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ABSTRACT 

The purpose of this study was to design and 

implement a theory~based, communicative ESL curriculum 

and to study the effects of the curriculum on a student 

population consisting of adult Mexican and Japanese 

students in a four-week intensive program. 

The review of the related literature revealed that 

basic research in linguistics, psycholinguistics, and 

second language acquisition is beginning to have consider

able influence on second language teaching theory and 

methodology, and, as a result, a new second language 

learning paradygm is emerging: Teaching for communicative 

competence. Leading researchers have suggested some 

theoretical guidelines for curriculum design, textbook 

preparation, and classroom procedures that would be more 

conducive to second language learning than the traditional 

audiolingual approaches. The following features were 

incorporated into the four-week program at the Center for 

English as a Second Language at The University of Arizona 

and constituted the treatment of the students in this study: 

1. textbooks of a notional-functional syllabus design 

were adopted and the schedule was designed to 

x 



maximize integration of the material and rein

forcement of target themes and structures, 

2. emphasis was placed on personalized discussion, 

conversation, and language use, and 

3. forty American high school and college students 

worked with students daily as "tutors" or 

"conversation partners" on a one-to-one basis, 

xi 

and also participated in numerous social activities 

with students. 

The effects of the program on the students' gains 

in English language proficiency (ELP) were studied using 

the Comprehensive English Language Test (CELT) and the 

students' personal reactions to the program were measured 

using a program evaluation questionnaire. The findings of 

the study were that: 

1. the students showed significant gains in ELP over 

the four-week period, and the largest gains were 

in listening comprehension skills; 

2. the Mexican students showed significantly higher 

gains than the Japanese students in all skills 

measured; 

3. the gains made by the Japanese students in the 

1983 program were significantly lower than gains 

made by comparable Japanese groups in previous 

four-week CESL programs; and 



xii 

4. a program of this type may be more positively 

accepted by Mexicans than by Japanese; and these 

attitudes may effect ELP gains. 

This study also contributes a practical design for 

implementing a large-scale, systematic tutorial program 

as a component of an existing ESL curriculum; questions 

the appropriateness of using a structurally-oriented 

test (the CELT) for measuring communicative competence of 

students; suggests that affective factors related to 

cultural values and attitudes may influence the language 

learning process; raises questions concerning the relation

ship between the frequency and intensity of contact with 

native speakers and the second language learning process; 

and confirms earlier findings concerning the positive 

effects of a tutorial experience on the tutors themselves. 



CHAPTER 1 

THE STATEMENT OF THE PROBLEMS 

Introduction 

The generative grammar theories of linguist 

Noam Chomsky (1959, 1965), redefined language, empha

sizing the creative aspects of language rather than 

mimicry and memorization as had been theorized by 

behaviorists such as B. F. Skinner (1957). Since the 

time of Chomsky's early publications, researchers in 

linguistics, psycholinguistics, psychology, cognitive 

learning, and second language acquisition have supported 

Chomsky's concept of language as a cognitive, creative 

process. The body of research that has been produced 

in the past twenty years concerning the nature of language 

and language acquisition has had some impact on second 

language pedagogy; however, that impact has not been felt 

widely and is only beginning to have significant influence 

on second language curriculum design and second language 

methodology. 

The majority of second and foreign language 

programs in the United States remain oriented toward the 

learning of grammar and rules; the achievement of 

1 
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"linguistic competence" is seen as the highest goal. 

The continued dominance of grammar/translation and audio

lingual approaches attest to this orientation. Second 

language research has led to the coining of a new term, 

one which is becoming the goal for many cognitively

oriented approaches: the achievement of "communicative 

competence." The term communicative competence is 

generally understood to mean the ability of persons to 

communicate with native speakers under realistic social 

situations: real interpersonal communication that cannot 

be separated from the cultural, paralinguistic and non

verbal aspects of language (Spolsky, 1978). 

Although the acceptance of communicative competence 

as a philosophical premise is becoming quite common among 

language educators, the actual design and implementation 

of communicative programs are still highly experimental. 

Although language acquisition theory has endorsed the 

objective of comnunicative competence as the most 

appropriate for effective language learning, there 

remains a gap between theory and practice. The communi

cative aspects of language learning have only recently 

been recognized by the designers of second language 

textbooks and curricula. 

Achieving communicative abilities in a second 

language is a goal that is rarely achieved in the normal 



classroom environment. One of the reasons for this is 

the students' lack of exposure to the language in its 

natural, cultural environment. 

3 

In the past twenty years new approaches and 

methods have been devised that attempt to achieve a more 

communicative orientation. Most of these newer approaches 

depart completely from the mechanistic pattern drilling 

and audio-lingual techniques that have dominated second 

language methodology for the past four decades. Some of 

these new direct approaches are Caleb Gattegno's "Silent 

Way" (1972); James Asher's "Total Physical Response" 

(1977) i Charles Curran's "Counseling Learning" (1976); 

Harris Winitz and James Reeds' "Rapid Acquisition 

Technique" (1973) i Tracy Terrell's "Natural Approach (1983), 

and Georgi Lozanov's "Suggestopedia" (1979). Textbook 

design has also been affected by the reorientation toward 

communicative competence. Most prominent is the "notional

functional" syllabus design advocated by D. A. Wilkins 

(1976) and H. G. Widdowson (1978). All of these approaches 

share a central focus on (1) language in a natural setting, 

(2) language for real interpersonal communication, and (3) 

the native speaker as the ideal model. As effective as 

some of these new direct methods may prove to be, 

generally they are methods that aim at recreating or 

simulating a more natural language learning environment in 

a second or foreign language classroom. 
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In the words of linguist Muriel Saville-Troike 

(1976) : 

The most far-reaching change in the field of English 
as a Second Language (ESL) methodology is the 
recognition that language learning is most 
efficient when it is highly motivated by communi
cative needs and when it is the medium for 
meaningful content. In other words, it is 
highly questionable how much learning is 
induced by the unmotivated pattern practice 
exercises which often form the core of ESL 
instruction (p. 77). 

A limitation of many language learning programs is that 

the students study the language in their own countries 

and therefore do not experience the cultural and 

linguistic environment of the target language. This 

limitation has been recognized by advocates of an 

"intensive" model for second language learning. Ideally, 

a student should study the target language while living 

in the country where the language is spoken and study 

the language formally for four or five hours a day. The 

day-to-day contact with native speakers in their own 

cultural milieu is recognized as a major contribution to 

learning a second language (Johnson, 1980; Krashen, 1981; 

Terrell, 1976). Programs designed on this "total 

immersion" or "intensive" model are now commonplace 

throughout the world and have become especially common in 

the United States for the training of foreign students 

in English as a Second Language (ESL). Many universities 



now have programs in ESL based on such an immersion or 

intensive model offering students up to five hours of 

English language classes daily. Most of these students 

live in dormitories with other foreign students, often 

students of the same nationality. Except in the cases 

where foreign students are housed with American families 

during their studies, it is far too common that these 

students have little or no contact with native speakers 

of English other than their teachers. In such cases, it 

would appear to be beneficial for the students learning 

English to maximize their contact with native speakers 

in order to (1) increase their exposure to the spoken 

language in real social situations, and (2) to practice 

their English speaking skills. 

5 

The evidence from current second language learning 

theory suggests that students communicative competence in 

a second language would be notably improved if their 

learning experience were a balanced combination of (1) a 

communicative curriculum, (2) an immersion program in the 

country where the target language is spoken, and (3) 

regular contact with native speakers. 

statement of the Problem 

While adequate language input in a communicative 

curriculum is assumed to be important for second language 



learning, practitioners have learned little from resear

chers about how to structure programs and classrooms to 

promote second language learning in both formal and 

informal settings (Johnson, 1980). One of the purposes 

of this study is to implement some of the concepts of 

communicative language learning theorists in a four-week 

intensive program at the Center for English as a Second 

Language (CESL) at The University of Arizona. 

6 

The Center for English as a Second Language (CESL) 

has offered a four-week intensive program in ESL since 

the summer of 1973. The majority of students enrolled in 

this program are Mexican and Japanese nationals who come 

to CESL in order to improve their communication skills 

in English and to learn as much as possible about American 

culture in this short period of time. This group contrasts 

with the students enrolled in the regular CESL program who 

are preparing to enter American universities and must, 

before graduating from CESL, pass the Test for English as 

a Foreign Language (TOEFL). The students in the four-

week program, on the other hand, are not preparing for 

academic careers in American universities. 

The administrators of the four-week program in 

1983, responding to observations by students, teachers, 

and administrators, considered ways to make the four

week program less academically-oriented and more 



communicatively-oriented in order to serve the special 

needs of the four-week students. 

Observations made over the ten-year history of 

the four-week program identified the following problems: 

1. Most of the students had studied the formal 

grammar of English in their own countries, but 

lacked opportunities to hear and practice the 

spoken language. 

2. Possibly due to the formal nature of their 

language training, students' reading and writing 

skills were superior to their oral skills. 

7 

3. Many of the students lived in dormitories with 

students from the same country. The result was 

that most of the students spoke their native 

language when outside of the classroom. The 

constraints of the four-week program permitted no 

alternate living arrangements. 

4. The curriculum design and the texbooks for the 

four-week program were identitical to those for 

the regular academic program; that is, geared 

toward students who would require English to 

continue their university studies. The director 

of the 1982 four-week program observed in her 

written report: "An effort must be made to find 

textbooks that teach natural language and 



American culture, instead of so much formal 

grammar" (CESL files, 1982). 

5. Due to the structure of the formal program as 

8 

well as the extra-curricular activities, there 

were few opportunities for the students to meet 

Americans their own ages. The 1982 four-week 

program director wrote: "The students are very 

anxious to meet Americans and there are few 

opportunities for class exchanges, etc. We should 

make efforts to see how our students can meet 

Americans during the program" (CESL files, 1982). 

The 1983 four-week program administrators attempted 

to address these observed areas of concern by means of the 

following curricular changes: 

1. To increase the studen~s' opportunities to hear 

and practice spoken English, more emphasis was 

placed on spoken skills: the Conversation Class 

(formerly one hour) was extended to two hours and 

more opportunity to practice oral skills was 

provided by the tutorial hour. 

2. To decrease the emphasis on reading and writing 

skills, textbooks and materials were adopted which 

emphasized listening and speaking skills. 

3. To alleviate the problem of students speaking 

their native languages among themselves, more social 



activities were programmed and social involve

ment with the American tutors was planned. 

4. To place greater emphasis on natural language 

9 

and American culture, instead of grammar, a 

notional-functional textbook series was adopted

one that emphasized conversation and communication. 

5. To provide students with the opportunity to 

practice their conversation and socialize with 

American students, forty native-speaking American 

students were contracted and incorporated into the 

curriculum as "peer tutors" or "conversation 

partners". These Americans worked one-to-one with 

the students for one hour per day and in addition, 

socialized extensively with the students outside 

of CESL. 

Most of these curricular changes were relatively 

easily implemented by changing the daily schedule, adopting 

communicative textbooks and instructing the teachers to 

emphasize oral skills rather than written skills. However, 

the incorporation of forty American "tutors" into the four

week curriculum presented a major challenge since nothing 

of the kind had been done at CESL before. The problems 

included recruiting and training the tutors, planning and 

scheduling appropriate tutorial activities for twenty hours 

on one-to-one practice, and supervising and evaluating 

the tutorial hours. 
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Just as there are no practical research models 

for implementing a communicative language program, there 

are no practical research models for such a large-scale 

language tutorial component. While there is a great deal 

of emphasis in the current language acquisition literature 

on the importance of early and sustained contact with 

native speakers and also a great deal of research on the 

use of peer tutoring in educational settings, no study to 

date has attempted to incorporate a peer tutoring component 

into a second language program for adult learners. The 

basic design of the CESL 1983 approach to the use of native 

speakers as peer tutors appears to be unique in the 

reported literature on peer tutoring research. This study 

attempted to demonstrate the feasibility and practicability 

of such a peer tutoring component within a communicatively

oriented curriculum. 

The implementation in the CESL four-week program of 

a communicatively oriented curriculum with a strong peer

tutoring component raised a question that is suggested 

in the literature on second language acquisition: whether 

such a curriculum design is equally effective and 

appropriate for different linguistic/cultural groups. 

The theoretical models for second language acquisition 

proposed by Schumann (1976), Swain (1978), and Gardner 

(1978) mention the importance of many affective variables, 

including cultural milieu, beliefs, and values. These 
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authors suggest that variables affecting motivation and 

attitude may even be more important than aptitude and 

intelligence. This study attempted also to compare the 

effects of the four-week program on the two national 

groups participating in the program: the Mexican students 

and the Japanese students. 

Purpose of the Study 

The purpose of this study was to examine the 

effects of a four-week, communicatively-oriented, 

intensive ESL program that incorporated an innovative 

peer tutoring component on a group of participants, 

specifically Japanese and Mexican. Program effects 

examined included: 

1. Measured improvements in English Language 

Proficiency (ELP). 

2. Measured differences in improvements in ELP of 

the Japanese students compared to the Mexican 

students. 

3. Measured improvements in ELP of the Japanese 

students in the 1983 four-week program compared 

to previous Japanese participants (1979, 1977). 

4. Measured reactions on a program evaluation 

questionnaire that relates to components of the 

1983 four-week program. 



The following hypotheses and research questions 

were formulated to determine program effects: 

HO: There are no significant differences 
1 

between pre-test and post-test gain scores in ELP as 

measured by the Comprehensive English Language Test 

(CELT) for those participants enrolled in the four-week 

CESL program for the following: 

1.1 CELT, total scores 

1.2 CELT, Vocabulary Ability (VA) subtest scores 

1.3 CELT, Structural Ability (SA) subtest scores 

1.4 CELT, Listening Ability subtest scores 
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HO: There are no significant differences between 
2 

pre-test and post-test gain scores in ELP as measured by 

the CELT when comparing the Japanese and the Mexican 

participants enrolled in the four-week CESL program for 

the following: 

2.1 CELT, total scores 

2.2 CELT, VA subtest scores 

2.3 CELT, SA sUbtest scores 

2.4 CELT, LA subtest scores 

HO: There are no significant differences 
3 

between pre-test and post-test gain scores in ELP as 

measured by the CELT for the Japanese who participated in 

the 1983 four-week CESL program compared to the Japanese 

who participated in similar programs in 1977 and 1979 

for the following: 



3.1 CELT, SA subtest scores 

3.2 CELT, LA subtest scores 

Research Questions 

In addition to the major hypotheses tested, the 

following research questions were addressed: 

Question 1: What are the reactions to the 1983 

CESL four-week program as expressed on the Program 

Evaluation Questionnaire completed by the Japanese and 

Mexican participants? 
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Question 2: Are there any significant differences 

in reactions to the 1983 CESL four-week program according 

to nationality? 

Question 3: Are there any differences by sex in 

the responses to the questionnaire? 

Question 4: Are there any differences by placement 

level in CESL in the responses to the questionnaire? 

Question 5: Are there any significant correlations 

between any of the items answered on the questionnaire? 

(Reliability test) 

Assumptions 

The following assumptions were made in the study: 

1. That the CELT is a valid and reliable instrument 

and is sensitive to the kinds of changes that the 

curriculum produced. 



2. That the student responses on the tests and 

evaluations are valid. 

3. That the teachers followed the notional

functional design of the syllabus. 

4. That the tutors followed the procedures as 

trained and instructed. 

5. That the curriculum and faculty at CESL have 

remained comparable since 1977. 
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6. That the Japanese population participating in the 

four-week program (from KANDA Institute) has 

remained stable since 1977. 

7. That the questionnaire completed by the students 

in the 1983 program produced accurate information; 

that translations of the questionnaires were 

accurate. 

Limitations of the Study 

The study recognizes the following limitations: 

1. The findings are limited to the four-week 

program in CESL at The University of Arizona, 

Tucson, Arizona, held at the CESL building between 

the dates of July 12 and August 6, 1983. 

2. The findings are limited to this study's 

population--77 Japanese students from the KANDA 

Institute of Foreign Languages in Tokyo and 31 

Mexican students from various states in Mexico. 
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3. The study is limited to measurements on the CELT; 

no other instrument was used to measure English 

language proficiency (ELP). (The CELT was not 

designed as a test for communicative ability in 

English. It was used because it was the only 

test for ELP available in the study. See details 

in Chapter 3). 

4. Any differences found in the gains between the 

1983 four-week program and the 1979 and 1977 

programs cannot be attributed to the tutorial 

component alone due to other qhanges in the 

curriculum. 

5. The comparisons made between the three Japanese 

groups (1983, 1979, and 1977) is limited to only 

two subtests of the CELT, Vocabulary Ability, 

and Listening Ability, since only those portions 

were available in the CESL files. 

Definition of Key Terms 

Linguistic competence/communicative competence. 

Linguistic competence refers to knowledge of the grammar of 

a language, whereas communicative competence, a broader 

term, refers to a set of codes and rules for using them 

(Spolsky, 1976). Shulz (1977) defines communicative 

competence as the state of being bicultural, including 

language, culture, and behavior; Zelson (1977) says that 
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language proficiency is a combination of both linguistic 

competence and communi~ative competence (LP=LC+CC), 

defining CC as the understanding and producing of 

messages in the context of both verbal and non-verbal 

communication. 

Notional-functional syllabus. A common defi-

nition of a notional-functional syllabus is that of 

D.A. Wilkins (1976): 

The notional syllabus is in contract to the 
grammatical or situational syllabuses because 
it takes the desired communicative capacity 
as the starting point. In drawing up a 
notional syllabus, instead ·of asking how 
speakers of the language express themselves 
or when and where they use the language, we 
ask what it is that they communicate through 
language. We are then able to organize 
language teaching in terms of the content 
rather than the form of the language. For 
this reason the resulting syllabus is 
called a notional syllabus (p. 18). 

Peer tutor/peer tutoring/peer teaching. The 

general definition of peer tutoring or peer teaching is 

"the concept of students teaching other students in 

formal and/or informal school learning situations that 

are delegated, planned, and directed by the teacher" 

(Wagner, 1982, p. 5). In the present study the term 

"peer tutoring" is used in a relatively unusual way, 

since the American students fulfill roles that would 

better be described as "conversation partners" or 

"cultural informants.1I The more traditional definition 
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of a "tutor" as a teacher does not apply to the circum

stances of the CESL four-week program. For this reason 

the term "tutor" can be used to describe a formal tutor

tutee relationship is more informal and more in the 

nature of an activity and practice session. The latter 

definition is more appropriate for this study. 

Intensive or immersion program. There are 

several definitions of "immersion" programs that refer 

to second language learning situations. In this study 

the term is used to describe a second language program 

that is conducted in the country in which that second 

language is spoken and the program of study is 

"intensive," that is, at least four hours of formal study 

per day. (This definition of "immersion" contrasts with 

the definition used by Krashen (1982, 1983) in which 

children of a majority language group are educated in a 

second language--a language of a minority group.) 

ESL/EFL. English as a Second Language (ESL) 

refers to the teaching of English to non-native speakers 

who are in residence in the united States or other 

countries in which English is spoken. English as a 

Foreign Language (EFL) is often used interchangeably with 

ESL; however, EFL more precisely describes the teaching/ 

learning of English in a country in which English is a 

"foreign language" (Croft, 1980). An important distinction 



between ESL and EFL is that in ESL, the learner is 

surrounded by the language and the culture. 
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The second language is heard and used daily both 

in and out of the classroom; while in EFL, English is 

used only in the second language classroom with no 

outside usage. In EFL, English is treated more as an 

"academic subject" in a high school or college 

curriculum. 



CHAPTER 2 

REVIEW OF THE RELATED LITERATURE 

The review of the related literature explored 

in three sections. Section One reviews recent research 

and theory relating to second language acquisition. This 

section documents the existence of a "gap" between recent 

theory and current practices in second language classrooms, 

and describes the directions of the changes that are taking 

place in second language methodology. Section Two presents 

the background and theory of the notional-functional 

syllabus and relates the development of this curriculum 

design to the changes described in Section One. In Section 

Three of the literature review, peer tutoring is discussed 

in three steps: first, a brief historical overview 

traces the concept from the time of Aristotle to the 

present, then a survey of the recent research and experi-

mentation in peer tutoring is reported. Finally, a review 

is made of the literature concerning peer tutoring and 

second language education. 

Section One: Language Acquisition Theory 
and Language Teaching 

Since the Second World War years, the most 

commonly used approaches to second or foreign language 



teaching in the United States have been audio-lingual. 

Audio-lingualism had its ideological roots in the 
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behavioral psychology of B. F. Skinner and behaviorally

oriented descriptive linguists as Leonard Bloomfield (1942) 

and Charles Fries (1945). William Moulton (1961) identified 

the following basic tenets of the audio-lingual approaches: 

1. Language is speech, not writing. 

2. A language is a set of habits. 

3. Teach the language, not about the language. 

4. A language is what a native speaker says, not 

what someone thinks they ought to say. 

5. Languages are different (In Diller, 1978, p. 19). 

In recent years each of these basic tenets has 

been questioned and challenged. Among the first to 

challenge these behaviorist theories of language was the 

cognitive linguist Noam Chomsky (1959, 1965). Whereas 

behaviorist linguists had thought of language as an 

arbitrary system of vocal symbols that could be analyzed 

apart from meaning, cognitivists, followed Chomsky's lead, 

redefined language as the creative product of an innate 

competence for communicating oral or written expression 

with meaning (Prator, 1980). According to Spolsky (1980), 

the creative aspect of language was ignored during the 

first half of the twentieth century when the behavioristic 

concepts dominated linguistics. The lack of emphasis on 



the creative aspect characterized linguistics until 

Chomsky restated the Hurnboltian position, tracing it 

back to Descartes. Chomsky (1965) stated: 

Man has unique abilities that cannot be accounted 
for on purely mechanistic grounds, although, to 
a very large extent, a mechanistic explanation 
can be provided for human bodily function and 
behavior. The essential difference between 
man and animal is exhibited most clearly by 
human language, in particular for man's ability 
to form new statements which express new 
thoughts and which are appropriate to new 
situations (p. 3). 

One of the cornerstones of Chomsky's theory is 

the creative aspect of language. What makes a native 
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speaker create new sentences is the knowledge or mastery 

of the underlying rules of the language. That knowledge 

of the underlying rules consists of both a "linguistic 

competence" and a "communicative competence." Linguistic 

competence is the knowledge of the grammar, semantics and 

phonology, whereas communicative competence deals with the 

appropriateness of the language in a given situation, 

factors which include the sender, receiver, message form, 

channels, and code (Spolsky, 1980). 

The audio-lingual approach to the teaching of 

second languages has been critized because ~t focuses too 

narrowly on the aspect of linguistic competence, that is, 

learning the grammatical structures through mechanical 

drills, repetition, mimicry, and memorization, with 

little meaningful communication involved (Prator, 1980). 
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With the advent of Chomsky's theories defining 

the nature of language as creative, cognitive, and 

mentalistic, other linguists began to focus on the more 

holistic, communicative aspects of language. Language 

teaching methodologists began to look for more cognitive 

and mentalistic approaches to teaching. 

Recent studies in language acquisition have 

reinforced the cognitive theories, describing language 

acquisition as internal, mentalistic, and creative in 

nature. Among these studies are those that theorize a 

universal sequence in second language acquisition. 

Studies by Brown (1973), de Villars and de Villars (1973), 

Burt and Dulay (1973), Bailey, Madden, and Krashen (1974), 

Fathman (1975), and Fuller (1978) all suggested that 

children and adults learn the various grammatical 

features of English in the same order, regardless of 

presentation or exposure. These findings strongly 

support the theory of universal sequence in language 

learning in both first and second languages. They also 

support the theory that language learning is an innate 

process. Pit Corder (1967) suggests that a second 

language learner may have a kind of "built-in syllabus" 

for the acquisition of a language. If, indeed, such a 

universal language acquisition sequence were actually the 

case, the implications for linguistic theory and classroom 
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practice would be very important. Fatham (1978) stated: 

"The best applications for such research may not be to 

change sequence of textbooks or curricula, but rather 

to provide teachers with concrete insights concerning the 

learning process--many of which have previously been 

intuitive" (In Chun, 1980, p. 190). 

Research in the area of second language acquisition 

influenced the theory of contrastive analysis, which was 

one of the theories of descriptive linguists used to 

explain why certain errors were made by second language 

learners, based on the premise that languages are 

different. The influence of contrastive analysis is now 

giving way to the theory of error analysis. Rather than 

seeing errors as deviant forms to be eradicated 

immediately as the audio-lingual approaches do, many 

second language researchers regard errors as evidence of 

hypothesis formation and testing on the part of the 

learner. Error analysis emerged from findings in first 

language acquisition, which observed that many incorrect 

forms that occur in childrens' speech are not merely 

imitations of the language heard around them. Rather, 

children use forms they have probably never heard such 

as "goed", "seed", "putted", etc. Errors of this kind 

are now thought to be part of the natural creative, 

cognitive process of overgeneralization of a rule. This 
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process, also described by Pit Corder (1967) as 

"successive approximations" is what a second language 

learner does to reach competence. The obvious and very 

important, implication for the second language teacher is 

that errors must be expected and tolerated. Carroll (1977) 

comments that while som'e learners may want and need error 

correction, many learners will find it satisfactory 

simply to wait until the natural correction process takes 

over "somewhat the way children learn to speak their 

native language in conformity with adult norms" (p. 3). 

Krashen's Theories of Language Acquisition 

The concept that second language acquisition 

parallels first language acquisition, as a creative, 

internal, and mentalistic process, has been further 

substantiated by leading psychologists, linguists, and 

psycholinguists. Most prominent among them is linguist 

Stephen Krashen. Krashen (1980) reviews research and 

theory in second language acquisition theorizing that 

learners have two independent systems for developing 

ability in second languages: subconscious language 

acquisition and conscious language learning. He suggests 

that subconscious acquisition may be more important. 

The subconscious process is similar to the one children 

experience in the acquisition of a first language. Adults 
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tend to depend much more on the conscious process. In 

order for the acquisition process to work, meaningful 

interaction in the target language is required, that is, 

natural communication, in which speakers are concerned 

primarily with the messages that are being conveyed, 

rather than the form of their utterances. Error 

correction and explicit teaching of rules are not 

relevant to language acquisition (Brown & Hanlon, 1970; 

Brown, Cazden, & Bellugi, 1973). 

Krashen (1980) suggests that "if our major goal 

in language teaching is to develop communicative abilities, 

we must conclude that attitudinal factors and motivational 

factors are more important than apptitude. Conscious 

language learning makes only a small contribution to 

communicative ability" (p. 5). The attitudinal factors 

are those that encourage "intake." These factors 

encourage acquirers to communicate with speakers of the 

target language and obtain the input or intake necessary 

for language acquisition to take place. The same factors 

will, of course, encourage the learner to utilize the 

language for communication. Krashen mentions the 

importance of the learners' motivation as one of the 

important factors. Burt and Dulay (1982), Lambert (1972), 

and others have studied student motivation and identified 

two basic types "integrative" motivation is a desire 
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to be accepted in the second language community and 

"instrumental" motivation is a desire to learn a language 

for a practical reason. It is generally recognized that 

integrative motivation is the more important motivator 

for second language learners. Other important factors 

affecting their learning are low anxiety level and 

personality factors that allow for uninhibited language 

trial. 

In a study by Naiman, et ale (1978) in which 30 

"good language learners" were surveyed it was found that 

the two most important factors for language acquisition, 

were "immersion" in the target culture and positive 

motivation. 

Krashen (1980) suggests that for language 

acquisition to take place there should be a mixture of 

both formal and informal experience: both "learning" 

and "acquisition." Formal and informal linguistic 

environments contribute to second language proficiency 

but, according to Krashen, they do so in different ways. 

