in both works. She was not satisfied 

with her partial understanding. She wrote in her reading 

log, 

Wollstonecraft and Mill are very informative. When I 
read I could compare the women's life at that time and 
nowadays. Of course, many things changed, but many 
problems can be found in our society. Someday I like 
to read this book again when I am able to understand 
English better than now. 

Motivated by the content material, many ESL students 

managed to do some personal reading. For instance, Hiroko 

was thrilled to learn about the history of slavery in the 

U.s. from Douglass' My Bondage and My Freedom, so she went 

to the bookstore and bought an American history book and 



read a chapter on slavery and the civil war in the U.S.A. 

The content teachers' constant reference to John Locke's 

ideas of man's natural rights to life, property, liberty, 

and equality aroused Jalgas' curiosity in this English 

philosopher. Therefore, he went to the library and read 

parts of a book on Locke's life and philosophy. Taif's 

favorite author was Frederick Douglass. She admired his 

struggle for freedom and enjoyed his writing style. She 

wrote in her reading log, 

131 

I like this book of Douglass. I knew lot of things 
about slavery in the United states and people of that 
time. I hope to read some other books by Douglass. 

Thus, strong interest in content material was highly 

motivating for students to do not only a considerable part 

of the Precourse readings, but also some additional readings 

on similar material. 

summary of Findings 

The three main factors which influenced the quantity of 

reading that the ESL students did and the quality of their 

understanding of this reading were the heavy reading load, 

dictionary use, and interest in new information. Text 

summaries helped ESL students cope with the difficult and 

heavy reading load in the content class, but they might have 

biased the students' interpretations of the original texts. 

In general, inefficient readers were over-users of bilingual 
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dictionaries, whereas efficient readers were optimal users 

of monolingual dictionaries. Interest in the content 

material motivated students to read difficult texts and to 

do personal reading related to the topics of the course. 

section IV -- Essay writing 

The main basis for student evaluation in the content 

course was the argumentative essay. After finishing each 

text, an essay question was posed and students were required 

to answer the question in the form of a short [2 to 3-pages] 

essay. There were six take-home essay exams, but ESL 

students took only three of these exams. This section is 

concerned with the two main factors which influenced ESL 

students' essay writing: unfamiliarity with argumentative 

essay structure in English and the complexity of the essay 

prompts. First, I introduce examples from the first essay 

exam which were representative of the rhetorical and 

organizational problems in the ESL students' essays. I then 

illustrate the effectiveness of explicit teaching of 

rhetorical structures in the adjunct ESL course by 

presenting the first and second essay drafts of a student 

who benefited from this teaching. After that, I describe 

the difficulty of the essay questions in the content 

literature course and contrast the prompts with the essay 
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topics assigned in some of the students' regular ESL writing 

classes. 

Unfamiliarity with Argument structure in English Essays 

content teachers required students to write a well-

structured argumentative essay. They expected the essay to 

have a well-focused introduction with a clear thesis 

statement, well-developed and balanced paragraphs, and a 

logical conclusion. Paraphrasing and direct quoting from 

the texts or outside sources were to be used for supporting 

the arguments. Like native English speakers, ESL students 

submitted their first essay exam directly to Maja-Lisa. 

They did not receive any assistance or feedback from me, 

mainly because they were typing the essay in the computer 

lab until minutes before it was due to be turned in to the 

content teacher. The first essay question was based on 

Monsieur Toussaint. students had to write a short essay 

[2-3 pages] answering the following question: 

Who is possessed in this play and what are the 
implications of that for race, revolution and human 
rights in the Americas? 

Glissant depicted the protagonist, Toussaint, as possessed 

by two forces, his attraction to Western ideologies and his 

loyalty to primitive Haitian values. In their essays, 

students were expected to critique the theme of possession 
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in the play and then comment on its implications for race, 

revolution, and human rights in the Americas. 

On the first essay exam, most ESL students showed 

unfamiliarity with argumentative essay structure. Their 

essays often included long summaries of main events in the 

plot. Instead of defending a position, they tried to 

demonstrate their understanding of some factual details in 

the plot of the play. For example, Svetlana, one of the 

best ESL writers, wrote her essay introduction as follows, 

The main character of the play "Monsieur 
Toussaint" is a leader of the Haitian revolt 
Toussaint, who is black. He was a slave, but received 
education at his master's house and his master was 
progressive enough to give him liberty. When he was a 
slave, he was possessed by the dead, because slaves 
believed in and worshiped their dead. Mama Dio, a 
Voodoo priestess, symbolized Africa to the slaves, 
their past, their belonging to return to their native 
land and be free there. The slaves even believed that 
after death they will be in Africa again. The dead 
represent primitive chaotic ideology in the play. They 
are not educated, they have no progressive ideas for 
that time. 

Svetlana's introduction demonstrates good understanding of 

the play; however, it does not have a clear thesis. She 

touches on the theme of possession in her reference to 

Toussaint's education and the dead characters in the play, 

but her thesis is buried in factual details from the plot. 

The content teacher expected the essays to be mainly 

concerned with interpretation, critique, and application. 

Specific events from the plot were to be mentioned only to 
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support the student's line of argument. Part of Maja-Lisa's 

end comment on Svetlana's essay was, 

In writing these short papers you want to get to your 
thesis quickly. Begin with your thesis, explain it & 
support it. 

The paragraphs in Natasha's essay were not adequately 

developed. The essay consisted of eleven paragraphs that 

ranged in length from seven lines to one line and a half. 

Natasha finished one paragraph and started a new one without 

providing adequate support for her argument. She needed to 

write fewer paragraphs and more explanations, details, and 

examples to make her point clear and convincing to the 

reader. The following are two sample paragraphs that 

Natasha wrote, 

Throughout the play we can see the line of 
"Treason", "Betrayal". Toussaint was blamed by 
everybody: by the Dead, the Gods, by his own wife and 
the French. 

He remained with his country till the end: " •.. I 
want freedom in San Domingo! Ogoun, ougoun ••• " 

Both paragraphs include general and vague statements that 

are likely to leave the reader with many unanswered 

questions. Who is responsible for treason and betrayal in 

the play? Why was Toussaint blamed by the dead, the gods, 

his wife, and the French? How did Toussaint remain with his 

country? How are these two paragraphs related to the theme 

of possession? Maja-Lisa wrote to Natasha, 



136 

Notice how very short your paragraphs are, how ideas 
fly from one to another without giving your reader the 
cues he/she needs to fully understand your point. 

Taif, a third ESL student, wrote an essay full of 

quotations from the text. Maja-Lisa noted that Taif's 

quotations were appropriate, but they did not have enough 

context. She repeatedly asked Taif to interpret and comment 

on these well-chosen quotations. For example, to support 

the argument that Toussaint was torn between his Haitian 

roots and the ideas of the white man, Taif chose an 

interesting quotation in which Macaia, a dead slave rebel 

leader, warns Toussaint against falling into the trap of the 

colonials, 

••• see how they profit from you. They plant in your 
humanity the tree of their inhuman power. If you 
accept their idea of generosity, they will grow in 
order to crush you. And then, oh, you will have only 
their contempt for consenting. (p.75) 

Instead of interpreting the quotation or commenting on it, 

as the teacher suggested on the margin, "Excellent choice of 

text--offer an interpretation," Taif added a second and a 

third quotation to support the same point. Her essay, like 

the essays of a number of other classmates, showed adequate 

understanding of the text and good judgment in choosing 

quotations, but lack of the rhetorical skill of knowing how 

to integrate them into the text to support their arguments. 

ESL students were not truly aware of the limitations of 

their academic writing skills until they received their 
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grades on the first essay. Maja-Lisa did not give a passing 

grade to any of the students' essays. Instead, she wrote 

individual comments on students' essays and typed a sheet of 

general comments to all students. On this sheet, she 

explained to students why they did not receive grades and 

what they needed to do to improve their essay writing 

skills. 

After the first essay exam, it was clear to the ESL 

students that their writing skills needed some improvement 

to pass essay-exams in an academic content course. It was 

also clear to me as an ESL instructor that my students 

needed to be more familiar with argument structure in 

English essays. The first instructional procedure I 

employed to help my students was analyzing with them the 

rhetorical structure of essays written by native English 

students. Maja-Lisa shared with us copies of American 

students' essays from her discussion section, especially the 

ones that were well-organized and that had received good 

grades. For example, we analyzed the following essay 

introduction as a good model in the ESL class: 

Monsieur Toussaint sees himself as the great 
leader of San Domingo. He believes that he speaks, 
acts and leads on behalf of the oppressed people of his 
country. Yet, because Toussaint views himself this 
way, he completely ignores the fact that he has taken 
on and become possessed by the ideologies of the 
oppressor. These ideologies and their adoption by the 
lower class have important implications for race, 
revolution and rights in the Americas. 
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This essay introduction is much more focused than 

Svetlana's. The native English writer captures the interest 

of the reader by his early critical analysis of Toussaint's 

stance in the play. The sentences that appear before the 

thesis lead the reader into the topic of the essay, which is 

the implications of Toussaint's possession "for race, 

revolution and rights in the Americas." 

The second instructional procedure I used to help my 

students was reading their essay drafts and commenting on 

them before they were turned in to the content teacher. I 

also met with students individually and discussed with them 

the changes they needed to make before submitting a final 

draft to Maja-Lisa. To illustrate the nature of these 

comments and their influence on students' final drafts, I 

present below sample first and second drafts of an essay 

written by an ESL student, Fahd. This was the second essay 

exam that the ESL students were required to take. 

The second essay exam was based on Wollstonecraft's A 

Vindication of the, Rights of Women and Mill's The Subjection 

of Women. The content teachers gave students the following 

two questions and asked them to choose only one of them: 

1. How is the feminine a vehicle for accommodation? Is 
it socialization or submission or both? 

2. If groups or individuals are granted rights on the 
basis of similarity to a dominant group, what happens 
to difference? 
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students who answered the first question were supposed to 

argue whether female accommodation represented submission to 

male-dominance or a desire to create a loving and nurturing 

social atmosphere in the family, or a combination of both. 

The second question referred to the threat to the uniqueness 

of minorities and individuals when they are pressured to 

imitate the behavior of the majority. Fahd wrote the 

following essay draft as an answer to the second question: 

Throughout the world, the first question parents 
ask at the birth of a child is always the same: "Is it 
a boy or a girl?" This simple statement proofs that 
all human societies attach to the differences between 
men and women. By biological and psychological 
evidence, studies showed that male and female are 
different in many qualities. But this does not mean 
that one sex is better or can guarantee more rights 
than the other. In fact, this means that one can do 
better in some fields than the other. 

Going through Mary Wollstonecraft's writing, she 
mainly argued that women should have the same education 
and rights as men. Her argument was based on the 
similarities between men and women. But when a woman 
goes to work in a place to which she doesn't belong 
like the military, her "femininity" will change to 
"masculinity." 

Finally, let women do what they do best, so they 
would not lose anything from their values as females. 

Fahd's opening statement attracts the reader's 

attention and introduces the topic of differences between 

men and women. However, the arguments are not adequately 

developed and the essay is not well-organized. Fahd claims 

that studies support the existence of biological and 

psychological differences between males and females, but he 

fails to cite any of these studies. He also draws a 
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relationship between these differences and gender-based job 

performance without explaining the nature of this 

relationship. Fahd concludes his essay by proposing that 

women should be able to "do what they do best," but he does 

not specify any jobs that women can do best. 

In my comments on Fahd's essay, I explained to him the 

above weaknesses. Fahd revised his essay draft and 

submitted the following final draft to the content teacher: 

What a Price to Pay 
Throughout the world, the first question parents 

ask at the birth of a child is always the same: "Is it 
a boy or a girl?" This simple question proves that all 
human societies recognize the difference between men 
and women. Men and women are different in their 
biological and psychological qualities. But this does 
not mean that one sex is better than the other or has 
more rights than the other. In fact, this means that 
one can do better in some fields than the other. It is 
obvious that when women go all the way to do what the 
man does, they are going to gain some of his qualities 
and at the same time they are going to lose some of 
theirs too. In other words, those women will be more 
like men than like themselves. 

Mary Wollstonecraft mainly argued that women 
should have the same education and rights as men. Her 
argument was based on the similarities between both men 
and women. Her idea was that women are like men in 
every way, except physical traits. But studies showed 
that males and females are different in their genes and 
hormones (Robertson, 1989). These hormones can 
influence both physical development and emotional 
arousal. Both sexes have "male" and "female" hormones, 
but the proportion of male hormones is greater in men 
and that of the female is greater in women. These 
hormonal differences have some influence on the 
behavior of men and women. 

On the other hand, the typical personality 
patterns of adult men and women are clearly different 
in many ways. For example, Robertson (1989) contends 
that men tend to be more aggressive and have greater 
mathematical ability than women. Women, however, tend 
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to be more nurturing and more emotional than men. As a 
result, women can do many things that men cannot do, 
but not everything that men do. If we ask women to be 
like men, we actually deny them the right to be 
"unique" or "different", and that is -in fact- what 
they are, as I mentioned earlier. 

John stuart Mill focused on the idea that women 
did not have the opportunity to be anything but what 
the man allowed them to be, and that was based on his 
needs not their abilities. So by asking the woman to 
suppress her feelings and use her reason, it is very 
clear that both Mill and Wollstonecraft deprive women 
of their "uniqueness" and "difference". It is not an 
advantage for a woman to take man's position, but 
rather a disadvantage because by doing that she loses 
more than she gains. When a woman goes to work in 
place to which she does not belong, e.g., the military, 
not to mention the danger that she might face. Many 
women are raped during their military service. A few 
months ago, a female soldier sued the navy because her 
superior officer raped her. 

Finally, let women do what they do best, so they 
would not lose anything from their values as females. 
Give the woman the most simple and important right, 
that is to be "a woman". 

As can be seen from the above essay, Fahd's second 

draft was more organized and better developed than the first 

one. He paraphrased the main ideas in Mill and 

Wollstonecraft, explained his disagreement with these ideas, 

and used a reference book and an incident he read in a 

newspaper to support his argument. The content teacher 

disagreed with most of Fahd's ideas, but she gave him an 

above-average grade [B-] for being able to present an 

argument and support it. Instead of responding to Fahd's 

essay organization, as it was the case in all the essays she 

responded to in the first essay exam, Maja-Lisa commented on 

Fahd's ideas as follows: 
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You raise some interesting issues not the least of 
which is the "biological tendencY-"-argument. As I 
understand the data human men and women are more like 
each other than anything else. As you point out males 
have male hormones and vice versa. Where you run into 
logical trouble is at those points where you assume a 
biological explanations for what are arguably 
culturally imposed distinctions (what Mill is arguing 
that you paraphrased so well). The "problem" of rape 
is another instance; as I read the instances, it is a 
matter of blaming the victim rather than a system which 
allows it to happen. Why aren't male POWs raped? 
Instead civilian women are systematically raped as in 
Bosnia. Is one violence any less abhorrent than the 
other? Only in a cultural system that meets male needs 
at the expense of women's rights. 

I have chosen Fahd as an example because, as Table 5.1 

shows, his essay grade improved the most. However, the 

particular areas of improvement were common to many of the 

students as reflected in their grades on the second and 

third essay exams. 

complexity of Essay Prompts 

As I discussed with my students their drafts of the 

second essay exam, most of them complained that the essay 

prompts were vague and abstract. They reported spending 

hours just to understand the prompt and find a way to answer 

it. For most of them, understanding the prompt was even 

more difficult and took more time than writing the essay. 

The following student reactions represent how most of the 

Precourse participants felt about this issue: 
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They ask us to write clear essays, but the questions 
themselves .•. they almost don't make sense ••• ambiguous 
you can see them differently •.. it's like a puzzle. 

sometimes I had to read the question many times and 
every time I read it I thought of a different way of 
answering it. 

Some of the questions ••• we're really lost with them. 
You can understand that this means something, then 
after a while, you think of it again ••• oh, it doesn't 
mean that, it means this, and when we saw the essays of 
the Americans, everyone deals with it as he understands 
it and it is different from the other one .•• l hate 
this .•• l want •.• give me a specific question, and I 
just answer it. 

content teachers noted that the essay prompts were 

intentionally kept complex to make students think about them 

for an extended period of time and, then, approach them in 

unique and different ways. They considered the complexity 

of the essay questions as an essential part of the course 

objectives. Maja-Lisa explained the content teachers' 

justification for asking complex questions: 

The questions are complex as they are posed and it 
allows students to think about the question for a 
couple of days or at least a day ••• and then putting 
together their experiences along with the reading 
materials •.• it forces students to think deeply about 
the question for a sustained period of. time. 

Many native English speakers, however, were confused by 

the complexity of the essay prompts as well. When the 

questions were posed, they often clustered around Professor 

Canfield and his teaching assistants and asked them to 

interpret the questions. As for the ESL students, the 

difficulty of the essay prompts was the main reason why some 
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of them were unable to submit a final draft of their second 

essay exam to the content teacher. For example, chong-In 

and Chin-Young tried to answer the essay prompt "How is the 

feminine a vehicle for accommodation? Is it socialization 

or submission or both?" They discussed the prompt together 

and mistakenly thought that it was about struggle between 

men and women. Chong-In wrote an essay about the social 

consequences of the conflict between men and women, and 

Chin-Young wrote an essay about the inevitability of this 

conflict. Both students were very disappointed when they 

learned that they did not answer the content teacher's 

question about accommodation. 