A formal linguistic environment such as the classroom 

provides rule isolation and feedback to the development 

of conscious learning as well as some degree of language 

use for the development of acquisition. On the other 

hand, an informal intake environment can provide both 

the adult and child learner, with the necessary input for 
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the acquisition process. Krashen does not advocate 

rejecting the conscious learning/formal learning aspect; 

he says, "Conscious learning need not be avoided, just 

put in its place" (Krashen, 1980, p. 38). 

Krashen does not reject outright the audio

lingual approaches. He states that "These systems enjoy 

the limited success they do because they also provide at 

least some intake for the creative construction process" 

(Krashen, 1980, p. 99). The available evidence, suggests 

Krashen, indicates that patterns and routines are 

essentially different from creative language. Most 

studies support the view that the creative construction 

process is independent of the routines and patterns 

(that is, the basic content of audio-lingual approaches). 

Krashen rejects the traditional subdivision of 

the four skills--listening/comprehension, speaking, 

reading, and writing into separate components. Oller 

(1976) supports Krashen by stating, "It is difficult to 

find any unique meaningful variance in all of the diverse 

language tests that have been studied and which can be 

attributed to anyone of the traditionally recognized 

four skills" (p. 144). 

Krashen proposes, in place of the traditional 

four-skill division, a new theoretical model based on 

his acquisition and learning dichotomy. His model is 



presented in Figure 1. (It is noteworthy for the 

purposes of this study that interaction with native 

speakers is listed by the author as an important source 

of intake for acquisition in his model.) 
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Krashen's model, divided into acquisition and 

learning modes, places the most important part of the 

second language program under the "intake" mode. 

Acquisition is more important than learning in this model. 

However, the problem--the challenge to the teacher and 

the materials developer--is to provide meaningful intake 

or "comprehensible input" in the second language classroom. 

Krashen (1981) recognizes this obstacle and states: "The 

major challenge facing the field of applied linguistics 

is to create materials and contexts that provide intake" 

(p. 101). The challenge to the methodologist is to 

develop meaningful and communicative exercises and 

activities for the classroom rather than rely on the 

easier mechanical drills and exercises that are not 

common in second language textbooks. 

Krashen in his new curriculum model suggests 

effective methods through which intake could be provided. 

The last of the methods he lists is similar to the peer 

tutoring approach used in this study. 



/ 
ACQUISITION 

INTAKE ------
I 

FLUENCY 

Meaningful communi
cative exercises 

Extensive reading 

Natural Approach 

"Intercambio" 
(i.e., Native 
Speakers) 

Total Physical 
Response 

Intake 

Communication 
strategies 

Routines/ 
patterns 

(short term) 

Role-playing, 
games, etc. 

Writing 

PROGRAM 

\ 
LEARNING 

I 
RULES OF THUMB 

(learnable rules for 
editing) 

limited error 
correction 

STRUCTURE OF THE 
LANGUAGE 

(Optional) 

(Language 
appreciation) 

Figure 1. Source: Stephen Krashen, Second Language Acguisition and Second 
Language Learning. New York: Pergamon Press, 1981, p. 101. 

f\J 
\D 



Krashen's methods for providing intake: 

1. Teacher talk: the simple code normally used 

for second language teachers. 

2. Other student talk: the exchanges that take 

place among the learners, using their simple 

codes. 

3. Terrell's "Natural Approach" techniques. 

4. Asher's "Total Physical Response" (TPR) 

techniques. 

5. Extensive reading. 

6. "Intercambios": speaking with native speakers. 
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The "intercambios," or exchange system pairs an 

American student who is studying a second language with a 

native speaker who is studying ESL for the purpose of 

practicing conversation. The rule of the exchange is 

that each participant speak his/her native language. 

It is reported that "enormous amounts of information" 

are exchanged and often, involuntarily, the students 

begin to speak in the target language. "These approaches 

have been validated only informally, but early reports 

of their success have been quite encouraging" (Krashen, 

1980, p. 107). 

Krashen emphasizes the importance of "single 

codes" for input during this phase of learning. He 

identifies three basic categories: (1) teacher talk, 
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mentioned above, (2) interlanguage talk, referred to above 

as other student talk, and (3) foreigner talk or the 

conversation of native speakers who generally try to 

simplify their code when speaking with a learner of the 

language. Krashen places special importance on the input 

which can be provided by native speakers of the target 

language. He reports on a case study of a young boy 

learning English if he had had more opportunities to 

speak with native speakers since those native speakers 

could have provided him with more IIforeigner talk, the 

sort of talk that native speakers may give to less than 

fully competent speakers of their language in communi

cative situations ll (Krashen, 1980, p. 120). 

Affective Variables in Language Acquisition 

Other second language acquisition researchers 

have studied variables affecting second language learning 

and have come to conclusions that support the cognitive, 

creative, and mentalistic nature of second language 

acquisition, and stress the importance of affective 

variables on cognitive processes. 

Schumann (1976) describing the cognitive process 

in second language learning, outlined three general 

categories of variables that are influential: 



1. Affective variables: motivation, attitude, 

acculturation, and personality. 

2. Cognitive processes: imitation, inference, and 

memory. 
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3. Linguistic product: morphological, phonological, 

and syntactical product. 

Swain (1977) followed Schumann's model and added 

the concept of "input" which she divides into "formal" 

and "informal." Formal input comes from classroom 

experience and informal input comes from conversation 

with others. According to Swain, external factors-

affective factors--have an important effect on second 

language learning. Swain confirms the view of the 

learner as a creative participant who uses internal 

mechanisms to process linguistic data and acquire 

language. 

Gardner (1978) also proposes a model of second 

language acquisition which focuses on four areas: 

1. Social milieu: cultural beliefs, values, etc. 

2. Individual differences: aptitude, motivation, 

and personality. 

3. Language acquisition contexts: formal and 

informal. 

4. Outcomes: skills, interests, attitudes, and 

behavior. 



Gardner and the other theorists indicate that 

the process of second language acquisition is much more 

complicated than was previously believed. Many affec

tive factors influence the process of second language 

acquisition that may be much more important than 

aptitude and intelligence. The process of learning a 

second language has both a conscious aspect and an 

unconscious aspect. Furthermore, the contexts in which 

a person learns may be very significant. 

Formal v. Informal Input 
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Debate continues concerning the question of 

whether formal input is more important than informal 

input in second language learning. MacNamara (1973), 

Upshur (1968), and Briere (1966) propose that learning 

from exposure is more important. Others such as Seliger 

(1975) have argued that instruction is more important. 

In the context of the theories presented earlier 

in this review, it would appear that both are important, 

and a second language learner benefits in different ways 

from both types of input. Which of the two is more 

effective for an individual learner will depend on complex 

affective traits which will vary from person to person. 

Krashen (1981) gives special importance to contact with 

native speakers ("foreigner talk") as a source of 
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input for second language acquisition. Johnson (1980) 

points out that students in a foreign language class

room and students in a second language immersion program 

usually must find informal input outside of the class

room, but questions whether or not this should be the 

case. She suggests that what might be done in second 

language situations, especially bilingual education 

settings, is to "formalize the informal experience in the 

sense of structuring it to promote more learning and 

thus ma.ximize the learning available to students" 

(Johnson, 1980, p. 23). 

Many researchers have mentioned the importance of 

frequency of input as one of the important variables in 

second language learning (Hatch, 1977; Krashen, 1980; 

Larsen-Freeman, 1976; Seliger, 1977; Wong-Fillmore, 1976). 

These researchers indicated that the degree of success in 

learning a second language is directly related to the 

amount of practice the learner experiences. Berliner 

(1977) called this "academic learning time" (ALT). He 

described it c'.s contact time or "time-on-task": the 

time students spend interacting with materials or 

activities that are focused on the academic activity. 

The quality of this ALT is, of course, one of 

the crucial variables. Krashen (1978) especially cautions 



that the practice time or the "input" must be the right 

kind, not merely exposure. The input must be "compre

hensible input," that is, speech that is just beyond 

the learner's present level of proficiency presented in 

a context that makes the meaning clear to the learner. 

One of the crucial questions for the second 

language methodologist and second language teacher is 
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how to provide the second language learner with appropriate 

input that is vital to the language acquisition process. 

Krashen (1978, 1982), Corder (1967), Burt, Dulay, and 

Krashen (1982), among others, have emphasized the 

importance of devising strategies to facilitate access to 

linguistic input. Johnson (1980) has pointed out that in 

the second language classroom, whether at elementary or at 

university level,there are certain built-in obstacles to 

maximizing input. For example, teachers generally have 

only a small amount of time to dedicate to each student. 

The one-to-one contact time, either formal or informal 

is very small. The teacher cannot provide the amount of 

input the students need. Johnson (1980) and Wong-Fillmore 

(1976), proposed in their research that input could be 

provided by native speaking conversation partners or 

"tutors." 



Second Language Acquisition and Contact with Native 
Speakers 

The relationship between contact with native 

speakers of the target language and the level of pro-
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ficiency gained has been studied by Schumann (1976). In 

a study of six second language learners, he found that 

the learners who were most socially and psychologically 

distant from the target language group acquired the least 

amount of English. The Heidelberg Research Project (1976), 

in which the acquisition of German by 48 Spanish and 

Italian immigrant workers was examined, reported similar 

findings. Leisu~e contact with Germans and contact with 

Germans on the job were found to be highly correlated 

with syntactic development in German (Johnson, 1980). 

Another study by Selinger (1977), focused on a 

group of six adults in an ESL class over a period of a 

semester and Selinger identified basically two types of 

students, "high input generators" and "low input 

generators." The high input generators were those who 

initiated a large number of verbal interactions in the 

target language, resulting in more practice. Compared to 

the group that had less practice, the high input 

generators made greater gains on the English language 

proficiency tests. He found a direct correlation between 

the amount of verbal practice and increased proficiency. 
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In a longtitudinal study of five children 

learning ESL, Wong-Fillmore (1976) observed vast 

differences in the individual styles and approaches of 

each child: differences in personalities, motivations, 

social needs, habits, and activities. There were also 

different levels of achievement after one school year. 

The children who learned the most English were those who 

were able to establish and maintain social contact with 

peers and adults who could provide them with the "input" 

they needed. The children who learned the least were 

those who avoided interactions with English speakers. 

Her study demonstrated the difference in affective 

variables among learners, the effect these variables 

have on the second language learning, and the positive 

effect of socializing with native speakers. 

In a study that actually used a group of native 

speakers who were called "tutors" and "conversation and 

play partners." Johnson (1980) implemented and evaluated 

a program that tested Wong-Fillmore's hypothesis on the 

positive effects of socializing with native speakers. 

She found that contact with native speakers on a regular, 

planned, and controlled basis in a school program did 

produce positive effects on the learning of ESL by 

children. The Johnson study has important implications 

for the effects of peer tutoring and second language 



learning, and will be described more fully in a subse

quent section of this review. 

Section Two: The Notion~l-Functional Svllabus 
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In a second language program, the syllabus, 

which is the content and sequence of the linguistic 

material presented, is of great importance. Methodology 

is concerned primarily with HOW a language is taught, 

while the syllabus deals with WHAT is taught. McKay 

(1977) states that a syllabus provides a focus for what 

should be studied, along with a rationale for how that 

content should be selected and ordered. Kelly (1969), in 

discussing syllabus development, contends that the choice 

of syllabus determines the pedagogical presentation. It 

provides a vehicle for achieving the goals of the 

curriculum. 

The syllabus design that is most common 

is ESL and EFL teaching in some variation of a "grammatical 

syllabus," whose content is organized according to 

grammatical structures. Another type of syllabus, a 

"situational syllabus," is generally a compromise between 

grammatical structures and real life situations. Wilkins 

(1976), in a comprehensive overview of second language 

syllabus design, divides language syllabi into two 

distinct groups: synthetic and analytic. 
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Wilkins (1976) describes the synthetic 

syllabus, as consisting of the following characteristics: 

1. The parts are taught separately. 

2. Presentation of the structures is a step-by-step 

progression. 

3. The ordering is determined by grammatical 

criteria. 

4. Paradigms are important. 

5. Rules are explicit. 

6. Analysis is made of linguistic components. 

7. Eventually, the learner will put the pieces 

together (i.e., resynthesize). 

These characteristics describe the grammatical 

syllabus and to some extent the situational syllabus. 

According to Wilkins, the basic characteristics of a 

grammatical syllabus is that what has to be learned is 

identified only as a form and rarely as a set of 

meanings. Most syllabi are, in fact, an inventory of 

grammatical forms. In such syllabi it is very rare for 

grammatical meanings also to be specified. "The 

assumption seems to be that form and meaning are in a 

one-to-one relationship" (Wilkins, 1976, p. 9). 

A situational syllabus attemp"ts to present 

language in situations where native speakers would use 

certain structures and certain expressions. McKay (1977) 



describes the situational syllabus as one in which the 

selection of content is based on predictions of 

situations the students will encounter. Selection of 

material on this basis provides an opportunity for 

40 

highly relevant content. However, "when a class is 

composed of students with diverse backgrounds, interests, 

and occupations, it is difficult to include situations 

that w~ll be relevant to all of them" (McKay, 1977, p. 76). 

Wilkins (1976) adds another reservation when he points 

out that "the social situation alone does not determine 

what will be said" (p. 17). 

The second type of syllabus described by Wilkins 

is an "analytic syllabus" which consists of the following 

characteristics: 

1. structural considerations are secondary. 

2. No attempt is made at careful linguistic control. 

3. A variety of linguistic structures are used from 

the start. 

4. The focus is on the function of language, i.e., 

the meaning rather than the form. 

The notional-functional syllabus, according to 

Wilkins, is analytical rather than synthetic because it 

addresses the question of WHAT is expressed through 

language, not HOW, WHERE, or WHEN language is used. The 

notional-functional syllabus organizes language teaching 



in terms of the content rather than the form of a 

language. The term "notional" was borrowed from lin

guistics, meaning "semantic" (Wilkins, 1976). 
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Delamere (1983) argues in favor of combining the 

notional-functional syllabus and cross-cultural aware

ness. She states that teaching for communicative 

competence concerns itself primarily with facets of 

language that deal with: 

1. the function of the message over form, 

2. meaningful communication, 

3. natural discourse, and 

4. fluency over accuracy. 

Cross-cultural awareness instruction is concerned 

primarily with student integration and adaptation to a 

new communicative environment, and includes: 

1. natural discourse, 

2. the function of the language for initial survival 

and coping, and 

3. socio-cultural appropriateness of linguistic 

behavior. 

Grammatical/structural or situational syllabi 

according to Delamere, do not meet the above criteria. 

The notional-functional syllabus "offers a 

communicative-oriented alternative" (p. 9). She points 

out that the philosophy underlying the notional

functional syllabus emphasizes the content and purpose 
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of language and that this philosophy blends well with the 

-basic premises of cross-cultural awareness which emphasize 

(1) engagement and participation in contact experiences 

with various aspects of the new culture; (2) acceptance 

and tolerance of novel attitudes and unfamiliar values, 

and (3) facilitation of skills needed to deal with 

conflicts brought about by a new environment. She 

concludes, "Clearly these kinds of objectives synchronize 

well with the semantic notions expressed in a notional 

syllabus .... Some of the cultural and communicative 

topics might include: 

1. personal identification, 

2. relations with other people, 

3. education, 

4. food and drink, 

5. marriage and the family, 

6. appropriate social behavior, and 

7. advertising and media" (Delamere, 1980, p. 9). 

Guntermann (1979) points out that communication 

requires much more than linguistic knowledge alone. 

Sociolinguists have determined that communicative events 

consist of at least the following variables in addition 

to linguistic features: 

1. a situation or a setting, 

2. participants and their roles, 
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3. social positions and purposes, 

4. a topic of conversation, 

5. an attitude on the part of the speaker, and 

6. specific functions of language, i.e., explaining, 

praising, describing, requesting, etc. 

While the native speaker is able to understand 

and command these interrelationships, "the foreign 

language learner is faced with a challenge of considerable 

magnitude if he or she is to approximate native speaking 

competence" (Guntermann, 1979, pp. 219-220). These 

variables are taken into account, states Guntermann, when 

a functional approach is used in the curriculum design. 

She defines many general categories of language functions 

such as arguing, influencing, socializing, requesting, 

reporting, etc., and suggests that once students have 

learned how to form and apply the appropriate structures, 

they can expand their repertoires through role playing 

and outside assignments to include objectives appropriate 

for use beyond the classroom. She suggests the 

following categories of communicative activities: 

1. natural classroom communication exchanges, 

2. communication about students and others' lives 

and experiences outside of class, 

3. out-of-class assignments requiring the use of 

the foreign language, 
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4. communication with invited guests, particularly 

native speakers, 

5. simulations in which students play roles, and 

6. games, puzzles, guessing games, etc. 

Guntermann has experimented in her university-

level classes with functionally designed curriculum and 

demonstrated their potential advantages. Student 

interest and motivation is increased due to the real 

language involved. Much of the error correction can take 

the form of feedback, and the grammar becomes a tool for 

fulfilling needs. Guntermann (1979) concludes: 

By keeping in mind that language is purposeful, 
and devising activities for practice in using 
language to carry out basic purposes in a 
variety of situations, we can begin to help 
students to function in a foreign language 
(p.225). 

Widdowson (1978), a critic of the grammar/structural 

or synthetic approaches to curriculum design in second 

language teaching, believes that many difficulties that 

learners have had in the past derive directly from the 

teaching "that has been imposed upon them that has 

tended to represent the language as a set of formal 

elements to be learned by means of linguistic skills 

outside of a real communicative context and without a 

real communicative purpose .... It is no wonder the 

learner has difficulty acquiring it" (p. 74). 



45 

Widdowson is especially vehement in his criticism 

of the audio-lingual approach and its behaviorist theory. 

He feels that drilling patterns and isolating grammatical 

structures are totally inappropriate for second 

language learning. Widdowson (1978) states: 

Under the influence of behaviorist notions 
about the nature of language learning, 
language teaching pedagogy has tended to 
discourage the learner from enquiring into 
the rationale which might justify the 
activities he is asked to perform. He is 
meant to submit himself like a circus animal 
to the direction of a trainer and to respond 
to the stimuli provided without recourse to 
thought ... indeed thinking might interfere 
with the mechanical process of habit 
formation, which for some behaviorists, at 
least, is the defining feature of language 
learning .... The acquisition of language 
abilities requires the learner to assume 
a more active and responsible role 
involving, among other things, an awareness 
of his own learning process and of the 
relevance of particular exercises to their 
development .... I stress the importance of 
what I call the principle of rational appeal 
in the teaching of language as communication 
(p. 109). 

Widdowson, then, supports the cognitive theorists' 

view of language acquisition as internal, mentalistic, 

and creative. 

The notional-functional syllabus, although in 

early stages of development, represents a promising 

approach for dealing with the problems that Widdowson 

identifies in the above passage. 

The notional-functional syllabus is part of the 

communicative competence movement in second language 
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teaching. The advent of communicative methodologies and 

communicative curriculum design has resulted from 

decades of frustration on the part of second language 

learners and second language teachers and has been 

supported by recent language acquisition theory and 

research. Many communicative methodologies have 

appeared in the past 15 years (Silent Way, Total Physical 

Response, Suggestopedia, The Natural Approach, and others) 

as well as syllabus designs that are also more functional 

and communicative. 

Section Three: Peer Tutoring 

The previous sections of this literature review 

have described the development of communicative metho

dologies and syllabus designs which have been based on 

recent findings in linguistics, psycholinguistics, 

sociolinguistics, and second language acquisition research. 

One technique or approach to second language learning 

that is compatible with the theory and is highly functional 

and communicative in nature, is the incorporation of peer 

interaction into the second language curriculum. 

In the following section of the literature review, 

a brief overview of the history of peer tutoring is 

given, followed by a survey of peer tutoring research 

conducted during the past 20 years. It is noted that 
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peer tutoring has become broadly accepted as a peda

gogical approach only since 1960. Since that time there 

have been many experiments in peer-tutoring. The 

combination of peer teaching and second language learning 

is only a recent development. The relatively few studies 

in the literature on peer teaching/second language 

learning will be described in considerable detail because 

these studies are especially relevant to this study. 

A Historical Overview 

The concept of peer tutoring, usually understood 

to mean students teaching students in a school setting, 

can be traced back as far as the ancient Greeks. 

Aristotle is reported to have used archons or student 

leaders to help him. Quintilian, in the first century 

A.D., commented on how much younger children could learn 

from older children in the same classes (Wagner, 1982). 

In the Middle Ages, when education centered around the 

Church, no peer teaching was used. During the 

Renaissance, peer tutoring appeared in Germany and in 

England where decurions or student assistant teachers 

were used. In the seventeenth century, as practical 

education began to be stressed, peer teaching existed in 

the form of monitors, students who would be responsible 

for a group of about 10 students. The famous educator 

Comenius (1849) advocated peer teaching stating: 



"teaching takes place when knowledge that has been 

acquired is communicated to fellow pupils or other 

companions" (p. 30). 

The first major educators to develop a widely 

accepted model for peer teaching were Andrew Bell 
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(b. 1753) and Joseph Lancaster (b. 1778). Although 

these men worked separately, each developed a similar 

system for teaching the poorer classes in elementary and 

secondary schools. Lancaster based his peer tutoring 

on the idea that the boys who knew little could teach 

the boys who knew less. His schools were organized so 

that the classes were all conducted by the pupils them

selves. The master instructed the "monitors" who then 

drilled the pupils (Ehly & Larsen, 1980). 

This system became quite popular allover the 

Western World in the first three decades of the 

nineteenth century. Lancaster carne to the u.s. in 1818 

and established several schools. By 1830 professional 

educators began to abandon the system in favor of teacher 

training and professionalization. According to Wagner 

(1982), the monotorial system of the early 1800's paved 

the way for a universal public school system in the u.s. 

From the latter part of the nineteenth century 

until the 1960's, there is scant mention of peer tutoring 

in educational literature. However, Lippit and Lippit 

(1968) reported that the systematic practice of older 



students tutoring younger students was very common in 

most of the one-room schoolhouses of rural America. 

One of the first accounts of modern experi

ments with peer tutoring in the U.S. was reported in 

1933. A high school teacher in Ohio reported favorable 

results from an experiment in which certain students 

were chosen to tutor others in certain content areas. 

In 1938, I. A. David, in a similar high school experi

ment, reported that 77% of the students who had been 

tutored improved their performance in the subjects. 
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This early 1938 experiment also commented on the benefit 

to the tutors as well as the tutees. These observations 

anticipated the later research of the 60's and 70's 

(Wagner, 1982; Ehly & Larsen, 1980). 

Reappearance of Peer Tutoring/Research Since 1960 

There was a twenty-year gap between the studies of 

the 30's and the early 1960's when peer tutoring became 

more widely used and the subject of considerable research. 

Only a small amount of the research concerning peer 

tutoring deals with second language learning. The 

literature on peer tutoring in general covers a broad 

spectrum of topics: cross-age tutoring, same-age tutoring, 

benefits to tutors, benefits to tutees, elementary, 

secondary, college levels, specific programs and their 

value. Wagner (1982) in an overview of peer tutoring, 



found that there were contradictions in the conclusions 

of the research but that generally the results showed 

many benefits. 
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Devin (1976) commented on the research findings, 

stating: "Rather than identifying critical issues and 

problems based upon theoretical considerations, most of 

the studies to date have been designed to determine only 

if the particular tutorial situation is efficacious ... 

until research becomes more systematic, it will be 

impossible to draw valid generalizations and conclusions" 

(p.377). 

The majority of the studies concerning tutorial 

programs are anecdotal in nature, not scientific or 

empirical. 

Typical of the findings in these programs are the 

following: 

1. Weitzman (1965) conducted a study on the effects of 

tutoring on the performance and motivation of 

high school students. Tutoring sessions took 

place outside of the school hours and participation 

was voluntary. The results indicated that 

tutored students improved on tests, essays, and 

other assignments compared to students in a 

control group. Other effects include increased 

motivation, interest in the subject, and improved 

study habits. 



2. Mohan (1971) found that peer teaching could be 

used as a technique to aid the unmotivated. In 

51 

a tutoring program that lasted eight months, 

unmotivated students from grade seven and eight 

were asked to teach unmotivated students in 

grades two and three. The evaluation was made 

through statements made by the subjects, teachers, 

a~d the principal. According to the evaluations, 

the tutorial program was successful. 

3. Trovato and Bucher (1980) did a study of peer 

tutoring in a corrective reading program. The 

subjects were second and fourth graders who were 

assigned to one of three groups: peer tutoring 

only, peer tutoring with home-based reinforcement, 

and a control group. According to the researchers, 

both reading and comprehension scores of the 

experimental group were significantly increased, 

relative to the control group. 

4. Cloward (1967) reported on a large scale project 

called "Mobilization for Youth," an anti-poverty 

program whose objective was to provide tutoring 

for underachieving poor children. The tutors 

were tenth-grade students who were also low 

achieving students. The tutors tutored for 

four hours per week. Cloward found that 



significant gains in reading ability were made 

by both the tutors and the tutees. 

5. Johnson and Bailey (1974) reported a cross-age 

tutoring program in which fifth graders tutored 

kindergarten children in basic arithmetic 
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skills. Results showed that the experimental 

group made greater gains than did the control 

group. The authors concluded that lIat a time 

when schools are training paraprofessionals and 

aides to assist teachers in various classroom 

duties, cross-age tutors offer an opportunity to 

utilize untapped resources already in the schools 

to assist in the teaching process (p. 231). 

6. Gartner (1971) described a tutorial program in a 

school-wide program in New York called IIEach One 

Teach One. 1I Students were tutored and served as 

tutors for most of the day. The goals of the 

program were both cognitive and affective in 

nature: to increase classroom skills, improve 

self-concept, improve peer relationships, and 

individualize attention for the students. The 

program was successful in involving all students 

in learning. The initially shy child became more 

active in peer relationships after being a tutor; 



they were able to learn through tutoring and 

became more encouraged with their abilities to 

perform academically. 
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These brief summaries of a selection of peer 

tutoring experiments illustrate the broad and varied types 

of peer tutoring programs studied. Empirical and 

anecdotal studies show generally positive results after 

peer tutoring. There are many more examples of tutorial 

programs in the literature of education and educational 

psychology. These programs are also very diversified in 

nature. "Programs involving peer tutoring have been 

conducted with possibly every combination of cross-grade 

and age-pairings and with innumerable variations of other 

factors" (Ehly & Larsen, 1980, p. 20). 

Ehly and Larsen (1980) examined two basic patterns 

in peer tutoring literature: "cross-age" and "same age ll 

tutoring. Those that are "cross-age" in nature consist of 

the following categories: 

1. college students tutoring other college students 

(Etters, 1967; Snipes, 1971; Ti1let, Porter & 

Joiner, 1972; Yuthas, 1970). 

2. high school students tutoring elementary students 

(Bell, Garlock & Cotella, 1969). 

3. older elementary students tutoring younger 

elementary students (Hagen & Moeller, 1971). 



Some of the general findings of these studies 

were the following: 

1. Teachers profited from the tutorial by being 

freed to work as managers and also have time to 

work on lesson plans. 
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2. The tutor could benefit as much as the tutee from 

the tutorial experience. 

3. Tutees received more individual attention and more 

immediate feedback. 

4. The modeling factor was a positive factor in 

motivating the tutee. 

5. Tutees generally experienced greater academic 

success. 

6. The tutee appeared to be more relaxed under these 

circumstances. 

7. Gains in tutee self-concept were reported. 

8. The system demonstrated positive effects on 

tutee reading. 

9. Same-sex pairings were more effective in some 

cases. 

Ehly and Larsen's second basic pattern of tutorial 

experiments are those programs using classmates or "same

age" tutors. This pattern is less frequent in the 

literature: Ehly and Larsen (1976), Ellison, et al., 

(1965); Oakland and Williams (1975); Rosenbaum (1973); 

Vassallo (1975). 



Some of the general findings of these studies 

were the following: 

1. Peer tutoring was an effective way of supple

menting classroom instruction. 

2. In some cases the improvements in reading 

achievement were not statistically significant, 

in others they were. 
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3. The Peer Mediated Instruction Model (PMI) 

developed by Rosenbaum (1973) did report signifi

cant increases in scores using his model of peer 

tutoring in which students took turns being 

"teacher." 

4. Tutorial partners could work productively 

together regardless of their age, sex, racial, 

ethnic background and intelligence level. 

5. The more structured approaches had better effects 

than unstructured approaches. 

Lippit and Lohman (1965) reported on some early 

projects in peer tutoring, most of which were anecdotal. 

Results of this survey were quite positive. Both tutor 

and tutee profited on several dimensions following 

participation in tutorial programs. Tutees increased 

scores on academic tests as well as on measures of 

interest and motivation. Tutors also increased their 
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ability to work with other students and had more positive 

attitudes towards school. 

Ellison, et al., (1965) studied two basic types 

of tutorial approaches: "programmed tutoring" and 

"directed tutoring." Programmed tutoring consisted of 

close control of the behavior of tutors and tutees with 

specific guidelines determining the manner in which content 

is taught. In contrast, directed tutoring consisted of a 

set of activities and materials that were structured so 

that a person of average abilities could conduct a 

tutorial session. This model was less controlled and less 

structured. Ellison reported on ten experiments in 

programmed tutoring for individualized tutoring of 

elementary reading skills. Results of the experiments 

indicated that programmed tutoring used as a supplement 

and coordinated with regular classwork was more effective 

than classroom teaching alone. Ellison stated that for 

any type of tutoring to be effective, it should be 

conducted in conjunction with a strong academic program 

in the same subject area. Tutoring does not substitute 

for classroom learning; rather it can supplement teacher

directed learning activities. 

Ellison concluded that programmed approaches were 

advantageous over directed approaches or any other 

approach. The principles can be taught quickly to adults 

and there is little variation in the manner in which 



the materials are presented to the learner and training 

need be minimal. 

Reed (1974) surveyed sixty-four two and four

year colleges that had peer tutoring programs for 

"educationally deficient students." The result of his 

survey showed the following general findings: 

1. None of the institutions surveyed had conducted 

systematic evaluations; some programs were not 

well documented. 

2. Most programs were established between 1969 and 

1971. 

57 

3. Academic areas tutored were based on student 

requests and were, in ranked order, (1) 

communication skills (English, reading, writing, 

and speech), (2) math, (3) psychology, (4) life 

science, (5) business, (6) social sciences, and 

(7) languages. 

4. All the studies consisted of surveys with 

questionnaires to participants and supervisors. 

5. The perception of program effectiveness was 

generally favorable and encouraging. The programs 

seemed to have been successful for both tutors and 

tutees. Tutors tended to reinforce their own 

knowledge and enhance their self-esteem; tutees 

received individualized instruction and interacted 

with students their own age. 
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Reed's (1974) concluding comments are of interest. 

He notes that the reasons for the success of tutorial 

programs have been "rather elusive." Belief in peer 

tutoring must be supported with more empirical evidence 

of its effectiveness. "Few tutorial programs have 

conducted systematic evaluations due to lack of methods 

and lack of personnel; however, program directors must 

find the resources to evaluate their programs systema-

tically" (p. 39). In spite of these reservations, Reed 

concludes his study on a positive note: 

Peer tutoring programs have embellised 
traditional college teaching in a highly 
significant manner. The growth of these 
programs throughout academe attests to the 
success they have generally had. Originally 
implemented to meet the needs of the academically 
deficient student, these programs have become 
the sine qua non for all students (p. 68). 

Devin-Sheehan (1976) wrote the following at the 

conclusion of their research review on the benefits of 

tutoring: 

Taken together, the literature on the tutor 
characteristics suggests that a very broad 
range of students may benefit from acting 
as a tutor. Whether or not the tutee will 
improve more from being tutored by a 
particular type of tutor is an open question. 
The evidence is mixed. The crucial factor 
may be the relative level of competence 
between the tutor and tutee (p. 363). 
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Theory and Rationale for Peer Tutoring 

Prominent educators have commented on the concept 

of peer tutoring as a valid pedagogical technique. 

Benjamin Bloom (1976) in discussing the importance of 

reinforcement in learning pointed out that IIthis rein

forcement can be dispensed by peersll (p. 120). Hilda 

Taba (1969) also mentioned the benefit of peer tutoring, 

stating: IIPerhaps the greatest source of mObilizing 

unused potentialities for learning and for controlling 

the factors which block and retard learning, is the 

efficient use of group relations in the classroom and 

the school ll (p. 160). 

Tyler (1976) wrote, III can think of no other 

innovation which has been so consistently perceived as 

successful. II He mentions several benefits to peer 

teaching and emphasizes especially that it can help in 

dealing with prejudices and enhancing of cooperation. 

IIStudents learning through helping each other is a 

very promising alternative to learning through competing 

with each other ..• peer teaching can be a means of 

bringing change because it calls for a new kind of 

interaction and cooperation among all groups involved 

in a school ll (p. 238). 



Elliot (1973) made a similar point: "Perhaps the most 

compelling reason for the use of students as tutors is 

to change the socio-psychological climate of the school 

from individual competition to concern for each other 

(p.53B). 

The theoretical advantages have been described 

by Johnson and Johnson (1975), Thelen (1977), Buckholt 

and Wodarski (197B), and Elliott (1973). Below is a 

summary of the advantages that might be realized from 

peer tutoring according to these authors: 

1. More individualized instruction is possible. 

2. Additional motivation for learning may result. 
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3. A peer tutor might be more patient with a slower 

learner. 

4. Peer teaching reinforces previous learning. 

5. The tutor may increase self-esteem and self

confidence. 

6. Peer tutoring takes pressure off the teacher. 

7. Some learners may not respond well to adults but 

may respond to peers. 

B. Tutors learn teaching skills. 

9. Friendships can develop as a result of the 

tutorial experience. 

10. Peer tutoring encourages an environment of 

cooperation rather than competition. 
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These theoretical goals of peer tutoring have 

grown out of expectations, experimentation, and 

reflection on the peer tutoring experience. The majority 

of the students cited in this review have indicated that 

peer tutoring under the right circumstances can have 

positive results. There are, however, few studies that 

attempt to answer why tutoring works. Ehly and Larsen 

(1980) state, "the investigation of process factors 

remains generally unexplored in the area of educational 

research (p. 26). 

Several factors that are considered as con

tributing to the success of tutorial programs were 

developed by Cohen et al., (1972) in a "roadmap 

tutoring" and are illustrated in Figure 2. 
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Roadmap for Tutoring 

The Tutor 

The tutor brings a repertoire 
of ideas and activities 
designed to help the tutee 
in specific areas. 

The tutor develops a 
personal relationship 
with the tutee, based on 
concern and respect for 
the tutee. 

The tutor uses various 
techniques, such as 
questioning and rein
forcement, to diagnose 
problems and to encourage 
new learning. 

The tutor employs a variety 
of materials, designed 
both to develop interest 
and enrich the learning 

The Tutee 

The tutee brings a back
ground of interests and 
abilities and a particu
lar set of learning 
problems. 

The tutee experiences a 
a non-threatening situation 
and a sense of self-respect 
and confidence. 

The tutee uses his past 
successes in learning as a 
basis for mastering material 
in new and more difficult 
areas. 

The tutee learns new 
material in the context of 
his own interests and 
abilities. 

experience. ~ ~ 

MEANINGFUL LEARNING 

Figure 2. Source: A. D. Cohen, J. C. Kirk, and W. P. 
Dickson. Guidebook for tutors with an 
emphasis on tutoring minority children. 
Stanford: Stanford University, 1972. 
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Peer Tutoring in Second Language Learning 

Although several of the studies cited in the 

previous section were related to language skills, none 

were specifically concerned with second language 

learning. However, since 1975, many studies have been 

conducted using peer tutors in ESL or in foreign language 

(FL) programs. In this section of the literature review 

these will be examined in detail. Although none of the 

experiments is identical to the peer tutoring model being 

used in this study, each experiment gives insight to the 

topic and is, therefore, relevant to this review. 

The research dealing with peer tutoring and 

second language learning falls generally into three 

categories: 

1. Using students in the same classroom to tutor 

one another referred to as "same-age" tutoring. 

2. Using older, more advanced students to tutor 

younger, less advanced students, and 

3. Using native speakers as tutors or as conver

sation partners. Which is the least frequent in 

the literature. 

The majority of these experiments were conducted 

with elementary and secondary students; only four of the 

studies (Celani, 1979; Giauque, 1975, Kohn & Vajda, 1975; 

Semke, 1978) dealt with adult students. Since the present 
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study is concerned with adults learning a second language, 

these four reports will be discussed in considerable 

detail. 

Using Students in the Classroom 

The first category of peer tutoring research 

studies to be discussed deals with ways of using other 

students in the classroom as tutors--also termed "same

age tutoring" or "peer-mediated learning" (Rosenbaum, 

1973). As is the case with many of the studies to be 

surveyed in this section, they are more in the nature of 

a report of findings. The authors describe and summarize 

their own research with peer tutoring approaches. Often 

their methods are neither empirical nor scientific. 

Kohn and Vajda (1975) propose a model for peer 

mediation in the adult ESL classroom. They have 

experimented with this model at the American Language 

Institute in New York. The authors introduce their 

approach with an explanation of the theory and rationale 

behind their model. They point out that recent trends 

in ESL methodology have been moving away from the drill

oriented style of teaching associated with audio

lingualism toward a more cognitive approach. "with 

recent innovations in methods, ESL instructors are 

continually searching for approaches and techniques which 

will lead from large scale drill-oriented lessons to 



65 

more individualized learning" (p. 379). Teachers, 

however, are somewhat uncertain about how to lead students 

from repetition to manipulation to communicative 

individualized activities. They have also noticed, some

times to their dismay, that second language learners may 

perform well on guided exercises although barely able to 

function without the teacher. The authors affirm that . 

unguided responses are preferable to guided responses if 

students are to become effective communicators in the 

target language. For this reason, students should, from 

the outset, initiate, develop, and manipulate language. 

"Language learning should not be a passive activity. 

Our use of texts, materials, methods, approaches, and 

techniques, therefore, should allow for maximum performance 

to insure that instructional programs will lead to a more 

communicative and communicating student" (Kohn & Vajda, 

1975, p. 380). One of the most effective and efficient 

ways to give students opportunities to communicate in free 

and open situations in ESL classes is through the use of 

paired or small group activity. Kohn and Vajda propose 

a system of teaching that includes inductive teaching, 

progression from controlled to decontrolled activities, 

and individualization of instruction. The model consists 

of the following: 

1. Eighty percent of the work is done in small groups 

(after the first few meetings) . 



2. Slower students work with faster students. 

3. Clear explanations are given to the students 

concerning why groups are used. 

4. New material is introduced and manipulated by 

the teacher, then manipulated by the groups. 

5. Small group practice, either oral or written, 

consists of drills, dialog we practice, role 

playing, pictures in sequence, writing 

activities, etc. 

Although the authors do not offer empirical 

support, they do list the following advantages based on 

their classroom experience: 

1. There is more time to practice. 

2. Students get immediate feedback. 

3. The teachers' work is lessened. 

4. Students can proceed at their own pace. 

5. The system is easily adaptable to individual 

student's needs. 

The authors' concluding remarks predict an 

important role for peers in second language learning: 
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!lIn the future, the best ESL teacher will serve mainly as 

an authoritative source and counselor and the best 

teacher will be the one that has best prepared the student 

to depend on peer~' (Kohn & Vajda, 1975, p. 387). 
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Gonzales (1981), reporting on a peer tutoring 

program in an elementary school setting, implemented a 

method of helping newly arrived limited English speaking 

(LES) children with the school environment by giving them 

immediate practice communicating in English. The author's 

rationale for using a peer tutor approach was based on 

the work of Hall and Bruder (1971) which suggested that 

the the longer a non-English speaking or limited English 

speaking (LES) child is isolated from fluent English 

speakers, the longer it will take for him/her to acquire 

English proficiency. He also cited Uruza (1980) who holds 

that peer tutoring stimulates language acquisition through 

interactive, supportive activities that focus on the 

message rather than the form. In Gonzales's model, the 

teacher assigns LES children to work one-to-one with an 

English speaker to perform concrete, hands-on activities 

such as playing garnes, erasing the blackboard, role 

playing, working puzzles, using Cuisennaire rods or 

Lincoln logs as props. The LES children and the native 

speakers would switch the roles of tutor-tutee. The 

author's observations were that the peer tutoring 

provided: 

1. an environment were language use was in an 

appropriate context, 

2. a real social situation, 



3. roles of respect and friendship, 

4. a stimulation of LES students' interest, and 

5. a valuable aid to the overworked teacher. 

An empirically-based research study of peer 

tutoring was conducted by Anderson and Berger (1975). 

In this experiment, selected fourth graders tutored 
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other fourth graders who were second language learners 

having difficulty in English. The authors were seeking an 

effective method of individualizing instruction and 

teaching aspects of syntax to these learners. In 

selecting this approach, the authors were influenced by 

the positive reports on peer tutoring reported by Gartner, 

Kohler, and Riessmann (1971) which included the obser

vation that the approach could be used effectively with 

second language learners. 

The authors hypothesized that nine-year old 

second language learners would improve their linguistic 

skills through the method of peer tutoring. Improvement 

was evaluated formally through tests and informally 

through teachers' opinions on the progress of the 

children. The specific linguistic skills, based on 

standard textbook materials, were taught in ten lessons 

over a period of two months. Four tutors were selected 

to teach four tutees. Of the four tutors, two were boys 

and two were girls. Each tutor selected a tutee of the 

same sex. The team worked 80 minutes per week in a 



separate room. Instruction was informal and relaxed. 

The tutors were students from an "open classroom" where 

they were accustomed to working independently. The 

tutees were selected from regular 4th grade classes and 

were identified by the NYC Language Rating Scale as 

limited English speakers (LES). The procedure was to 

(1) give an orientation to both groups, (2) distribute 

worksheets to tutors and tutees, (3) teach the lesson 
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to both groups, (4) divide the children into pairs, (5) let 

tutees do the exercises alone, (6) have tutors correct 

the work, (7) have tutors give immediate feedback, and 

(8) provide additional lessons if needed. All of these 

steps were carefully supervised by the teacher. 

The study found that tutors discovered their own 

inadequacies in English and also enjoyed the increased 

status; tutors showed great enthusiasm and creativity in 

teaching; tutees benefited from individualized instruction, 

closeness of contact, added attention, immediate feedback, 

a relaxed atmosphere, and friendships across ethnic groups; 

teachers observed that students who did not speak in class 

had no difficulty speaking with peer tutors; progress in 

reading was evident as tutors insisted that tutees emulate 

their expressive reading, intonation patterns, etc. 

The teacher had to change roles from the "imparter" of 

knowledge to the "facilitator." The author's final 

remarks are: 



It appears from the analysis of the test 
results and from opinions solicited from 
classroom teachers, that the children had 
improved their linguistic skills. However, 
the method of testing whether such improve
ment was due largely to the effects of the 
method of peer tutoring could not be 
determined. This preliminary study lacked 
the rigor to fully test the hypothesis. 
However, there was sufficient evidence to 
suggest that a more detailed and systematic 
study was warranted (Anderson & Berger, 1975, 
p. 6). 

In an experiment at the junior high level, 

Akigbe (1975) initiated a peer tutoring program in an 

attempt to deal with overcrowded ESL classes, problems 

of adjustment of LES students, the need to articulate 

the ESL department with the rest of the school, and the 
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need to provide bilingual services to other departments. 

She used three types of tutors: "content tutors," native 

speakers who helped in regular classrooms such as math.and 

science; "peer tutors," native speakers who helped in 

the ESL classrooms; and "paired tutors," ESL students who 

helped each other. Tutoring in the content areas was done 

in the students' native language (i.e., Korean or 

Spanish). Students' progress was closely monitored by 

the teachers of the content areas. Tutoring in the ESL 

classroom was implemented pairing or grouping tutors 

with tutees and performing exercises prepared by the ESL 

teacher. The ESL teachers supervised and monitored these 

activities. The tutors in both these groups also assisted 

tutees by helping them with library assignments, campus 
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tours, etc. The paired tutor activities consisted of 

exercises in the ESL classroom which paired students for 

practice. Tutors were chosen on the basis of their 

bilingual ability, maturity, and high academic achievement. 

Most were former ESL students. The incentive to the tutor 

was credit for his services plus the "prestige" factor. 

Training consisted of on-the-job-training with the 

teachers in the classroom. 

Akigbe concluded that monolingual and bilingual 

tutors had become an asset in the total school adjustment 

of the LES students; peer tutors provided a valuable source 

of teaching/learning talent; the limited ESL/bilingual 

education services were augmented; the overburdened ESL 

teacher was helped; tutors and tutees found new friends 

and inter-ethnic, cross cultural communication was 

enhanced. 

Using Older Students as Tutors 

An experimental program was developed by Semke 

(1978) for the learning of German as a foreign language 

at the college level. The objectives of the program 

were to provide individualization, to give the students 

more opportunities to practice conversation in the target 

language, and to help increase the students' motivation 

to use the language for real interpersonal communication. 

In this way, the students learned that the foreign 



language was a viable tool for communication and that 

students like themselves, were able to use the language 

meaningfully. 
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In Semke's program, students in first-year German 

met with students in second-year German in small groups 

for one hour per week on a scheduled basis for "drill 

sessions." The sessions were part of the coursework, and 

credit was given. Each second-year student worked with 

one, two, or three first-year students. 

They practiced conversation using question/answer 

cards, practicing vocabulary, discussing grammar, reading 

orally, reviewing grammar exercises, reviewing a film, or 

in some instances the tutor improvising. After each 

session students filled out an evaluation of the session. 

The author was able to develop conclusions from evalua

tions, from end-of-the-year evaluations, and teacher 

comments. The evaluations were 26 to 1 in favor of 

continuing the program. All the tutors were in favor of 

continuing, and the teachers were generally positive in 

their evaluations. Semke observed the sessions regularly 

and noted the busy, noisy, and active atmosphere in the 

rooms. He surmised that the atmosphere of enjoyment of 

the sessions was influential in increasing motivation. 

Furthermore, there was an increase in the retention rate 

of students in the second year of German after the peer 

tutoring experiment. 
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Celani (1978) described a program at the 

Catholic University of Sao Paulo, Brazil, one which was 

designed to increase motivation of students in EFL classes. 

The author stated that motivating Brazilian students in 

English classes was difficult due to the lack of outside 

reinforcement. Native speakers of English were not 

available, so he experimented with a series of small

group techniques. The most effective was to put beginning 

students together with fourth-year students and use the 

fourth-year students as "monitors." Each monitor worked 

with approximately ten first-year students for three or 

four hours per week. Activities included drill practice, 

correction of assignments, and free conversation. The 

criteria for the choice of monitors was an excellence of 

English, warm, outgoing personality, a sympathetic 

attitude toward beginners, an ability to generate 

enthusiasm and a sincere interest in foreign culture. 

The author suggested that the monitors took great pride 

in being selected and learned from the experience and 

the tutees were positively motivated through contact 

with the older students. 

Using Native Speakers 

The number of studies in the literature in which 

native speakers were used as peer tutors is relatively 

small. Gonzales (1981) used native English speakers 



available to him in his own classroom to tutor ESL 

children, and Akigbe (1975) also used native speaking 
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high school students in one of her three tutorial functions. 

Rare in the research is the pre-planned, systematic 

use of native speakers as peer tutors in a second 

language curriculum. One study that dealt with native 

speaking peer tutors at the college level was conducted by 

Giauque (1975). The author developed this model at the 

University of Missouri in order to improve the first and 

second-year language courses and to utilize the natural 

resource he saw in the foreign student population on the 

campus. The author recruited French, German, and Spanish

speaking students to participate in the classes as 

lI animateurs. 1I The students received credit in a 

humanities course for their participation as tutors. 

The classes of twenty were divided into three 

groups; the native speakers helped the students to 

practice certain exercises, asked questions, give 

explanations, reviewed the day's assignment, corrected 

errors, and engaged the Americans in conversation in the 

target language. These sessions were specifically 

designed to reinforce the material in that day's class. 

The professor moved from group to group to supervise. 



Giauque did not use empirical data, but he and 

the other teachers made the following observations: 

1. The classroom became more like a workshop, 

focusing on "practical experience." 

2. The second language learners were put more at 

ease. 

3. The noise level in the rooms was always quite 

high, indicating high student activity and 

participation. 

4. Students experienced the speech, views, 

personalities, and cultural habits of various 

native speakers. 
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Two significant studies focused on affective and 

cognitive effects on children of programmed contact with 

native speaking children in a tutorial ESL arrangement: 

Wong-Fillmore (1976) and Johnson (1980). 

The Wong-Fillmore study did not focus on peer 

tutoring per se but on the affective and cognitive 

variables involved in daily social contact between native 

speaking children and second language learners. Wong

Fillmore was particularly interested in examining the 

nature of the linguistic input provided to child language 

learners by children who are speakers of the foreign 

language. Her year-long study included five children 

who were learning English as a Second Language. She 



observed each one for an hour per week as the child 

played in a playroom with "an English speaking friend~" 

She concluded that those children who shied away from 

social interactions with the English speakers learned 

less English than those who initiated and maintained 

social interactions. She noted the behaviors and 

strategies of both the learners and the "friends." The 

learners, for example, used strategies such as these: 

1. joining a group and acting as though they 

understood what was going on, even though they 

didn't; 

2. giving the impression they could speak the 

language by using a few well chosen words; and 

3. counting on their friends for help. 
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She emphasized four characteristics of the friend's 

speech: 

1. The speech was carefully contextualized and 

related to the "here and now." They used many 

gestures, sound effects, and demonstrations in 

order to provide non-linguistic clues to make 

meaning clearer. 

2. The speech was repetitive. 

3. The tutors simplified their speech but appeared 

to adjust it as the learners' competence improved, 

similar to the "foreigner talk" described by 

Krashen, 1980. 



similar to the "foreigner talk" described by 

Krashen, 1980. 

77 

4. The speech addressed to the learner was always 

natural, the kind children use on the playground. 

5. Occasionally the friends provided direct input 

by explicit teaching and correction of errors. 

However, they did not tease or critize the 

learners. 

The observations made by Wong-Fillmore, in 

addition to showing the positive effects of this social 

interaction demonstrated that even children have a built-in 

mechanism to adjust their output to match the learner's 

level, implying that there may be an innate, natural 

tutorial ability where language is concerend. 

\\Ton.g-Fillmore 's study led to a second empirical 

study on the subject of peer tutoring using native 

speakers: Johnson's (1980) study involving children 

between the ages of five and nine. 

Johnson's study was conducted at Stanford's 

Experimental School. The purposes of the study were to 

examine the effects of a peer tutoring treatment on the 

verbal interactions between LES Mexican American children 

and fluent English speaking (FES) children, and to 

measure the growth in English language proficiency of the 

LES children. The subjects were between five and nine 
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years of age. The participating LES children (N=16) were 

enrolled in a five-week program. The program consisted 

of twenty-one days of school, from nine to three in the 

afternoon, three days per week for five weeks. Peer 

tutoring sessions lasted for approximately one hour each 

day. There were fourteen sessions in all. Pre-tests and 

post-tests were carried out during the first and seventh 

weeks. 

There was no systematic, formal instruction in 

ESL for the children. They were exposed to the teachers 

and the tutors who spoke only English. They were taught 

vocabulary lessons occasionally and practiced songs and 

games daily. It was expected that they would increase 

their English proficiency through these activities and 

through interaction with their classmates and teachers. 

The peer tutoring treatment was conducted 

during one hour in the morning and was highly structured 

in terms of activities and grouping. The LES and native 

speaking children alternated tutor and tutee roles. A 

team of two teachers taught a particular task to eight 

tutors. The tutors, after mastering the activity, 

taught it to the tutees. 

The control group, an equal number of LES 

Mexican American children, did not experience the peer 



tutoring but did experience all the other activities. 

Three measures were used to test the LES children: 

1. The Peabody Picture Vocabulary Test. 

2. The Language Assessment Scales, and 

3. The Child-Child Communication Test. 
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Johnson (1980) had hypothesized that the children 

who participated in the peer tutoring treatment sessions 

would interact to a greater extent with FES children 

than the children of the control group. It was found that 

the children in the treatment group spoke more English to 

the FES children than the children in the control group; 

however, the difference was not statistically 

significant. She also hypothesized that the children 

who interacted more with the FES children would make more 

gains in English language proficiency (ELP) than would 

the children who interacted less. It was found that the 

overall growth measured on the English language proficiency 

tests was significant. However, the correlation between 

the amount of informal speaking practice and ELP was not 

statistically significant. This result interested the 

researcher who surmised that the implications were either 

one or several of the following: 

1. The treatment did not affect ELP. 

2. ELP growth may have been caused by "active 

listening activities" rather than amount of 

speaking practice. 



3. The relationship may not have been detected due 

to small sample size, short time period, or the 

insensitivity of the instruments. 

The third question studied by Johnson was 

whether the students in the treatment group would make 

greater gains in ELP than the students in the control 

group. The tests showed that the treatment group did 

outperform the control group on the Peabody Picture 

Vocabulary Test. For the other two tests, the 

differences were not statistically significant. The 

peer tutoring was apparently effective for improving 

vocabulary comprehension. This particular finding may 

give some support to Krashen's hypothesis that practice 

and conversation serves primarily to encourage language 

acquisition through comprehensible input--usable 

linguistic input from others. 

In her conclusion, Johnson (1980) stated: 

For the children in this study, peer tutoring 
was an effective ESL technique. It provided 
periods of relatively intensive language 
practice through both formal and functional 
means .... The inter-ethnolinguistic peer 
tutoring experiment shows promise as a 
technique for increasing social interactions 
between different language groups ..•. This 
treatment shows promise as a specific 
pedagogical technique for breaking down 
communication barriers between students of 
different ethnolinguistic groups and 
helping to create a classroom environment that 
provides conditions that encourage second 
language acquisition (p. 108). 

80 



81 

Johnson (1980) identified the need for future 

studies similar to her own with older students and 

students in public school settings. She also suggested 

further study of the function of listening and non

verbal communication in language learning. She pointed 

out that further research is needed to develop effective 

ways of measuring overall communicative skills. Although 

discrete point measures are often easier to administer 

and are more reliable, they cannot be used to infer the 

degree of communicative competence "since the relation

ship between discrete point tests and communicative 

tests can be curvilinear" (p. 114). 

Of the studies described in this section of the 

review, Johnson's was the most carefully planned and 

executed, and, therefore, useful in the research study. 

Summary and Overview 

In this chapter, the literature relevant to 

three major topics was reviewed. First, the recent 

findings of language acquisition research indicated that 

traditional approaches to second language teaching may 

not be conducive to second language learning which 

results in communicative competence. Secondly, the 

rationale and theoretical premises for the notional

functional syllabus is compatable with the goals of 

communicative competence; and third, the literature 



relevant to peer tutoring indicate that the technique 

of using native speakers is also compatible with recent 

language acquisition theory and the goals of 

communicative competence. 
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Two recent surveys of second language research 

further illustrate the compatibility of peer tutoring 

techniques and notional-functional syllabus designs with 

current linguistic and psycholinguistic theory. 