Precourse participants indicated that they had never 

experienced difficulty in understanding the essay questions 

or topics in their EFL/ESL writing classes. The essay 

prompts in the content course seemed different in nature 

from the essay topics in their writing classes. For 

example, the essays that Hiroko wrote in her ESL writing 

class often centered around her personal experiences and did 

not require any reading. Some of the topics she wrote about 

were her trip to the U.S.A., her birthday, the harp, and the 

computer. Hiroko found such ESL writing easy, but she 

experienced difficulties in all the essays she wrote in the 

content course. Hiroko said, 
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I actually like writing ••• I wrote about coming to the 
U.S. about the harp, and what happened on my 
birthday ••• and yesterday we had essay exam about 
computers ••• essays in literature class very 
difficult •.• very different. 

Altynai was in another ESL writing class. Her class 

read and discussed short magazine articles on topics such as 

love, jobs, and capital punishment. After that, the 

students composed one-page essays directly on the computer 

and submitted them to the ESL writing teacher whose feedback 

was mainly focussed on language corrections. Altynai said, 

In our academic writing class, we just discuss some 
articles from newspapers and magazines and we write 
essay once a week about love, about jobs, about capital 
punishment and we write in the computer lab in 50 
minutes, then the teacher makes some corrections and 
then we correct our mistakes. 

Obviously, essay writing in the content literature 

course was much more demanding than ESL writing. To write 

their essay exams, the Precourse participants had to 

synthesize ideas from books and answer questions which were 

much more complex than the essay topics in their ESL writing 

classes. In addition, two practices in regular ESL writing 

classes, i.e., assigning essays on personal topics and 

giving feedback on language errors, were not done in the 

content literature course. 

since most of the Precourse participants complained 

about the complexity of the essay questions, an ESL activity 

was especially prepared to help them understand the question 
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on the third essay exam. The third essay question was based 

on Chinua Achebe's Anthills of the Savannah. In the novel, 

Achebe presented a gloomy picture of the political 

instability and violence in an imaginary African country, 

Kangan, to symbolize the situation in most African 

countries. In Kangan, bloody military coups and 

assassinations were used to end the reign of terror of one 

dictatorship only to start a new and more vicious one. The 

essay question for this text was "What must a people do to 

appease an embittered history?" Students were supposed to 

critique the approach that the people of Kangan used in 

their repeated violent attempts to put an end to their 

painful history. 

The activity I prepared to help my students understand 

the essay question was based on the following six 

controversial statements that describe ways of appeasing a 

painful history: 

1. Imperialism and international capitalism are to 
blame for the suffering of the people in Third World 
countries. 

2. Democracies can never work in Third World countries. 
Revolution is inevitable for ending oppression. 

3. The best way to make major changes in a society is 
through peaceful or non-violent means. 

4. "Experience and intelligence warn us that man's 
progress in freedom will be piecemeal, slow and 
undramatic" (Achebe, p.90) 
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5. "Revolution may be necessary for taking a society 
out of an intractable stretch of quagmire but it does 
not confer freedom, and may indeed hinder it" (Achebe, 
p.90) 

Each statement was typed on a separate index card and taped 

on the wall. At the beginning of class, students were asked 

to walk around the classroom and read the six statements 

posted on the walls. They were later asked to choose one 

statement they strongly agreed or disagreed with and report 

their opinions to the class. After an hour of discussions, 

most stUdents understood the question and were ready to 

write about it. 

chong-In, who had misunderstood the second essay 

prompt, wrote two drafts of the third essay. The content 

teacher rated her essay as one of the two best essays 

written by the ESL stUdents. The following is a sample from 

her first draft of the third essay, 

Kangan is an imaginary nation, but it is no more 
imaginary in its situation. The political and social 
situation in Kangan represents that of all new-born 
independent nations liberated from imperial nations 
after World War Two. Anarchy, civil wars, and 
disorders have been as tags for labelling undeveloped 
countries. 

Most of the Precourse participants benefitted from the 

writing assistance they received in the ESL class. All 

students who submitted their final draft of the second and 

third essay exams to Maja-Lisa received passing grades. In 

general, students received better grades on the third essay 
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exam. The essay grades of the Precourse participants are 

presented in Table 5.1. 

Table 5.1 
Precourse participants' Essay Grades 

Name Essay 1 Essay 2 Essay 3 

Alynai X C C+ 
Ayesha X C D 
chong-In X * C+/B-
Chin-Young X * * Denis X D C 
Fahd X B- B 
Hiroko X * * Hyo-Jung X D * Natasha X C C+ 
svetlana X D+ C+ 
Taif X D D+ 
Waleed X C D 
Jalgas * D D+ 

X essay failed * essay not submitted 

These grades are low, yet over one third of the native 

English speakers in Maja-Lisa's section received grades of C 

and o. Professor Canfield informed me that the final grades 

of regular students in the course had the following 

breakdown: 20% As, 30% Bs, 30% Cs, 20% Os. 

Summary of Findings 

The argumentative essay was the only form of writing 

required in the content literature class. The two main 

factors which influenced the ESL students' essay exams were 

unfamiliarity with argumentative essay structure and the 
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complexity of the essay prompts. Some of the students' 

academic writing needs were: (a) distinguishing between a 

summary and an argument, (b) stating a clear thesis up 

front, (c) good essay organization, and (d) knowing how to 

incorporate direct quotations into an essay. The complexity 

of the essay prompts in the content course was a source of 

confusion and frustration for the Precourse participants. 

However, the assistance I offered students in the language 

course helped most of them overcome a number of their 

writing difficulties and pass some of the essay exams in the 

content course. 

section V -- Reactions to the Precourse 

This section focuses on the reactions of the ESL 

students and teachers to the Precourse experience. My 

analysis includes both the advantages and disadvantages of 

the Precourse as perceived by both parties. ESL students 

express their reactions to issues such as the teaching 

styles of the content and language teachers, the nature of 

their interaction with American students, the 

appropriateness of the content literature course, and their 

perception of the linguistic and academic benefits of the 

Precourse. The MA/ESL students express their reactions to 

the difficulties they experienced in this adjunct-format 

Precourse, the nature of the ESL students' involvement in 
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class activities, the benefits of the Precourse for 

university-bound ESL students, and their professional gains 

from the Precourse experience. 

ESL students' Reactions 

Even though ESL students criticized some aspects of the 

Precourse, their overall reactions were positive and very 

encouraging. Most students criticized the difficulty of the 

language of the texts, the lack of focus on the texts in the 

content class, and the limited interaction with native 

speakers. In the first two weeks of the Precourse, a number 

of students also complained that some of the MA/ESL students 

were talking down to them. They did not want the MA/ESL 

students to simplify their language by slowing their speech 

and explaining vocabulary. Svetlana felt that she was 

sometimes talked to as if she were a child. Denis said that 

he did not want the teacher to be like a baby-sitter. 

Jalgas shared the concerns of his classmates and argued that 

simplifie~ language did not help them because it is 

different from the natural speech of native speakers. He 

said, 

sometimes they seem to talk to you like to a child ••• 
you know they're doing it to make things easier for 
you, but you feel stupid first of all, and you don't 
get that English as you need •.• as native speakers 
speak. 
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In spite of these criticisms, ESL students liked the 

Precourse experience and explained some of the invaluable 

gains they obtained from it. Most of them referred to 

learning with native speakers in a regular university course 

as one of the strongest advantages of this teaching model. 

They reported learning some interesting new things about the 

university environment and classroom interactions. Natasha 

compared the formal and tense learning environment in 

Kazakstan with the relaxed and informal environment in the 

American classroom. Jalgas was impressed by the openness 

and aggressiveness of the American students when they 

debated various issues. Svetlana was surprised that the 

content teachers had the courage to say I don't know to 

their students. In her country, Kazakhstan, such an 

expression would have caused students to lose confidence in 

their teachers, since teachers are supposed to know all the 

answers. 

Even though over half of the students in the Precourse 

did not have backgrounds in literature, they all indicated 

that the content literature course was a rich source of 

interest and learning for them. When I asked science, 

engineering, and math majors if they would have preferred a 

content course in their fields of study, most of them felt 

that their fields were not appropriate for language 

learning. Fahd and Waleed pointed out that math and 



152 

engineering courses involve very little language. Taif 

noted that a course in science would not be interesting to 

most of her classmates. Ayesha said she would have 

preferred a course in criminology, but the literature course 

on human rights was also very interesting and useful. 

At the end of the eight-week session, ESL students were 

very articulate in expressing their reactions to the 

benefits of the Precourse. Quoting the words of the 

students might give the reader a better understanding of how 

they felt about this content-based instruction model: 

I believe this is the best way to learn English and 
it's not my idea only ••• I think the best way to teach 
English for a foreigner is to put him together with the 
Americans, so I mean you'll push him forward to learn 
English. 

I've learned a lot from this class, listening to native 
speakers, how they value their professors, their ideas, 
then the reading itself ..• we are reading so many 
different books in different literary styles, but 
there's something that bonds them all together ••• the 
issue of human rights. 

I think it's very interesting .•• there is much to talk 
about, much to explain and to make connection with 
life. 

At the beginning of this session, I only wrote two 
long paragraphs in my essay, but now I started to know 
to divide them, especiallY the introduction, the body, 
the conclusion .•• I used them in the last exam and in 
the last essay. I used them in the placement test in 
Pima [Community College] and passed the test. 

After we started to take this course, I took three 
TOEFLs ••. the first one I read 4 from 7 [reading 
passages], the second one I read 4 from 5, and the last 



one I read 5 from 5. So, like in the past I started 
to read ••• I didn't understand, so I get bored and 
started to have headache ... so I ignored the reading. 
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For me, all the people who asked me about this course 
I told them just take it ... you'll learn a lot ••• like 
most of my friends in 60 level or in 50 level or even 
they are not studying at CESL ••• I told them it is a 
very good course to take •.• even my roommates know a 
lot about the course. 

These perceived student gains in the Precourse echo 

many of the qualitative findings in this chapter and the 

quantitative results in Chapter VI. 

Teachers' Reactions 

Even though the MA/ESL students were receiving training 

in a graduate course in how to teach language through 

content, they were somewhat surprised by the time-consuming 

nature of the Precourse. Professor Hess told them that the 

Precourse would take ten hours of their time in the whole 

semester. However, the average time spent by each MA/ESL 

student on Precourse-related work was twenty-two hours. In 

the preparation phase, the MA/ESL students spent a 

considerable amount of time exploring ways to help ESL 

students to understand the texts and acquire some necessary 

academic skills. That part of the work was rather 

difficult, since it was done before the Precourse even 

started. The content teachers offered very little help at 

that point because they had not made decisions on what to 
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focus on in the literary works. The MA/ESL students had to 

plan activities for students they had not yet met. In her 

report, Christine commented on the difficulties of this 

preparation phase, 

The most difficult part of this assignment was trying 
to anticipate the students' needs, proficiency levels 
and interests and design a unit accordingly without 
having met them. 

Another unanticipated aspect of the Precourse was the 

difficulty of the content material. ESL students needed 

text summaries to cope with the heavy reading load in the 

content class. Preparing a text summary was probably the 

most time-consuming task that the MA/ESL students did. Four 

expert groups divided their texts into sections and each 

group member was responsible for summarizing one section. 

In two groups, the whole text had to be summarized by one 

member because the others were too busy to do the task of 

summarizing. Holli commented on the task of summarizing The 

Communist Manifesto by herself: 

Preparing a readable summary was indeed the most time 
consuming. I spent about eight hours synthesizing the 
ideas of the Manifesto into a format that was both 
explicit enough for students with limited familiarity 
with the text, and also challenging enough for the 
Kazakh students, who could delve into it deeper. 

A number of MA/ESL students were also inconvenienced by 

the adjustments that were made during the planning and 

implementation phases. The biggest adjustment took place 

two weeks before the Precourse started. I told them that 
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instead of tutoring an ESL student throughout the Precourse, 

they were to work in expert groups as an ESL teaching team. 

The task of each group was to help me in generating and 

teaching materials for one text over one week. Moreover, 

the MA/ESL students were disappointed that most content 

classes were not text-based. That is, they found little 

relevance between the specific text-based activities they 

had prepared and the general discussions of the content 

teachers. 

Nevertheless, the MA/ESL students noted in their 

reports a number of advantages for the Precourse. Most of 

them described the Precourse as a terrific idea for teaching 

language and academic skills. Some referred to the richness 

of the language embedded in the reading material and used in 

class discussions. others explained the academic benefits 

of sitting in a real university class, observing native 

speaker interactions, and doing some of the tasks that 

regular students did. John, for example, described the 

Precourse as an ideal model for introducing students into 

academic life. He said, 

This adjunct situation seems to be great for 
introducing students to real academic life in a 
university setting. Yet, the language portion, for 
which the above lessons were planned, provides the 
"safe haven" that students need until they are 
accustomed to the academic life and expectations and 
are ready to make the complete transition. 



The MA/ESL students described the Precourse as both 

interesting and lively. They were impressed by the 

students' genuine involvement in studying the subject of 
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human rights. In their reports, they repeatedly used words 

such as inquisitive, dedicated, cooperative, and 

enthusiastic to describe the students' attitudes towards 

learning in the Precourse. Holli was inspired "as to the 

abilities invoked by this type of course/material." Ellen, 

Rachel, and Lori wished to repeat the experience of working 

with ESL students in a Precourse. Lida believed that the 

Precourse should be offered on a regular basis. She said in 

her report, 

I think that this project should not remain as a unique 
experiment, but become the basis for planning regular 
Precourse ESL instructor + content lecturer 
collaboration in the future. 

Moreover, the MA/ESL students seemed extremely 

satisfied with the practical teaching experience they gained 

in the Precourse. Some of the aspects they highlighted in 

their reports were materials development and implementation, 

collaboration and curriculum modifications, and innovative 

teaching techniques. Holli, who described her involvement 

in the Precourse as one of the most useful experiences in 

her Master's program, articulated most of these invaluable 

practical gains in her report: 
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Overall, I feel this experience is one of the most 
useful I encountered thus far in the program. Not only 
was it practical in the sense of materials development 
and implementation, but it also gave me a taste of the 
realities of collaboration and curriculum modification 
involved in an EAP course 

content teachers also liked the idea of the Precourse 

and made the ESL students feel welcomed in their classes. 

They encouraged any form of participation by the ESL 

students. They responded to their questions, comments, and 

writing in the same way they responded to the work of native 

speakers. As a result, ESL students took the content class 

very seriously. They read a considerable part of the 

original texts and participated, to the best of their 

abilities, in class discussions. 

Summary of Findi~gs 

Reactions of the students and teachers involved in this 

study indicate that they viewed the Precourse as an 

effective content-based instruction model. ESL students 

wished that the language of the reading materials was 

easier, the discussions in the content class less general, 

and the interactions with native speakers more frequent. 

However, they placed a high value on learning with native 

English speaking peers. The presence of American students 

in the content component of the Precourse helped acquaint 

the ESL students with some important scripts-for-school for 
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inspiring to all students; even non-literature majors 

interacted with and became involved in the human rights 

issues. 
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The MA/ESL students were somewhat surprised by the 

time-consuming, labor-intensive, and unpredictable nature of 

the Precourse. However, most of them were impressed by the 

involvement of students in learning, and the potential of 

the Precourse for second language proficiency and academic 

skills development. In addition, they viewed the Precourse 

as a challenging and valuable opportunity for their 

professional development as language teachers. Finally, the 

generous support of the content teachers made the experience 

of the ESL students very productive and worthwhile, and 

their spirit of cooperation made my task and the task of the 

MA/ESL students much easier. 
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CHAPTER VI 

QUANTITATIVE METHODOLOGY AND RESULTS 

Quantitative methods are used in this research to 

assess the effectiveness of the Precourse in developing the 

participants' L2 proficiency and academic competence. The 

chapter is divided into four sections. section I compares 

the curricula of the treatment and comparison groups. 

Section II describes the backgrounds of the students in the 

treatment and comparison groups. section III includes the 

methods and results of the Test of English as a Foreign 

Language (TOEFL). Section IV includes the methods and 

results of an Academic Skills Test (AST). A discussion of 

the quantitative results in this chapter in relation to 

relevant SLA theory and research is presented in Chapter 

VII, DISCUSSION AND CONCLUSIONS. 

section I--The CESL Program 

The Center for English as a Second Language (CESL) 

offers intensive ESL instruction for international students 

from over forty countries. Students in the program study 

English for academic, career, or personal reasons. Many of 

the students in the program plan to pursue academic and 

technical careers in the United States. However, others 



study English for language and culture enrichment. CESL 

students advance through the following seven levels: 

Level 

10 
20 
30 
40 
50 
60 
70 

Proficiency 

beginning 
high beginning 
low intermediate 
intermediate 
high intermediate 
low advanced 
advanced. 

160 

students in the treatment and comparison groups in this 

research came from level 70, the most advanced level at 

CESL. Below is a description of level 70 classes. The 

purpose of this description is to explain similarities and 

differences in the curriculum of the treatment and 

comparison groups. The description is based on the CESL 

curriculum Guide, course syllabi, informal interviews with 

four level 70 teachers, and my own observations as a CESL 

teacher. 

Level 70 Curriculum 

In Spring semester of 1994, students in level 70 took 

four classes. One of the classes was a content core class. 

There were five different content core classes offered. 

Each course met for 2 hours, five days per week. My 

Precourse was one of the content core classes. Therefore, 

my class was the only class in which the treatment group was 
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separate from all the other level 70 groups. In other 

words, the treatment and comparison groups both took three 

other courses that were the same. 

1. CESL 70-71 content Core (10 hours a week) 

Based on their needs and interests, advanced students 

in level 70 chose one of five content core courses: English 

Through Literature (The Precourse), English for Academic 

Purposes (EAP) , English for Business and Public 

Administration (EBPA), English for Science and Technology 

(EST), and English for General Purposes (EGP). A 

description of each one of these courses is important for 

understanding the quantitative results in this chapter. 

English Through Literature (the Precourse) was different 

from the other content core courses due to its adjunct 

format and content literature core. The Precourse was 

described in Chapter III. Below is a description of the 

other four core courses. 

English for Academic Purposes (EAP) 

This course was for students who were planning to study 

in an American university. students read and discussed 

articles from the weekly issues of Newsweek and Time 

magazines. They also read and discussed some short stories 

and a play by Williams (1947) entitled A Streetcar Named 
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Desire. There was no grammar text in the course, but the 

teacher helped students with problematic grammar structures 

as they occurred. Students were required to write two 

article summaries a week, one chosen by the student and the 

other discussed in class. In addition, students were 

required to read a minimum of three articles on a specific 

topic (e.g. divorce, abortion, euthanasia, AIDS, pre-marital 

sex) and give an oral presentation on the topic. 

English for Business and Public Administration (EBPA) 

This course was for students who were interested in 

pursuing a career in the field of business. The readings 

and discussions were based on a textbook entitled You're in 

Business by French (1984) and articles from Business Week 

and Reader's Digest magazines. Problematic grammatical 

structures were dealt with in the context of the readings. 

Students were required to summarize articles and paraphrase 

sentences one or two times a week. In addition, students 

were required to read at least three articles on a topic 

related to business (e.g. management, marketing, production, 

distribution) and give an oral presentation on it. 



163 

English for Science and Technology (EST) 

This course was for students who were planning to 

continue their study in some field of science. The students 

read and discussed articles from Discover magazine. They 

also watched science videos recorded by the teacher from the 

DISCOVERY CHANNEL on cable television and practiced taking 

notes. In addition, the teacher used articles on general 

political and social topics from current magazines and a 

novel by steinbeck (1937) entitled Of Mice and Men. 

Students were required to write an article summary at least 

once a week. They also read three articles on a topic of 

their own choice and gave an oral presentation on it. 

Grammar instruction was emphasized, but all the grammar 

activities were derived from the readings. 

English for General Purposes (EGP) 

Most of the students in this course were not planning 

to study at an American university. The majority of the 

reading materials were short stories written for ESL 

students. The stories were from Voices in Literature by 

McCloskey and Stack (1993) and Across Cultures by Lim and 

Smalzer (1994). In addition, students viewed and discussed 

movies and videos on social topics. Students were often 

assigned to write sequels to the short stories they read. 

Occasionally, the students role-played the stories. 
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students wrote journals to each other every day and 

submitted their journals to the teacher at the end of the 

week. Grammar instruction was based on students' needs. 

The teacher usually prepared samples of common students' 

mistakes and asked students to edit their mistakes in 

groups. In addition to one of the content courses (or the 

Precourse) described above, all level 70 students took the 

following courses: 

2. CESL 72 Academic writing (5 hours a week) 

The objective of this course was to help students 

develop their essay writing skills. There were five 

separate sections of this course. Each section had students 

from the various content core courses and was taught by a 

different teacher. In general, teachers of this course 

assisted students in writing multiple drafts of four or five 

essays. The essays often covered various expository modes 

such as narration, comparison and contrast, cause and 

effect, and persuasion. 

3. CESL 73 Video Laboratory (4 hours a week) 

This course was mainly based on videotapes recorded by 

the course teacher. segments from TV programs such as 

NIGHTLINE, 20/20, 60 MINUTES, CNN MONEYLINE, and NOW were 

viewed by students. The topics of the videos were used for 
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class discussions and debates. The teacher also recorded 

and used TV commercials and situation comedies to acquaint 

students with current vernacular and conversational style. 

4. CESL 74 Elective (3 hours a week) 

Students in level 70 could choose one of six elective 

courses: CESL Newspaper, English Through Music, Test-Taking 

Techniques, Advanced Grammar, Living History, and CESL 

Audit. Below is a description of each one of the elective 

courses. 

CESL Newspaper 

In this elective students produced two issues of a CESL 

newspaper. Each issue contained student articles about 

topics of interest to CESL students. Students wrote short 

newspaper articles, reviewed and edited articles written by 

peers, and learned how to use WordPerfect to put the 

articles together in a newspaper format. 

English Through Music 

Students in this class enjoyed a variety of music from 

folk songs and jazz to current rock and popular music. They 

listened and sang along with tapes or the teacher 

accompanied them with a guitar. The purpose of the course 

was to enhance students' pronunciation, familiarize them 



with different varieties of English, and expose them to 

various aspects of the American culture. 

Test-Taking Techniques 

This course provided students with TOEFL practice. 
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Emphasis in the course was on improving students' listening 

and grammar skills. students practiced anticipating 

listening topics and questions, making inferences, and 

recognizing similar sounds and contractions. students also 

had practice in recognizing subject-verb agreement, inverted 

subject and verb structures, comparatives and superlatives, 

articles and prepositions. The textbook used in the course 

was Longman Preparation Course for the TOEFL by Phillips 

(1989) • 

Advanced Grammar 

This elective focused on advanced grammatical 

structures which were troublesome to students in both spoken 

and written English. Some examples of these structures were 

parallel constructions, participle phrases, gerunds, and 

infinitives. The textbook for the course was Modern English 

Exercises for Non-Native Speakers-Part II sentences and 

Complex Structures by Frank (1986). 
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Living History 

students in this class chose an era (1950s-1960) in 

American history and explored it by doing library research, 

watching movies, and conducting interviews with experts. 

The final project in the course was to prepare a one-hour 

video about the chosen period in American history. The 

video included segments on politics, education, 

transportation, fashions, entertainment, and art. 

university Visit 

This course allowed students to sit in an academic 

course at the University of Arizona. Each student chose a 

university course, visited it throughout the eight-week 

session, and submitted a weekly one-page report. about it to 

the ESL supervisor of the class. In addition, students 

attended once-a-week sessions with the supervisor to discuss 

and learn about the requirements for university admission in 

an American university. They used a packet of information 

related to university requirements which the supervisor had. 

compiled and named A Guide to Higher Education in the united 

states. This course is more like an independent study 

course than an adjunct course. In addition, the ESL 

instructor does not have the expertise to advise students on 

matters related to the content of the course they are 

attending. 
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section II -- Subjects 

Students in the treatment and comparison groups filled 

out a background questionnaire on their personal, 

educational, and cultural backgrounds (see Appendix D). The 

information below is based on information reported in the 

questionnaire. 

Treatment Group 

Participants in the treatment group were thirteen 

students at CESL. They were enrolled in an adjunct content 

core class in level 70 called English Through Literature 

(The Precourse). The students chose to take the Precourse 

because they were interested in developing their language 

proficiency and academic skills within the context of an 

American university. 

Students in this group represented six countries. Five 

came from Kazakhstan, three from Korea, two from United Arab 

Emirates, and one each from Saudi Arabia, Jordan, and Japan. 

There were nine females and four males in the group. Their 

average age was 20.5 years (range = 17-23), and their 

average length of stay in the U.S.A. was 4.6 months (range = 

3-11 months) at the time they participated in this study. 

Ten of the students had studied at least two years in 

college in various disciplines, whereas the other three had 

finished only high school. Data on the Precourse 
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participants are presented in Table 6.1. 

Table 6.1 Precourse participants 

Months 
Subject Age Sex country Education in 

u.S. 

Altynai 20 F Kazakhstan College 3 
Ayesha 18 F U.A.E. ·High School 7 
Chong-in 22 F Korea College 3 
Chin-Young 22 F Korea College 3 
Dennis 20 M Kazakhstan College 3 
Fahd 23 M Saudi Arabia College 6 
Hiroko 19 F Japan High School 11 
Hyo-Jung 23 F Korea College 5 
Natasha 18 F Kazakhstan College 3 
Svetlana 20 F Kazakhstan College 3 
Taif 23 F U.A.E. College 4 
Waleed 17 M Jordan High school 6 
Zhalghas 20 M Kazakhstan College 3 

Totals 
13 

Average 
Age 
20.5 

F 
9 

M 
4 

High School 
3 

Average 
College Months 

10 4.6 

comparison Group 

Students in this group were enrolled in four content 

core courses at CESL. These were: English for Academic 

Purposes, English for Business and Public Administration, 

English for Science and Technology, and English for General 

Purposes. Most members of this group were interested in 

pursuing their education in American universities. They 

volunteered to participate in this study mainly because it 

offered them the chance to take two free institutional 

TOEFLs. 

Students in this group represented fifteen countries. 
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There were 12 males and 10 females. Their average age was 

25.8 (range = 18-48), and their average length of stay in 

the U.S.A. was 5.5 months (range = 1-24) at the time they 

participated in this study. sixteen of the subjects had at 

least two years of college education in their countries, 

whereas the other six had finished high school. Table 6.2 

provides specific information about these students. 

Table 6.2 ESL Comparison Group 

Months 
Subject Age Sex Country Education in U.S. 

Abdulhammed 25 M Saudi Arabia College 9 
Andrea 18 F Mexico High School 4 
Anna Bibi 22 F Senegal High School 3 
Soon Woo 24 M Korea College 3 
Daouren 21 M Kazakhstan College 3 
Jeanne 29 F Benin College 3 
German 30 M Mexico College 7 
Hasibah 26 F Kuwait College' 1 
Hayriye 25 F Turkey College 3 
Jaques 38 M Congo College 10 
Jordi 25 M Spain College 3 
Kiyoshi 30 M Japan College 3 
Maria 27 F Mexico College 5 
Mayu 20 F Japan High School 7 
Natsuko 20 F Japan College 4 
Reto 24 M Switzerland College 3 
Salem 27 M U.A.E. College 9 
Shunji 20 M Japan High School 24 
Thamer 21 M Kuwait High School 1 
Sibylle 26 F Germany College 1 
Wakako 21 F Japan High School 7 
Wiliater 48 M Indonesia College 8 

Average Average 
Totals Age F M High School College months 
22 25.8 10 12 6 16 5.5 
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It should be noted that I was unable to randomize the 

placement of students into the treatment and control groups, 

because CESL students are free to decide which sections of a 

course they attend. Therefore, this study should be 

considered quasi-experimental. 

section III -- Test of English as a Foreign Language 

The Test of English as a Foreign Language (TOEFL) was 

used as a means to assess the growth in general L2 

proficiency made by ESL students in the treatment and 

comparison groups in the areas of listening comprehension, 

grammatical competence, and reading comprehension and 

vocabulary. The specific research questions addressed were: 

1. What is the nature of the growth in general L2 

proficiency made by ESL students in the Precourse? 

2. How does the general L2 proficiency of ESL students in 

the Precourse compare with that of similar students in 

the other content core courses at CESL? 

The TOEFL is a standardized measure of the English 

proficiency of non-native speakers of English. It has three 

sections: Listening Comprehension, structure and written 

Expression, and Vocabulary and Reading Comprehension. The 

questions in all three sections are in multiple-choice 

format with four possible answers for each question. The 

Listening comprehension section has three parts. In the 
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first part, test-takers listen to short statements and 

choose one of four written answers. The correct answer is 

the closest in meaning to the statement heard on the tape. 

In the second part, test-takers listen to short 

conversations between two people. After each conversation, 

a third person asks a question about what was said. Test

takers have to choose one of four possible answers to the 

question. In the third part, test-takers listen to longer 

conversations on everyday topics, as well as more formal 

talks on academic topics. After each conversation or talk, 

they hear several questions about it. The test-taker has to 

choose the best of four possible answers for each question. 

The structure and written Expression section tests 

knowledge of important structural and grammatical elements 

of standard written English. There are two testing formats 

in this section. The first type consists of incomplete 

sentences followed by four possible words or phrases as 

answers. The second type includes sentences which have four 

underlined words or phrases. Test takers have to identify 

the one underlined word or phrase that must be changed in 

order for the sentence to be correct. 

The Vocabulary and Reading Comprehension section tests 

understanding of standard written English. There are two 

formats for testing in this section. The first type 

consists of sentences, each of which has an underlined word 
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or phrase. The task of the test-taker is to choose one of 

four possible words or phrases that best keeps the meaning 

of the original sentence. The second type consists of 

several reading passages. Each passage is followed by 

several questions which refer to information that is stated 

or implied in the passage. The test-taker has to choose one 

of four possible answers for each question. 

Procedures 

The Educational Testing Service (ETS) agreed to support 

this research by providing free pretests and posttests for 

students in the comparison and treatment groups. I hired 

six experienced TOEFL proctors from CESL to administer both 

TOEFL exams according to standardized procedures. The 

Pre-TOEFL was administered to both groups at the end of the 

first week of Spring of 1994. Not all students in each of 

the groups took both TOEFL exams. The total number of 

students who took the Pre-TOEFL was thirty-five, twelve (out 

of thirteen students) from the treatmen~ group and twenty

three from the comparison group. The Post-TOEFL was 

administered to the same groups at the end of the seventh 

week of the session. The total number of students who took 

it was thirty-one, ten from the experimental group and 

twenty-one (out of twenty-three) from the comparison group. 
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The scores of the four students who missed the posttest were 

not analyzed. 

I employed several statistical tests to compare the 

second language proficiency of students on the Pre- and 

Post-TOEFL. The tests were used to assess gain/loss in both 

total TOEFL scores and TOEFL sUb-sections: Listening, 

structure, Reading and Vocabulary. First, I used dependent 

t-tests to compare the Pre- and Post-TOEFL scores for each 

group separately. Second, I used independent t-tests to 

compare the means of the treatment and comparison groups on 

the Pre-TOEFL scores. Because the results showed a 

significant difference in favor of the treatment group in 

the Listening section of the pre-TOEFL, an analysis of 

covariance (ANCOVA) was performed on the Post-TOEFL scores 

to control for initial differences between the two groups. 

TOEFL Results 

The descriptive statistics in Table 6.3 indicate that 

the treatment group scored higher than the comparison group 

on both the Pre- and Post-TOEFL. The mean differences also 

show that the treatment group improved their scores more 

than the comparison group (fourteen points versus three 

points, respectively). Although all participants were at 

level 70 at CESL, their TOEFL scores varied. As noted in 

section If the level 70 at CESL is the most advanced level. 
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All students scoring at or above a high criterion on a CESL 

placement exam are placed in level 70. Students, therefore, 

may represent a range of TOEFL scores, so that differences 

in students' scores on the Pre-TOEFL are not surprising. 

Table 6.3 
Descriptive statistics on Pre- vs Post-TOEFL 

Treatment vs comparison Groups 

Group Test M MD SD 

Pre-TOEFL 525.70 52.02 
Treatment 14.50 

Post TOEFL 540.20 65.16 

Pre-TOEFL 489.96 57.09 
comparison 3.44 

Post TOEFL 493.39 63.46 

Treatment N: 10 comparison N: 21 M: Mean 
MD: Mean Difference SD: Standard Deviation 

Descriptive statistics in Table 6.4 show differences in 

the gain of the two groups on Pre- and Post-TOEFL sections. 

There was gain for the treatment group in both the Listening 

and Reading sections, but there was a slight loss in the 

structure section. The comparison group, on the other hand, 

exhibited a slight loss in the Listening and Reading 

sections, but some score gain in the structure section. 
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Table 6.4 
Descriptive statistics on Pre- vs Post TOEFL sections 

Treatment vs comparison Groups 

Group Test M MD SD 

Pre-Listening 54.900 4.581 
Treatment 2.300 

Post Listening 57.200 4.638 

Pre-Listening 51.217 5.178 
Comparison -0.261 

Post Listening 50.957 5.981 

Pre- structure 52.700 5.870 
Treatment -1.100 

Post structure 51.600 7.560 

Pre-structure 47.087 7.115 
Comparison 1.565 

Post structure 48.652 7.177 

Pre-Reading 50.100 6.471 
Treatment 3.200 

Post Reading 53.300 8.680 

pre-Reading 48.565 7.134 
Comparison -0.043 

Post Read 48.522 7.914 

Treatment N: 10 Comparison N: 21 M: Mean 
MD: Mean Difference SD: Standard Deviation 

Dependent t-tests were performed on Pre- and Post-TOEFL 

scores to assess the significance of the gain/loss of the 

treatment and comparison groups. Table 6.5 shows that there 

were statistically significant gains for the treatment group 

on the test as a whole, and on the Listening and Reading 



sections. The loss on the structure section was not 

statistically significant. Although there were gains and 

losses for the comparison group, none were statistically 

significant. The significant improvement in the Pre- to 
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Post TOEFL scores of the Precourse participants suggests 

such an improvement is greater than what would be expected 

by chance. 

Table 6.5 
Dependent T-Test on 

Pre- and Post TOEFL/sections Gain By Group 

Test Group MD T OF P 

TOEFL 

Treatment 14.500 2.663 9 .026* 

Comparison 3.435 0.704 22 .489 

Listening section 

Treatment 2.300 3.363 9 .008* 

Comparison -0.261 0.412 22 .684 

structure section 

Treatment -1.100 0.798 9 .445 

Comparison 1.565 1.554 22 .135 
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Table 6.5 - continued 

Reading section 

Treatment 3.200 2.646 9 .027* 

Comparison -0.043 0.046 22 .964 

Treatment N = 10 comparison N - 21 
KEY: 

*Significant at p<.05 

MD = Mean Difference 
T = t-value 
OF = Degrees of Freedom 

Independent t-tests were performed on the Pre-TOEFL 

scores to determine if there were initial significant 

differences in the scores of the experimental and comparison 

groups. Table 6.6 shows that the scores of the two groups 

on the test as a whole, the Listening section, and the 

Reading section were not significantly different. The 

treatment group, however, had significantly higher scores on 

the structure section. 