Kohn (1980) outlined the implications of psycho

linguistic research findings for second language 

teaching. His suggestions to teachers are the following: 

1. Provide meaningful contexts for the introduction 

of new items. 

2. Focus the class activities on the students' 

experience. 

3. Encourage the students to use English for social 

reasons, such as personal interests, finding good 

food, going to the movies, etc. 

4. Encourage students to take personal interest in 

each other and try to bring real life situations 

into the classroom. 

5. If you use drills, be sure you also use language 

for real communication. 

6. Encourage your students to take risks in English. 

Allow them to express whatever they need to say, 

even if they are not sure of the words. 



7. Bring native speakers into the classroom and 

let the students get acquainted with them 

socially. (Kohn in Croft, 1980, p. 50). 

In a comprehensive survey of current linguistic 

research concerning second language acquisition, Burt, 

Dulay, and Krashen (1982) also list suggestions to 

language teachers. Among their "research implications 

for teachers" are the following: 

1. Always use real questions. 
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2. Always use concrete references and contexts when 

introducing new items. 

3. Teach explicit grammar to adults only, and 

present very little grammar. 

4. Concentrate your efforts on the presentation of 

"comprehensible input." 

5. Make sure the students are relaxed. 

6. Incorporate the motivations of your students into 

all class activities and materials. 

7. Encourage and create situations where your 

students can interact with native speakers of the 

target language. If students are learning 

English in the U.S., make sure they interact with 

native English speakers (Burt, Dulay, & Krashen, 

1982, pp. 265 - 267) . 
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The similarity of the advice of these researchers 

is notable. Their suggestions to language teachers 

correlate well with the concepts described in this review 

of the literature, which pertain to a notional-functional 

approach to syllabus design, and peer tutoring approach 

for second language learning. 

The findings of the research on peer tutoring 

reported in this chapter indicate that many of the 

objectives suggested by researchers in second language 

acquisition can be implemented, at least in part, by the 

use of peer tutoring techniques in the second language 

classroom. Peer tutoring has been reported to provide 

the following features: 

1. an environment where language is used in an 

appropriate context, 

2. roles of respect and friendship, 

3. positive motivation for the students, 

4. more individualized instruction, 

5. an environment of cooperation rather than 

competition, 

6. a practical experience in the target language, 

7. a relaxed atmosphere where real communication can 

take place, 

8. more "time on task" for students, 



9. an environment in which the speech, views, 

personalities, and cultural habits of native 

speakers is experienced, 

10. simplified and comprehensible native speech 

patterns, 

11. direct input in teaching and correcting errors, 

12. repetition of expressions and structures, 

13. inter-ethnic social interaction, 

14. a classroom environment that encourages second 

language acquisition, and 

15. improved ELP. 

85 



CHAPTER 3 

DESIGN OF THE STUDY 

This study examined the effects of a four-week 

communicatively-oriented ESL curriculum on a student 

population consisting of Japanese and Mexican students. 

The purpose of this chapter is to describe: 

1. The design of the 1983 communicative curriculum 

2. The site 

3. The population 

4. The implementation of the programs 

5. The instrumentation 

6. The collection and analysis of the data 

7. Certain constraints and limitations in the 

design. 

The Design of the Communicative Curriculum 

The decision to redesign the traditional four

week curriculum in 1983 was made on the basis of obser

vations of former students, teachers, and administrators, 

who identified the following problems: 

1. Most of the students had studied the grammar and 

structure of the English language in their horne 
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countries and needed to improve their communi

cative skills. A more communicative, less 

grammatical, orientation was needed. 

2. The textbooks used in the traditional program 

were designed for use in an academically-
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oriented program; therefore, the texts emphasized 

linguistic competence and grammatical structures. 

Furthermore, the traditional four-week program 

utilized five different texts, each text designed 

for an entire semester's course during the regular 

academic year. Texts appropriate to the goals of 

communicative competence were needed. 

3. The traditional curriculum was divided into 

separate courses for separate linguistic skills 

(listening, speaking, reading, writing) each with 

a separate textbook, separate context, themes, 

and target structures. The content of the five 

classes at any given level was not integrated 

or recycled. Integration was needed. 

4. The majority of the students were housed in 

dormitories with other students of the same 

nationality. As a result, the students spent 

most of the time outside of the classroom 

speaking their native language rather than 

English. The housing arrangement, combined with 



the foreign student population of CESL, did 

not provide opportunities for the students to 

meet and socialize informally with American 

students. More opportunities for socialization 

with Americans were needed. 
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In order to address these problems in ways 

consistent with current language acquisition theory and 

methodology, program administrators in 1983 implemented 

curricular changes following the general program model of 

Krashen (1981) and the syllabus design of Wilkins (1976). 

Krashen (1981) stressed acquisition activities such as 

meaningful communication, extensive reading, role 

playing, writing, games, routines, and patterns of natural 

discourse and interaction with native speakers rather 

than stressing rule learning, error correction and study 

of the structures of the language (see Figure 1). Wilkins 

(1976) stressed similar activities in his notional

functional syllabus design. Based on Krashen, Wilkin and 

others, the following curricular modifications were made 

in 1983: 

1. In order to place greater emphasis on communicative 

competence and less emphasis on linguistic 

competence (Schulz, 1977, Spolsky, 1976), a two

hour conversation class was created, replacing two 

separate classes called "English Pronunciation" 
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and "Conversational English" (See Table 1). 

During this two-hour class little formal 

grammar was presented and emphasis was placed 

on the exchange of information among students 

and teachers. This change of emphasis was in 

keeping with current theory of the importance of 

emphasizing natural communication and meaningful 

exchanges (Brown & Hanlon, 1970; Brown, Cazden, 

& Bellugi, 1973; Krashen, 1980, 1981). The 

emphasis was implemented in the other classes as 

well: the Language Lab, the Tutorial, and the 

Reading and Discussion class. The latter had been 

"Reading and Writing" but was re-oriented to 

emphasize oral communication in the 1983 program. 

2. In order to achieve greater emphasis on 

communication and to approach learning English in 

a more integrated, holistic manner, as opposed to 

a fragmented approach, complementary materials were 

used for the two-hour Conversation Class, the hour

long Language Lab, and the Tutorial Hour (four of 

the five-hour daily schedule). In this way the 

target structures and the four language skills 

were integrated around similar communicative 

themes as suggested by Oller (1976), Wilkins, 

(1976), and Krashen (1980, 1981). The materials 



Table 1. Curriculum changes. 

Traditional Curriculum: 
1973-1982 

Schedule 

Five hours per day 
for four weeks 

Housing 

= 

University dormitories = 

Teachers 

CESL faculty (fulltime)= 

Students 

Approximately 
60% Japanese (Kanda) 
30% Mexican = 
10% Other 

Kanda Group 

Approximately 
90% female 
10% male 

Placement Test/Post-test 

CELT 

Class Hours/Texts 
(1982) 

(Level A) 
1. Audiolingual 

practice: 

= 

= 

Text: Conversational 
English, Brown and 
Sandberg 

1983 Curriculum 

Five hours per day for 
four weeks 

University dormitories 

CESL faculty (fulltime) 

Approximately 
70% Japanese (Kanda) 
25% Mexican 

5% Other 

Approximately 
90% female 
10% male 

CELT 

(Level A) 

90 

1. Conversation class (two 
hours): Text: 
Lifestyles II (Longman) 
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Table 1--Continued 

Traditional Curriculum: 
1973-1982 

1983 Curriculum 

Class Hours/Texts--Continued 

2. Reading and Writing: 2. Language Laboratory: 
Text: Access to 
English, 
Breckenridge 

Text: Lifestyles II 
Cassettes (Longman) 

3. Language Lab: 3. Tutorial Hour: 
Text: American 
English Lab 
Workbook, Kolaitis 

Text: Lifestyles II, 
Workbook (Longman) 

4. Pronunciation: 4. Reading and Discussion: 
English for 
Today, Slager 

5. Group Practice: 
A Short Course in 
Spoken English 
Makin 

Extra Curricular Activities 

1. 

2. 
3. 
4. 

5. 
6. 

Old Tucson and the 1. 
Desert Museum 

Kitt Peak Observatory 2. 
Shopping trip in Tucson 3. 
Grand Canyon 4. 

(Japanese only) 5. 
International Night 6. 
Final dinner/dance 

7. 
8. 
9. 

10. 
11. 

Read On/Speak Out 
(Ferreira) 

Film at commercial movie 
theater 

Dorm Party 
Shopping trip 
Swim party at park 
Gaslight Theater 
Desert Museum and Old 

Tucson 
Hayride 
International night show 
Activity day at park 
Film number two 
Final dinner/final dance 



used consisted of a student textbook for the 

Conversation Class, a student workbook for 

homework assignments and use during the 

Tutorial Hour, and cassettes for use in the 

Language Lab. The use of integrated materials 
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was considered valuable in providing reinforcement 

of the content and integrating the four lang~age 

skills. Table 1 contrasts the traditional and 

1983 curriculi. Figure 3 describes the recycling 

and reinforcement of content that was anticipated, 

and Table 2 contrasts the fragmented and integrated 

curriculum models. 

3. In order to achieve the objectives outlined in 

numbers one and two above, a notional-functional 

textbook series was adopted which included texts, 

workbooks, cassette tapes, and teachers' manuals. 

The series chosen and adopted for all levels was 

In Touch and Lifestyles (Longman, 1980), a series 

that is divided into six difficulty levels. This 

series was considered appropriate because of its 

central focus on student-to-student communication, 

cross-cultural awareness, the function of message 

over form, meaningful communication, natural 

discourse, and fluency over accuracy as described 



Fragmented Content Approach (1973-1982): Each of five 
classes is an independent unit: 
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Conversatior. Reading Language Pronunciation Group 
Class + and 

Writing 
Class 

+ Lab + Class + Practice 

Integrated or Recycled Content Approach (1983): Each 
class reinforces the previous class: 

Reading and 
Discussion 

Conversation 
Class 

Language Lab 

) 
Tutorial Hour 

Figure 3. Theoretical models contrasting the fragmented 
content approach (traditional CESL program) 
and the recycled content approach (1983 
program) . 
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Table 2. Theoretical model showing recycling and 
reinforcement of content (1983 program). 
Proposed daily schedule: Example, Level A. 

Time 

2 hours 

1 hour 

1 hour 

1 hour 

Class 

Conversation 
Class 

Language Lab 

Tutorial Hour 

Reading and 
Discussion 

Content/Materia1s* 

Lifestyles II, all units 

~ 
Reinforced by 

Tapes for Lifestyles II 
All units 

+ Reinforced by 

Text and Workbook for 
Lifestyles II and other 
activities on similar themes 

. J, 
Compll.men1;:ed by 

Read On/Speak Out (Ferreira) 
Themes chosen to compliment 
text, tape, and workbook 
topics. 

*Texts for Levels A through D, Lifestyles I-II (Longman) 
Texts for Levels E, F, and G, In Touch II-III (Longman) 
Texts for Reading and Discussion classes: 

Levels A-B: Read On/Speak Out; C-G: Points of View 
(Ferreira) (Pifer) 

See Appendix B for four-week program: Appendix C for 
proposal of this model. 



by Delamere (1983). The authors' introduction 

to the series describes their approach as: 

a. functional: how to communicate needs such 
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as asking for information, giving information, 

apologizing, making suggestions, agreeing 

and disagreeing, etc.; grammar forms are only 

presented in realistic contexts and recycled 

in later chapters. 

b. communicative: centered on understanding 

natural spoken and written discourse. 

c. individualized: designed to be used in pair 

and small group work, and 

d. integrated: all four language skills are 

practiced simultaneously (Author's intro

duction to In Touch, 1980, pp. 2-3, see 

Appendix B) . 

In addition to the notional-functional nature of 

the In Touch/Lifestyles series, each text in the 

series of text in the series of six was designed 

to be used for a 40-45 hour course of study. The 

two-hour conversation course during the four-week 

program was 46 hours. Each of the texts that had 

been used in the traditional four-week program 

was designed to be used in an entire semester's 

course, that is, at least 80 hours. Thus, the 



In Touch/Lifestyles series presented a more 

realistic quantity of material for the four

week program than the texts used in previous 

years. Appendix gives the four-week syllabus 

schedule for the In Touch/Lifestyles series for 

all levels of the four-week program. 

96 

In order to complement the communicative approach 

of the Longman series, the "Reading and 

Discussion" class adopted reading texts that 

would maximize the student's opportunities to 

read and discuss about topics of current interest 

to students and stimulate conversation of 

controversial issues. The texts chosen were 

Points of View (Pifer) for levels C and below, 

and Read On/Speak Out (Ferreira) for levels A 

and B. The content and the methods of presen

tation of the materials in these two texts 

were considered consistent with the communicative 

design of the 1983 program. 

4. In order to maximize students' exposure to 

natural language use (Widdowson, 1979) American 

culture, American culture, and to increase 

what Berliner (1977) termed "academic learning 
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time" (ALT) or "time-on-task," forty American 

high school and college students were contracted 

to participate in the program on both a formal 

basis as tutors working one-to-one daily with 

students, and on an informal basis, as friends, 

hosts, and guides. The value of programmed, 

systematic contact with native speakers in the 

learning of a second language was documented by 

Krashen (1980, 1981, 1982), Hatch (1977), Wong

Fillmore (1976), Seliger (1977), Schuman (1976), 

and Johnson (1980), among others. Burt, Dulay, 

and Krashen (1982), in their summary of impli

cations of language acquisition research for 

second language curriculum design, suggested 

the following for successful language learning: 

a. using real language at all times in clear, 

contextualized situations, 

b. teaching a minimum of explicit grammar, 

c. concentrating on the presentation of 

comprehensible input, 

d. incorporating the students' motivations 

into the classroom activities, 

e. assuring that the students are relaxed, and 

f. encouraging and creating situations where 

students can interact with native speakers of 



the target language (Burt, Dulay, & 

Krashen, 1982, pp. 263-269). 
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The incorporation of a large number of native 

speakers into the design of the four-week curriculum was 

considered to be an appropriate method of achieving the 

above objectives, especially considering the positive 

effects of peer tutoring. reported in the research. Peer 

tutoring was reported to provide: 

1. an environment where language used in an 

appropriate context, 

2. positive motivation of students, 

3. an environment of cooperation, respect, and 

friendship, 

4. more time-on-task for students, 

5. exposure to speech, views, personalities, and 

cultural habits of native speakers, 

6. inter-ethnic social interaction, and 

7. a classroom environment that encouraged second 

language acquisition (compiled from Wong-Fillmore 

[1976], Johnson [1980], Giauque [1975], Elliot, 

[1973], and Gonzales [1981]). 

Using the 1981 and 1982 Language First Institute 

experiments as practical models for implementing a 

tutorial program that would accommodate a large number of 



adult students (See Appendix C), the program organizers 

designed the tutorial component of the curriculum as 

follows: 
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1. Objectives: The hour-long tutorial was designed 

to complement and reinforce the two-hour conver

sation class and the hour-long language lab by 

providing the students with the opportunity to 

practice the target structures and themes intro

duced in previous classes on a personal, 

intensive basis provided by daily one-to-one or 

small-group work. A model describing the 

reinforcement function of the tutorial hour is 

given in given in Figure 3 and Table 2. 

2. Logistics: The total number of tutors was forty. 

In order to provide each student (N=118) with a 

one-to-one tutorial hour, tutors had to work for 

three hours per day, working with a different 

student during each of the three hours. A 

description of how the daily three-hour tutorial 

was actually scheduled is given in Table 3; a 

description of how the three tutorial hours 

were accommodated to the overall four-week 

schedule is available in Appendix A) . 
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Table 3. Tutorial schedule. 

Hour Levels Number of Location *Number 
Students of tutors 

12:00-12:50 E 10 CESL 215 12 

F 10 CESL 213 12 

G 
8 CESL 212 12 

1:00-1:50 A 10 CESL 215 12 

C 15 CESL 213 12 

C-2 12 CESL 212 12 

2:00-2:50 B & B-2 23 CESL 215 12 

D 14 CESL 213 12 

D-2 14 CESL 212 12 

*Four tutors acted as "floaters" and were moved as needed. 

3. Academic Activities: As pointed out by Krashen 

(1980), Berliner (1977), and Widdowson (1977), 

the quality of the exposure or time-on-task is of 

great importance. For this reason, great care 

was taken to coordinate the content of the tutorial 

hours with the content of the conversation classes 

and language laboratory. This was accomplished 

through daily contact between the teachers of the 

conversation classes and the tutorial supervisors 

and tutorial coordinator. Most teachers gave 
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specific daily assignments to their students that 

were to be done during the tutorial hour. The 

most common assignment was to practice certain 

exercises in the text or the workbook with the 

tutor. For a detailed description of the tutor/ 

student activities during tutorial hours see 

Table 4. 

4. Extra-Curricular Activities: More extra-curricular 

activities were scheduled for the 1983 four-week 

program than in previous years. It was antici

pated that the tutors would participate in these 

activities and, in that way, informal interaction 

between the students and the tutors would be 

increased allowing students and tutors to have 

greater opportunities to develop personal friend

ships. A list of the twelve officially-

sponsored social activities is given in Table 5; 

a description of the degree of tutor participation 

in these activities is described later in this 

chapter. 



Table 4. Tutor activities in the classroom. 

A. Activities using the texbook or workbook included: 
1. Correction and discussion of written homework 

assignments. 
2. Practice of the conversation and dialogues in 

text. 
3. Reading followed by comprehension questions. 
4. Dictation. 
5. Puzzles, games, and other activities from the 

workbook. 
6. Some grammatical explanation (when requested) . 

B. Activities provided by the teachers or supervisors 
(selected to practice or reinforce certain topics 
or structures) included: 
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1. Personal interviews prepared by teachers on cross
cultural or personal subjects (sources: 
Virginia French Allen, 1978; Ford & Silverman, 
1981) . 

2. Discussion of articles, ads, photographs, etc., in 
American magazines. 

3. Selected worksheets from various ESL conversational 
workbooks. 

4. Guessing games and descriptive activities using 
vocabulary display cards (Scott-Foresman, 1975). 

5. Role plays and skits using Hines (1972). 
6. Selected verbal and word games, including Password, 

Jeopardy, Hangman, Tic-Tac-Toe, Lotto, Who Am I?, 
What's My Line?, Twenty Questions, and Bingo 
(words and sentences) 

7. Preparation, rehearsing, and taping skits for 
the video. 

C. Activities provided by the tutors themselves included: 
1. Spontaneous conversation on various topics of 

personal interest. 
2. Discussions of family life using personal 

photographs. 
3. Discussions of the content of favorite magazines. 
4. Games brought from home. 
5. Visits to the student union cafeteria for a snack 

and conversation. 



Table 5. Tutor participation in extra-curricular 
activities. (Source: Final written 
comments by tutors [n=34]). 

Activity 

1. Film number one (local theater) 

2. Dorm party 

3. Shopping Trip (Tucson Malls) 

4. Swim Party (Himmel Park) 

5. Gaslight Theater 

6. Film number two (local theater) 

7. Desert Museum and Old Tucson 

8. Hayride 

9. International Night Show: Attended 
Danced in Show 

10. Activity day (Reid Park) 

II. Final luncheon 

12. Final dance 
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Number of 
Tutors 

22 

24 

14 

21 

28 

16 

15 

11 

22 
12 

34 

33 

34 
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Summary of the Design of the 1983 Curriculum 

The changes implemented in the 1983 curriculum 

to achieve a more communicative orientation were in four 

basic areas: 

1. A greater emphasis was placed on conversation and 

communicative competence and a lesser emphasis 

was placed on linguistic competence. 

2. The academic schedule was modified so that the 

content of the five courses would overlap and 

provide reinforcement, rather than having five 

independent and unrelated courses. 

3. To facilitate the changes described above, a 

notional-functional textbook series was adopted 

for all levels of CESL. The series consisted of 

texts, workbooks, cassettes, and teachers' 

manuals, thereby providing the desired continuity 

as well as the desired consistency in teacher 

methodology and procedures. 

4. In order to give the students a greater amount of 

time-on-task and individualized instruction, as 

well as to provide them the opportunity to meet 

and socialize with American students, forty tutors 

were incorporated into both the formal and 

informal curriculi. 



All other aspects of the program remained the 

same. See Table 1 for a comparison of traditional and 

1983 curriculum designs. The anticipated outcomes of 

these curricular changes in 1983 were the following: 
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1. That the students would improve their 

communication skills in English during the four

week program. 

2. That the newly-adopted textbook series would 

provide the students with the appropriate linguis-:. 

tic and cultural skills to improve their communi

cative competence in English, and that the series 

would be perceived by the students as effective 

for their needs. 

3. That the students' improvement in communicative 

competence would be demonstrated in all four 

language skills, particularly in oral skills 

(listening and speaking) . 

4. That the students would react positively to the 

opportunity provided through the tutorial 

component of the program to practice their 

communication skills, learn about American 

culture, and develop friendships with American 

students approximately their own ages. 
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The Site: CESL and the Four-Week Program 

The location of the program studied was the 

Center for English as a Second Language (CESL) on the 

campus of The University of Arizona in Tucson, Arizona. 

In 1983, the total enrollment in CESL was over 400 

students from over 30 different countries. The adminis-

trative offices and fifteen classrooms are located in 

the CESL Building; other classes are held in various 

buildings on the University campus. There are 28 fulltime 

CESL faculty, all of whom hold Masters Degrees in ESL 

and a majority of whom have had five to ten years of 

teaching experience. Classes are held at CESL throughout 

the year in four programs, the Spring and Fall terms, an 

eight-week summer session, and the four-week summer 

session. Enrollment in the 1983 classes were as follow: 

Spring: 300 
Summer Eight-Week: 190 
Summer Four-Week: 118 
Fall: 283 

The CESL four-week program was established in 1968 

as an intensive, short-term program for Mexican students 

who visited Tucson for the month of July and returned to 

Mexico in early August. In 1973, a contract was signed 

with the Kanda Institute of Tokyo, Japan, to include 60 

Kanda ESL students in the four-week program. Since that 

year, Kanda has sent a group of 60 to 90 students to the 

four-week program as part of Kanda's study/tour program. 
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Since 1973, over 50% of CESL's four-week enrollment has 

been Kanda students; approximately 30% has been Mexican 

and the remainder of various nationalities (See Table 1) . 

Due to the brevity of the four-week program and 

the relative transience of the four-week student popula

tion, the four-week program was the least academically

oriented of the three annual programs at CESL. A greater 

emphasis was placed on language for communication than in 

the more academic programs and there were more social 

activities and tours. Traditionally, the four-week 

program began in the first week of July and ended in the 

first week of August. The large majority of the four

week students return to their countries immediately 

after the program. The calendar of events has remained 

essentially unchanged since 1973. The calendar of events 

given in Table 6, is typical of the four-week previous 

years, except that in 1983 there were 12 official extra

curricular activities instead of 6. The four-week 

academic curriculum at CESL remained relatively unchanged 

until 1983. Characteristics of the traditional four-week 

program are contrasted to those of the 1983 program in 

Table 1. 

The Population 

The student population of the four-week program 

is different from the student population in the regular 
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Table 6. The calendar of events for the four-week CESL 
Program, 1983. 

Week 

1 

2 

3 

4 

Date 

Saturday, July 9 

Sunday 

Monday 

Tuesday 
Wednesday 
Thursday 
Friday 
Saturday 
Sunday 
Monday 
Tuesday 
Wednesday 
Thursday 

Friday 
Saturday 

July 10 

July 11 

July 12 
July 13 
July 14 
July 15 
July 16 
July 17 
July 18 
July 19 
July 20 
July 21 

July 22 
July 23 

Sunday July 24 
Monday July 25 
Tuesday July 26 
Wednesday July 27 

Thursday 

Friday 
Saturday 
Sunday 
Monday 
Tuesday 
Wednesday 
Thursday 

July 28 

July 29 
July 30 
July 31 
Aug. 1 
Aug. 2 
Aug. 3 
Aug. 4 

Friday Aug. 5 

Saturday Aug. 6 

Activity 

Students arrive in Tucson and 
register in dorm 
Students arrive, reception at 
dorm 
Testing (CELT) and placement 
at CESL 
Classes begin 
Classes 
Classes 
Classes Dorm party (evening) 
Tour of Tucson and shopping 
Swim party at park 
Classes 
Classes 
Classes 
Classes 

Classes 
Trip to 
Museum 
Open 
Classes 
Classes 
Classes 

Film in afternoon 
Gaslight Theater 
(evening) 

Old Tucson and Desert 

International Night 
Show 

Classes for non-Kanda. Kanda 
leaves for Grand Canyon 
Classes for non-Kanda 
Hayride (evening) 
Open 
Classes 
Classes 
Classes 

Film in afternoon 

Activity day at park (all 
students and tutors) 
Post-test (CELT). Final 
luncheon Dance. 
Kanda group departs - airport. 
Mexicans return 
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CESL terms in that they are not preparing themselves for 

the Test of English as a Foreign Language (TOEFL). The 

majority of the students enrolled in the regular terms-

Spring, Fall, and the eight-week Summer program--are 

studying English in order to qualify for matriculation 

into American universities by passing the TOEFL which is 

an academically-oriented test of English Language 

Proficiency (ELP). In contrast, the students enrolled in 

the four-week program are not necessarily preparing for 

the TOEFL, but enrolled in order to improve their 

communication skills for personal and professional reasons. 

Furthermore, the students enrolled in the regular terms 

were beginning long-term residence and study in the 

United States, whereas the four-week students were visiting 

in the United States exclusively for participation in the 

four-week program. 

The population of the four-week program in 1983 

consisted of 118 students: 90 Japanese students from the 

Kanda Institute and 24 students from Mexico and 4 from 

other countries. The four other students were not 

included in this study due to their small number. 

The Japanese: The Japanese group was from the 

Kanda Institute of Foreign Languages in Tokyo, Japan. 

The 1983 group was the ninth to come to CESL for the 

four-week program. As in the past, the 1983 group 
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consisted of a majority of females, mainly between the 

ages of 19 and 21. These students were enrolled in 

Kanda as fulltime students of English and were studying 

in order to enhance their professional opportunities. 

Their studies at Kanda included English language classes 

and specialty ESL classes designed specifically for 

certain professions including stewardess, travel agent, 

secretary, interpreter, and guide. According to the 

testimony of the Kanda group leader (1982, 1983), the 

groups that came to Tucson for the four-week program are 

typical of the population of the population of the 

Institute overall, that is, approximately 90% are females 

and 10% males, mainly between the ages of 19 and 22, 

are from Tokyo's middle socioeconomic class, and 

can be considered academically average students. The 

students who came to CESL have been studying English for 

at least one year in Kanda and, therefore, have at least 

some limited ability in English. For most of the students 

the trip to the United States and to Arizona represent 

the first time they have been out of Japan. 

The Kanda group leader described the courses and 

methodologies used at Kanda as traditional, that is, 

centered on the teacher, focused on grammar and oriented 

toward linguistic competence. He stated that the audio

lingual approach was the basic methdology used at Kanda. 
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This has been the case for at least ten years. During 

the past ten years, according to the group leader, there 

have been no major shifts in either Kanda methodology or 

the characteristics of the Kanda student population. 

The Kanda students were placed in one of the 

several CESL levels on the basis of their entrance CELT 

scores. The majority placed in the middle and high 

middle levels. None placed in the beginning level (G). 