Test 

Pre-TOEFL 
Listening 
structure 
Reading 

Table 6.6 
Independent T-Test on 

Pre-TOEFL/Sections By Group 

Treatment Comparison T-value 

525.70 489.96 1.76 
54.900 51. 217 2.038 
52.700 47.087 2.362 
50.100 48.565 0.607 

OF 

18.8 
19.3 
20.7 
18.9 

Treatment N: 10 comparison ··N: 21 

P 

.095 

.056 

.028* 

.552 

OF = Degrees of Freedom *Significant at p<.05 
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To determine if the scores of the treatment and 

comparison groups were different on the Post-TOEFL, an 

analysis of covariance was performed. The Pre-TOEFL scores 

were used as covariates. Table 6.7 shows that the treatment 

group had significantly higher scores only on the Listening 

section. This finding suggests that one of the main 

benefits for students enrolled in a course like the 

Precourse is the possibility to improve on their listening 

proficiency. Scores on the test as a whole and on the other 

sections were not statistically significantly different. 

Table 6.7 
Analysis of covariance on 

Post TOEFL/sections By Group 

Source Mean-Square OF F-Ratio 

Post TOEFL 416.646 1 0.890 
Listening 44.045 1 5.417 
Structure 18.638 1 0.864 
Reading 73.292 1 3.712 

Dependent Variable = Post TOEFL N = 33 
DF = Degrees of Freedom *Significant 

Summary of Results 

P 

.353 

.027* 

.360 

.064 

at p<.05 

There was some Pre- to Post growth in the scores of the 

comparison group in total TOEFL and the Structure section, 

but the differences did not reach significance (P = .489 for 

total TOEFL; P = .135 for Structure section). There was 

loss in the scores of the comparison group in Listening and 
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Reading sections, but the loss was not significant (P = .684 

for Listening section; P = .964 for Reading section). 

Dependent t-tests on the Pre- and Post-TOEFL showed that the 

Precourse participants statistically improved their total 

TOEFL scores (P = .026). This means that the growth made by 

the Precourse participants was greater than chance. The 

results also indicated that the growth was significant in 

the Listening (P = .005) and Reading (P = .027) sections, 

suggesting that students received the most benefit from the 

Precourse in these specific areas. There was no growth in 

the structure section (P = .445), suggesting that students 

received the least benefit in this area. 

ANCOVA results on the Post-TOEFL showed that the 

Precourse participants had significantly higher scores than 

the comparison group in the Listening section (P = .027). 

This reinforces the findings of the dependent t-tests 

concerning the improvement in the treatment group's 

listening scores. However, no significant score differences 

between the two groups were found in the total TOEFL (P= 

.353) and in the structure (P = .360) and Reading sections 

(P = .064). Although not statistically significant, the 

ANCOVA results for the Reading section suggest, as did the 

dependent t-test results for the same section, that there is 

a tendency for the Precourse students to improve 

substantially in the area of reading. 
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section IV -- Academic Skills Test 

In spite of the diversity and complexity of the ESL 

students' academic needs at the university level, there is 

some consensus that certain academic skills are commonly 

required of both graduate and undergraduate students across 

the various fields of study. Listening to a lecture, taking 

notes, summarizing, answering reading-based questions, and 

writing essays are important academic skills for university 

students. One of the main objectives of the Precourse was 

to enhance the participants' readiness for studying at the 

university level through emphasizing these skills. 

To quantitatively assess the effectiveness of the 

Precourse in helping the participants upgrade these skills, 

I needed an instrument that reflected the orientation of the 

Precourse, integrating language, content, and academic 

skills in tasks that were likely to be encountered in 

academic courses at the university. The instrument was to 

help me address the following research questions: 

1. What was the influence of the Precourse on the 

participants' academic skills? 

2. How did the growth in academic skills of the Precourse 

participants compare with that of students in the other 

content core courses at CESL? 

I was not able to find a standardized test that could 

address these research questions. A comparable test, 
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however, was described by Snow and Brinton (1988). The test 

consisted of the following parts: (a) an audiotaped lecture 

segment from an academic ESL series, (b) a passage from an 

introductory political science textbook, (c) objective 

questions and short definitions based on the lecture segment 

and reading passage, and (d) a short essay which required 

students to synthesize information from the lecture and 

reading selections. Snow and Brinton designed and used this 

simulated academic skills test to assess the academic 

readiness of ESL students in the Adjunct Freshman Summer 

Program (FSP) at the University of California. 

I did not use the Snow and Brinton test for the 

following three reasons. First, the Listening section was a 

relatively old aUdiotape from the early 1980s. I wanted to 

use listening materials that were more up-to-date. Second, 

I wanted to replace the objective questions on the test with 

holistic tasks such as summarizing and short answer 

questions. I wanted the academic skills test to be 

different in format from the TOEFL test, which was taken by 

students in the treatment and comparison groups. Third, 

Snow and Brinton used the test as a post-treatment measure 

of academic skills for the participants in the FSP and a 

comparison group in a regular ESL program. However, they 

did not use a pre-test that could have controlled for the 

initial differences in academic skills between the two 
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groups. My goal in this research was to use two comparable 

tests for pre- and post-testing. 

The Pre-AST (see Appendix F) consisted of three 

sections, which I will call Listening, Reading, and Writing. 

The Listening section was the first section and included a 

video recording of a lecture segment on the history of 

immigration patterns to the U.S.A. The segment was taken 

from unit Seven, American Political Culture, of It's 

Academic (Schneider and McCollum, 1991), an advanced ESL/EFL 

academic listening series. The lecturer read from a script 

that was written in a conversational style. Students were 

asked to listen to the lecture, take notes, and use their 

notes and understanding of the lecture to write a brief 

summary., The second section, Reading, was designed to test 

the students' reading proficiency and included an article on 

the influence of immigrants on the American values and 

culture (Fukuyama, 1993). The article was slightly edited 

to increase coherence without changing the authenticity of 

the language. The reading was followed by four open-ended 

questions. The thi~d section, Writing, required students to 

write a short essay (20-25 lines) on the adjustments or 

adaptations that immigrants have to make in the new country. 

The Post-AST (Appendix G) was identical in format to 

the Pre-AST, but its content was different. Moreover, the 

Pre- and Post measures were not alternate forms of the same 
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test. The video recording in the Listening section was a 

lecture segment on the fight against segregated schools in 

the 1950s. The segment was taken from unit Three, The 

American civil Rights Movement 1954-1959, of It's Academic 

(Schneider and McCollum, 1991). The reading in the Reading 

section was an article on affirmative action (Prewitt and 

Verba, 1983). The Writing section required students to 

write a short essay (20-25 lines) on school segregation. 

Procedures 

Pre- and Post-Academic Skills Tests (AST) were 

administered to eleven students in the treatment group and 

fourteen students in the comparison group. In addition, 

nine native English speakers from the content literature 

course took the Post-AST to establish a basis for comparison 

of native speakers' scores with the scores of ESL students 

in the treatment and comparison groups. 

I administered the Pre-AST to the treatment and 

comparison groups during the first week of class. Due to 

conflicts in students' class schedules, I administered the 

test to each group separately. The native English speakers 

took only the Post-AST. I administered the Post-AST to the 

three groups during the last week of classes. Students were 

given two hours to complete each test, with no time limits 

for individual sections. Most ESL students in the treatment 
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and comparison groups needed the two hours to complete each 

test. However, the native English speakers finished the 

Post-AST in less than an hour. 

All three sections of both tests were blind-rated by 

two experienced ESL instructors. In a four-hour training 

session with me, the raters discussed and practiced grading 

samples of students' tests. They used an answer key I 

developed based on the content of the articles for grading 

the Listening and Reading sections, and they used the 

Jacobs, Wormuth, Hartfiel, and Hughey's (1981) composition 

rating scale for grading the Writing section (Appendix H). 

Partial credit was given in both the Listening and Reading 

sections for answers that were partially correct. The 

essays were scored for content, organization, vocabulary, 

language use, and mechanics. At the end of the training 

session, raters received copies of the students' Pre- and 

Post-ASTs and scoring sheets for recording the scores 

(Appendix I), as well as the answer keys (Appendix J). 

The maximum score on the AST was 100 points. The total 

score was obtained by calculating the average of the scores 

on the three sections, which were equally weighted on the 

researcher's cumulative scoring sheet (Appendix K). The 

score on the Listening section included a discrete-point 

score, based on specific points from the lecture, and a 

holistic score, based on the coherence and relevance of the 
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overall summary. These two scores were combined for a total 

of 200 points possible. The students' score on this section 

was the average of the two scores. There were four 

que~tions in the Reading section, each of which was worth 25 

points. The maximum score on the Writing section was also 

100 points. These were divided into 30 points for content, 

20 points for organization, 20 points for vocabulary, 25 

points for language use, and 5 points for mechanics. These 

different weightings were specified in the Jacobs et al.'s 

guidelines. 

The score on each section was calculated by averaging 

the scores of the two raters. I blind-rated any sections on 

which the first two raters were more than 10 points apart. 

The two closest scores were then retained and the third one 

was eliminated. Inter-rater reliability reached .96 on the 

Pre-AST (Listening .96, Reading .92, Writing .100) and .93 

on the Post-AST (Listening .91, Reading .91, Writing .97). 

I employed a number of statistical tests to compare the 

academic language skills of students in the treatment and 

comparison groups. Independent t-tests were used to compare 

the means of the treatment and comparison groups on the Pre

and Post-AST. Analysis of covariance was used to control 

for differences in the means of the two groups on the pre

test, even though the differences were not statistically 

significant. I did not compare the Pre- and Post-AST scores 
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for each group because the tests were not comparable; that 

is, they were not alternate forms of the same test. For 

instance, students in the treatment and comparison groups 

reported that the lecture on the Pre-AST was clearer or more 

organized than the lecture on the Post-AST. This was 

reflected in their listening scores on the Post-AST, which 

were lower than their listening scores on the Pre-AST. 

Academic Skills Test Results 

Descriptive statistics in Table 6.8 indicates that the 

scores of the treatment group were higher than the scores of 

the comparison group on both the Pre- and Post-AST. The 

mean differences of the two groups on the Pre- and Post AST 

increased in the Reading and Writing sections, in favor of 

the treatment group. The scores of the two groups on the 

Post-AST Listening section were much lower than their scores 

on the Pre-AST Listening section, probably because of the 

difficulty of the video segment used on the Post-AST. As 

expected, native speakers scored higher than both groups of 

ESL students on the Post-AST as a whole and on its sections. 

In addition, the native speakers' relatively low scores on 

the Listening section (68.89) confirmed the difficulty of 

the lecture segment that was used in the test. 



Table 6.8 Descriptive statistics on Pre-and post
AST/Sections By Group 
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Test Treatment comparison Native 

Pre-AST 
M 
MO 
SO 

Listening 
M 
MO 
so 

Reading 
M 
MO 
so 

Writing 
M 
MO 
so 

64.697 

22.127 

52.273 

27.052 

62.818 

30.423 

78.909 

12.739 

52.951 
11. 746 

18.600 

32.143 
20.130 

27.169 

53.071 
9.747 

32.745 

73.643 
5.266 

11.587 



Table 6.8 - continued 

Post AST 
M 66.758 49.477 81.04 
MD 17.281 
SD 10.503 18.210 10.35 

Listening 
M 46.273 27.643 68.89 
MD 18.630 
SD 24.992 27.402 21.25 

Reading 
M 76.364 52.143 84.22 
MD 24.221 
SD 18.763 25.570 14.17 

Writing 
M 79.818 68.643 90.11 
MD 11.175 
SD 7.414 11. 679 4.26 

Treatment N = 11 Comparison N - 14 Native N - 9 
Key: 
M = Mean 
SD = standard Deviation 
MD = Mean Difference 
Maximum Score = 100 

Independent t-tests were used to determine if the 

differences between the scores of the treatment and 
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comparison groups on the Pre- and Post-AST were significant. 

Table 6.9 indicates that none of the differences on the Pre-

AST scores were statistically significant. Post-AST scores, 

however, showed statistically significant differences on the 

test as a whole, and on the Reading and Writing sections. 

Differences in the Listening scores were not statistically 

significant. 



Test 

Pre-AST 
Listening 
Reading 
Writing 

Post-AST 
Listening 
Reading 
Writing 

Table 6.9 
Independent T-Test on 

Pre- and Post-AST/sections By Group 

Treatment Comparison T-Value 

64.697 52.951 1.443 
52.273 32.143 1.842 
62.818 53.071 .762 
78.909 73.643 1.080 

66.758 49.477 2.796 
46.273 27.643 1.753 
76.364 52.143 2.630 
79.818 68.643 2.760 
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DF P 

23 .163 
23 .078 
23 .454 
23 .291 

23 .010* 
23 .093 
23 .015* 
23 .011* 

Treatment N = 11 comparison N - 14 
DF = Degrees of Freedom 

Maximum Score - 100 
*Significant at p<.05 

An analysis of covariance was performed on the Post-AST 

to control for differences in the scores of the treatment 

and comparison groups on the Pre-AST. The Pre-AST scores 

were used as covariates. The results in Table 6.10 

corroborate the results of the independent t-tests on the 

Post-AST in Table 6.9. The test as a whole, and the Reading 

and Writing sections were all statistically significantly 

different: the treatment group showed more improvement in 

these areas thaOn did the comparison group. 



Source 

Post-AST 
Listening 
Reading 
Writing 

Table 6.10 
Analysis of Covarianoe on 
Post AST/Seotions By Group 

Mean-Square DF F-Ratio 

655.786 1 5.699 
105.365 1 0.305 
2703.314 1 6.063 
549.757 1 5.892 
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P 

.026* 

.586 

.022* 

.024* 

Dependent Variable - Post AST DF - Degrees of Freedom 

N = 14 *Significant at p<.05 

summary of Results 

Descriptive statistics showed that the mean differences 

between the treatment and comparison groups on the Post-AST 

scores, compared to these differences on the Pre-AST, 

increased in favor of the treatment group. Independent 

t-tests indicated that the differences in the scores of the 

two groups on the total Pre-AST (P = .163) and the 

Listening, Reading, and Writing sections were not 

significant (P = .078 for Listening; P = .454 for Reading; 

P = .291 for Writing) . 

Independent t-tests on the Post-AST, however, showed 

that the treatment group had significantly higher scores 

than the comparison group in total Post-AST (P = .010), 

Reading section (P = .015) and Writing section 

(P = .011). Differences between the two groups in the 

Listening section were not significant (P = .093). The 
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significant scores on the independent t-test were confirmed 

by the ANCOVA test which showed a significant difference 

between the treatment group and the comparison group, in 

favor of the treatment group in total Post-AST (P = .026), 

the Reading section (P = .022), and the Writing section (P = 
.024). The score differences in the Listening section were 

not statistically significant (P = .586). This last result 

is more than likely due to the level of difficulty of the 

lecture segment used on the Post-AST. Both groups fa ired 

worse on the Post-AST Listening section than on the Pre-AST 

Listening section •. Even native English speakers only 

averaged sixty-eight percent on the Post-AST Listening 

section. 
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CHAPTER VII 

DISCUSSION AND CONCLOSIONS 

This chapter provides a discussion of the qualitative 

results in Chapter V and the quantitative results in Chapter 

VI. In my discussion, I relate the findings in these two 

chapters to SLA theory and research and draw conclusions 

based on these relations. In the first section, I examine 

the major findings of this study in the areas of listening 

and note-taking, oral participation, reading, essay writing, 

and grammatical competence. In the second sectlon, I offer 

some practical recommendations for any future implementation 

of a Precourse. In the third section, I describe the 

limitations of this study and offer some suggestions for 

future research. 

section I -- Major Findings 

Listening and Note-Taking 

conversational lecturing style is a very common style 

in American colleges and universities (DeCarrico and 

Nattinger, 1988). In the Precourse, Professor Canfield and 

his teaching assistants followed a range of conversational 

styles which varied according to how much the teacher stayed 

close to the text or used the chalkboard to write key 



concepts that provided a general framework for class 

discussion. As presented in Chapter V, the quality and 

quantity of the Precourse students' lecture notes varied 
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according to these factors. students demonstrated a better 

understanding of the lecture content and more efficiency in 

note-taking when they could follow the general organization 

of the lecture, i.e., when the teacher used the chalkboard 

and when the teacher kept the discussion to the texts. 

A similar finding was reported by Dunkel and Davy 

(1989) in their survey of the perceptions of American and 

international students concerning the usefulness of note-

taking and the methods they used to take notes on university 

lectures. One main finding of the study was that the 

majority of American and international students felt that 

they could take more notes when the lecture was structured 

or organized, as when the lecturer uses the blackboard or an 

overhead transparency to provide a visual organization of 

the lecture content. In response to the question "Are there 

any types of lectures in which you take more notes than 

others?," some of the subjects in the Dunkel and Davy study 

wrote the following comments: 

[when] the instructor has good organization of his own 
notes and [writes] the notes on the board step by 
step. 

when lecturers give more repetition and show many 
things on blackboards. 
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when teachers write out notes on an overhead and give 
you an idea what to write. 

I take more notes in lectures where the professor has 
an organized visualized format (e.g., overheads with 
notes on them). 

I take more notes in straight lectures versus 
discussions and more notes in organized/structured 
lectures than jumbled lectures. 

Of course, taking more notes on a certain lecture does not 

always reflect a better understanding of the lecture's 

content. Dunkel (1988) found that students' performance on 

a post-lecture test was related to the quality rather than 

quantity of their notes. Effective note-takers were able to 

condense segments of spoken discourse into key phrases and 

sentences, using symbols, abbreviations and a limited number 

of function words. 

This Precourse study, like the research conducted by 

Dunkel and Davy (1989), suggests that university professors 

need to provide a clear organizational framework for their 

lectures. The professor can use the chalkboard or an 

overhead transparency to display the main topics of the 

lecture. Such a simple teaching practice might be the key 

to determine the quality and quantity of the lecture notes 

taken by ESL students. It is also likely to influence the 

extent to which ESL students understand and retain the 

information in the lecture. 
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Lecture comprehension and note-taking in the Precourse 

were also hampered by the use of unfamiliar references from 

the American culture. ESL students could not arrive at 

meaningful interpretations of culture-specific examples 

because they did not have the necessary cultural schema. As 

Brown (1994) notes, top-down cognitive processing of oral 

input, a crucial process in listening comprehension, is 

strongly related to schema or background knowledge. It is 

important for university professors to realize that 

international students may not be aware of many of the 

American cultural examples they use in their lectures. One 

possible approach for reducing the ambiguous effects of such 

examples is for professors to be more conscious of them and 

to remember to explain them as they arise. 

Research by Dunkel and Davy (1988) has revealed that 

international students express more concern than American 

students over the inadequacy of their note-taking skills and 

the time-pressure they experience during lecture 

presentations. One finding of this study is that the 

listening and note-taking difficulties experienced by ESL 

students in content courses might be related in part to 

their educational backgrounds. Some of the Precourse 

participants attributed their difficulties in understanding 

lectures to a lack of emphasis on listening and note-taking 

skills in their countries. still others were used to 



teacher-centered, reading style lectures. Such students 

experienced difficulty in adjusting to the conversational 

style lectures in the content literature course. 
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A number of researchers have questioned the adequacy of 

ESL listening materials for preparing students for the 

demands of academic lectures. Benson (1989) maintains that 

the objective of ESL listening is often momentary 

comprehension of the material, whereas the objective of 

listening in a university lecture is learning new 

information and retaining this information for a sustained 

period of time, since it is generally considered relevant to 

the students' future academic needs. Snow (1993) notes the 

language used in commercially-produced listening materials 

is often refined and carries little resemblance to real 

lectures. 

The TOEFL results in this study support the use of 

adjunct-format models to help high-intermediate and advanced 

ESL students to improve their listening proficiency. 

Dependent t-tests on the TOEFL scores of the Precourse 

students indicate that their listening scores improved 

significantly (p = .026) after six weeks of exposure to 

naturalistic listening in a content literature course. 

ANCOVA results on the Post-TOEFL showed that the listening 

scores of the Precourse partic~pants were significantly 

higher (p = .027) than the scores of the students in regular 



198 

ESL courses. These results are consistent with previous 

research results on the sheltered program at the University 

of ottawa (Hauptman et ale 1988; Edwards et al., 1984) and 

with the research on the adjunct program at the University 

of California (snow and Brinton (1988). Although 

independent t-tests and ANCOVA results on the Listening 

section of the Post-AST showed no statistically significant 

differences between the scores of the treatment and 

comparison groups, as mentioned in Chapter VI, one possible 

explanation for the lack of significant difference is the 

level of difficulty of the lecture segment that was used in 

the posttest. The relatively low raw scores of the native 

English speakers on this section (68.89 average) also 

support this explanation. 

To conclude, in the above discussion I have suggested 

some adjustments that university professors need to make in 

order to make the complex task of simultaneous listening and 

note-taking easier on ESL students. However, ESL students 

should also make adjustments of their own in order to cope 

with the teaching styles of American professors. One 

strategy I recommend is for ESL students to write as many 

notes as they can during the lecture, then form study groups 

(preferably with native and non-native speakers) to compare 

their notes and review the lecture content on the same day 

of the lecture. 
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Oral Participation 

SLA theory and research has stressed the central role 

of oral interaction in successful language development. In 

her comprehensible output hypothesis, Swain (1988, 1985) 

contends that language production helps learners develop 

their L2 proficiency because it forces them to focus on 

language form in order to communicate the message 

successfully and accurately. Swain uses immersion research 

to support this theoretical assumption. She maintains that 

immersion students do not develop native-like proficiency in 

speaking mainly because they are not given enough 

opportunities to produce extended oral discourse. 

Similarly, Long (1981, 1980) has hypothesized that modified 

interaction is a necessary condition for successful L2 

acquisition. Long contends that modifications in 

interaction through the use of conversational devices such 

as confirmation checks, clarification requests, repetitions, 

expansions, and questions make the interaction 

comprehensible, which is necessary for creating an 

environment conducive to successful L2 acquisition. 

The popularity of communicative teaching during the 

past two decades has increased, and classroom interaction 

has become highly valued not only in the L2 classroom but 

also in mainstream courses. In addition to traditional 

formal lectures, American university professors use a 
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variety of teaching methods such as participatory lectures, 

discussions, and demonstrations (Frederick, 1986). 

Intellectual debates and discussions are an important aspect 

of an American university's culture. Thus, for university

bound ESL students to be successful in American 

universities, they need to learn to cope with the affective 

pressures of participating in class discussions and 

addressing the whole class in content-area courses (Murphy, 

1991). 

We have seen in Chapter V how the Precourse 

participants did not take full advantage of being among 

American peers. Interpersonal interaction between American 

and ESL students was minimal because most of the ESL 

students sat next to each other and did not attempt to 

mingle with American students. Their peer association 

patterns were mainly with classmates from the same language 

background. In addition, the ESL students were not actively 

engaged in the discussions in the literature course. They 

were spectators rather than active participants in class 

discussions. ESL students' comments revealed that they were 

reluctant to participate in classroom discussions because 

they tried to avoid any potential embarrassment caused by 

making language or content mistakes in the presence of 

American peers. Brown (1994) uses a quip by Mark Twain to 
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capture ESL students' fears and inhibitions speaking in a 

communicative classroom: 

It's better to keep your mouth closed and have others 
think you are ignorant than to open it and remove all 
doubt (in Brown, 1994, p. 255). 

Oral participation in Professor Canfield's lectures was 

especially difficult for the ESL students because it mainly 

involved teacher-student interaction rather than student-

student interaction. Most of the ESL students did not have 

enough self-confidence to speak up and be heard by 140 

students. Rulon and McCreary (1986) studied aspects of 

negotiated interaction in teacher-fronted activities and 

small group-work activities. Their findings indicated that 

more negotiation of content takes place in a group situation 

than in a situation where the teacher leads the discussion. 

The researchers found that a small-group setting has an 

advantage over a teacher-fronted setting because it 

provides students with the opportunity to negotiate the 
language they hear, free from the stress and rapid pace 
of the teacher-fronted classroom (p. 182). 

Benson and Heiddish (1995) note that expectations about 

participation in classroom interactions are often culture-

based. Students who come from different cultural 

backgrounds are believed to have different expectations 

about the appropriateness of classroom practices. swain and 

Miccoli (1994) found that the cultural background of a 

particular Japanese student had a tremendous impact on her 
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learning in a university content course. In Japan, the 

student was used to working individually in teacher-centered 

classrooms. She experienced feelings of anxiety and fear in 

an interactive classroom which involved participating in 

discussions and group work. Even though the student managed 

to fulfill the course requirements, she was emotionally 

drained and came close to dropping the course. 

In what ways did the students' cultural backgrounds 

influence their oral participation in the Precourse? We 

have seen in Chapter V how Hiroko, a Japanese student, was 

reserved not only in the content literature course but also 

in the adjunct ESL class. In the pair work activity in 

Maja-Lisa's discussion section, Hiroko was dominated by her 

American partner. When she tried to report what she had 

discussed with her partner to the whole class, she was very 

slow and uncertain about what she wanted to say. Hiroko's 

American partner soon became impatient; she interrupted 

Hiroko and finished the report. 

Like Hiroko, ·the Korean students were often reluctant 

to participate in class discussions even when they knew the 

answers. They also did not ask questions when they did not 

understand what was being discussed. I have argued in 

Chapter V that the Korean students were responding to 

academic practices in an American university through their 

own cultural norms. As Tyler (1995) notes, in Korea, 



203 

teacher-student roles are subject to the hierarchical social 

structure of the Korean culture. Having a social status 

which is lower than the teacher's, students are not expected 

to propose new ideas directly or ask questions because that 

would imply that the teacher had not done a good job. 

Scollon and Scollon (1991) maintain that Korean students 

show respect to their teachers through "silent displays of 

attention" in the classroom (p. 121). 

In general, the Arabic and Kazakh students were more 

willing to engage in class discussions, especially in group 

work. Some of the Kazakh and Arabic students were confident 

enough to participate in Professor Canfield's large lecture 

when the topics had already been discussed in the adjunct 

ESL class. We have also seen in Chapter V two examples of 

successful oral reports in Maja-Lisa's discussion section, 

one by an Arabic student and the other by a Kazakh student. 

In addition, the Arabic and Kazakh students were more 

willing than the Japanese and Korean students to adjust to a 

new learning environment in which students and teachers were 

free to "joi:"1tly negotiate" status and patterns of classroom 

behavior with a great deal of tolerance (Shaw and Bailey, 

1990). 

A number of studies have indicated that oral 

interaction pattern.s are influenced by content knowledge 

(Whyte, 1995; Zuengler and Bent, 1991; Wokens and Swales, 
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1989). When L2 speakers have expertise in a certain content 

area, they often demonstrate conversational dominance which 

is facilitated by their control over the discussion topic. 

In the Precourse, Ayesha's voluntary presentation on the 

position of women in Islam is a revealing example of the 

important role of content knowledge in oral interaction. As 

an expert on this topic, Ayesha was able to challenge 

Wollstonecraft's and Mill's ideas concerning women in Islam. 

She presented a very effective argument and answered many of 

her classmates' questions with confidence. 

In summary, Raphan and Moser (1994) note that many ESL 

students come from cultural backgrounds where "give and 

take" with peers or teachers is not highly valued. Putting 

such students with American peers and encouraging them to 

initiate conversations with them does not guarantee that 

interaction will take place between the two groups. Planned 

group- and pair-work activities are needed to ensure that 

such interaction takes place. In addition, creating a 

supportive, low-anxiety classroom environment might also 

encourage ESL students to feel more secure about classroom 

participation. Finally, a student's intrinsic interest in a 

discussion topic is instrumental in generating spontaneous 

oral production inside and outside of the classroom. 
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Reading 

In his book Language Learning: Insights for Learners, 

Teachers, and Researchers, Cohen (1990) wrote the following 

remarks regarding the factors that influence reading ability 

in a target language: 

In order to improve your target language reading you 
need to read a lot. Many target language learners shy 
away from reading, because it seems to be so difficult. 
However, the alert learner can make the task easier. 
Reading material that is uninteresting to you or too 
laden with unknown words will only produce frustration 
and lack of desire to continue reading. Hence, it is 
important to find material that you want to read--that 
is relevant to your purposes for reading--and that is 
not too difficult. This may call for utilizing 
material that is simplified, as well as authentic texts 
that have been especially glossed to facilitate reading 
by nonnatives with limited vocabulary. (p. 193) 

Cohen relates improvement in L2 reading skills to three main 

factors: quantity of the reading material, difficulty of the 

reading material, and interest in the reading material. 

Each of these factors played a major role in determining the 

Precourse participants' reading gains and the extent of 

their success in completing the reading tasks in the content 

literature course. 

Reading researchers have long emphasized the central 

role of extensive reading in an EAP program (Benson, 1991; 

Early and Tang, 1991; Grabe, 1986; Gunderson, 1985; Carrel 

and Eisterhold, 1983; Eskey, 1979). When students read 

extended pieces of text, they often focus on the general 

ideas and ignore details; they maintain concentration over 
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an extended period of time; and they are exposed to many new 

words in context. Intensive reading of short texts, on the 

other hand, encourages students to read slowly, to be 

concerned with understanding many unfamiliar words and 

structures the first time they see them in print, and to 

focus on details which are often ignored in extensive 

reading. 

One of the main differences between the Precourse and 

the other advanced courses at CESL was the quantity of the 

material that students had to read. The Precourse 

participants reported in their reading logs and in the 

interviews I conducted with them that they read a minimum of 

one hundred pages per week. On the other hand, the teachers 

of the students in the comparison group noted that their 

students read 15-20 pages per week. This difference in the 

amount of reading that the two groups did may have played a 

role in their reading gains on the TOEFL and AST. The TOEFL 

scores of the Precourse participants showed a statistically 

significant gain from Pre- to Posttest in the Reading and 

Vocabulary section (p = .027), whereas the Pre-Post gains of 

students in the comparison group were not statistically 

significant. In addition, the reading scores of the 

Precourse students on the Post-AST were statistically 

significantly higher than those of the comparison group 

students (p = .022). 
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This finding suggests that language programs, which 

tend to focus on intensive reading and exact comprehension 

of short pieces of discourse (Benson, 1991), might benefit 

their students more by adding an extensive reading component 

to their curricula. In addition to intensive reading of 

short texts, EAP students could practice reading extensively 

for general meaning, a skill that is likely to improve their 

reading ability and prepare them to read content-area 

textbooks. 

The second remark in the above passage by Cohen relates 

to the influence of material difficulty on L2 learners' 

reading improvement. Understanding input is a necessary 

first step in the process of content and language learning. 

It is important to take into account both the quantity and 

quality of what ESL students read. Huge reading volumes and 

difficult reading materials could easily overwhelm the ESL 

students and frustrate them. A number of researchers (Gass, 

and Selinker 1994; Ellis, 1994; Krashen, 1985) have stressed 

the central role of understanding input in L2 acquisition. 

As noted in Chapter V, the heavy reading load and difficulty 

of the texts in the literature course were two of the main 

obstacles that the Precourse participants encountered. 

Thus, the text summaries were the key to helping these 

students understand the authentic texts. The summaries may 

have changed the nature of the original texts (Hudson, 
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comprehensible and meaningful to the ESL readers. 
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The third remark in Cohen's passage concerns the 

influence of interest in the material on reading ability. 

Genuine interest in the subject-matter, or what Skehan 

(1989) calls "intrinsic motivation," was another important 

factor in determining how much the Precourse participants 

read and how well they understood the reading material. 

Students' interest in the subject of human rights helped 

them cope with the difficulty of the reading material. It 

also motivated some of them to do self-selected readings on 

similar topics. 

Efficient readers are believed to utilize a combination 

of top-down and bottom-up processing skills i~ order to 

understand the reading material (Goodman, smith, Meredith, 

and Goodman, 1987). They use their background knowledge of 

the language and the world to generate hypotheses about the 

text they are reading. Schema-related research on L2 

reading (Early and Tang, 1991; c~rrell, Pharis and Liberto, 

1989; Eskey, 1987; Grabe, 1988; Carrell, 1984; Uruhart, 

1984; Benedetto, 1984) has suggested that reading 

comprehension is a function of the interaction between the 

reader's prior background knowledge and the language of the 

text. 
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The most efficient readers in the Precourse were those 

who utilized a combination of top-down and bottom-up 

processing skills. Denis, for example, read for the main 

idea of the text and used the dictionary to look up the 

meanings of key unfamiliar words when he could not follow 

the main idea. However, Ayesha's bottom-up approach to 

reading was very ineffective. She translated many words and 

soon became tired and lost interest in the readings. She 

relied more on her bilingual dictionary and less on her 

background knowledge to understand the texts in the content 

literature course. 

Translation is not an effective means for learning the 

meaning of every new word. As Krashen (1993) notes, word 

knowledge develops in small increments through repeated 

contextual exposure to unfamiliar words in reading material. 

Parry's (1991) case study of the vocabulary acquisition of 

four ESL students in an anthropology course suggests that 

guessing the meaning of unfamiliar words from context is the 

most effective word acquisition strategy. Many of the 

difficult words that the four students guessed were either 

correct or partially correct. 
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Essay writing 

As noted in Chapter V, content teachers in the 

literature course expected to read well-developed and well-

organized argumentative essays. The essays were expected to 

have clear thesis statements, well-developed paragraphs, 

strong arguments supported with citations or evidence based 

on the text, and logical conclusions. The ESL students 

demonstrated unfamiliarity with most of these basic writing 

conventions of American prose. As Reid (1989) notes, 

U.S. academic prose requires competent (simple, not 
beautiful) writing that consists of paragraphs 
containing a single main idea supported by facts, 
examples, or description. U.S. students learn to prove 
it or cut it. (223) 

Building an effective argument is one of the main 

difficulties that ESL writers encounter in their attempts to 

complete the academic writing tasks at American universities 

(Connor and Kramer, 1995; Benson and Heiddish, 1995; Johns, 

1995; Horowitz, 1986b). American professors often attribute 

this difficulty to a lack of "analytical thinking" on the 

part of the ESL students (Stewart, 1972). We have seen how 

the Precourse participants' essays on the first exam were 

mostly summaries of main events from the plot of the text. 

To use Bereiter and Scardmalia's (1987) terminology, the 

students were focusing on "knowledge telling" rather than 

"knowledge transforming." 
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Maja-Lisa's main criticism of the Precourse 

participants' first essay exam was that they focused on 

factual details and avoided critical analysis. Her comment 

to me after she graded the essays was: 

My sense was many of them were used to a system in 
which raw data was important ••• you know, factual 
information ••. so, it was important for you to know who 
wrote the text or what the main characters' names were 
or that sort of thing rather than the critical response 
and evaluation to it. 

Belcher (1995) points out that many ESL students avoid 

critical writing because they are culturally trained to 

revere scholarly work and to avoid challenging established 

authority. 

Research on contrastive rhetoric (Kaplan, 1972, 1967; 

1966) indicates that there are variations in the patterns of 

text organization across different languages and cultures. 

Kaplan's research suggests that the development of 

rhetorical awareness is essential in preparing ESL students 

for the academic demands in American universities. Grabe 

and Kaplan (1989) note that 

there are strategies for text organization that conform 
to coherence systems in the target language; learners 
must grasp the uses of a thesis statement, logical 
relationships among parts of a text, and available 
options for selecting and arranging information, and 
understand that these are likely to vary from L1. (276) 

Discourse analysis at the rhetorical level is an 

effective means for introducing students to the rhetorical 
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patterns of the target language (Dudley-Evans, 1995). 