Table 7 presents the population characteristics 

for the 1983 Kanda 1983 group as well as the character-

istics of the 1979 and 1977 Kanda groups, which were the 

groups used in the comparisons made in HO and HO of 
3 3.1 

this study. The information in Table 7 combined with 

comments and observations of the Kanda group leader, 

demonstrates that in origin, SES level, female/male ratios, 

1979 and 1977 ages and CESL placement, the three groups 

are comparable. 
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Table 7. Kanda groups: 1983, 1979, and 1977. 

Year Total Females Males Ages - Numbers CESL Placement 
Level Number 

1983 90 82 8 21+ 3 A 6 
20 30 B 21 
19 56 C 22 

D 23 
E 8 
F 7 
G 0 

1979 75 69 6 21+ 3 A 19 
20 25 B 8 
21 19 C 21 

D 10 
E 9 
F 8 

1977 64 59 5 21 4 A 9 
20 13 B 14 
19 45 C 14 
18 2 D 9 

E 5 
F 4 

The Mexicans: The Mexican students enrolled in the 

1983 program were more heterogenous than the Kanda group. 

The youngest student was 13 years old and the oldest was 

45. The majority were high school students who had corne 

to CESL specifically for the four-week program. All of 

the Mexicans enrolled in the four-week program returned 

to Mexico after the program. 

According to the testimony of the CESL Director, 

the majority of the Mexican students were from the 
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upper-middle socioeconomic classes of Mexico and most 

had travelled to the United States previous to the CESL 

program; many had visited Tucson before, and six had 

been in CESL in previous summer programs. Eight of 

the Mexicans lived in the dorms and the remainder lived 

in Tucson with family or friends. They were considered 

average students. 

Table 8 presents figures concerning male/female 

ratio, ages, and placement in CESL of the Mexican 

students. 

Table 8. Mexican students, 1983. 

Total Female Male Ages - Number CESL Placement 
Level Number 

24 14 10 13-16 
16-25 
25+ 

16 
5 
5 

A 
B 
C 
D 
E 
F 
G 

1 
2 
5 
5 
2 
3 
6 
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The Implementation of the Program 

The 1983 four-week program will be described in 

detail in this section followed by a summary of the 

differences between the 1983 program and the 1979 and 

1977 programs. 

The Four-Week Schedule 

A majority of the students arrived in Tucson 

during the weekend prior to the beginning of the program. 

Students took the CELT placement test on Monday, July 11 

and classes began on Tuesday, July 12. Classes ended on 

Thursday, August 4. On Friday, August 5, the CELT 

post-test was given and a majority of the students 

returned to their own countries on the weekend of 

August 6. The calendar of events for the program are in 

Table 6. 

Students attended classes for five hour per day 

on the days indicated on Table 6. Classes were held in 

the CESL building and other buildings on campus. The 

five-hour academic day consisted of the following four 

classes, not necessarily in the same order for all 

levels: 

1. Conversational English 

2. Language Laboratory 

3. Reading and Discussion 

4. Tutorial 

2 hours 

1 hour 

1 hour 

1 hour 
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A detailed description of the academic schedule 

for all seven levels of the four-week program are 

available in Appendix A) , which summarizes levels, 

courses, times, location, teacher, and textbooks. 

The extra-curricular activities sponsored by 

CESL numbered twelve in 1983, more than any previous 

year. These activities were considered an important part 

of the informal program: to provide the students with 

cultural and historical information about Tucson, 

Arizona and the United States, as well as an opportunity 

for the students, tutors, and teachers to socialize 

informally. Although the extra-curricular activities 

were optional for the students, attendance was nearly 

100% for most of the activities. The events were also 

optional for the tutors. Their attendance was also very 

high - over 75% for most of the activities (See Table 5). 

The official extra-curricular activities for 1983 are 

listed in Tables 1 and 6. 

Housing: All Kanda students (N=90) were housed 

in Coronado Dormitory on the campus of the University. 

The Kanda group occupied rooms on one floor and lived 

four students to a room. The group was highly organized 

and chaperoned by a group-leader (male) and two male 

chaperones, who also lived in the dormitory. The 

majority of the Mexicans lived in the city with family or 
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friends. Only eight of the Mexican students were housed 

in the dormitory. Those that were, lived in rooms 

with other Mexican students. 

Faculty: The instructional staff for the four

week program consisted of eight CESL faculty members, 

all having M.A. degrees in ESL and at least five years 

of experience at CESL. Four of the eight had taught 

previously in the four-week program and three of the 

faculty members had used the Longmen series in CESL 

classes before the 1983 program. The teachers were 

supervised by a Four-Week Director. 

The communicative orientation of the program, 

the notional-functional syllabus design, the integrated 

content approach and communicative methodology were 

discussed in detail with the teachers in two workshop/ 

orientation sessions held prior to the program. The 

textbooks, workbooks, tapes, and teacher's manuals were 

distributed and discussed. The teachers familiarized 

themselves with the content and the approach. All 

Faculty members were supportive of changes in the 1983 

curriculum including the use of tutors in the program, 

and the expressed a desire to cooperate fully with the 

Four-Week Program Director and the Tutorial Coordinator. 

Student Placement: All students enrolling in the 

four-week program were required to take the CELT for 
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placement into one of the seven levels of CESL. The 

three-hour exam, consisting of a Vocabulary Ability (VA) 

section, a Structural Ability (SA) section, and a 

Listening Ability (LA) section was taken on Monday, 

July 11 in Room 102 of the CESL Building. The tests 

were administered and scored by CESL faculty members. 

The students were placed in levels A through G according 

to the criteria listed in Table 9. 

Table 9. Placement scores for CELT. 

Total CELT (VA, SA, LA) CESL Level 

177 and higher A (highest 4-week class) 

150 - 177 B 

129 - 150 C 

III - 128 D 

93 - 110 E 

71 - 92 F 

o - 70 G (lowest 4-week class) 
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The results of the CELT placement test for the 

students of the four-week program are in Table 10. 

Table 10. Student placement in the 1983 four-week CESL 
program: Japanese and Mexicans. 

Level Japanese Mexican Total 

A 6 1 7 

B 21 2 23 

C 22 5 27 

D 23 5 28 

E 8 2 10 

F 7 3 10 

G 0 6 6 

As in the past, after initial placement, several 

students were changed to other sections, either higher or 

lower, depending on the judgment of the teachers. In 1983, 

eight such shifts were made. 

Textbooks: The adoption of a notional-functional 

series for all levels of CESL was one of the major changes 

in the 1983 curriculum design. The rationale for using 

this type of text series was described in considerable 

detail in the first section of this chapter. The Longman 

(1980) series was chosen, not only because of the 



119 

appropriate length and the notional-functional approach, 

but also because the series consisted of the following 

components: 

1. A Student Textbook (one for each student) 

2. A Student Workbook (one for each student) 

3. Teacher's Manual (one for each teacher) 

4. Cassette Tapes (for use in the lab) 

The series was considered the best of the notional-

functional texts available and the most appropriate for 

the program. A further incentive for the choice of this 

text series was that the series was designed specifically 

for use in pair and small-group work, thus, the text 

seemed especially appropriate for a program containing a 

tutorial component (See the authors "Introduction to the 

Series in Appendix B) . 

Texts chosen for the Reading and Discussion class 

were selected on the basis of their orientation towards 

the use of reading for promoting and stimulating verbal 

interaction among students and teachers. The emphasis 

that had been placed in previous years on writing, in a 

class called "Reading and Writing," was shifted to 

discussion and exchange of ideas in the 1983 class. 

Reading texts that demonstrated this orientation and 

chosen for the 1983 curriculum were Points of View (Pifer) 

and Read On Speak Out (Ferreira). 
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The distribution of the texts in the seven 

levels of CESL are in Table 11. 

Table 11. Texts used at the various levels of CESL.* 

Level Longman Text Reader 

A Lifestyles II Ferreira 

B Lifestyles II Ferreira 

C Lifestyles I Pifer 

D Lifestyles I Pifer 

E In Touch III Pifer 

F In Touch III Pifer 

G In Touch II Teacher's choice 

*A complete schedule of texts for the four-week program is 
given in Appendix A. 

The texts of the Longman series were scheduled to 

be completed in each of the CESL levels with approximately 

one unit covered per day. The scheduling of number of 

units-per-day is listed in Appendix B. 

The readings in the Reading and Discussion classes 

were chosen by the teachers of those classes. Teachers 

were free to choose those readings that they considered 

most appropriate for their student's level and particular 

interests and needs. Every effort was made by the 
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teachers of the Reading and Discussion classes to choose 

readings and discussions which were complementary to the 

topics of the Longman text series that corresponded to 

their levels. 

Homework Assignments: Written and oral homework 

assignments were given daily by the teachers of the 

Conversation Classes apd the Reading and Discussion 

classes. The importance of homework assignments had 

been discussed in the teacher training and orientation 

meetings held prior to the program. Daily assignments 

were considered essential to the success of the curriculum 

and to the students' learning experience. The assignments 

most often given by the Conversation Class teachers were 

units of work in the workbooks. Teachers were encouraged 

to make assignments in the workbooks which could be done 

by the students and the tutors together. For the lower 

levels, this procedure appeared to be successful in 

structuring the work of the tutors to complement and 

reinforce the classroom and language lab work. During 

the first week of the program, students and tutors often 

worked on written assignments in the workbooks. However, 

the supervisors of the tutorial hours observed that 

written assignments were not conducive to encouraging 

verbal communication between the tutors and students. 

Consequently, the teachers were advised to assign homework 
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in the workbooks that could be done orally with the 

tutors. Any written assignments given by teachers were 

done at home, and occasionally, tutors reviewed and 

corrected student's written work. An example of the 

written and oral exercises in student workbooks is 

available in Appendix F. 

In addition to the workbooks, many teachers 

designed assignments specifically for the tutorial hour. 

These assignments were, on the whole, interview sheets 

dealing with either personal or cross-cultural themes. 

The students elicited certain information from the tutors 

and gave an oral report to the class on the following day. 

Two principal sources for these interviews were Virginia 

French Allen (1970) and Ford and Silverman (1981). As the 

program progressed, it was noted that the interview format 

was a very effective way to stimulate interaction among 

tutors and students. This was especially so at the higher 

levels where the workbook activities became secondary to 

cross-cultural and personalized interviews. 

The Tutorial Program: The tutorial program was 

implemented as an integral part of the 1983 curriculum. 

The objective was to increase the students' time on task, 

personalize and individualize the learning experience, 

and expose the foreign students to the speech patterns, 

views, personalities and cultural habits of native 



speakers. (See the first section of this chapter for 

more detailed rationale for the tutorial.) 
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The tutorial component of the curriculum was the 

one that required the greatest amount of time and effort 

in planning, implementation, and supervision. Although 

designs for using native speakers as tutors had been 

documented in the research (Giauque, 1975; Gonzales, 1981; 

Johnson, 1980; Wong-Fillmore, 1976, among others), none 

provided a practical model for incorporation of a large 

number of tutors into a formal program for adults. A 

precident had been set for this concept in the 1981 and 

1982 summer intensive ESL programs at Language First 

Institute (Tucson, Arizona) in which up to 30 high school 

age and adult native speakers were used as tutors. The 

experiences of these two ESL programs provided valuable 

precidents and guidelines for the implementation of the 

concept at CESL in 1983. (For a detailed account of 

those Language First Programs, see Appendix C.) The 

peer tutoring model provided by the Language First 

experience was adapted to the particular needs of the 

CESL program. 

In order to maximize the potential for tutor 

effectiveness in the CESL program, the following steps 

were taken: 



1. Tutors were at least 16 years of age, and were 

chosen for demonstrated maturity and 

responsibility. 
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2. Tutors were trained in the use of the materials 

and oriented to ESL classroom procedures and 

methodologies. 

3. Tutors were carefully supervised by three fulltime 

monitors and a fulltime tutor coordinator. Efforts 

were made to coordinate on a daily basis all 

activities in the tutorial with classroom 

activities in order to maximize reinforcement. 

4. Adequate materials were provided to assure that 

tutors always had specific tasks and activities 

during the tutorial. 

5. Tutors were assigned to a student for only one 

week, then reassigned to another for the next week. 

6. Tutors were evaluated weekly by students in 

written reports concerning their effectiveness. 

Tutors were also monitored, guided, and counseled 

by the tutorial supervisors. 

Tutor Recruiting: The 30 high school students who 

worked as tutors were recruited from four high schools in 

the Tucson area. Administrators of the high schools were 

approached in April 1983, concerning the recruitment of 

tutors for CESL. The administrators agreed to publicize 
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the program, screen applicants and award academic credit 

to those tutors who contracted with CESL to tutor three 

hours per day for the entire four-week period. The 

criteria established for screening of tutors was (1) a 

high level of interest in working with foreign students 

learning English, (2) an outgoing personality, (3) above 

average grades in English, and (4) demonstrated 

maturity and responsibility. (See Appendix D for 

documents regarding recruiting and contracting of tutors.) 

Ten other tutors were volunteers from the 

University who were between the ages of 20 and 25. Five 

of the volunteers were ESL graduate students and five 

were students studying the Japanese language and culture. 

These tutors were not contacted by participated daily in 

the program. 

All tutors were paid a stipend of 50 dollars in 

order to help defray the costs of participation in the 

program. All tutors were given certificates and letters 

of appreciation at the end of the program (See Appendix 

G ). 

Tutor Training: The preparation and training of 

the tutors was considered essential to provide the students 

with a positive, useful and quality learning experience, 

in the words of Berliner (1977), "quality academic 

learning time" (ALT) rather than mere exposure to the 

second language. 
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The first training session was held on June 20, 

1983 in the CESL building. At that time tutor contracts 

were signed and tutors were given orientation to CESL 

and The University of Arizona; tutors were familiarized 

with the texts and workbooks and familiarized with the 

nature of their roles as tutors. On June 27, a training 

session was held in which tutors observed CESL faculty 

members demonstrating tutorial t~chniques. On July 5, 

another meeting was held to give tutors "dry runs" with 

ESL students, under the guidance of tutor supervisors. 

Tutors actually completed one entire unit of the 

Lifestyles III Workbook (used in Level A) , and performed 

satisfactorily. In order to familiarize the tutors 

with ESL classroom procedures, each tutor visited an 

actual ESL class at CESL sometime during the week of 

July 5-8, 1983. Additional on-the-job training was 

provided by the three tutorial supervisors and the 

tutorial coordinator. 

Tutor Scheduling: The schedule of the traditional 

four-week program was rearranged in 1983 so that the 

tutorial hour replaced a class previously called "Group 

Practice," a class in which a teacher lead discussions on 

various topics of social and cultural interest to students. 

The objective of the tutorial hour was to provide practice 

on a one-to-one or small-group basis. This was 
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accomplished by means of a three-hour daily tutorial 

schedule. The three hours of tutorial were held in three 

large rooms in the CESL building. Twelve tutors were 

assigned to each of the three rooms for the length of 

the program, the remaining tutors were designated 

"floaters" and were assigned as needed. Each room was 

supervised by an intern from the ESL Masters Program. 

The supervisors were also assigned to rooms for the 

length of the program. In this way, the supervisors 

became familiar with the tutors working under their 

supervision and could more effectively monitor and control 

their activities. Supervisors reassigned the students and 

tutors every week. The four rotations of students and 

tutors gave each student the opportunity to work with 

four American tutors during the four-week program. 

The tutors tutored for three consecutive 50-

minute periods, tutoring a different student for each of 

the three periods. The majority of the tutors worked on 

a one-to-one basis; since class size varied from 9 to 

15 students, some tutors worked with two students during 

some hours of the day. Tutors were encouraged to work in 

groups of four and sometimes six in order to give the 

students the opportunity to hear native speakers engage 

in conversation. It was observed during the first week 

that some tutors worked more effectively in the company of 
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other tutors, rather than alone with a student. In a few 

cases where tutors seemed -to have difficulty maintaining 

conversation during the tutorial sessions, those tutors 

were advised to work with another tutor/student pair. 

In groups of four, the pressure seemed to be reduced for 

those tutors and students with more reserved 

personalities. 

In order to provide each of the 118 students 

enrolled in the program with an hour of one-to-one 

practice per day, the schedule in Table 3 was followed. 

Supervisors rotated tutors and students at·the 

beginning of each week. In order to facilitate this 

process and to help the supervisors make appropriate 

student-tutor matches, weekly evaluation forms were 

filled out by all of the students in the four-week 

program. On these forms, students rated their tutor 

"superior," "satisfactory,"or "unsatisfactory" and 

made comments concerning the tutor and the tutorial ex-

perience (see Appendix E Weekly Evaluation Form) . 

With this weekly comment sheet, supervisors were able to 

identify potential problems. Any tutors receiving an 

"unsatisfactory" observed, and counseled. However, there 

were no problems in this area. Each tutor received a 

minimum of 12 evaluations during the four-week period. 

Of a total of over 500 evaluations given to tutors by 

students, only 21 (less than 3%) "unsatisfactory" ratings 



were given and no individual tutor received more than 

four "unsatisfactory" ratings. Overall, nearly 97% of 

the ratings were "satisfactory" or "superior." 

Curricular Tutorial Activities 
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As outlined earlier in this chapter, care was 

taken to coordinate the tutorial activities with the 

other components of the curriculum in order to recycle 

and reinforce the material being learned. This coordi

nation was provided chiefly by the use of an integrated 

text/workbook/tape series (Longman, 1980). The teachers 

of the two-hour conversation class assigned from 2-to-4 

pages of workbook material per day. The tutors were 

trained to begin each tutorial session with a review of 

the workbook material for that day. When the workbook 

material was reviewed (Table 4, A), tutors or supervisors 

worked on any other assignments that were given by the 

teachers such as interview sheets, reading, or other 

activities listed in Table 4, B. 

In addition to the activities and projects pro

vided by the teachers and supervisors, the tutors them

selves also provided activities and conversation. 

Spontaneous conversation was highly encouraged and most 

tutors had no difficulties engaging students in 

conversation on a broad variety of subjects. Many tutors 

brough items from their homes such as photographs, 



magazines, or favorite-games to play. Occasionally, 

tutors would accompany their students to the student 

union cafeteria for conversation (See Table 4, C) . 

. During the last three days of the program, all 
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the tutorial sessions were dedicated to ~riting, 

rehearsing, and video-taping 3-5 minute skits. Prepara

tion and performances were done by groups of 4-to-6 tutors 

and students. After the skits from each class were taped, 

the tutors and students assembled to watch themselves 

perform on the monitor. It was the first time that most 

of the students and tutors had seen themselves on 

television. This activity was perceived by the supervisors 

and teachers as an effective and enjoyable activity for 

learning. Table 4 presents an outline of the curricular 

tutorial activities. 

Extra-Curricular Activities 

The number of official extra-curricular 

activities in 1983 were twice the number in previous 

years (see Table 1 for a comparison). The number was 

increased in anticipation of the participation of the 

tutors and the subsequent increase in opportunities for 

student/tutor social interaction. 

The level of student participation in official 

extra-curricular activities was very high. The Kanda 
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group participated in all of the activities listed and a 

large percentage of the Mexican students participated in 

all of the activities (See Table 5). Although the 

tutors were not required to participate, the level of 

tutor participation was higher than anticipated by 

program organizers. Of the twelve CESL-sponsored 

activities, three were initiated and organized by the 

tutors: the two films and the hayride. Table 5 presents 

a summary of the participation of the tutors in the 

extra-curricular activities. 

Tutors extra-curricular activities with the 

students went beyond those listed in Table 5. Ten 

tutors participated in welcoming the Kanda group at the 

Tucson Airport and 35 tutors were at the airport when the 

Kanda group departed for Japan. Twenty-three tutors 

entertained students in their homes at least once during 

the program and several tutors had small dinner parties 

at their homes for tutors and students. In addition, 

28 tutors met with students at least once to go shopping, 

play tennis, go swimming, see a movie, go dancing, ice 

skating, or to "cruise around." (The above information 

was taken from the written final comments of the tutors. 

See Appendix J.) 



Summary of Contrasts in Populations 
and Procedures: 1977, 1979 and 1983 

The discussion in this chapter has focused on 
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the changes made in the 1983 curriculum in order to make 

the program more communicative in orientation. Contrasts 

between the 1983 curriculum and the traditional four-

week curriculum were described in previous sections of 

this chapter and in Tables 1, 2, and 7. 

Since part of this study Hand H concerns 
03 °3.2 

the comparison of the gains in ELP of the students from 

the Kanda Institute in 1983, 1979, and 1977, the 

differences and similarities in Kanda populations and 

four-week program procedures for the years being compared 

will be summarized in this section. 

The characteristics of the 1977, 1979, and 1983 

Kanda groups were given in Table 7: the numbers were 64 

in 1977, 75 in 1977, and ,90 in 1983; the ratio was 

approximately 90% females to 10% males in all three years. 

The ages of the students from Kanda were comparable over 

the three years: 95% of the students were 19 and 20 

years of age. 

From testimony of the 1983 Kanda group leader and 

from CESL administrators (cited earlier in this chapter) , 

the three Kanda groups can be assumed to be of comparable 

origin, socio-economic status (SES) , and general academic 

level. Levels of entrance-ELP, as measured by the CELT, 
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was generally comparable also for the three groups. 

Table 7, column 6, indicates that 54% of the 1983 group 

placed in levels A, B. and C; 64% placed in those levels 

in 1979 and 57% placed in those levels in 1977. The 

lowest level of placement of any of the three groups was 

level F. In 1983, 7% of the Kanda group placed in that 

level; in 1979, 10% and in 1977, 6%. Thus, the distri

bution of the Kanda students across CESL levels was 

generally similar for the three years being compared. 

Although there were five hours per day of classes 

in all three years, the content of the classes was changed 

significantly in 1983. In 1977/79 each of the five 

classes was a separate entity, each with a different 

textbook; in 1983 the content and texts were rearranged to 

maximize content overlap and to cover considerably less 

academic material during the five-week period than in 

previous years. Table 12 summarizes the classes and 

texts used in the programs being compared. 

The theoretical model contrasting the two 

curriculum designs (1977/79 and 1983) was presented in 

Table 2, which describes the separate-content approach 

of the 1977/79 curriculum in contrast to the integrated

content approach of the 1983 program. 
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Table 12. Classes and texts for 1977/79 and 1983 
programs. 

1977/79 

Class: Audio-Lingual 
Practice (1 hour) 

Text: Conversational 
English (Brown & 
Sandberg) 

Class: Reading and 
Writing (1 hour) 

Text: Access to English 
(Breckenridge) 

Class: Language Lab (1 hour) 
Text: American Engli'sh 

Lab Workbook 
(Kolaitis) 

Class: Pronunciation 
(1 hour) 

Text: English for Today 
(Slager) 

Class: Group Practice 
(1 hour) 

Text: A Short Course in 
Spoken English 
(Mackin) 

1983 

Conversation Class (2 hours) 

Text: In Touch/Lifestyles 
(Longman) 

Language Lab (1 hour) 
Text: In Touch/Lifestyles 

Workbook (Longman) 

Tutorial Hour (1 hour) 
Text: In Touch/Lifestyles 

Workbook (Longman) 

Reading and Discussion 
(1 hour) 
Text: Read On/Speak Out 

(Ferreira) 
Points of View (Pifer) 
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Furthermore, the extra-curricular activities in 

1983 were double those in the 1977/79 programs. In 

1977/79 there were six CESL-sponsored extra-curricular 

activities and in 1983 there were 12 CESL-sponsored 

extra-curricular activities. Those activities were 

listed in Table 1. 

In summary, some components of the four-week 

program remained unchanged in 1977, 1979, and 1983, and 

other components were changed. Table 13 presents a 

summary list of those components that were changed and 

those that remain the same. 

The Instrumentation 

The instrument used to measure the students' 

gains in ELP in this study was the Comprehensive English 

Language Test (CELT), published by McGraw Hill (1970). 

This instrument was chosen as the pre-test/post-test 

instrument because of the traditional use at CESL for 

placement testing. It was used at CESL since 1973, 

primarily, to place students into a level of English that 

corresponded to the students' level of ELP. Those 

placement procedures were described earlier in this 

chapter (See Tables 9 & 10). The CELT was also used 

on two occasions--1977 and 1979--as a post-test instrument 

for the Japanese students from Kanda Institute. 
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Table 13. Components of the 1977/79 and 1983 CESL 
programs (for Kanda groups) . 

Curriculum 
Component 

1. Number of weeks and 
number of hours per 
day. 

2. Housing 

3. Faculty 

4. Ratio of females 
to males 

5. Average ages of 
Kando students 

6. Pre-test/ 
Post-test 
procedures 

7. Text materials 

8. Reading Class 

9. Communication 

10. Extra-curricular 
Activities 

11. Conversation class 

12. Language Lab 

1977/79 

4 weeks/ 
5 hours per day 

Coronado 
Dormitory 

CESL senior 
fulltime faculty 

90 females 
10 males 

19-20 

CELT 

5 different 
texts 
(fragmented) 

Group practice 

Group practice 

Six 

1 hour 

Separate 
materials from 
other classes 

1983 

Same 

Same 

Same 

Same 

Same 

Same 

(Integrated) 
1 text 
series and 
one reader 

Reading 
and 
Discussion 

Tutor hour 

Twelve 

2 hours 

Materials 
from other 
classes 
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Although the CELT was not designated specifically 

as a test for communicative competence, but rather as a 

test for linguistic competence and grammatical accuracy, 

it was assumed for the purposes of this study, that the 

CELT, at least in part, would be sensitive to improve-

ments in ELP resulting from the four-week programs. 

Special attention was given to the listening proficiency 

section of the CELT since the modifications made in the 

1983 curriculum were designed primarily to increase the 

students' listening and speaking skills. The following 

section describes the CELT in detail. 

CELT 

The authors of the CELT describe the test as 

follows: 

The Comprehensive English Language Test (CELT) is 
designed to provide a series of reliable and easy
to-administer tests for measuring the English 
language ability of non-native speakers. It is 
especially appropriate for high school, college, 
and adult programs of English as a second 
language (ESL) on the intermediate and advanced 
levels. It has been found particularly useful as 
a placement test in such programs and in addition 
has potential as a measure of course achievement 
(CELT, Technical Manual, 1970, p. 1). 

The listening ability test (LA) is in three parts 

with a total of 50 items and is designed to be administered 

in 45 minutes. The test is given using a tape recording. 

Students hear a statement, a question or a dialogue stated 
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once. During a 15-second pause the student selects the 

most appropriate answer from among four alternatives. 

Example: Student hears: 

Student choses: 

When are you going to 
visit New York? 

A. To visit my brother 
B. By plane 
C. Next Friday 
D. Yes, I am 

The structure ability test (SA) contains ·75 items 

to be answered in 45 minutes. Each item consists of a 

brief printed dialogue in the last sentence of which one 

or more words are omitted. The student completes the 

sentence by selecting from among four alternatives. 

Example: "How old is George?" 

"He's two years younger 
Pa~l." 

A. that 
B. of 
C. as 
D. than 

his brother 

The vocabulary ability test (VA) contains 75 items 

to be answered in 35 minutes and consists of word 

omissions and short definitions. 

Example: A is used to cut with. 

A. knife 
B. lamp 
C. horn 
D. pen 

The vocabulary test is designed to test more 

advanced levels of LEP and for this reason was not used 



in the 1977 and 1979 pre-test/post-test for the four

week program. 
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The CELT Technical Manual, including other 

examples and information concerning reliability and 

validity, is reproduced in Appendix H. Table 9 presents 

the CELT scoring and placement procedures for CESL. 

The Questionnaire 

A questionnaire was developed for this program in 

order to provide information concerning the students' 

personal reactions to and perceptions of the 1983 

program. The CESL administrators considered feedback 

from students as essential information for evaluating the 

effects of the curricular changes implemented in 1983. 

The instrument developed for the 1983 program 

evaluation was modeled on questionnaires used in previous 

CESL programs but was adapted to the particular needs of 

the 1983 four-week program. The questionnaire consisted 

of nine questions answered on a Likert-type scale, one 

"yes" or "no" answer with qualifying remarks, and one 

question asking for suggestions for improvement. 

On the nine questions of the Likert-type scale, 

the students chose one number which most corresponded 

to their opinion: 
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1. excellent 
2. good 
3. neutral (so-so) 
4. bad 
5. very bad 

Example: The two-hour conversation class was: 

Following this format, the students were asked to 

rate the following aspects of the program: 

1. The four-week program in general 
2. The two-hour conversation class 
3. The reading and discussion class 
4. The language laboratory 
5. The tutorial hour 
6. The text for the conversation class 
7. The text for the reading and discussion class 
8. The workbook for the conversation class 
9. The trips and extra-curricular activities 

Question number ten asked students if they thought 

that the tutorial hour should be continued in future 

programs. Students answered "yes" or "no" and were 

asked to explain their answers. 

Question number eleven asked students to make 

any general comments they wanted concerning the four-week 

program. 

The questionnaire was developed by the Tutor 

Coordinator, the Four-week Program Director, the 1983 

Kanda group leader, and CESL's Director of Statistics. 

The questionnaire was translated into both Spanish and 

Japanese using a multiple-translation technique: Japanese 

was translated by a bilingual American, a bilingual 

Japanese national, and the bilingual Kanda group leader; 



the Spanish version was translated by a bilingual 

American and two bilingual Mexican nationals. 
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The reliability of the questionnaire was tested 

(Research question number 5) and was found to be of 

relative high reliability for a questionnaire of that 

length (.81). 

In addition to the instruments used to address the 

formal hypotheses and research questions, written comments 

and observations were made by tutors, teachers, and 

administrators. Although these comments were not designed 

to collect quantifiable data, the comments by these 

participants can give valuable insight into interpretation 

of the findings of this study and reference will be made 

to them in Chapter 5 (see Appendices F for tutor comment 

sheet, K for teacher comment sheet, and L for Tutor 

Coordinator comments) . 

Collection and Analysis of the Data 

Information from 1973 to the present concerning 

the CESL four-week programs was available in the CESL 

files. That information included descriptions of the 

schedules, textbooks, faculty as well as information on 

the Kanda groups for the years 1977 and 1979. 

The CELT pre-test was administered to the four

week students on the morning of July 11, 1983 in Room 102 
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of CESL. The CELT post-test was administered in the same 

room on August 3, 1983. Both were administered and 

corrected by a group of CESL faculty members, all of 

whom had previously administered the test. The 

questionnaires were administered immediately after the 

post-test on August 3, 1983. These questionnaires were 

.given in the native languages of the students: Japanese 

and Spanish. 

Although the total enrollment in the 1983 four-

week program was 118 students, including 90 Japanese, 

24 Mexicans and 4 others, only the Japanese and the 

Mexicans were studied. The four others were of diverse 

nationalities and, therefore, their numbers were considered 

too small to be included in this study. 

Analysis of the Data 

The first hypothesis in this study (HI) 

addressed the question of whether or not the combined 

Japanese and Mexican students made significant gains in 

ELP as measured by the CELT total scores (VA+SA+LA). 

The sub-hypotheses (HO ,HO ' HO ) addressed the 
1.1 1.2 1.3 

question of whether the gains in ELP were similar for the 

three skills measured by the CELT (VA, SA, and LA). These 

comparisons were implemented using a single-group, 

pre-test/post-test model with non-random assignment as 

described by Borg and Gall (1979, pp. 536-539): 0 X O. 
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In this model 0 represents the pre-test and post

test of the dependent variable and X represents the 

treatment (the 1983 CESL program). For the analysis of 

the gains as measured by the CELT, the statistical 

procedure used was the t-test for dependent samples. This 

test was used to compare the combined pre-test and post-

test scores of the Japanese and the Mexicans to determine 

if the overall gains in ELP were statistically signifi-

cant and if the gains in each of the subsections of the 

CELT were significant. Significance level was set at 

.05, the standard level of significance for educational 

research (Borg & Gall, 1979, p. 429). 

The second set of hypotheses (HO ' HO ' HO ' 
2 2.1 2.2 

H addressed the question of whether or not the gains 
O2 . 3 

in ELP for the Mexican students and the gains for the 

Japanese students were comparable for total scores as 

well as scores on each of the subtests. (That is, were 

the effects of the program measurably different for each of 

the two cultural/linguistic groups?) For this comparison 

the statistical procedure used was the repeated measures 

analysis of variance (ANOVA). This procedure was used to 

compare the mean scores of the Mexican students to the 

mean scores of the Japanese students in order to determine 

if there were any significant differences in gains of ELP 



by nationality. This portion of the analysis can be 

represented by the following model: 

Japanese 
Mexicans 

The third set of hypotheses HO ' HO ' HO 
3 3.1 3.2 
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addressed the question of whether the gains of the 1983 

Kanda group were significantly different from the gains 

made by similar groups in 1977 and 1979. 

For this comparison, the statistical procedure 

used was the repeated measures ANOVA. The statistical 

procedure was used to determine if there were any statis-

tical difference among the gains of the three groups as 

measured by the CELT. The repeated measures test was 

considered the most appropriate statistical technique for 

this comparison to remove possible differences among the 

groups on the pre-test measures and to compensate for the 

non-random assignment of the groups. A similar design 

was described by Borg and Gall (1979) as a non-equivalent 

control group design. The design of this portion of the 

analysis is a modification of the Borg and Gall design 

and can be represented by the following model: 

Japanese 1983 0 X 0 
Japanese 1977 -0- Y1-0-

Japanese 1979 0 y 2 0 

Where X represents the experimental treatment and 

Y1 represents the 1979 program and Y2 represents the 1977 
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curriculum. 0 represents the pre-test and post-test 

measurement of the dependent variable (ELP) and the' 

broken line indicates that the experimental and control 

groups were not formed randomly. Borg and Gall (1979) 

point out that the main difficulty with such a non

random assignment is that experimental and control groups 

may vary on some characteristic, thus confounding the 

interpretation of the experiment. The steps the 

researcher can take under the circumstances are to 

(1) attempt to match or equalize the two groups as much 

as possible, (2) use the mean scores of all the students 

in the program, rather than individual scores, and 

(3) compensate for the initial differences between 

experimental and control groups by using analysis of 

covariance (Borg & Gall, 1979, p. 561). 

Due to the non-random assignment of the experi

mental group (1983) and the control group (1977 and 1979) 

the first two steps recommended above were followed. 

Instead of analysis of covariance as recommended by 

Borg and Gall, the ANOVA was used. ANOVA is a robust 

statistical measure and is easier to interpret than 

analysis of covariance in certain situations in which 

intact groups are involved (Kerlinger, 1973, p. 266). 

The five research questions were designed to 

complement the statistical data concerning gains in CELT 
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scores by measuring the personal reactions of the 

students enrolled in the 1983 program to the program in 

general and its various components. For this analysis, 

descriptive statistics were compiled and analysis of 

variance was used to determine if the answers of the 

Mexicans differed significantly from those of the Japanese. 

The reliability of the questionnaire was tested in 

research question 5 (Q5) by means of computation of the 

alpha coefficient testing the internal consistency of the 

instrument. (The alpha coefficient was .81--a relatively 

high level of reliability for an instrument of this 

length and type.) 

Certain Constraints and Limitations 
In The Design 

The CESL four-week program, an annual program that 

served foreign students since 1969, had components and 

traditions that could not be changed in order to suit 

the exigencies of research (see Table 13). For purposes 

of research, it would have been preferable to examine the 

effects of the communicative curriculum, especially the 

peer tutoring component, under circumstances that would 

have permitted comparisons of the effects of the 

communicative curriculum compared to the traditional four-

week curriculum under circumstances permitting experi-

mental and control groups. However, the administrative 



constraints of the CESL four-week program would not 

permit separate treatments. Thus, the researcher had 
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to adapt his investigation to the realities and 

limitations of CESL and the limited data available in the 

CESL files. 

The comparison of the gains of the 1983 Kanda 

group were made with the groups in 1977 and 1979 because 

the pre-test and post-test CELT scores were only 

available for those years. No comparisons could be made 

with previous Mexican groups because no Mexican students 

had been given the CELT as a post-test. According to 

the testimony of the CESL Director, the Kanda groups in 

those two years were given teh CELT post-test only at 

the request of the Kanda group leaders for those years. 

The stability of the Kanda population and the stability 

of the four-week program over a period of years permitted 

the comparisons of the 1973, 1977, and 1979 programs. 

The researcher recognized the limitation of the compari

son. In the absence of a true control group, the 

experimentor assumed that the changes between the pre

test and post-test were brought about by the treatments. 

As pointed out by Borg and Gall (1979), there is always 

some chance that one or more extraneous variables 

brought about all or part of the change noted between pre

test and post-test scores. 
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The CELT was used as the only testing instrlment 

of ELP in this study, not because it was considered the 

most suitable test for measuring the gains of the 

students enrolled in the 1983 program, but because it had 

been used for ten years as the only test for placement 

and post-testing at CESL. Constraints of time, logistics, 

and personnel made it impractical to adopt any new 

instrument for testing. 

Finally, the researcher recognizes that the peer 

tutoring component of the 1983 curriculum represented 

the most dramatic change in the four-week curriculum, but 

not, the only change. Three others were also significant: 

the adoption of a new textbook series, changes in the 

daily scheduling, and an increase in the number of social 

activities and opportunities for the students to interact 

with Americans. For these reasons, whatever effects are 

observed on ELP cannot be attributed to peer tutoring 

alone but to the 1983 curriculum as a whole. The 

problem of isolating a peer tutoring component in a 

larger curriculum, was pointed out by Anderson and 

Berger (1975). In their study of peer tutoring, they 

noted that peer tutors were only one of many components 

in a curriculum and one of many variables. Similarly, 

peer tutoring could not be studied in isolation of 

other variabels in the 1983 curriculum, when considering 

the statistical outcomes concerning ELP gains. 
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It was only through the student questionnaires 

that some perspective could be obtained on the effects 

the various components of the curriculum had on the 

students. The students in CESL were volunteer, adult 

learners, and paying clients; therefore, their reactions 

to the 1983 curriculum were regarded by the CESL 

administration and by the researcher as effects which 

were at least important as the statistical outcomes. 



CHAPTER 4 

FINDINGS OF THE STUDY 

The findings of the study are reported under 

the following headings: 

1. Hypotheses 1.1 through 1.4: findings related to 

the gains in ELP of the combined Japanese and 

Mexican students in the 1983 four-week program. 

2. Hypotheses 2.1 'through 2.4: findings related to 

the differencerences in the gains in ELP for the 

Japanese and Mexican students. 

3. Hypotheses 3.1 through 3.2: findings related to 

the gains in ELP of the 1983 Kanda students and 

the gains of the 1977/1979 Kanda students. 

4. Research questions 1 through 5: findings related 

to the personal reactions of the participants in 

the 1983 four week program and findings related 

to the reliability of the questionnaire. 

Hypotheses 1.1 Through 1.4 

Table 14 summarizes the pre-test to post-test 

means of the Mexican and Japanese students (combined) on 

the total CELT and on the three subtests of the CELT: VA, 

SA and LA. 
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Table 16. Pre-test to post-test gains of Mexican and Japanese students (combined) 
on the CELT. 

Variable N Pre-test Pre-test Post-test Post-test r t E. 
Mean SD Mean SD 

H1.1 Vocabulary 114 35.57 9.86 37.63 10.17 .64 2.58 .0110 

HI. 2 Structural 114 47.74 15.58 50.84 15.68 .86 3.99 .0001 

H1.3 Listening 114 41.33 11.27 47.18 12.91 .66 6.17 .Q001 

HI. 0 Total 114 124.64 30.82 135.65 33.31 .83 6.27 .0001 

f-1 
U1 
f-1 



The null hypothesis (Hl.l) that there would be 

no significant difference between the pre-test CELT 

scores and the post-test CELT scores of the combined 

Mexican and Japanese students in the four-week program 

was rejected (t=6.27, p<.OOOl). Students appeared to 

gain in the general English Language Proficiency from 

pre-test (mean = 124.60) to post-test (mean = 135.66). 

The null hypothesis (Hl.2) that there would be 
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no significant difference between the pre-test and post

test scores on the Vocabulary Ability (VA) subsection 

of the CELT for the combined group, was also rejected 

(t=2.58, p<.Oll). Here also, students evidenced gains in 

vocabulary ability from pre-test (mean = 35.57) to post

test (mean = 37.63). 

The null hypothesis (Hl.3) that there would be no 

significant difference between the pre-test scores on 

Structural Ability (SA) sub-section of the CELT for the 

combined group, was also rejected (t=3.99, p<.0001). Here 

also, students demonstrated gains in structural ability 

from pre-test (mean = 47.74) to post-test (mean = 50.84). 

The null hypothesis (Hl.4) that there would be no 

significant difference between the pre-test and post-test 

scores on the Listening Ability (LA) sub-section of the 

CELT for the combined group, was also rejected (t=6.17, 

p<.OOOl). Students appeared to make large gains in 



Listening Ability (LA) from pre-test (mean = 41.33 to 

post-test (mean = 47.18). 
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Hyopotheses Hl.l through Hl.4 were tested in 

order to determine if the students participating in the 

CESL four-week program in 1983 showed significant 

improvement in their English language proficiency (ELP) 

during the four-week period. 

Although individual students' score gains varied 

greatly within the total group (some students gain as 

many as 20 points on the CELT, others remained about the 

same and 11 students actually scored lower on the post

test than on the pre-test), the improvement of the whole 

group from pre-test mean of 124.60 to a post-test mean of 

135.66 was statistically significant. These findings 

indicated that the CESL four-week program in 1983 produced 

significant gains in the ELP for a majority of the students. 

Hl.2, Hl.3, and Hl.4 attempted to describe the 

nature of the students' gains in ELP in terms of the 

three linguistic skills measured by the CELT: Vocabulary 

Ability (VA), defined as "the understanding of the kinds 

of lexical items that occur in advanced English readings," 

Structural Ability (SA) defined as "the ability to 

manipulate the grammatical structures occuring in spoken 

English," and Listening Ability (LA), defined as "the 

ability to comprehend short statements, questions and 
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dialogues as spoken by native speakers of English" 

(CELT Technical Manual, p. 1). The tests indicate that 

significant improvement was made in all three skills. 

The t-value for the gains in VA was 2.58; the t-value 

for SA gains was 3.99 and the t-value for gains in LA 

was 6.17. 

The gains in listening comprehension (LA scores) 

appeared to be approximately double the gains in either 

structural ability or vocabulary ability. These 

relatively larger gains in listening comprehension 

possibly indicated that the emphasis placed on oral and 

communicative skills in the 1983 program produced a 

greater improvement in communicative skills than in 

grammar and vocabulary skills. However, those larger 

gains on the LA portion of the test could also be 

attributable, in part, to other factors such as the daily 

exposure to English speakers (both in and out of the 

program) or to the internal variability of the CELT 

itself. 

These findings suggest that significant improvement 

in second language may be achieved in a short language 

program that contains (1) communicative curriculum 

design, (2) an immersion program in a country where the 

target language is spoken, and (3) regular contact with 

native speakers. Since this particular design is new in 
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the area of second language program design, these 

findings cannot be compared to similar studies. However, 

the findings may strengthen the theories of researchers 

in second language acquisition such as Krashen (1980, 

1981, 1982), Burt, Dulay, and Krashen (1982), MacNamara 

(1973), Johnson (1980), Berliner (1977), Kohn and Vadja 

(1975) , Wong-Fillmore (1976), and others cited in this 

st·udy, who advocate programs of this type for the 

purposes of improving communicative competence of students. 

Hypotheses 2.1 Through 2.4 

Table 15 summarizes the pre-test to post-test 

means on the total CELT for the Mexican and Japanese 

students that tested for interaction between nationality 

and test scores; Table 16 summarizes the descriptive 

statistics for the comparison. 

The null hypotheses (H2.l) that there would be no 

difference between the gains of the Mexican students and 

the Japanese students over the four-week period was 

rejected (F=lO.73, p<.0014). The F-test for inter

action between nationality and test scores.indicate that 

the gains for the Japanese and the Mexicans were not 

comparable from pre-test to post-test. The F-test for 

nationality indicate that the combined pre-test and post

test for Japanese students were significantly different 



Tab~e 15. Repeated measures ANOVA on total CELT scores from pre-test to post
test for Mexican and Japanese. 

Source SS df MS F E. 

Nationality 12642.46 1 12642.46 7.07 .0090 

Error 200218.47 112 1787.66 

Total CELT 8455.41 1 8455.41 52.24 .0001 

Interaction 1737.25 1 1737.25 10.73 .0014 

Error 18127.73 112 161.85 

I-> 
U1 

'" 



Table 16. Pre-test and post-test descriptive statistics for Mexican and Japanese 
students on the total CELT. 

Groups N 

Mexican 24 

Japanese 90 

Pre-test 
Mean 

104.88 

129.91 

Pre-test 
SD 

35.88 

27.17 

Post-test 
Mean 

126.58 

138.08 

Post-test Difference Total 
SD 

44.32 21.70 133.99 

29.55 8.17 115.73 

~ 

111 
'-J 
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from the combined pre-test and post-test scores of the 

Mexican students (F=7.07, p<.009). The F-test for total 

CELT scores had already been accomplished in the first 

set of hypotheses and compred the pre-test combined 

means of the Mexicans and Japanese students with their 

post-test combined means (F-52.24, p<.OOOl). These tests 

indicated that the Mexican students made greater gains than 

the Japanese students. The difference in the pre-test/ 

post-test mean (i.e., the improvement over the four-week 

period) for the Japanese was 8.17; the difference in the 

pre-test/post-test mean for the Mexicans was 21.70. The 

Mexican students scored well over double the gains in 

English language proficiency as did the Japanese 

students. The statistical significance of these gains 

was shown in the F-test for interaction (F=10.73, p<.0014). 

If the pre-test-post-test means were graphed, the gains 

for the Mexican students would be indicated with a step 

slope from pre-test to post-test. 

Table 17 summarizes the pre-test to post-test 

means on Vocabulary Ability (VA) for the Mexicans and 

Japanese that tested for interaction between nationality 

and test scores; Table 18 summarizes the descriptive 

statistics for the comparison. 



Table 17. Repeated measures ANOVA on Vocabulary Ability (VA) scores from pre-test 
to Post-test for Mexicans and Japanese. 

Source SS df MS F E 

Nationality 219.29 1 219.29 1.34 .2496 

Error 18338.89 112 163.74 

Vocabulary Ability 425.98 1 425.98 12.12 .0007 

Interaction 188.54 1 188.54 5.36 .0224 

Error 2937.74 112 35.16 

I-l 
U1 
\0 



Table i8. Pre-test and post-test descriptive statistics for Mexican students and 
Japanese students on the Vocabulary Ability portion of the CELT. 

Groups N Pre-test Pre-test Post-test Post-test Difference Total 
Mean SD Mean SD 

Mexican 24 35.71 11.71 41.29 13.60 5.58 38.50 

Japanese 90 35.53 9.38 36.66 8.89 1.13 36.09 

Total 114 35.57 37.63 

...... 
0'1 
o 
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The null hypothesis (H2.2) that there would be 

no difference between the gains of the Mexican students 

and the Japanese students in the subtest of the CELT on 

Vocabulary Ability (VA) was rejected (F=5.36, p<.0224). 

The F-test for interaction between test scores and 

nationality indicate that the gains for the two groups 

were not comparable from pre-test to post-test.- The 

F-test for nationality indicate that the combined pre

test and post-test for Japanese students were not 

significantly different from the combined pre-test and 

post-test scores of the Mexican students (F=1.34, p<.2496). 

The F-test for VA scores (F=12.l2, p<.0007) compared the 

pre-test combined means for the ~1exicans and Japanese 

with their combined post-test means. For statistical 

change, the gains were statistically significant (p<.0007). 

This comparison was essentially accomplished with Hl.l. 

It appears that the Mexican students made greater 

gains than the Japanese students on the VA portion of the 

CELT. The difference in the pre-test/post-test mean for 

the Japanese was 1.13~ the difference in the pre-test/ 

post-test mean for the Mexicans was 5.58. 

Table 19 summarizes the pre-test to post-test 

means on Structural Ability (SA) for the Mexicans and 

Japanese that tested for interaction between nationality 

and test scores~ Table 20 summarizes the statistical 

description for the comparison. 



Table 19. Repeated measures ANOVA on Structural Ability (SA) scores from pre-test 
to post-test for Mexicans and Japanese. 

Source SS df MS F P 

Nationality 12963.63 1 12963.63 37.87 .00001 

Error 38344.26 112 342.36 

Structural Ability 662.73 1 662.73 19.68 .00001 

Interaction 131. 06 1 131. 06 3.68 .05100 

Error 3772.31 112 33.68 

J-I 
en 
N 



Table 20. Pre-test and post-test descriptive statistics for Mexican and Japanese 
students on the Structural Ability (SA) portion of the CELT. 

Groups N 

Mexican 24 

Japanese 90 

Total 114 

Pre-test 
Mean 

31.67 

52.02 

47.74 

Pre-test Post-test Post-test Difference Total 
SD Mean SD 

13.81 27.72 16.85 6.04 34.69 

13.07 54.34 13.41 2.32 53.18 

50.84 

I-' 
en 
w 
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The null hypothesis (H2.3) that there would be 

no difference between the gains of the Mexican students 

and the Japanese students on the Structural Ability 

(SA) subtest of the CELT was not rejected although it 

should be noted that the p value was very close to the 

.05 level of significance (F=3.89, p=.0510). The .F-test 

for interaction between test scores and nationality 

indicate that the gains for the two groups were, 

although different, not statistically significant from 

pre-test to post-test. The F-test for nationality 

indicated that the combination pre-test and post-test 

scores for the Japanese students were significantly 

different from the combined pre-test and post-test 

scores for the Mexican students (F=37.87, p<.OOOl). This 

last comparison had already been essentially accomplished 

with H1.2. Although the pre-test to post-test difference 

for the Mexican students (6.04) was greater than the 

pre-test to post-test mean for the Japanese (2.32), that 

difference was not statistically greater. 

Table 21 summarizes the pre-test to post-test 

means on Listening Ability (LA) for the Mexicans and the 

Japanese that tested for interaction between nationality 

and test scores; Table 22 summarizes the descriptive 

statistics for the comparison. 



'Table 21. Repeated measures ANOVA on Listening Ability (LA) scores from pre
test to post-test for Mexican and Japanese students. 

Source SS df MS F P 

Nationality 179.27 1 179.27 .74 .3921 

Error 27199.97 112 242.86 

Listening 
Ability 2076.97 1 2076.67 42.08 .00001 

Interaction 272.29 1 272.29 5.52 .0206 

Error 5526.94 112 49.35 

...... 
m 
U1 



Table 22. Pre-test and post-test descriptive statistics for Mexican students 
and Japanese students on the Listening Ability (LA) portion of the 
CELT. 

Groups N Pre-test Pre-test Post-test Post-test Difference Total 
Mean SD Mean SD 

Mexican 24 37.50 14.23 47.58 16.97 10.08 42.54 

Japanese 90 42.36 10.19 47.08 11.71 4.72 44.71 

Total 114 41.33 47.18 

I-' 
0\ 
0\ 



167 

The null hypothesis (H2.4) that there would be 

no difference between the gains of the Mexican students 

and the Japanese students on the Listening Ability (LA) 

subtest of the CELT was rejected (F=5.52, p=.0206). 

The F-test for interaction between test scores and 

nationality indicated that the gains for the Japanese 

students and the Mexican students we~e not comparable 

from pre-test to post-test. The F-test for nationality 

indicated that the combined pre-test and post-test 

scores for the Japanese students were not significantly 

different from the combined pre-test and post-test 

scores of the Mexican students (F=.74, p=.3921). The 

F-test for LA scores (F=42.08, p<.OOOOl) compared the 

pre-test combined means for the Mexicans and Japanese 

with their combined post-tests mean for statistical change; 

the gains were statistically significant (p<.OOOl). This 

comparison was already accomplished with H1.1. 

These tests indicated that the Mexican students 

made greater gains than the Japanese students on the LA 

portion of the CELT. The difference in the pre-test

post-test mean for the Japanese was 4.27; the difference 

in the pre-test-post-test mean for the Mexicans was 

10.08. 

Hypotheses H2.1 through H2.4 were tested in order 

to determine if the Mexican students and the Japanese 
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students made similar gains in ELP during the four-week 

program. The findings of H2.0 indicated that those 

gains were significantly different. The overall ELP 

gains made by the Mexican students were significantly 

greater than those made by the Japanese. The gains 

made by the Mexican group on the total CELT test 

(t-value 21.70) were well over double those made by the 

Japanese students (t-value 8.17). The Mexicans made 

greater gains than the Japanese in all three portions of 

the CELT: the pre-test-post-test mean difference on the 

VA portion was 1.13 for the Japanese and 5.58 for the 

Mexicans (H2.2); the pre-test and post-test mean 

differences on the SA portion was 2.32 for the Japanese 

and 6.04 for the Mexicans (h2.4) and the pre-test-post

test mean difference on the LA portion was 4.27 for the 

Japanese and 10.08 for the Mexicans. It is interesting 

to note that these findings paralleled those for the 

combined group; the greatest gains made by the Mexican 

group was made in listening ability (oral comprehension). 

It would appear that the 1983 program was generally more 

effective for the Mexican group than it was for the 

Japanese group, especially in the area of oral 

comprehension. 

These findings suggest that some combination of 

variables made the four-week CESL program more effective 
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for the Mexican group than for the Japanese group in 

terms of gains in ELP. Although it was not within the 

scope of this study to examine cross-cultural variables 

in language learning, the differences found in this 

part of the study may be consistent with the findings of 

Schumann (1976), Gardner (1978). Dulay and Burt (1977), 

Krashen (1980, 1981), Oller (1977), and Lambert (1974) 

among others, who concluded that cognitive and affective 

variables associated with culture and ethnic background 

have a significant effect on second language acquisition. 

Gardner, Smythe, Clement, and Gliksmen (1976) found that 

the strength of the relationship between affective 

variables and attained language proficiency was at least 

as great as the relationship between aptitude and attained 

proficiency. Oller (1977) suggested that the 

correlation between attitudes and attained proficiency 

tends to be stronger when the learners are in a social 

context where density of opportunities to communicate 

with speakers of the target language is greater. Oller 

found a correlation of .52 between the attitude factor 

defined chiefly in terms of certain traits referenced 

against Americans and scores on an ESL proficiency test. 

The subjects were Chinese nationals studying in the 

United States. In another study, Oller, Baca, and Vigil 

(1976) found a correlation of .49 between an attitude 



factor defined mainly in terms of certain traits 

referenced against Mexicans and scores on an ESL 

proficiency test. For the two groups described above, 

no less than 24% of the variance in the criterion 

measure could be predicted on the basis of attitude 

variables in each case. 
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These studies, and others, have pointed out that 

ESL proficiency may be effected by cultural/affective 

variables. Although it was not within the scope of 

this study to examine such variables or to calculate 

correlations between attitude and attained proficiency, 

the findings in this part of the study suggest that some 

combination of cognitive, and affective variables made 

the 1983 CESL four-week program more effective for the 

Mexicans than for the Japanese. 

Table 23 summarizes the pre-test and post-test 

means on Structural Ability (SA) for the 1983, 1979, and 

1977 Kanda (Japanese) groups that tested for interaction 

between year and test scores; Table 24 summarizes the 

descriptive statistics for these comparisons. 