Three techniques that have been successfully used to develop 

L2 students' awareness of the rhetorical conventions of the 

target language are: modelling, reformulation, and the 

writing club. Modelling has been used to initiate ESL 

students into the discourse patterns of written English 

texts (Cummings, 1995). According to this technique, 

students are provided with a model of a specific text-type 

written by a skilled or a professional writer. After 

analyzing the text in class, students are asked to emulate 

the writing model in their own writing. 

Reformulation (Cohen, 1990; Allright, 1988; Cohen, 

1983) is another rhetorical analysis technique. An L2 

student's writing is re-written or reformulated by a native 

English speaker. The native speaker does not change the 

content, but makes corrections at the word, sentence, and 

discourse levels. Then, the original and reformulated texts 

are compared and contrasted in a class discussion. After 

that, all students revise their drafts in light of the class 

discussions. The writing club (Dudley-Evans, 1995) ~s 

another instructional technique used for helping L2 students 

develop necessary rhetorical awareness. In class, a piece 

of an L2 student's writing is copied and distributed to 

other students. Under the supervision of a writing teacher, 

students work individually or in pairs to analyze the 
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writing and offer suggestions for improvement that could 

range from proposing a restructuring of a certain argument 

to minor error correction. 

Explicit instruction of rhetorical structures in the 

Precourse was an adaptation of the modelling, reformulation, 

and writing club techniques. The participants carried out 

discourse analysis of various rhetorical aspects of some of 

the good essays written by their American peers. They wrote 

attention-getting introductions with clear thesis 

statements, developed a single point in each paragraph and 

supported it with evidence from the text, . and drew logical 

conclusions from the arguments presented in the body of the 

essay. In addition, by examining the critical writing style 

of the American students, the Precourse participants were 

able to overcome some of their reluctance to challenge 

established authority. The ESL students were successful in 

applying many of these rhetorical conventions in the second 

and third essay exams, as suggested by their improved grades 

(see Table 5.1). In addition, the participants' scores on 

the AST demonstrated an improvement in their essay writing 

skills. ANOVA results indicated that the treatment group 

scored significantly higher than the comparison group (p = 

.024) on the writing section. 

Johns (1986) maintains that understanding academic 

writing prompts is one of the most important and difficult 
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tasks for ESL students. A good writing stimulus provides 

"key task-related terms" and clear instructions that guide 

the ESL writer in the process of choosing the appropriate 

content, form, and strategies for completing the writing 

task. Research by Tedick (1990) suggests that when students 

have a good understanding of the writing topic, they are 

more likely to demonstrate their "optimal writing 

performance" (Tedick, 1990, p. 123). Tedick found a strong 

relationship between topic familiarity and writing quality. 

Johnson (1989) also suggests a relationship between 

students' control over the writing topic and the richness of 

their writing style. 

We have seen in Chapter V how the complexity of the 

essay prompts in the literature course was a major source of 

frustration for the ESL writers. The content teachers 

intentionally posed very general and ambiguous questions to 

force students to think about them for an extended period of 

time and then approach them in unique and different ways. 

However, some ESL students reported that they spent more 

time on deciphering the prompt than on the actual writing of 

the essay. Others misunderstood the prompts and wrote 

essays that were completely off the topic. For example, the 

ambiguous writing tasks on the first and second exams were 

clearly not valid measures of Chong-In's writing ability. 

Chong-In failed the first essay and did not submit a final 



215 

copy of her second essay mainly because she could not 

understand the prompts. However, when the writing stimulus 

for the third exam was explained in the ESL class, Chong-In 

wrote an essay that received a respectable grade (C+/B-). 

Based on these observations, my recommendation to university 

professors is to make sure that the ESL students in their 

classes understand the writing prompts. It is not my 

intention to suggest that essay prompts in academic courses 

should be easy or predictable. Nevertheless, professors 

should be able to assign challenging writing tasks that do 

not require students to decipher or solve the writing prompt 

as if it were a complicated puzzle or riddle. 

In summary, the above findings indicate that most ESL 

students benefit from explicit instruction in the rhetorical 

organization of English essays. The findings also suggest 

that for ESL students to be able to demonstrate their real 

writing ability, they have to be able to fully understand 

the writing topics assigned by their teachers. 

Grammatical competence 

Over the past two decades, one of the most essential 

changes in L2 instruction has been the shift from grammar

focused to communication- or meaning-focused learning. 

Communicative approaches to teaching have emphasized using 

language in meaningful situations and have de-emphasized the 



2 

216 

usefulness of grammar instruction. The theoretical 

assumption behind this pedagogical change is that, like 

children acquiring their first language, L2 learners can 

acquire the target language structures while their attention 

is focused on meaning and communicative interactions. The 

~esults of this study, however, suggest that students in 

meaning-oriented L2 courses might still benefit from 

explicit grammar instruction. 

The majority of ESL students in the treatment and 

comparison groups did not receive any explicit grammar 

instruction2 • The focus in both the Precourse and the 

language courses of the comparison students was on meaning 

and communicative interaction. According to Krashen's 

Monitor Model (1981, 1982, 1983, 1985), students develop 

grammatical competence indirectly while their attention is 

focused on meaning. However, neither group improved their 

scores on the structure section of the TOEFL, this after 

seven weeks of intensive exposure to comprehensible input, 

which, according to Krashen, is a causative factor in L2 

acquisition. 

Other research which suggests that meaning-oriented 

language instruction does not always result in grammatical 

Only one student from the treatment group and two students from the 
comparison group took the Advanced grammar course decribed in Chapter 
VI 
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competence comes from the Canadian French immersion programs 

(Swain, 1988, 1985; Harley and swain, 1984). Although 

immersion students learn to speak French fluently, their 

accuracy in French grammar is not native-like, even after 

years of learning French through meaningful content. One of 

the main reasons for this undesirable outcome is that 

immersion programs have placed very little focus on explicit 

grammar instruction and corrective feedback. 

Meaning-oriented instruction appears to be most 

effective when grammar teaching is integrated into the 

curriculum. A program that has successfully combined these 

elements is the modified adjunct program at the University 

of Guadalajara, Mexico, which has been described and 

researched by Hudson (1991). While the program emphasized 

reading for content learning, instruction in grammar, 

rhetorical structure, and vocabulary was also given within 

the context of the content materials. Students were 

administered three tests at the beginning and at the end of 

the program: a contextualized grammar test, a reading 

comprehension test, and a general reading ability cloze 

test. Results of the study showed statistically significant 

improvements on all three measures, suggesting that the 

content-with-grammar approach of this modified adjunct 

program helped students develop their reading comprehension 

skills as well as their grammatical competence. 
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Several studies (e.g., White, 1991; Harley, 1989; Pica, 

1983; Lightbown, Spada, and Wallace, 1980) have shown that 

grammar instruction results in at least short-term 

improvement in students' accuracy. The fact that the 

Precourse and comparison group students did not 

significantly improve their grammatical accuracy suggests 

that grammar teaching should have a greater role in language 

through content instruction. However, it should be 

mentioned that there is little evidence that such 

instruction improves accuracy in the long term (Towell and 

Hawkins, 1994). 

One concern that one might have when language programs 

do not focus on language form is the possibility that some 

grammatical aspects ~f the interlanguage system will 

fossilize3
• One reason for fossilization is the L2 

learner's forming incorrect hypotheses about certain target 

language structures over an extended period of time without 

being corrected. As VanPatten (1994) notes, 

All too often students in advanced courses, such as 
literature and culture/civilization, are ignored as 
language learners. Once out of specific courses such 
as "advanced grammar" and If·composition," it is 
generally assumed that language learning is "over" and 
it is time for more serious work. Such could not be 
further from truth, and if we are to really make 
headway in terms of producing more students with 

3. Fossilization has been defined by Selinker (1992) as the permanent 
cessation of certain inter language elements short of target language 

norms. 
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functional language abilities, then opportunities for 
and activities in language learning must somehow be 
built into advanced courses as a regular component. 
(p. 234) 

How should grammar instruction be integrated into a 

meaning-oriented L2 curriculum? VanPatten (1994) proposes 

an outline of a meaning-oriented L2 curriculum that 

incorporates grammar instruction at the early, intermediate, 

and advanced stages of learning. In the early stage, focus 

is on meaningful input and communicative interaction. 

Grammar rules can be practiced only as a follow-up activity 

to communicative interaction. In the intermediate stage, 

the central focus remains on meaningful input and 

communicative interaction, but explicit grammar instruction 

and error correction are introduced into the curriculum. In 

the advanced stage, language instruction becomes discipline

based and productive oral ability is emphasized. Overt 

grammar teaching and error correction are emphasized at this 

stage, especially with the marked structures (i.e. more 

difficult structures). 

To conclude, the TOEFL results in this study, as well 

as other relevent research, suggest that grammar instruction 

is important for sucessful L2 development. VanPatten's 

(1994) outline for incorporating grammar activities into the 

communicative or meaning-oriented curriculum is promising. 

L2 teachers, however, need to make sure that their grammar 



instruction is conducted in meaningful and contextualized 

activities. 

section II -- Limitations and Recommendations for Future 

Precourse Designs 

Planning for the Precourse was somewhat inadequate. 
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The MAjESL students and I had to address the requirements of 

the content literature course as we discovered them, trying 

to learn from our mistakes as well as students' mistakes. 

For example, the MA/ESL students and I prepared activities 

based on the texts the students were to read without always 

being able to consult with the content course teachers. 

Even the content teachers were (in the planning phase) 

unable to clarify for me or the MAjESL students what their 

focus would be in the text. This often led to the MA/ESL 

students and I feeling frustrated and unsure if the 

activities we prepared would be of any use for the students. 

By spending more time in the pre-planning stage of the 

Precourse, discussing such matters with the content 

teachers, such a problem can be avoided or at least reduced. 

In the beginning of the Precourse, I did not review the 

Precourse students' first content course essay exam before 

they turned it in. The content course essay grader, Maja

Lisa, did not even give grades to the ESL students' essays 

because they did not meet her expectations. This frustrated 
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the ESL students (and me as well) since they felt that they 

had worked hard on their essays and deserved a (good) grade. 

Had I taken more time before the Precourse began to discuss 

with the content teachers their expectations of such essays, 

I would have avoided this problem. A good program is 

preventive instead of reactive. By taking more care in the 

pre-planning stage of the Precourse, finding out about the 

requirements of the course, the language teacher(s) will be 

better prepared and will be able to avoid some frustration. 

An efficient way to pre-plan for a Precourse is to 

choose a content course which is offered on a regular basis. 

The ESL teacher(s) might then attend the content course at 

least one semester before the Precourse is implemented. 

This would allow the ESL teacher(s) time to plan the 

syllabus, to discuss matters with the content teacher(s), 

and to prepare instructional materials, including some 

contextualized grammar activities that could be based on the 

subject matter of the content course. If a regularly 

offered content course is chosen, it is also much easier for 

the content teacher(s) to be involved in the planning and 

implementation phases of the Precourse. 

The assistance I received from the MA/ESL students was 

crucial in that it helped me cope with the labor-intensive 

demands of teaching in an adjunct-framework model. 

Nevertheless, coordinating duties with twenty-four MA/ESL 
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students throughout the planning and implementation phases 

of the Precourse was very time-consuming. I had to attend 

their class meetings with Professor Hess, to be present in 

most of their expert group meetings, to prepare with them 

ESL teaching materials and plan teaching duties, to answer 

their e-mail messages and phone calls, and to be the liaison 

between them and the content teachers. One difficulty which 

arose concerning the MA/ESL students, which I did not 

foresee, was their having to suspend, temporarily, their 

commitment to the Precourse because of the demands of their 

own studies. This placed a lot of pressure on me and their 

classmates, who would have to take over the responsibilities 

of someone at the last moment. 

Finally, this was an eight-week Precourse. I believe 

the length of the Precourse was too short: to allow 

Precourse students to experience what it is like to attend a 

university class, perhaps they need to attend the class for 

the entire semester. In addition, if the Precourse were 

semester-length, perhaps students would be better prepared 

for the academic and language demands of the university 

class, since the language teacher(s) would have more time to 

help them develop these skills. 



section III -- Limitations of study and Implications for 

Future Research 
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Variables such as context, time, and participants make 

every case study unique. The nature of learning in the 

Precourse was influenced by the specific content material 

used in the literature course, the teaching styles of the 

content and language teachers, and the cultural and academic 

backgrounds of the participating students. Thus, some of 

the findings reported in this research might vary from 

similar studies conducted under different circumstances. 

Even though the findings have important implications for 

preparing university-bound ESL students for the demands of 

mainstream education, they cannot be generalized to other 

CBl learning contexts. 

One finding of this study is that the ESL students, 

regardless of their fields of study, liked the subject of 

human rights in this Precourse. However, students' 

reactions might have varied if the content course had been 

linguistics, psychology, or history. For example, in 

Adamson's (1990) study of a Precourse in which the content 

component was a linguistics course, the majority of students 

did not find the subject interesting and most of them 

expressed interest in having a Precourse in their own field 

of study. 
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Being a teacher researcher in this study brought me 

close to my students' problems and needs. Some aspects of 

the Precourse and the students' learning may have gone 

unnoticed, however, since it was at times difficult to 

distance myself and view the students' learning in the 

Precourse from a more objective perspective. In addition, 

since I was a teacher researcher, my teaching 

responsibilities in the Precourse did not allow me to start 

my formal data analysis until toward the end of the 

Precourse. Thus, I was unable to focus on my analysis as 

early as I would have liked, i.e. while the study was in 

progress. 

The Precourse implemented and researched in this study 

was r~latively short. Future research might benefit from 

exploring the nature of learning in a longer Precourse. A 

study of a semester-long Precourse might provide a better 

understanding of the factors that influence ESL students' 

learning in academic content courses. Research based on a 

longer Precourse could also reveal a clearer picture of the 

development of L? proficiency and academic skills in this 

CBI model. 

The Academic Skills Test (AST) was developed and used 

by the researcher in this study without any pilot testing. 

One of the major negative consequences of this limitation 

was that the Pre- and Post-ASTs were not comparable, which 
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prevented me from assessing within-group student gains in 

academic skills. Future research might benefit from having 

a longer planning phase so that pilot testing of instruments 

and measurements of a test's reliability can be undertaken 

before administering it to students. 

Finally, this study mainly focused on group phenomena. 

Future research could perhaps focus more closely on 

individual students. A more focused case study of a single 

student in a Precourse might provide deeper insights into 

the mechanisms at work in this adjunct-framework model. One 

possibility is conducting a case study of a single or 

several students within a case study of a group or a class. 

Such a study is likely to provide an in-depth analysis and 

add to our understanding of the effects of the Precourse 

model on ESL students' academic and language proficiencies. 
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Appendix A 

Human SUbjects Review Form 

THE UNIllEltSIlY OF 

Hu"",n Subjects CommitIH ARIZONA. 162Z E. Mabel St. 
Tucson. Artzon.a 85724 
(6021626-6721-

16 June 1995 

Mohammed Ghawi, Ph.D. Candidate 
c/o H.Douglas Adamson, Ph.D. 
SLAT Program 
Department of English 
Main Campus 

RE: DEVELOPING SECOND LANGUAGE PROFICIENCY AND ACADEKIC 
COMPETENCE: A CASE STtrDY OF A KODIFIED ADJ'ClNCT LITERATORE 
COORSE 

Dear Hr. Ghawi: 

We have received docwnents concerning your above cited project. 
Requlacions pUblished by the O.S. Deparemenc of Health and Hwnan 
Services ~~5 CcR ?ar~ 46.l0l(b) (2») exempC this cype of research 
from revie~ by our commiccee. 

Thar~ you ~or info~ing us of your work. If you have any ~estions 
concerning the above, please contact this office. 

Sincerely yours, 

LU;lL~'f~~ 

William r. Denny, M.D. 
Chairman 
Human Subjects Committee 

;.J'?"O: js 

cc: Depa~~ental/College Review Commiteee 
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Appendix B 

English 270D Course Syllabus 

spring 1994 

ENGL 270D: Major Themes in Western Literature: Human Rights: 
"Give me liberty or give me death!" 
Professor J. Douglas Canfield: office 442 ML; hours 2-5 MW. 
621-7404. Graduate Associates: Rob Canfield, Francis 
Gilbert, Avra Kouffman, Maja-Lisa von Sneidern. 

Texts: 
Sophocles, Three Theban Plays (Penguin). 
Thucydies, History of the Peloponnesian War (Penguin). 
Magna Carta: Text and commentary, ed. A. Dick Howard 

(UP of Virginia). 
Lope de Vega, La Fuente ovejuna (Barron's). 
Corneille, Horace/Horatius (packet). 
Milton, John Milton (Oxford). 
Locke, Second Treatise on Government (Hackett). 
Declaration of Independence and constitution 

(Georgetown UP). 
Paine, Rights of Man (Penguin). 
La Declaration des droits de l'homme et du citoyen (in 

Paine) . 
swift, Jonathan Swift (Oxford). 
Edouard Glissant, Monsieur Toussaint (Three continents 

Press). 
Marx, Communist Manifesto (Washington Square Press). 
Mary wollstonecraft and John Stuart Mill, Vindication 
of the Rights of Women and The Subjection of Women 

(Everyman's). 
Frederick Douglass, My Bondage/My Freedom (Dover). 
Chinua Achebe, Anthills of the Savannah (Anchor). 
UN Universal Declaration of the Rights of Man; UN 

International Covenants on Human Rights (packet). 
syllabus: 

W 12 Jan: Intro: Tribute to Martin Luther King, Jr. 

M 17 Jan: MARTIN LUTHER KING HOLIDAY 
W 19 Jan: Sophocles, Antigone (in Three Theban Plays). 