'Table 23. Repeated measures ANOVA on Structural Ability (SA) of Japanese 
students enrolled in the four-week programs in 1983, 1979, and 
1977. 

Source SS df MS F P 

Year 1432.36 2 716.18 2.13 NS 

Error 74726.97 222 336.61 

SA 2036.13 1 2036.13 67.76 .00001 

Interaction 319.46 2 159.73 5.32 .0056 

Error 6670.99 222 30.05 

..... 
--..J 
..... 



Table 24. Pre-test and post-test descriptive statistics for Japanese students 
on the Structural Ability (SA) portion of the CELT for the three 
years, 1983, 1979, and 1977. 

Group N Pre-test Pre-test Post-test Post-test Difference Total 
Mean SD Mean SD 

1983 90 52.02 13.07 54.34 13.41 2.32 53.18 

1979 75 45.96 12.79 52.23 13.11 6.27 49.09 

1977 60 50.00 14.88 54.35 14.45 4.35 52.18 

Total 225 49.46 53.64 

I-' 
-....J 
N 
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The null hypothesis (H3.1) that there would be 

no difference in the gains of the three cohorts of 

Japanese students (1983, 1979, and 1977) on the SA 

portion of the CELT was rejected (F=5.32, p=.0056). The 

F-test for interaction between test scores and year gave 

evidence that the differences in gains over the three 

years were not comparable. The year effects were not 

significant (F=2.13, p=.1215); the SA was significant 

(F=67.76, p<.0001). These tests indicate that the gains 

in the SA scores of the Kanda students enrolled in the 

1983 program were significantly lower than in either 

1979 or 1977: 

Differences from pre-test to post-test: 

1983: 2.32 

1979: 6.27 

1977: 4.35 

Table 25 summarizes the pre-test-post-test means 

on Listening Ability (LA) for the 1983, 1979, and 1977 

Kanda (Japanese) groups that tested for interaction 

between year and test scores; Table 26 summarizes the 

descriptive statistics for these. comparisons. 



Table 25. Repeated measures ANOVA on Listening Ability (LA) of Japanese 
students enrolled in the four-week programs of 1983, 1979, and 
1977. 

Source SS df MS F p 

Year 264.18 2 132.09 .17 .4939 

Error 41391.72 222 186.45 

LA 8795.57 1 8795.57 156.05 .00001 

Interaction 1317.77 2 658.88 11. 69 .00001 

...... 
-...J 
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Table 26. Pre-test and post-test descriptive statistics for Japanese 
students on the Listening Ability (LA) portion of the CELT for 
the three years, 1983, 1979, and 1977. 

Group N Pre-test Pre-test Post-test Post-test Difference Total 
Mean SD Mean SD 

1983 90 42.36 10.19 47.08 11. 71 4.72 44.72 

1979 75 39.79 8.98 52.44 11. 88 12.65 46.11 

1977 60 41. 68 9.18 51.20 13.70 9.52 46.44 

Total 225 41. 32 49.46 

~ 
.....:J 
111 
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The null hypothesis (83.2) that there would be 

no difference in the gains of the three cohorts of 

Japanese students (1983, 1979, and 1977) on the LA 

portion of the CELT was also rejected (F=11.69, p<.OOOl). 

The F-test for interaction between test scores and year 

gave evidence that the differences in gains were not 

comparable. The year effects were not significant 

(F=.71, p=.4939); the LA was significant (F=156.05, 

p<.OOOl). These tests indicate that the gains in the LA 

scores of the Kanda students enrolled in the 1983 program 

were significantly lower than the LA scores for either 

the 1979 or 1977 groups: 

Differences in LA pre-test-post-test scores: 

1983: 4.72 

1979: 12.65 

1977: 9.52 

83.0 and 83.1 were tested in order to determine 

if the 1983 Kanda group (Japanese only) would show 

greater or lesser gains on the CELT than two previous 

Kanda groups (1979 and 1977). The 1983, 1979, and 1977 

Kanda groups were compared on their pre-test-post-test 

gains on the SA and LA portions of the CELT. Only 

these two portions were used for the comparisons since 

the VA portion of the test was not administered in 1979 

or 1977. 



The question addressed by these two hypotheses 

was whether the communicative orientation of the 1983 

program would produce more or less gains in ELP as 

measured by the CELT. The data indicated that the 
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1983 Kanda group scored significantly lower on both the 

SA and the LA portion of the tests. The scores of the 

1983 Kanda group were lower than the 1977 and 1979 

groups on the LA portion--the measure of oral compre

hension. The gain in LA for the 1983 Kanda group was 

4.27; the gain in 1977 was 9.52 and the gain in 1979 was 

12.65. The pre-test-to-post-test mean gain for the 1979 

Kanda group was three times that of the 1983 Kanda group 

on the LA portion of the CELT. The possible explanations 

for these results are that (1) the 1983 curriculum was 

less effective for the Japanese students than the 

traditional CESL curriculum had been, or that (2) the 

1983 Kanda group was a lower-achieving group than either 

the 1979 or 1977 groups, or (3) the SA and VA tests were 

insensitive to the type of communicative improvements in 

communicative skills that were actually achieved by the 

Japanese students in the 1983 program. 

The possibility that the CELT would not be 

sensitive to improvements in communicative competence 

had been anticipated by the researcher and was discussed 

in Johnson (1980). It was pointed out in Chapters 1 and 3 
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that the CELT is designed to test students' grammatical 

accuracy using a discrete point, multiple choice format. 

The CELT then would be more sensitive to the kinds of 

skills emphasized in what Wilkins (1976) terms a 

synthetic approach to language learning, one similar to 

the traditional CESL program. The approach emphasized 

in the 1983 program was an analytic or communicative 

-approach. The 1983 curriculum departed from the more 

traditional emphasis on grammatical accuracy and 

discrete point grammar. Therefore, the relatively 

lower scores of the 1983 Kanda group may reflect the 

incompatability of a notional/functional approach in 

methodology and a grammatical/structural approach in 

evaluation. 

In considering that the 1983 curriculum design 

might have been less effective for the Japanese 

students than the traditional CESL curriculum, there 

are important motivational and attitudinal factors such 

as those discussed in the previous section (Gardner, 

1976; Oller, 1977, for example) that may have influenced 

the 1983 Japanese group in a negative way. It was 

pointed out earlier in this study that in Japan the 

prevailing methods of second language teaching are very 

traditional, emphasizing drilling, memorizing paradigms, 



and rules, and grammatical accuracy. Because Japanese 

students are accustomed to learning foreign languages 
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in this way, the radical departure from the more 

familiar approaches to language teaching may have caused 

the students to lose motivation. (The personal comments 

made by the Japanese students on the questionnaires 

seem to confirm that many Japanese students were 

dissatisfied with the 1983 curriculum--see the following 

section.) Ironically, many of the Japanese students may 

have been more comfortable with a more traditional ESL 

curriculum and may even have scored higher gains on the 

CELT. 

Summary 

The ten hypotheses that have been studied so 

far have dealt exclusively with student gains from pre

test to post-test on the CELT. The findings of the 

hypotheses have reported so far have been related to 

(1) the gains in ELP of the students in the four-week 

program, (2) the differences in the gains in the ELP 

for the two different cultural/linguistic groups, and 

(3) the differences in gains in ELP for the 1983, 1979, 

and 1977 Kanda groups. However, the statistical outcomes 

on the CELT alone are not adequate to explain the overall 

effects of the 1983 program on the students. The 



students' personal opinions of the 1983 program, pre

sented in the following section, will provide some 

insights for interpretation of the findings of the ten 

hypotheses reported thus far in this study. 

Research Questions 
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The data concerning the students' evaluation of 

the 1983 four-week program were collected by means of a 

brief questionnaire consisting of ten questions (see 

Appendix I). This questionnaire was used to answer 

the following research questions: 

Q1. What are the students' reactions to the four

week program as expressed by their responses 

on the questionnaire? 

Q2. Are there any significant differences in 

responses according to nationality (i.e., 

Mexican and Japanese)? 

Q3. Are there any significant differences in responses 

according to sex? 

Q4. Are there any significant differences in responses 

according to level in CESL/ 

Q5. Are there any significant correlations between 

any of the items on the questionnaire (reliability 

test)? 



Tables 27 and 28 summarize the findings of the 

questionnaires: Table 17 summarizes the means of the 

responses for both Japanese and Mexican students; 

Table 28 summarizes the responses by nationality, sex, 

and level in CESL. 
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Q1. Question number one, concerning the overall 

responses of the students, is answered in the presen

tation in Table 28 of the means and standard deviations 

for each of the questions on the questionnaire. 

Questions one through ten were questions about 

various components of the curriculum to which the 

students responded on a Likert-type scale. The students 

chose a number from 1 to 5 in which 1 represented 

"excellent", 2 represented "good," 3 represented "so-so," 

4 represented "bad," and 5 represented livery bad. II 

Question number 11 on the questionnaire was a "yes" or 

"no" answer to the question, "Should CESL continue to 

use peer tutoring in future four-week programs?" In 

response to this question, 76% of the total N of 119 

answered "yes" and 24% answered "no." 

The overall mean of student responses was 2.40 

(2.80 for Japanese and 1.82 for Mexicans) for questions 

1-10. The Japanese rating of the four-week program in 

general was 2.76 which expresses a neutral (or so-so) 

attitude. The Mexican rating of the four-week program 



Table 27. The responses of the Japanese and the Mexican students on the 
program evaluation questionnaire. Students were asked to choose 
one number corresponding to their opinion according to.the 
following scale: 

l=excellent 2=good 3=neutral (so-so) 4=bad 5=very bad 

Question Japanese Mexican 
Mean SD (n=77) Mean SD (n=31) 

1. The four-week program 2.76 .72 1. 74 .82 
was 

2. The Conversation class 2.61 .99 1.64 1.02 
was 

3. The Language Lab was 2.66 .95 1. 54 .68 

4 . The Reading and 2.61 .98 2.25 .99 
Discussion was 

5. The Tutorial Hour was 3.13 1.03 2.2 1.18 

6. The Textbook 2.90 .77 1.64 .70 
(Conversation) was 

7. The Workbook 3.10 .80 1. 74 .82 
(Conversation) was 

8. The Textbook (Reading 2.84 .84 1. 94 1.18 
and Discussion) was 

J-I 
co 
I\J 



Table 27--Continued 

Question 

9. Social activities 
with tutors was 

10. The trip to the 
Grand Canyon was 

11. The tutorial should 
be continued 

(YES or NO) 

Total Questionnaire 
mean 

Japanese 
Mean SD (n=77) 

2.95 .94 

2.21 .91 

.66 .48 

Yes 

2.80 .45 

Mexican 
Mean SD (n=31) 

N/A N/A 

N/A N/A 

.87 .35 

1.82 .59 

...... 
co 
w 



Table 28. Three way ANOVA of nationality (Japanese-Mexican) by level and by 
sex on total questionnaire score. 

Source SS df MS F P 

Main Effects 

Nationality 14.57 1 14.57 54.90 .001 

Level 1.05 9 .12 .44 NS 

Sex .48 1 .48 1.82 NS 

Interaction 

Nationality/level 1. 98 8 .25 .93 NS 

Nationality/sex .08 1 .08 .29 NS 

Level/sex 2.30 6 .38 1.45 NS 

Nationality/level 

Sex .001 1 .001 .003 NS 

Error 24.15 91 .27 

Total 51. 74 118 .44 

I-' 
ex> 
~ 



was 1.74 which expresses a "good" toward "excellent" 

attitude. 
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Q2. Question number two, concerning the 

differences in responses according to nationality, was 

answered by an F-test for main effects to determine if 

the Japanese students' responses were significantly 

different from the Mexican students' responses. The 

F-test showed significance (F=54.90, p<.OOl), indicating 

that the Japanese mean was significantly greater than 

the Mexican mean. The Mexicans evaluated the program 

more positively than did the Japanese. The mean of the 

Japanese students' responses was 2.81 (n=77), the mean 

of the Mexican students' responses was 1.81 (n=31). 

Table shows that the Mexican students responded more 

positively to all of the questions on the questionnaire. 

The Mexican response to question number 10, concerning 

the continuation of the peer-tutoring component, was 

27 "yes" and 4 "no." The Japanese response to question 

number 10 was 55 "yes" and 22 "no." 

Q3. Question number three, concerned the 

differences in responses according to sex and was tested 

with an F-test for main effect. The F-test was non

significant. 



Q4. Question number four concerned the 

differences in response according to level in CESL. 

The F-test for main effect showed non-significance. 
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QS. Question number five, concerning any 

significant correlations among the answers on the 

questionnaire, tested the reliability of the instrument. 

This reliability analysis was conducted to determine the 

internal consistency of the instrument. Since the items 

were measured on a Likert-type scale, the alpha coefficient 

of reliability was computed. The alpha value was .81 

which is reasonably high for a ten-item instrument, 

indicating that there was a relatively high degree of 

correlation among the items. 

Summary 

The findings of the research questions were 

helpful in evaluating the overall effects of the 1983 

program, especially when combined with the findings 

concerning ELP gains already reported. 

It has already been determined by this study 

that the majority of the students enrolled in the CESL 

four-week program made statistically significant gains 

in their ELP. However, the responses on the question

naires indicate that the majority of the Japanese students 

evaluated the program "neutral/so-so." 



The lukewarm to negative comments of the 

Japanese students are in sharp contrast to the "good" 

to "excellent" comments of the Mexican students. The 

mean response of the Japanese students to question 

number one, concerning their evaluation of the CESL 

program in general was only slightly above "neutral" 

(2.76). The Japanese responses to the various 

components of the curriculum were all between "neutral" 

and "good" (2.50 and 3.00) with the notable exception 

of the Conversation Workbook (3.10) and the Tutorial 
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Hour, which was given the lowest evaluation of all (3.13). 

These means indicate a generally neutral or less than 

enthusiastic evaluation of the 1983 curriculum from the 

Japanese point of view. It also indicates that the 

Japanese students did not perceive the tutorial hour as 

a valuable part of the curriculum. The activity given 

the highest rating by the Japanese was the trip to the 

Grand Canyon. (The fact that the trip to the Grand 

Canyon was given a rating of only 2.12 - "good," tending 

toward "neutral," may be some indication of a Kanda 

group tendency to answer such evaluation questions very 

conservatively.) 

Considering the generally unenthusiastic 

evaluations of the Tutorial Hour, it is interesting to 

note that 66% of the Japanese students responded "yes" 



to the question, IIShould CESL consider using the 

tutorial concept in future four-week programs?1I 
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A 66% positive response seems to be a contra

diction. Question number twelve of the questionnaire, 

asking students to write their personal comments and 

recommendations, helped to clarify this apparent 

contradiction. Forty-nine of the seventy-seven Japanese 

who responded to the question commented that the tutors 

were IItoo youngll to be their tutors and suggested that 

the concept be continued, but that the tutors be at 

least their own age or older. These comments indicate 

that the reservations concerning the tutorial experience 

may have been based on the emotional (perhaps cultural) 

reaction of the Japanese students having "tutors" 

younger than themselves. This interpretation of the 

students' reactions was confirmed by comments made both 

during and after the four-week program by the Kanda group 

leader who complained to the Director of CESL about the 

relative youth of the tutors. 

The Japanese students' relatively unenthusiastic 

response to the tutorial and to other components of the 

program may have affected their overall performance in 

the classroom and on the CELT. 

On the other hand, the reaction of the Mexican 

students to the 1983 four-week program was remarkably 



different from the reaction of the Japanese. The 

Mexicans' response to question number one, concerning 

their opinion of the overall program, was between 

"good" and "excellent" (1.74): a considerably higher 

evaluation than the 2.76 mean of the Japanese response 

to the same question. The Mexican evaluations of the 

other components of the program followed notably 

similar patterns. The component rated lowest by the. 

Mexicans was the Reading and Discussion class (2.25). 

The mean response of the Mexicans to the question 

concerning the tutorial hour was slightly below "good" 

(2.20). The three highest ratings by the Mexican 

students were given to the Language Lab (1.54), the 

Conversation Class (1.64) and the Conversation 

Textbook (In Touch series) (1.64). 

The difference in means for the entire 

questionnaire was statistically significant for the two 

national groups. The Japanese mean was 2.80--just 

above "neutral." The Mexican mean was 1.82--just above 

"good." The consistency of the responses for each of 

the four-week program was more positive than that of 

the Japanese. Certain cultural and affective factors 

may have influenced the difference in perception of the 

two national groups. 
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Combining the findings of the hypotheses H2.1-

H2.4,that the Mexicans made significantly greater 

improvement in their ELP during the program, with the 

positive response on the questionnaires, it would appear 

that the 1983 four-week program was generally more 

successful--both cognitively and affectively for the 

Mexican students than for the Japanese students. 

Combining the findings of hypotheses H3.1 and 3.2 

that the Kanda students in 1979 and 1977 made greater 

gains on the CELT, with the responses of the Kanda 

students to the questionnaire, it would appear that the 

1977 and 1979 programs were more effective in increasing 

the ELP level of the Japanese students. 



CHAPTER 5 

SUMMARY, CONCLUSIONS, IMPLICATIONS, 
AND RECOMMENDATIONS 

This chapter contains a summary of (1) the purpose 

of the study, (2) the literature reviewed, (3) the 

procedures employed, (4) the findings of the study, and 

(5) conclusions, implications, and recommendations. 

Purpose of the Study 

The purpose of the study was to design and 

implement a theory-based communicative ESL curriculum 

and to analyze the effects of that curriculum on a 

student population consisting of Mexican and Japanese 

students. More specifically, the study was designed to 

answer the following questions: 

1. Did the students enrolled in the program 

exhibit significant gains in their English 

language proficiency (ELP) during the four-week 

period? 

2. Did the students exhibit relatively greater gains 

in their communicative skills that might be 

attributable to the communicative-orientation 

of the curriculum? 
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3. Did the two national/linguistic groups, the 

Japanese and the Mexicans, exhibit similar kinds 

of gains in ELP? 

4. Did the Japanese students who experienced the 

communicative curriculum make greater or lesser 

gains in ELP than Japanese students in previous 

four-week programs? 

5. How did the students in the 1983 program evaluate 

the program and, specifically, how did they 

evaluate the various components, including the 

tutorial? 

6. What insights do the program evaluations provide 

to the interpretation of the statistical 

outcomes? 

Literature Reviewed 

Part one of the literature review examined 

current findings and theories in linguistics and second 

language acquisition research that have influenced 

language teaching methodology and curricular design. 

Researchers such as Krashen (1980, 1981), Spolsky 

(1980), Burt and Dulay (1973), Corder (1967), and other~ 

influenced by the rationalist theories of Chomsky (1959, 

1965)1 emphasized the importance of second language 

learning as a creative, internal, mentalistic process 

rather than as the external, mechanistic process that 



had been described by the behaviorist theorists. The 

traditional audiolingual methods, placing a great 

emphasis on drilling and formal rule learning, were 

criticized as inadequate for the achievement of 

communicative competence in a second language. Krashen 

(1980, 1981) clearly defined the challenge to second 

language curriculum developers and teachers: to 

eliminate mechanical drills and to devise new methods 

193 

of exercises providing meaningful, communicative 

activities, and comprehensible input, under circumstances 

of minimum anxiety and low affective filter. Krashen 

(1981) proposed a new program model which placed a 

minimal emphasis on language learning activities and a 

maximum on language acquisition activities, specifying 

the use of meaningful, communicative activities, extended 

reading, role-playing, games, and regular contact with 

native speakers (Figure 1). 

The importance of affective variables involved 

in second language learning, including cultural values, 

attitudes, beliefs, personalities, and social learning 

contexts were described by Schumann (1976), Swain (1977), 

Gardner (1978), and Krashen (1980, 1981). These authors 

suggest that culturally-induced affective variables may 

be more important than aptitude and intelligence in 

second language learning. 
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Studies by Schumann (1976), Johnson (1980), 

Wong-Fillmore (1976), Seliger (1977), and the Heidelberg 

Project (1976) demonstrated the positive effect on 

language acquisition of frequent contact and interaction 

with native speakers of the target language, and 

suggested that second language acquisition may be a 

function of the amount of contact with native speakers. 

Part two of the literature review described the 

development of the notional-functional syllabus design. 

Wilkins (1976), McKay (1977), Delamere (1983), Guntermann 

(1979), and Widdowson (1978) advocated the use of a 

notional-functional syllabus, rather than a grammatical/ 

structural syllabus, on the premise that this syllabus 

design was more compatible with current rationalist, 

mentalist, theories of language learning; they suggested 

that its use would be conducive to the achievement of 

communicative competence. 

Part three of the review of the literature 

examined current theory and research in peer tutoring 

in general and in second language educational settings. 

Successful peer tutoring experiments were described 

by Weitzman (1965), Trovato and Bucher (1980, Ehly and 

Larsen (1980), and Reed (1976), among others, and the 

pedagogical advantages of peer tutoring were enumerated 

by Johnson and Johnson (1975), Thelen (1977), and 
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Elliot (1973). Experiments in the use of peers in 

second language learning were documented by Kohn and 

Vajda (1975), Semke (1978), and Celani (1979) among 

others. Experiments using native speakers as peer 

tutors were reported by Gonzales (1981), Akigbe (1975), 

Giauque (1975), Wong-Fillmore (1976), and Johnson (1980). 

These researchers concluded that peer tutoring with 

native speakers was an effective pedagogical technique. 

In a summary of the findings in linguistics, 

psycholinguistics, and second language acquisition 

research, certain practical, methodological guidelines 

were set down for second language teaching (Kohn, 1980; 

Burt, Dulay, & Krashen, 1982). It was suggested that 

communicative classroom activities, a notional

functional syllabus, real interpersonal communication, 

a relaxed learning atmosphere and frequent interaction 

with native speaking peers were important factors for 

facilitating second language acquisition, but that actual 

curriculi designed to incorporate these components were 

theoretical and highly experimental at the present time. 

Design and Procedures 

This section described the design of the 

communicative curriculum, the site of the study, the 

populations, the implementation of the program, the 

instrumentation, and the collection, and the analysis of 

the data. 



The modification of the traditional CESL four

week program was based on the recognized need at CESL 

for a more practical, communicatively-oriented ESL 

program to serve the specific needs of the four-week 

students. The design of the curriculum was based on 

current language acquisition theory and methodology as 

described in the previous section. Especially useful 
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in developing the curriculum model were Krashen's (1981) 

program model for language acquisition, Wilkins' (1976) 

model for a notional-functional syllabus, and guidelines 

listed by Kohn (1980), Burt, Dulay and Krashen (1982) for 

implementing current research findings in second 

language classrooms. 

The 1982 CESL four-week program was modified to 

achieve a more communicative orientation in four 

basic ways: 

1. A greater emphasis was placed on conversation 

and communication by changing the methodological 

orientation of the classes and by sequencing 

the material to maximize reinforcement and 

recycling. 

2. A notional-functional textbook series was 

adopted for all levels and was made the core

series for the program. The series included 



texts, student workbooks, and tapes for use in 

the language lab. 

3. Forty tutors were contracted and trained to 

work with the students on a one-to-one basis, 

daily during the four-week program. The 

activities of the tutors were carefully 
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designed to reinforce the materials being taught 

in the classrooms and to maximize opportunities 

for real communication on a personal level. 

4. Extra-curricular activities during the program 

were doubled in number to allow the students 

more opportunities to socialize with and to 

develop friendships with the American tutors. 

The prominence of the tutors in the formal and 

informal curriculi represented the most innovative and 

experimental aspect of the program and was the component 

which required the most time and effort to design, 

implement, supervise, and evaluate. Models for imple

mentation of a large-scale tutorial program for adults 

were not available in peer tutoring research. The CESL 

tutorial model replicated curricular experiments at 

Language First Institute (Tucson) in the Summers of 

1981 and 1982. 

The anticipated outcomes of the curricular 

changes in the four-week program were: 



1. that the students would demonstrate improved 

ELP at the end of the program, and that 

particular improvement would be noted in their 

communicative skills, 
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2. that the newly adopted textbook series, workbooks, 

and taped materials would be well-received by 

the students, 

3. that the students would react positively to the 

opportunity to work on a daily basis with the 

American tutors and take advantage of the 

opportunities for them to socialize with them 

and to develop friendships, 

4. that the effects of and reactions to the program 

would be equally positive for both cultural/ 

linguistic groups participating: the Japanese 

and the Mexicans. 

The program was an intensive, four-week program 

consisting of five hours per day of classes for 16 days 

(80 hours of classroom time) and four days of planned 

activities: tours, shopping trips, visits to museums, 

a trip to the Grand Canyon (Kanda only), and various 

social activities. 

The faculty consisted of eight fulltime CESL 

teachers all of whom have masters degrees in ESL and at 

least five years of experience in CESL. These teachers 



were trained in two workshops in the use of the text

books and teacher's manuals. All the teachers were 

highly supportive of the curriculum changes for the 

1983 program. 

Placement in one of the. seven levels of CESL 
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was accomplished using the CELT, the same instrument 

used for student placement at CESL since 1973. The 

textbooks chosen were a notional-functional series, 

comprising six levels of difficulty from beginning to 

advance. The series includes student texts, student 

workbooks, tapes, and teachers' manuals. These materials 

were used as the core material for four classes per day; 

the fifth class, a reading and discussion class, 

utilized two communicatively-oriented readers. Students 

were given homework assignments daily in one or both of 

the texts. In addition, teachers gave daily assignments 

in the workbooks for students to do during the tutorial. 

The tutors were selected, contracted, and trained 

prior to the program. Thirty tutors were from local 

high schools and ten were from the University. The tutors 

worked for three hours per day, tutoring one or two 

students per hour for each of the three hours. During 

the tutorial hours, tutors engaged students in conversation 

practice and comprehensible input under a low-anxiety 

situation. The tutors and students were rotated each 



week by the tutorial supervisors so that during the 

four-week period, each student had the opportunity to 

work with four separate tutors. 
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The tutors also participated very actively in all 

of the extra-curricular activities. All of the tutors 

socialized with the students outside of class and a 

majority of the tutors developed friendships with 

students and socialized with them in the evenings and on 

weekends. 

The instrument used for pretesting and posttesting 

of students was the CELT (McGraw Hill, 1979). This 

instrument had been used for CESL placement for ten years 

and had been used for a post-test instrument for the 

Kanda group in 1977 and 1979. The CELT consisted of 

three subtests: Vocabulary Ability (VA), structural 

Ability (SA), and Listening Ability (LA). All three 

subtests were used in the 1983 pre-testing/post-

testing process; only the LA and SA portions were used 

in the post-testing of the 1977 and 1979 Kanda groups. 

The CELT was not chosen for its appropriateness for the 

measurement of communicative competence but for 

pragmatic reasons: it was the test in traditional use 

at CESL. 

Another instrument, a brief program evaluation 

questionnaire, was developed for this study in order to 



measure the students' reactions to and opinions of the 

four-week curriculum. The students were asked to 

evaluate each major component of the curriculum and 

comment on the tutorial program. Students responded to 

the questionnaire in their native languages. 
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The CELT was administered to the students on the 

first and last days of the program, under identical 

conditions. The program evaluation was administered 

immediately following the CELT post-test 

The hypotheses relating to the gains in ELP of 

the combined groups (Mexican and Japanese) were tested 

using the t-test for dependent samples. The hypotheses 

relating to the differences in the gains of the Mexicans 

and the Japanese were tested using the repeated measures 

ANOVA. The hypotheses relating to comparisons of the 

1983, 1979, and 1977 Kanda groups were tested using the 

repeated measures ANOVA. The latter comparisons were 

made, in the absence of a true control group, in order 

to obtain some perspective on the gains of previous 

Kanda groups who had par~icipated in the traditional 

four-week curriculum. 