M 24 Jan: Thucydides, readings from Peloponnesian War 
(liThe Melian Dialogue" 400-08; "The Mytilenian Debate" 
212- 23). 

W 26 Jan: Spartacus.* 



M 31 Jan: Robin Hood. 
W 2 Feb: Magna Carta. 

MW 7-9 Feb: Lope de Vega, La Fuente ovejuna. 

MW 14-16 Feb: corneille, Horace.* 

M 21 Feb: Cromwell. 
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W 23 Feb: Milton, from Tenure of Kings and Magistrates, 
in John Milton 273-83; from Second Defence of the 

English People, Milton 326-29; from Ready and Essay Way 
to Establish a Commonwealth, Milton bottom 338 to 
middle 352. 

F 25 Feb: More Milton for discussion: from Doctrine and 
Discipline of Divorce, Milton 182-93, middle par. 

214, bottom half of 22; from Areopagitica, Milton 
middle par. 244, bottom half 246, bottom par. 247-48, 
middle of 251 to end of 1st par. 256, top of 257 to 2/3 
of 258, new par. 260 to the end. 

M 28 Feb: Locke, Second Treatise. 
W 2 Marc: Declaration of Independence. 

MW 7-9 Mar: Paine, Rights of Man. Declaration des 
droits de l'homme et du citoyen, Bill of Rights.* 

MW 14-16 Mar: SPRING BREAK 

M 21 Mar: Swift, Drapier Controversy, Jonathan Swift 
422-62. 

W 23 Mar: Glissant, Monsieur Toussaint.* 

M-W 28-30 Mar: Marx, Communist Manifesto.* 

M 4 Apr: Wollstonecraft, Vindication of the Rights of 
Women. 

W 6 Apr: Mill, The Subjection of Women.* 

MW 11-13 Apr: Douglass, My Bondage, My Freedom.* 

M 18 Apr: I will Fight No More Forever. 
W 20 Apr: Latino murals and La Raza Unida (TBA).* 

MW 25-27 Apr: Achebe, Anthills of the Savannah.* 

MW 2-4 May: Universal Declaration of Human Rights, The 
International Covenants on Human Rights. In the 

light of these documents, open discussion of current 
issues concerning (a) gender rights (ERA; glass ceiling; 
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reproductive rights; genital mutilation), (b) rights to 
sexual orientation (gays in the military; ballot initiatives 
restricting anti-discrimination rights re sexual 
orientation), (c) rights for ethnic minorities (skinheads 
and furriners; the revival of anti-semitism; Kurds; Bosnia
Herzogovina; indigenous peoples throughout the Americas; 
Tibetans; Sikhs; Tamils; Chinese in Vietnam etc.), (d) 
economic rights (to a job; to a home; to a bank loan; to a 
living wage).** 

* Periodic take-home essay exam questions given, 
answers to be turned in by beginning of discussion 
section the following Friday. Late papers, without prior 
approval, can earn a grade no higher than a D. 

** Final take-home essay due at the end of the 
scheduled exam period; exam will be response to current 
human rights issues both locally and globally. 

Each of the first three exams is worth 15 points; each 
of the next six is worth ten points; the final is worth 
20 points; the rest of the 150 points (25) is based on 
quality of classroom performance in both lecture and 

discussion. Students will also receive letter grades. 

Films will be shown the two class days before the 
lecture, times and places below or TBA; students who 
cannot or choose not to attend can either rent movies 
for private showings or check our copies out from the 
media center in the library after the lecture on the 
film. 

Film schedule so far: 
SPARTACUS: 4-8 M 24 Jan 150 Harvill; 3-7 T 26 Jan 100 

BioScie. 
ROBIN HOOD: 5-9 Th 27 Jan 150 Harville; 3-7 F 28 Jan 

150 Harvill. 
CROMWELL: 7:15-9 Th 17 Feb MCClellan Auditorium; 5:15-7 
F 18 Feb McClellan. 
I WILL FIGHT NO MORE FOREVER: 7:15-9 Th 14 Apr 

McClellan; 5:15-7 F 15 Apr McClellan. 

THIS COURSE IS PART OF A SERIES THAT SATISFIES THE 
GENERAL EDUCATION REQUIREMENT IN TRADITIONS AND CULTURES, 
LIST #2. IT IS REPEATABLE WITH VARIABLE CONTENT. IT MAY BE 
COUPLED WITH A PREVIOUS CPLT/CCLS 200 OR WITH A FUTURE ENGL 
270E FOR THAT REQUIREMENT. FOR THIS SEMESTER ONLY (S 94) IT 
MAY ALSO BE USED TO SATISFY THE GEN ED STUDY AREA REQ. IN 
LITERATURE. 



To: CESL Council 
From: Mohammed Ghawi 

Appendix C 

Pre course Proposal 

Re: Proposal for a teaching/research project 
Date: 11-22-1993 

Topic: Developing Language and Academic Competence: 
A Case study of an Adjunct Literature Course 

1. Researcher's Name and Affiliation: Mohammed Ghawi/SLAT 
Program 

2. Rationale: 
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Over the last decade or so, the field of second 
language (L2) teaching has been witnessing an increasing 
interest in content-based instruction. This language 
teaching approach stresses the significance of developing L2 
proficiency through content learning. Language is used as a 
tool for conveying new information of interest and relevance 
to the needs of the learner. Some of the main goals of this 
approach are helping the L2 learner with academic language 
skills, study skills, and scholarly discourse. In addition 
to general language proficiency, these skills have been 
proven to be of extreme importance to the success of foreign 
students in mainstream content courses (Adamson, 1993; 
Brinton et al., 1989). 

Literature has been used in L2 classrooms for a number 
of pedagogical, linguistic, and cultural reasons (Oster, 
1989). Reading, discussing, and analyzing literature is 
believed to foster unconscious assimilation of language, 
stimulate creativity in students, and encourage risk-taking. 
In addition, literature is viewed as a vehicle for 
developing critical thinking and analytical skills in L2 
learners. 

3. Purpose of the Research: 

My research would investigate the following research 
questions: 

1. How does L2 proficiency develop within the context of an 
adjunct course, compared to a regular ESL course? 



2. How might gains in academic competence be measured in 
order to test the hypothesis that adjunct courses help 
improve L2 learners' academic competence? 
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3. What is the relationship between the attitudes of the 
students in the study towards the adjunct course and their 
gains in general L2 proficiency and academic competence? 

4. What are the major problems faced by the L2 learners in 
the adjunct course and how do they cope with these problems? 

4. Course Description: 

The recommended adjunct literature course is "2700 
Approaches to Literature: Major Themes" taught by Dr. 
Canfield. The content of the course is about human rights 
in literature. The first eight weeks of the course will 
trace the history and development of human rights in ancient 
literary works. The second eight weeks of the course will 
deal with human rights in modern literary works. Dr. 
Canfield and I agree that the content of the second eight 
weeks of the course would be more appropriate for CESL 
students. Therefore, CESL students would attend the second 
eight weeks of the course. 

s. student Population: 

The treatment group in the research would be one 
section (about 15) from level 70 at CESL, for whom I would 
be the advisor. These students would take the two-hour 
literature course as one of the two-hour Special Interest 
Classes offered at CESL. In addition, another section 
(about 15) from level 70 would represent the comparison 
group. These students would only take the language and 
academic skills tests described below •. 

6. Procedure: 

I would sit in the literature course with my students 
and help them with the academic and language skills they 
would need to function effectively in the course. ESL 
materials would be designed to address some important 
academic skills, including note-taking skills, academic 
writing, critical reading, and test-taking techniques. 
Language-specific activities (grammar, vocabulary, etc.) 
would be derived from the content course according to the 
students' needs. 
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7. Time Requirements: 
This teaching/research project would be completed over 

a period of one session, spring II 1994. The schedule of 
the students in the literature course would be: MW 1:00-1:50 
P.M. Students would also be recommended to attend a one
hour discussion session on Fridays. The schedule of the 
Friday discussion sessions is very flexible. CESL students 
could join one of seven sessions from 8:00 A.M.-2:00 P.M. 

8. Supervision and support: 

Implementation of the adjunct course, including 
selection and adaptation of the ESL materials would be 
conducted under the supervision of my Ph.D. dissertation 
committee, Dr. Adamson, Dr. Pialorsi, and Dr. Johnson. 
Additional support for the course would corne from Dr. 
Natalie Hess and her graduate students in English 599 
Language for Specific Purposes. Many, if not all, of the 
graduate students in this course would provide one-on-one 
tutoring sessions for the CESL students in this adjunct 
course. 

9. Research Instruments: 

1. TOEFL will be administered to the students in the 
treatment and comparison groups to assess and compare their 
general L2 proficiency gain. 

2. An academic skills test will be designed and 
administered to the experimental and comparison groups 
before and after the course to assess and compare their 
academic skills gain. The test will include: (a) a 
listening selection from a university lecture, (b) a reading 
selection from a university textbook, (c) objective and 
short-answer questions based on the listening and reading 
selections, and (d) a short essay question that requires 
synthesis of information from the listening and reading 
selections [for a more detailed description of this 
simulated academic test, please see Snow & Brinton, 1988]. 

3. Individual, structured interviews will be held with the 
teachers, tutors, and students involved in the experimental 
group to elicit their attitudes, reactions, and thoughts 
about the course. 

4. Data from the students' oral and written performance 
(learning logs, assignments, presentatlons, and progress 
tests) will be used to examine the L2 learners' coping 
strategies in the content literature course. 



Appendix D 

Background Questionnaire 

1. Personal Data: 
Name __________________________ _ Age ______ __ Sex -------
Country ____________ _ Native language ------------------
Other language(s) ____________________________________ __ 

2. Education Level: 
High School 
Junior College 

---- College/university 
==== Other (specify) 

3. How long did you study English in your country? 
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4. What did you do in English classes when you were in your 
country? 

5. How well did you learn English in your country? 

6. Did you ever use English outside the school in your 
country? If yes, where? 

7. When you were in your country, did you listen to radio 
stations, watch TV programs, or see movies in English? 

8. When you were in your country, did you read any 
newspapers or magazines in English? 



9. How long have you been studying English in the U.S.A.? 

10. Why are you studying English? 
need it for my study 
need it for my future career 
need it for travel 
interested in the language 
interested in the culture 
have friends who speak the language 
other (list) 
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11. study Plans: Where do you plan to study? What sUbject
area do you plan to study? What degree do you want to 
obtain? 

12. Are you currently taking or auditing any regular 
university course? If yes, please explain! 

13. Have you taken a TOEFL preparation course before? Are 
you currently taking a TOEFL preparation course? 

14. Have you taken international or institutional TOEFL 
before? If yes, how many times? What were your scores? 

15. Which of the four language skills (reading, writing, 
speaking, listening) do you find most difficult? Why? 

16. Do you have any outside interests or hobbies? What do 
you like to do most? Do you use English or your native 
language with respect to your hobbies or interests? 



Appendix E 

coding Qualitative Data for the Precourse 

Example: 
[AS] = 
[ASR] = 
[ASRS] = 

Academic Strategies 
Academic Strategies, Reading 
Academic strategies, Reading, Student 

Perspectives: 
Student [S] 
Language Teacher [LT] 
content Teacher [CT] 

I. Academic Skills/strategies [AS] 
Reading [R] 
Writing [W] 
Speaking [S] 
Listening [L] 
Note Taking [NT] 
Dictionary Use [DU] 
Research Tools [RT] 
Coping strategies [CS] 
Learning strategies [LS] 

II. Precourse Evalua.tions [PCE] 
Students [S] 
Content Teachers [CT] 
Language Teachers [LT] 
Peers [P] 
Materials [M] 
content Course [CC] 
Language Course [LC] 

III. socio-cultural Factors [SCF] 
Knowledge [K] 
Values [V] 
Education [E] 

IV. Precourse preparation [PP] 
Planning [P] 
Coordination [C] 
Adjustments [A] 
Daily Activities [DA] 
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Name: 

section I 

Appendix F 

Pre-Academic Skills Test 
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Date: 

In this section you're going to watch a video recording 
of a lecture segment on the history of immigration patterns 
to the U.S.A. Your task is to listen to the lecture 
carefully to understand the main ideas. While listening to 
the lecture, use the sheet "Note-Taking" to write down some 
of the key concepts and ideas. After listening to the 
lecture and taking notes, you'll have 20 minutes to write a 
brief summary (8-12 lines) of the lecture segment. The 
following terms will facilitate your understanding of the 
lecture: 

1. consensus: general agreement of opinion 

2. dominate: to control by superior power or authority 

3. resentment: bitterness; feeling one has when insulted, 
ignored, or injured 

4. dispute: argument; controversy; debate 
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Note-Taking 

(This sheet will not be scored) 
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Lecture Summary 
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Transcript of Video segment 
u.s. history has included a continuing stream of 

immigrants from different countries and continents, and 
constantly moving and changing population. How is it that 
the consensus has been maintained? One must look at the 
immigration patterns to understand why, with dramatically 
large changes in the population mix, political consensus has 
remained constant. 

Most social scientists divide immigration into four 
periods. The first or old immigrants were the settlers who 
came from northern Europe, Great Britain mostly, but also 
from the Netherlands, Germany, and Scandinavia. They came 
over a period of about two hundred years from 1607 to 1880. 
They were white and primarily Protestant. More importantly, 
they came from countries with traditions of self-government. 
These are the peoples who dominated early u.s. history, 
fought the revolution and the civil war, wrote the 
constitution, and created the dominant culture of the United 
states. The "New Immigrants" began arriving around 1880. 
They came from very different societies than previous 
immigrants, societies without the traditions of self
government. They were often Catholic peasants from Southern 
and Eastern Europe. They came for the same reasons the 
original settlers had come religious and political freedom 
and economic opportunity-thereby affirming the already 
dominant political culture. But their arrival caused a lot 
of resentment along with rampant group prejudice on the part 
of the old immigrants, and resulted in a concerted political 
effort to restrict immigration. The result was the 
Immigration Act of 1924. The passage of this act marks the 
beginning of the third period of immigration, 1994 to the 
1960s. The Act cut the flow of immigration and preserved 
the racial and ethnic balance of the united states by 
favoring immigrants from northern and western Europe, thus 
ensuring continued dominance of already dominant ethnic 
groups and culture. This immigration policy operated until 
the 1960s, when the fourth period began. The fourth period 
is characterized by a change in emphasis from country of 
origin to skills, that is, anyone could be admitted if they 
had skills that were needed. 

How have these national and religious groups, which 
often fought and persecuted each other in Europe, managed to 
live with each other peacefully here in the United States? 
Burnham suggests that one answer is that Americans tend to 
live with other Americans of the same or similar background, 
and that background may be based on race, ethnic group, or 
class. Although New York City may seem like a mixture of 
many nationalities and races, racial and social groups 
actually live in specific neighborhoods. Burnham labels 
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these neighborhoods "island communities," which are separate 
from other communities because they do not make contact with 
one another socially. But in terms of economics and often 
in terms of politics, they do have contact, and sometimes 
one community will try to dominate another. One way 
Americans settle these disputes is to resort to the law and 
to the courts. 

Not all disputes between communities can be settled in 
court; they are too numerous. Since most communities in 
fact share most of the same American values, one of which is 
local independence, communities will negotiate and 
compromise with each other. Since politics is the art of 
compromise, it is people who are skilled at compromise that 
often become politicians on a community, state, or national 
level. To them is given the job of mediating these 
disputes. 



241 

section II 
In this section you're going to read an article on u.s. 

immigrants. Your task is to read the article and answer the 
questions that follow in the spaces provided. 

Are Immigrants a Threat to American Values and culture? 

The notion that non-European immigrants are a threat to 
family values and other core American cultural 
characteristics is, in a way, quite puzzling. After all, 
the breakdown of traditional family structures, from 
extended to nuclear, has long been understood to be a 
disease of advanced industrial countries and not of nations 
just emerging from their agricultural pasts. Some 
conservatives tend to see the Third World as a vast, global 
underclass, teeming with the same social pathologies as 
Compton in Los Angeles or Bedford-stuyvesant in Brooklyn. 
But the sad fact is that the decay of basic social 
relationships evident in American inner cities, stretching 
to the most intimate moral bonds linking parents and 
children, may well be something with few precedents in human 
history. 

Immigrants coming from traditional developing societies 
are likely to be poorer, less educated and in possession of 
fewer skills than those from Europe, but they are also 
likely to have stronger family structures and moral 
inhibitions. Moreover, despite the greater ease of moving 
to America today than in the past century, immigrants from 
these developing societies are likely to be a self-selecting 
group with much greater than average degree of energy, 
ambition, toughness, and adaptability. 

Those who fear Third World immigration as a threat to 
Anglo-American cultural values do not seem to have noticed 
what the real sources of cultural breakdown have been. The 
ideological assault on traditional family values was not the 
creation of recently arrived Chicano agricultural workers or 
Haitian boat people, much less of Chinese or Korean 
immigrants. They originated right in the heart of Americ~'s 
well-established white, Anglo-Saxon community. 

The "Hollywood elite" that created the now celebrated 
Murphy Brown, much like the establishment "media elite" that 
Republicans enjoy attacking, does not represent either the 
values or the interests of most recent Third World 
immigrants. The real danger is not that these elites will 
become corrupted by the habits and practices of Third World 
immigrants, but rather that the immigrants will become 
corrupted by them. Brimelow (1993) suggests that even if 
immigrants are not responsible for our anti-assimilationist 
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multiculturalism, we need not pour oil on burning waters by 
letting in more immigrants from non-western cultures. But 
this argument can be reversed: Even if the rate of new 
immigration fell to zero tomorrow, and the most recent 5 
million immigrants were sent home, we would still have an 
enormous problem in this country with the breakdown of a 
core culture and the infatuation of the school system with 
trendy multiculturalist educational policies. 

comprehension Questions 

1. What good qualities are immigrants from traditional 
developing societies likely to have? 

2. According to the writer, who is responsible for the 
breakdown of traditional values in the American society? 

3. What influence might the American "elite" have on 
immigrants from the Third World? 

4. According to the article, is Brimelow for or against 
letting more immigrants into the U.S., and why? 

The article: is adApted Wilh minor chAnges from "Are Inuniglllllla Threat to American VAlues and Culture?" by FllIIlcis Fukuyamt from 
Conunenury. MAy 1993. 
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section III 
In this section you're going to write a short essay 

(20-25 lines) in response to the question provided. Your 
essay will be evaluated based on content development, 
organization, and effective use of language. Give your 
essay a title. You can use the sheet "Essay Draft" to write 
an outline or a draft of your essay. 

Essay Question: 

The immigrant sometimes has to give up certain customs and 
adopt some of the customs of the new country. write an 
essay discussing how far you feel the immigrant needs to 
adopt to the customs of the new country? Some of the 
customs you can talk about are: religious practices, food 
and eating habits, socializing events, recreational 
activities. 
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Essay Draft 

(This sheet will not be scored) 
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Essay 
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Appendix G 

Post Academic Skills Test 

Name: Date: 

Section I 
In this section, you're going to watch a video recording of 
a lecture segment on the fight against segregated schools in 
the 1950s. Your task is to listen to the lecture carefully 
to understand the main ideas. While listening to the 
lecture, use the sheet "Note-Taking" to write down some of 
the key concepts and ideas. After listening to the lecture 
and taking notes, you'll have 20 minutes to write a brief 
summary (8-12 lines) of the lecture segment. The following 
terms will facilitate your understanding of the lecture. 

1. Brown v. Board of education decision: It was a decision 
made by the u.s. Supreme Court in 1954 which declared school 
segregation illegal. 

2. segregation: The policy of imposing the social separation 
of races, as in schools, housing, jobs, etc. 

3. Desegregation: The ending of segregation. 

4. NAACP: It stands for the National Association for the 
Advancement of Colored People. It was established in 
1909 by a group of black professionals to act as a 
pressure group in American politics. 
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Transcript of Video segment 
Although the Brown v. Board of Education decision of 

1954 had made segregation of public schools illegal, only 
three schools actually desegregated. In 1957, in Little 
Rock, Arkansas the state government came into direct 
conflict with the federal government when civil rights 
leaders tried to force the desegregation of its schools. 
Nine black high school students, selected by the NAACP for 
their superior scholastic achievement, tried to enter all 
white Central High School in Little Rock in September 1957. 
Unfortunately, the governor of Arkansas, Oval Faubus, 
elected in 1954 for a two-year term, was more interested in 
his own reelection than he was in civil rights. Faubus 
opposed integrating Central High because his conservative 
political foes did, and he didn't want to take a public 
stand that could cost him the next election. Faubus claimed 
that he was concerned about the possibility of violence 
erupting if integration were forced upon Central High. The 
NAACP, however, decided to fight Faubus, the school board of 
Central High, and the segregationist sentiment of many 
citizens of Little Rock. 

The tone of the conflict was established on the first 
day of school. Faubus called out the National Guard, whose 
soldiers surrounded the school and refused to let the black 
students pass. An angry mob gathered outside of the school 
threatening to riot if the black students were allowed 
inside. As the days passed, the situation wprsened, until 
finally, under pressure of riots and lack of cooperation 
from Faubus, President Eisenhower was forced to send Federal 
troops to control the mobs and to protect the nine students. 
The mob dispersed after a few days, but some of the Federal 
troops members remained, serving as bodyguards for the black 
students for the remainder of the school year. Of the 
original nine students, now known as the Little Rock Nine, 
eight finished the school year. Despite the incredible 
obstacles, one black student, Ernest Green, became the first 
African-American student to graduate from Central High 
school that June. 

The following September, 1958, Faubus opposed the 
Federal government again by closing all the schools in ' 
Little Rock. Many of the white students were able to attend 
private schools, while the black students waited to see what 
would develop. The schools remained closed for one year 
while the state of Arkansas clashed with the Federal 
government in court. After months of fighting, the federal 
court overruled the petitions of the Little Rock 
segregationists and ordered the schools reopened and 
desegregated in August 1959. 
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In the next six years, leaders like Martin Luther King, 
Medger Evers, Roy Wilkins of the NAACP,' the Freedom Riders 
and growing numbers of supporters, black and white, of the 
civil rights movement continued to battle in the South using 
the tactics of passive resistance. Night after night, 
television viewers were shocked and shamed to watch 
policemen attack and arrest protesters who risked their 
lives, their jobs, and their families to claim equality and 
justice for all. The right to vote, the right to equal 
education, the right to assemble and voice grievances, the 
right to equal access to public transportation: these were 
some of the rights those in the movement gained. 



section II 
In this section 

affirmative action. 
answer the questions 

you're going to read an article on 
Your task is to read the article and 
that follow in the spaces provided. 

Affirmative Action 
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During the 1970s, the United states experienced a new 
debate about citizenship. Like the debates that preceded 
it, this one is about equality. The catch phrase 
"affirmative action" is at the center of the debate. 
Crudely stated, affirmative action was thought to be reverse 
discrimination. It is intended to discriminate on behalf of 
those who have been discriminated against in the past. 

Affirmative action emerged during the 1970s, following 
a decade in which civil rights activity had lessened some 
forms of racial discrimination: blacks and other minorities 
were no longer systematically excluded from the rights of 
citizenship, such as voting or holding office. And they 
were no longer legally excluded from jobs, housing, good 
schools, restaurants, and baseball teams. 

However, this social transformation failed to 
accomplish two important things. It has not ended 
segregation, and it has not ended severe economic 
inequalities between white and black citizens. For example, 
the majority of students (70-90%) in American public schools 
are nonwhites. Persistent segregation is accompanied by 
persistent economic inequality. In the 1970s, the median 
income of white families was $9.961, whereas for black 
families it was $6,067. 

It was out of frustration with the persistence of 
segregation and inequality that the drive for affirmative 
action arose. Ending discrimination did not correct the 
lingering effects of past discrimination: inferior schools, 
poverty, and broken homes. At this point, the actions of 
the government began to force society to abandon the 
principle of colorblindness. The civil rights movement of 
the 1960s sought to make the law colorblind, to rid the law 
and society of a tradition of discrimination. The 
affirmative-action movement of the 1970s sought to again 
make the law take race into account. According to the idea 
of reverse discrimination, it is the "haves" who will be 
inconvenienced, and even discriminated against, so that the 
"have-nots," especially blacks, native Americans, Mexican 
Americans, and Puerto Ricans, can have a better chance at 
the good schools and the good jobs that will produce 
economic equality with whites. 

The language of affirmative action is that of 
"targets," "goals," or "quotas." If the outcome of college 
admission procedures or employment and promotion practices 
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is not proportional to the representation of racial 
minorities in the population, this is taken as evidence that 
discrimination lingers. Guidelines are then suggested for 
the college or the business, with the threat that federal 
moneys may be withdrawn or other penalties imposed if the 
target figure is not reached. 

Implicit in affirmative-action programs was the shift 
from equality of opportunity to equality of condition. The 
success of a college admissions program is not measured by 
whether it gives everyone an equal chance at admission but 
whether it achieves a certain outcome. Given past 
discrimination, a colorblind admissions program will 
probably result in very few blacks being qualified for 
college entrance. only if the college takes color into 
account and attempts to meet some quota is it likely to 
enroll a large number of blacks. 
Adapted with minor changes from An Introduction to American 
Government, 4/e, by Kenneth Prewitt and Sidney Verba, Harper 
& Row, Publishers, Inc. (1983). 

1. What is affirmative action? 

2. What led to the development of affirmative action 
policies? 

3. What is the purpose of the affirmative-action movement? 

4. How did the government pressure businesses and colleges 
to enforce affirmative action policies? 



section III 
In this section you're going to write a short essay 

(20-25 lines) in response to the question provided. Your 
essay will be evaluated based on content development, 
organization, and effective use of language. 

Essay Question: 
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School segregation can be based, among other things, on 
race, sex, or economic status, resulting in black schools v. 
white schoolsj.male schools v. female schools, schools for 
the rich v. schools for the poor. write an essay discussing 
the influence of such types of segregation on the personal, 
social, and academic development of the students involved. 
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Jacobs et al. (1981) Composition Rating Scale 

ESL COMPOSITION PROFILE 
STUDENT DATE TOPIC 

SCORE 'LEVEL CRITERIA 

t
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30·27 EXCELLENT TO VERY COOO: knowledseilble esubstilntive 0 thoroush 
development of thesis 0 relevilnt to ~ssigned topic 

26·22 COOO TO AVERACE: some knowledse of subject 0 ildequilte rilnse • 
limited development of thesis 0 mostly relev~nt to topic. but lacks detail 

21 ·17 FAIR TO POOR: limited knowledge of subject 0 lillie subs lance 0 inilde· 
quate development of topic 

16·1 J VERY POOR: does not show knowledge of subject 0 non.sul);tanti';;': ~t 
pertinent 0 OR not. enoush to evaluilte ---

20·18 EXCELLENT TO VERY COOO: iluent expression 0 ideas cleuly stated! 
supported. succinct 0 well-orpniled 0 10Sicili sequencins 0 cohesive 

17·14 COCO TO AVERACE: somewhilt choppy 0 loosely orsaniled but main 
ideas !lilnd out 0 limited support 0 IOSic~1 but incomplete sequencins 

13·10 FAIR TO POOR: non.fluent 0 ideas confused or disconnected. lacks 
10Sicili sequencins and development 

9·7 VERY POOR: does not communicate 0 no orsilnintion 0 OR not enoush 
to evaluate ---

20·18 EXCEllENT TO VERY COCO: sophisticated rilnse 0 effective word/idiom 
choice and uuse • word form mastery •• ppropriate resister 

17·14 COOD TO AVERACE: .dequate ranse 0 occasionill errors of wordlidiom 
form. choice. uuge but meaning not obscur~ 

13·10 FAIR TO POOR:, limited ranse 0 frequent errors of wordlidiom form. 
choice. uuse • meilninJ coniuSN Of obscurrd 

9·i VERY POOR: essentiillly translation 0 little knowledge oi EnSlish vocabu· 
Iii,.,.. idioms. word iorm 0 OR not enou~h to evaluilte ---

25·22 EXCELLe.'1T TO VERY COOO: elfective compler constructions • few 
errors oi J~re1:ment. tense. number. word order/funchon. ilrtides. pro· 
nouns. prepositions 

21·18 COCO TO AVERACE: eifective but simple constructions 0 minor prob
lems in complex constructions • severill errors of ilsreement. tense. 
number. word order/function. uticles. pronouns. prepositions but meiln· 
inJ s.!ldom obscurrd 

17·11 FAIR TO POOR: major problems in !imple/compler constructions • 
frequent errors of neg:uion. ilsreement. tense. number. word order/func· 
tion. articles. pronouns. prepositions ~ndlor iflsments. run-ons. deletions 
• meilnin8 confused Of ObSCUfN 

10·5 VERY POOR: virtually no mastery of sentence construction rules 0 domi· 
nated by errors 0 does not communicate 0 OR not enoush to evaluate 

5 eXCELLENT TO VERY COOO: demonstr.lIes milllery oi conventions· 
few errors oi spelling. punctuiltion. capitilliution. pUilsraphins 

4 COOO TO AVERACE: OCCilsionJI errors of !pelling. punctuation. Colpitolli. 
ution. parasr.1phing but me~n;nJ not obscurrd 

3 FAIR TO POOR: frequent errors of spellins. punctuation. capitaliution. 
Qilrasraphins • poor handwritin~ • meilninJ confusN Of ObSCUfN 

2 VERY POOR: no molstery oi conventions. dominated by errors of spell. 
ing. punctuation. cilpitaliution. parilsraphins 0 handwritins illegible 0 

OR not enough to evaluate 

TOTAL SCORE;' READER • COMMENTS 
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Appendix I 

AST scoring Sheets 

Pre.:Academic Skills Test 

student #: 

Section I. 

Part A. Discrete Point Score [10 points for each idea) 

1. 
2. 
3 • 
4. 
5. 
6. 
7. 
8. 
9. 
10. 

Total Score: 

Part B. Holistic Score [100 points for coherence & 
relevance] 

Total Score: 

Average Score: 

Reader's Name: 



Pre-Academic Skills Test 

section II. [25 points for each correct answer] 

1-

2. 

3. 

4. 

Total Score: -----

Reader's Name: 
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Post-Academic Skills Test 

student #: 

Section I. 

Part A. Discrete Point Score [10 points for each idea) 

1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 

Total Score: 

Part B. Holistic Score [100 points for coherence & 
relevance] 

Total Score: 

Average score: 

Reader's Name: 



Post-Academic Skills Test 

section II. [25 points for each correct answer] 

1. 

2. 

3. 

4. 

Total Score: -----

Reader's Name: 
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Appendix J 

AST Answer Key 

Pre-Academic Skills Test 

section I. 

1. H~storically, there has been a continuing stream of 
immigrants to the U.S.A. 

2. Political consensus in the U.S. has been maintained 
in spite of the diverse and changing population. 

3. Social scientists divide immigration into four 
periods. 

4. The first period (old immigrants--1607-1880) 
included white Protestant immigrants from northern 
Europe, Great Britain, Netherlands, Germany, and 
Scandinavia. 

5. The second period (New immigrants--1880) included 
Catholic peasants from southern and eastern Europe. 

6. The third period (1924-1960) limited immigration to 
people from northern and western Europe. It was the 
result of the immigration act of 1924. 

7. The fourth period (1960- to present) limited 
immigration to immigrants with needed skills. 

8. To Burnham, Americans have been able to coexist 
peacefully because they live in island communities 
(separate ethnic groups). 

9. To Burnham, ethnic communities interact economically 
and politically, but they do not interact socially. 

10. Americans settle their differences through courts, 
negotiations, and compromise. 



section II. 

1. They are likely to have strong family structures, 
moral inhibitions, greater than average energy, 
ambition, toughness, and adaptability. 
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2. According to the writer, the Anglo-Saxon community 
is responsible for the breakdown of traditional values 
in the American society. 

3. Third World immigrants might become corrupted by the 
American "elite". 

4. According to the article, Brimelow is against 
letting more immigrants into the U.S. because, he 
believes, they are likely to hinder multicultural 
assimilation. 
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Post-Academic Skills Test 

I. section I. 

1. The state government in Little Rock, Arkansas, 
clashed with the federal government in 1957 to prevent 
enforcing the Brown v. Board of Education decision 
which made school desegregation illegal. 

2. The NAACP selected nine black students to enter all 
white Central High School in 1957. 

3. Oval Faubus, the governor of Arkansas, opposed 
integrating schools for his personal political 
interest, i.e., winning the re-election. 

4. An angry mob gathered outside the school and 
governor Faubus called out the national guard whose 
soldiers prevented the nine black students from 
entering Central High. 

5. When the situation became worse, president 
Eisenhower sent Federal troops to control the mobs and 
protect the nine black students. 

6. Eight out of the nine black students completed the 
school year, and ErDest Green, a black student, was the 
first to graduate from Central High. 

7. In 1958, Faubus challenged the federal government by 
closing all public schools for one year. 

8. In 1959, the court ordered the schools re-opened and 
desegregated. 

9. In the following six years, leaders of the NAACP 
continued their struggle for equality and justice in 
the south using passive resistance. 

10. Some of the rights that the NAACP struggled for 
were: the right to vote, the right to equal education, 
the right to assemble and voice grievances, the right 
to equal access to public transportation. 



section II. 

1. Blacks and other minorities were no longer 
systematically excluded from the rights of voting, 
holding office, jobs, housing, good schools, 
restaurants, and baseball teams. 
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2. The failure of the civil Rights Movement to end 
segregation and severe economic inequalities between 
black and white citizens led to the development of the 
affirmative action movement. 

3. The purpose of the affirmative action movement is to 
(re) make the law to take race into account. 

4. The government sets up guidelines for the colleges 
or the businesses, with the threat of withdrawing 
federal moneys or imposing other penalties if the 
target figure is not reached. 



Appendix K 

Researcher's Cumulative AST scoring Sheet 

Pre-Academic Skills Test 
student #: 

Section 1. 

Part A. Discrete Point Score 

Total Score: R1 

Part B. Holistic Score 

Total Score: R1 

Average Score [Parts A & B]: R1 

Combined Average Score: __ __ 

R2 

R2 

R2 

Section II. [25 points for each correct answer] 

Total Score: R1 R2 R3 
Combined Average Score: 

Section ill. 

Total Score: R1 R2 R3 

Combined Average Score: 

section I: Combined Average Score ____ /100 

section II: Combined Average Score ____ /100 

section III: Combined Average Score ____ /100 

R3 

R3 

R3 
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Total Academic Skills Test Score: __ /300= __ /100 

Key 
R1= Reader #1 R2= Reader #2 R3= Reader #3 
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Post-Academic Skills Test 

student #: 

Section I. 

Part A. Discrete Point'Score 

Total Score: R1 R2 R3 

Part B. Holistic Score 

Total Score: Rl R2 R3 

Average Score [Parts A & B]: Rl R2 R3 

Combined Average Score: __ __ 

Section ll. [25 points for each correct answer] 

Total Score: R1 R2 R3 

Combined Average Score: 

Section ill. 

Total Score: R1 R2 R3 

Combined Average Score: 

Section I: Combined Average Score ____ /100 

section II: Combined Average Score ____ /100 

Section III: Combined Average Score ____ /100 

Total Academic Skills Test Score: __ /300= __ /100 

Rey 
R1= Reader #1 R2= Reader #2 R3= Reader #3 
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