The questions relating to the students' evalua

tions of the 1983 four-week program were analyzed using 

descriptive statistics. An analysis of variance was 

used to determine if there were statistically significant 
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differences in the responses by nationality, sex, or 

level in CESL. The reliability of the questionnaire was 

tested by computation of the alpha coefficient. 

Findings of the Study 

This section reported the results of the analysis 

of the data concerning the 10 major hypotheses and the 

5 research questions. The findings of the ten major 

hypotheses were: 

1. The Japanese and Mexican students enrolled in 

the 1983 CESL four-week program made statistically 

significant gains in ELP as measured by the CELT. 

2. The gains of the Japanese and the Mexican students 

on the VA subtest of the CELT were statistically 

significant. 

3. The gains of the Japanese and Mexican students on 

the SA subtest of the CELT were statistically 

significant. 

4. The gains of the Japanese and the Mexican students 

on the LA subtest of the CELT were statistically 

significant and, of the three subtests, these 

scores contributed more to the total score 

difference than either of the other two subtests. 

The gains on the LA subtest were approximately 

double the gains measured for SA or VA. 



5. The gains made by the Japanese students and the 

Mexican students on the total CELT were not 

comparable gains. The Mexican students made 

significantly greater gains than did the 

Japanese students. 

6. The Mexicans also made significantly greater 

gains than the Japanese on the VA subtest of 

the CELT. 
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7. The Mexicans made greater gains than the Japanese 

students on the SA subtest of the CELT, however, 

those gains were not found to be statistically 

significant. 

8. The gains made by the Mexican students on the LA 

subtest of the CELT were statistically greater 

than those of the Japanese students. 

9. The gains made by the 1983 Kanda students on the 

SA subtest of the CELT were statistically lower 

than those made by either the 1979 or the 1977 

groups. 

10. The gains made by the 1983 Kanda students on the 

LA subtest of the CELT were significantly lower 

than the gains made by either the 1979 or 1977 

groups. 
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Conclusions 

The following conclusions, based on the findings, 

are limited to the populations and instruments utilized 

in this study. This study has raised the question of 

the appropriateness of the CELT as a measurement of gains 

in communicative competence. This question should be 

considered when deliberating on these conclusions: 

1. The findings related to the overall gains in ELP 

for the four-week period suggest that a program 

consisting of (1) intensive language study, (2) a 

communicative curriculum, and (3) programmed 

interaction with native speaking peer tutors, may 

produce statistically significant improvement in 

ELP, especially in listening comprehension skills. 

2. The findings related to the difference in ELP 

gains of the Japanese and the Mexicans suggest 

that a program of this type may be more successful 

in raising the ELP levels of Mexican students 

than for Japanese students, especially in the 

area of listening skills. 

3. Findings related to the comparison of the 1983 

Kanda groups and the 1977 and 1979 Kanda groups 

suggest that a program of this design, although 

producing significant gains,might not be as 

effective for raising the ELP levels of Japanese 
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students as a program that is more traditionally-

oriented. 

4. Findings related to the students' program 

evaluations indicate that a program of this kind 

may be more positively accepted by Mexican 

students than Japanese students. 

Implications of the study and Suggestions for Further 
Research 

1. The design and implementation of the curriculum: 

The curriculum design of the 1983 CESL four-week program 

followed the general outline of Krashen's model (Figure 1). 

Krashen states that his model is highly experimental and 

should be tested. This experiment, to some limited extent, 

attempted to implement at least part of his theoretical 

model, and the results were generally positive for the 

ELP of the students, especially for the Mexican students. 

Krashen's model will have to be implemented in a 

program that more accurately follows his theoretical 

design. There will always be obstacles to the realiza-

tion of a "pure" theoretical model, but the question 

remains, "If Krashen's theories were implemented more 

completely would the students' ELP be even more significantly 

increased?" This experiment did not attempt to reproduce 

all of Krashen's ideas. The practical restraints of the 



CESL program made that impossible; however, his ideas 

are based on sound linguistic theory and deserve to be 

tested under various second language learning 

circumstances. 

2. Testing for communicative competence: One 
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of the problems associated with the testing of Krashen's 

model (as well as the notional-functional syllabus model 

of Wilkins) is the lack of effective communicative 

testing instruments. Is a discrete-point, grammatical/ 

structural type of test really appropriate to evaluate 

the kinds of improvements that would be expected in a 

program oriented toward "language acquisition" and 

communicative language learning? The greater gains made 

by the 1977 and 1979 on the Kanda LA and SA sections of 

the CELT raise the question of the appropriateness of the 

CELT under these circumstances. 

The CELT may have been insensitive to the kinds of 

improvement in communicative competence that the 1983 

curriculum emphasized. This possibility had been 

anticipated. 

The CELT was designed to test students' grammatical 

accuracy using a discrete-point multiple choice. A test 

of this nature would be more appropriate for the type of 

approach that Wilkins (1976) terms synthetic. The 1983 

program was designed along the lines of an analytic 
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approach or notional-functional, communicative approach. 

Therefore, the relatively lower CELT scores of the 1983 

Kanda group may reflect the incompatbility between a 

notional-functional approach in methodology and a 

grammatical approach in testing. This problem was 

described in Johnson's study (1980). In her study of 

language acquisition in a communicative program, she 

found that there were too few, if any, tests of overall 

communicative skills. She states that discrete point 

measures are the ones used most commonly because they 

are easier to administer and are more reliable, but they 

cannot be used to infer a degree of communicative 

competence. Johnson (1980) pointed out that the 

relationship between discrete point grammatical tests 

and communicative tests can be curvilinear. 

Further research is needed to develop and 

validate evaluation instruments that test a student's 

communicative competence. 

3. Cultural variables in second language 

learning: The disparities reported in this study between 

the effects of the 1983 curriculum on the Mexican students 

and the Japanese students is notable. Some differences 

in outcomes for the two national/linguistic groups 

involved were anticipated; it was not anticipated, however, 

which group would make larger gains or which group would 
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react more positively to the program. The significantly 

higher gains in ELP achieved by the Mexicans combined 

with their significantly more positive reactions to the 

program suggest that the curriculum was more successful 

overall for the Mexicans. Perhaps their more positive 

attitude contributed to their greater gains. The 

lukewarm-to-negative evaluations of the program by the 

Japanese, combined with the evidence that the Kanda groups 

in 1977 and 1979 made greater gains in ELP, including 

gains in listening ability, suggest that certain cultural 

and attitudinal factors may have influenced the results. 

In the discussion earlier in this study of affective 

variables that influence second language learning, 

Schumann (1976) identified three categories of variables: 

1. The affective variables of motivation, attitude, 

acculturation, and personality: 

2. The cognitive processes of imitation, inference, 

and memory, and 

3. The linguistic products: morphological, phono

logical, and syntactical. 

Gardner (1978) also outlined variables thought 

to influence language learning process: 

1. Social milieu: cultural beliefs, values, etc., 

2. Individual differences: aptitude, motivation, 

and personality, 



3. Language acquisition contexts: formal and 

informal, and 

4. Outcomes: skills, interests, attitudes, and 

behavior. 
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The variables mentioned by Schumann and Gardner 

are determined by a person's cultural origins (Bandura, 

1977). Johnston (1982) in his study of cultural 

discontinuities between Japanese students and Mexican 

students studying in the United States, suggested that 

national cultural groups showed significant differences 

in their perceptions, learning styles, expectations, and 

values and that attained proficiency in English was 

affected by these cultural variables. In the case of 

the Mexican and Japanese students enrolled in the CESL 

program, it is probable that these factors were 

influential. An important linguistic factor is that the 

Spanish language, an Indo-European language, is much 

closer to English than Japanese. Spanish and English 

share a common alphabet and thousands of common words 

(cognates) as well as many common phonological, mor-

phological and syntactical structures. These factors 

may give Spanish speakers an advantage over Japanese 

speakers in the acquisition of English. Another factor 

may be that of "social milieu": the social milieu of 

the United States is more familiar to middle class 
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Mexican students than to Japanese students and conse

quently the culture shock suffered by the Mexicans may 

have been less than that of the Japanese. For most of 

the Japanese students, the 1983 program in Tucson 

represented the first time that they had been out of 

Japan, whereas most of the Mexicans in the four-week 

program had very likely been in Tucson and visited other 

parts of the U. S. many times before. 

Other factors that may have contributed to the 

greater gains made by the Mexicans are behavioral/ 

personality factors associated with cultural differences. 

It had been observed by teachers and administrators of 

the Center for English as a Second Language that the 

Japanese students in general, especially the students 

from Kanda Institute/are relatively shy and reserved 

when it comes to practicing oral English in the classrooms; 

this general tendency has been in contrast with the more 

talkative and less reserved behavior of the majority of 

Mexican students. This difference in behavioral patterns 

of the two cultural groups was also observed by the 

supervisors of the tutorial hours during the 1983 

program. The Mexican students appeared to have little 

or no difficulty establishing and maintaining conver

sations with the American tutors whereas some of the 

Japanese students appeared to be ill-at-ease and 
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reluctant to converse. These observations of differences 

in behavior during the tutorial sessions would appear to 

be consistent with the opinions expressed by the students 

on the program evaluation: the Mexicans' opinion of the 

tutorial component was quite positive--90% of the 

Mexican students said they enjoyed the tutorial and 

recommended that it be continued in future programs; 

only 66% of the Japanese recommended the same. 

Another affective factor that may have influenced 

the language learning processes of the two cultural 

groups may have been related to what Schumann (1976) calls 

cognitive processes, and what Gardner (1978) refers to 

as formal or informal language acquisition contexts. The 

1983 curriculum, with its heavy emphasis on conversation, 

informal and semi-formal conversation activities and 

de-emphasis of the formal study of grammar, may have 

conflicted with the kinds of learning environments and 

activities that the Japanese students were accustomed 

to in Japan. Comments made by the 1983 Kanda group 

leader and stUdents in the 1983 program indicated that 

classes at the Kanda Institute are more formal in form 

and content than the classes at CESL. The Japanese 

students may expect a language class to consist of formal 

grammatical and structural drills in which there is 

little informal, spontaneous communication between 



teachers and students. Consequently, the relatively 

informal structure of the 1983 curriculum may have 

conflicted with the culturally-induced learning styles 

of the Japanese. The informality of the tutorial 

sessions may have been particularly novel and unusual 

to a majority of the Japanese. 
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A factor that may have affected the Japanese 

attitude may have been the age/status perception of the 

tutors. Johnston (1982) noted that Japanese culture is 

very authoritarian and places a high correlation between 

age and status. Since most of the tutors were younger 

than their students, the Japanese may have lost face; 

this attitude may have been aggravated by the translation 

of the English word "tutor" into Japanese equivalent of 

"teacher." 

On the questionnaire, forty-nine of the seventy

seven Japanese commented that the tutors were "too 

young" to be their tutors and suggested that the tutors 

be at least their own age or older. These comments 

indicate that the reservations concerning the tutorial 

experience may have been based on the emotional reaction 

of the Japanese students having "tutors" younger than 

themselves. This interpretation of the students' 

reactions was confirmed by comments made both during and 
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after the four-week program by the Kanda group leader 

who complained to the Director of CESL about the relative 

youth of the tutors. 

The relatively unenthusiastic response of the 

Japanese to the tutorial and other components of the 

program may have affected their overall performance in 

the classroom.and on the CELT. These cognitive and 

affective variables probably influenced the 

outcomes of this study. 

It was not within the scope of this study to 

examine in detail such variables in the language 

learning process, but they should be recognized as 

important factors when dealing with two disparate 

cultural/linguistic groups such as Mexicans and Japanese. 

Any future experimentators contemplating the 

kind of peer tutoring program described in this study 

should be cognizant of cultural variables that will 

affect students' learning processes. 

4. A model for incorporating native speaking 

peer tutors into a curriculum: One of the contributions 

of this study to the literature on peer tutoring is the 

demonstrated feasibility of this design for incorporating 

a large number of native speakers into an ESL curriculum. 

This design differs from all others reported in the 

literature in both scale and procedure. This experiment 
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demonstrates that relatively untrained American high 

school and college students have the potential to function 

as tutors in their native language if they are highly 

motivated and are given careful supervision and guidance. 

A peer-tutoring program can be relatively economical 

(the cost of contracting the peer tutors in CESL cost 

less than the salary of one CESL faculty member). The 

reactions and the participation of the university student 

volunteers also indicated that the opportunity to be a 

peer tutor is appealing to some college students. The 

written comments of the tutors indicated that they 

benefitted from the experience, and the students 

benefited by enjoying a personalized learning experience 

and more intense practice of their conversation skills. 

In the absence of a practical model for the 

implementation of a large scale, one-to-one peer 

tutoring program on a secondary or post-secondary level, 

this study contirbutes a new approach toward the 

implementation of such a program and describes the means 

by which such a program might be evaluated. The studies 

to date that deal with the use of native speakers in a 

second language program have been either purely anecdotal 

in nature (Kohn & Vajda, 1975; Celani, 1979; Giaque, 1975; 

Semke, 1978, for example) or describe the effects of peer 

tutoring on children of lower elementary age (Wong

Fillmore, 1976; Johnson, 1980, for example). The design 



of this peer tutoring model and the methods used to 

evaluate the model can serve future program adminis

trators and researchers who might attempt to implement 

a similar program. Ways in which the present design 

might be modified or improved have already been 

suggested. There are innumerable variations on this 
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theme which could be experimented with in foreign language 

programs, second language programs or bilingual education 

programs. Future research on the use of peer tutors 

could lead to refinement of this experimental design in 

terms of both implementation and empirical design. For 

example, if an ESL program such as the four-week program 

at CESL could be divided in half, with one-half of the 

students being randomly assigned to a curriculum that 

includes a peer tutoring component and the other half 

experiencing the same curriculum minus the peer tutoring 

component (as in Johnson, 1980), a strong test of the 

effects of peer tutoring would result. Unfortunately, 

the constraints of the CESL program would not allow for 

an experiment of this nature; therefore, the effects of 

the peer tutoring experience can be evaluated only within 

the framework of the entire four-week curriculum. The 

questionnaire provided the most valuable source of 

information for evaluating the peer tutoring component. 



The results of the questionnaire, comments by 

teachers, administrators, and participants indicated 
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that the tutorial component of the curriculum contributed 

positively to the overall success of the 1983 CESL four

week program. Regardless of the negative reactions of a 

minority of the students enrolled in the program, the 

tutorial achieved the goal of providing the foreign 

students with sixteen hours of one-to-one conversation 

practice with native speakers of English and the 

opportunity to establish friendships with Americans. 

Many of the students mentioned that the 

experience had provided them with the opportunity to make 

American friends; all of the tutors commented in their 

written evaluations that they had formed at least one 

friendship with a foreign student. 

Even more positive results might have been 

achieved if a majority of the tutors had been older-

especially for the benefit of the Japanese students and 

the older Mexican students. This observation was made by 

the tutor coordinator in his final report to the CESL 

Director. Other recommendations for improvement of the 

tutorial design were that the tutorial hour be planned 

and supervised by the CESL faculty member who is 

teaching the conversation class and that the term "tutor" 

be replaced with a term such as "conversation partner" 
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or "cultural informant." (See Appendix J for final report 

of Tutor Coordinator.) 

5. Can "High Input Generators" benefit more? This 

study indicates that there are many potential benefits 

to the students who experience a peer tutoring program, 

not the least of which is the opportunity to meet and 

get to know American students near their own age. 

Foreign students visiting the United states and learning 

the language and learning about the culture will reap 

many benefits from socializing with Americans on an 

informal basis. In addition to experiencing what Krashen 

(1980) terms "foreigner talk," the foreign student can 

see and experience a broad range of American life and 

culture. However, it was noted in this study that some 

of the students reacted very positively to the oppor

tunity to get to know the American students; others did 

not socialize with the tutors at all. It might be 

assumed that those students (both Japanese and Mexican) 

who spent a great deal of time socializing with the 

tutors were more highly motivated to learn English and 

find out more about Americans and their culture. 

Seliger (1977) described differences in levels of 

motivation of students and divided his learners into 

two groups "low input generators" and "high input 

generators." Low input generators were those learners 
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who did not make any extra effort to associate with or 

converse with native speakers of the target language, 

whereas the high input generators took every opportunity 

to initiate conversations and be with native speakers. 

An interesting question concerning the behavior of the 

students in the 1983 program is whether those students 

who took advantage of the native speakers and went 

shopping, dating, diniDg out, dining at the tutors' 

homes, etc., made greater gains in English than those who 

were less motivated, that is, the low input generators. 

Seliger found a significant relationship between the 

high input generators and the higher gains in language 

proficiency; so did Wong-Fillmore (1976) and Johnson 

(1980). If the high input generators in the 1983 program 

could be identified, would they also show more significant 

improvement in ELP? 

6. Benefits to tutors: Nearly al1'of the studies 

reported on peer tutoring experiments have mentioned the 

positive effects (sometimes unexpected) of the tutorial 

experience on the tutors themselves--regardless of the 

outcomes for the students. The findings of this study 

were also consistent with the earlier findings. The 

personal opinions of the students enrolled in the CESL 

program concerning the tutorial experience ranged from 

extremely positive to extremely negative. There was, 

however, no comparable range of reactions on the part 



of the tutors. The reaction of the tutors (both the 

high school students and the university students) was 

unanimously positive. The tutor coordinator and 

supervisors had no problems in attendance, punctuality, 

cooperation, interest or enthusiasm of the tutors. 
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In fact, the high level of motivation and dedication and 

enthusiasm of the entire corps of tutors came as a great 

surprise to all involved in the administration of the 

tutorial program. Further research concerning the 

benefits of a tutorial program for the tutors may 

indicate that under certain circumstances, the tutors 

will derive even more benefits from the experience than 

the students they tutor. 

7. Summary of recommendations for further study: 

The following suggestions for further research developed 

as a result of this study: 

1. The design, implementation, and evaluation of 

second language programs modeled on the emergent 

theory of communicative competence, such as those 

proposed by Krashen (1981, 1982), Wilkins (1976), 

Delamere (1983), Widdowson (1978), Guntermann 

(1979, Kohn (1980), Burt, Dulay, and Krashen 

(1982), and others. 

2. The development and validation of instruments that 

can test students' communicative competence in a 

second language. 
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3. The effects and influences of affective 

variables in second language learning, especially 

variables that are culturally-based such as 

learning styles, values, beliefs, and expectations, 

and the consideration of these kinds of variables 

in second language curriculum design. 

4. The development and validation of models for the 

utilization of native speaking peer tutors in a 

second language curriculum. 

5. The effects on second language learning of 

intensity and frequency of interaction with 

native speakers: Seliger's (1977) concept of 

"high input generators" and "low input generators." 

6. The effects of the tutorial experience on the 

tutors themselves. 
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CENTER FOR ENGLISH AS A SECONO LANGUAGE 

UNIVERSITY OF ARIZONA 
4-WEEK PROGRAM - SIJItIER 1983 
July 10 - August 5. 1983 

BLDGI 
.lli1!:. ~ 1m .BQQ!L INSTRUCTOR TEXTBOOK 

A English Conversatlon 10:00 - BloW 212 Shenkarow !Lozano) Llfe Styles. II 
12:00 Lozano) Ufe Styles. 

Workbook II 
A Lan9uage Laboratory 9:00 M-Th ML 511 Gorder !LOzanO) L lfe Styles. II 
A Readlng & Dlscusslon 2:00 C207 Smalzer Ferrelra) Read On! 

Speak Out 
A Tutorial 1 :00 C215 TBA See Instructor 

BLDGI 
.lli1!:. ~ TIME .!!Qll.tL INSTRUCTOR TEXTBOOK 

B English Conversatlon 12:00 - 2:00 BloW 212 Atklnson !LozanO) Llfe Styles. II 
Lozano) Llfe Styles. 

Workbook II 
B Language Laboratory 9:00 M-Th HI. 511 Gorder (Lozano) Llfe Styles. II 
B Readlng & Discusslon 10:00 C208 Bral thwal te (Ferrel ra) Read On! 

Speak Out 
B Tutorlal 2:00 C215 TBA See Instructor 

.lli1!:. ~ 1m 
BLOGI 
.BQQ!L INSTRUCTOR TEXTBOOK 

B-2 Engll sh Conversatlon 12:00 - 2:00 Ag 220 Pollard !LozanO) Ufe Styles. II 
Lozano) Llfe Styles. 

Workbook II 
B-2 Language Laboratory 9:00 M-Th Hl 511 Gorder !Lozano) Life Styles. II 
B-2 Readlng & Discusslon 10:00 C215 Johnson Ferrelra) Read Onl 

Speak Out 
B-2 Tutorlal 2:00 C21S TBA See Instructor 

.lli1!:. ~ .ill[ 
BLDGI 
BQQ!L INSTRUCTOR TEXTBOOK 

C Engli sh Conversatlon 9:00 - C213 Atklnson (Lozano) Llfe Styles. 
11 :00 (Lozano) Ufe Styles. 

Workbook I 
C Language Laboratory 12:00 M-Th HL 510 Keatlng !Lozano) Llfe Styles. I 
C Readlng & Dlscusslon 8:00 HV 315 Johnson Plfer) Polnts of V;ew 
C Tutorlal 1 :00 C213 TBA See Instructor 

BLDGI 
.lli1!:. ~ 1m .BQQ!L INSTRUCTOR TEXTBOOK 
C-2 Engllsh Conversatlon 9:00 - SL 101 Smalzer (Lozano) U fe Styles. 

11 :00 (Lozano) Llfe Styles. 
Workbook I 

C-2 Language Laboratory 12:00 M-Th HI. 510 Keatlng (Lozano) Ufe Styles. I 
C-2 Readlng & Dlscusslon 8:00 AgS 242-W Shenkarow (Plfer) Polnts of Vlew 
C-2 Tutorlal 1 :00 C212 TBA See Instructor 

BLDG! 
illll. COURSE 1m l!QQ!L INSTRUCTOR TEXTBOOK 

.) Engllsh Conversatlon 10:00 - Ag 220 Gorder !LozanO! L 1 fe Styles. 
12:0D Lozano Llfe Styles. 

Workbook I 
Language Laboratory 12:00 M-Th ML 510 Keatlng (Lozano) Llfe Styles. I 
Readlng & Dlscusslon 9:00 C207 Shenkarow (Plfer) Polnts of Vlew 
Tutorlal 2:00 C213 TBA See Instructor 
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Introduction 
IN TOUCH is a three-level series for young adults who are studying English in beginning to 
pre-intermediate classes. IN TOUCH is followed by LIFE STYLES, a three-level series for students 
in intermediate to high-intermediate classes. Together, IN TOUCH and LIFE STYLES provide a 
six-level series of English language instruction. 

IN TOUCH is for teachers who 
-believe that language is learned more easily when students are encouraged to express their 

own ideas and feelings. 
-feel a need for materials that are efficient, exciting and stimulating. 
-want to individualize instruction even in large classes. 
-have limited time for preparation. 

IN TOUCH gives students the language and skills they need to 
-communicate in a variety of social situations. 
-understand natural, spoken discourse. 
-develop strategies for understanding authentic reading material. 
-express themselves clearly in writing. 

THE FUNCTIONAL APPROACH 

The functional approach means different things to different people. To the authors of IN TOUCH, it 
means that what students want to do with the new language is of critical importance. Therefore. 
the aim of the series is to teach students how to make English work for them: how to communicate 
their needs, desires, questions, opinions and feelings. These communicative needs can be expressed 
as functions such as asking for and giving information, apologizing, making suggestions, agreeing 
and disagreeing, expressing likes and dislikes, and so on. 

Of course, different students will have different reasons for learning English and different com
municative needs: different feelings and ideas they want to express. Since it is not possible to know 
what functions are important to all students, the functions in this series have been graded accord
ing to what the authors feel are the most immediately applicable from their own classroom experi
ence. As the series progresses and the students' language proficiency increases, previously pre
sented functions are recycled using more complex language, and new functions are introduced. 

Functions and Grammar 
Understanding that functions E!re expressed by grammatical forms, that is, that communication 
requires competence in the grammar of the language, the authors have incorporated practice of 
grammatical structures as a regular feature of the series. 

The grammatical structures to be presented are determined by the functions in each unit. Since a 
function can usually be expressed by several different grammatical forms, the most useful struc
tures are chosen. Usefulness is determined by the level of the students and the frequency with 
which the structure is used. 

Natural Language 
The language in IN TOUCH is what a native speaker of English might naturally say or write in a 
particular situation. Language is always presented in context, both thematic and social, and is 
chosen for its potential usefulness to the learner. 

Artificial language has been avoided. For example, native speakers rarely answer a question 
with a complete sentence; they usually give only the information asked for. In natural conversa
tion, the usual response to "What time are you leaving?" is "At eight," not "I'm leaving at eight 
o'clock." Similarly, students are never told to answer with a complete sentence just to practice 
structure. 
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Active and Passive Language 
Throughout IN TOUCH the language has been kept natural. Therefore, there are often words and 
expressions that are beyond the students' productive ability. This language is for recognition only 
and is not to be produced by the students either orally or in writing. Including this passive lan
guage helps students learn to cope with uncertainty. It gives them practice in getting essential 
information from a conversation or reading without understanding every word. It also encourages 
them to use the context to figure out the meanings of unknown words. Native speakers rely on 
context in a similar way. They often read or hear words and expressions that they do not recognize, 
yet these unfamiliar items do not hinder their general understanding. 

The active language items are those taken out of the conversation and reading for specific oral 
and written practice. The quantity of active language is carefully controlled in each Unit. 

Recycling 
Functions, grammar and vocabulary are continually reintroduced and practiced throughout the 
series. For the function inviting, in one unit students learn "How about a cup of coffee?" In other 
units the function is recycled and students practice "Would you like to get a cup of coffee?" and "Do 
you have time for a cup of coffee?" 

Grammatical items are also recycled. Students first use the pronoun that plus the verb to be to 
identify things ("That's my book.") and people ("That's Maria."). Later they use it to sympathize 
(''That's too bad."), to accept an apology (''That's OK."), to accept a suggestion (''That's a good 
idea.") and to compliment ("That's a beautiful dress."). This careful recycling gives students re
peated opportunities to learn each function, grammar point and vocabulary item. 

DESCRIPTION OF THE COURSE 

IN TOUCH is a three-level series for students in beginning to pre-intermediate classes. Each level 
includes 

-a Student's Book. 
-a Teacher's Manual with tests. 
-a Workbook. 
-Cassette Recordings. 

Each level of IN TOUCH is designed for thirty-six to sixty hours of classroom instruction, 
depending on how the Student's Book and supplementary materials are used. The Instructional 
Units of each Student's Book can be taught in about thirty-six hours. There are also two Review 
Units in each book which may be used either in the classroom or for home study. If used in the 
classroom, each Review Unit requires from three to four hours of instruction. Each Student's Book 
is accompanied by a Workbook which provides further practice of grammar and functions. The 
Workbook can be used in class for approximately ten to twelve hours. The Cassettes contain 
recorded conversations and oral practice exercises as well as pronunciation practice, listeni:lg 
comprehension practice and additional exercises to reinforce functions and grammar. 

STUDENT'S BOOK 1 

Story 
The story line places interesting characters in believable situations and provides a real context for 
the language introduced. Because the situations in the story relate to their own interests and 
experience, students practice language that is meaningful to them. 

Pair Work and Small Group Work 
Oral practice exercises are designed to involve two students or small groups of students in activities 
that approximate real conversations. Pair and small group work provides students with more 
opportunities to participate in class and may help shy students overcome their reluctance to speak. 

Some of the reading and writing exercises may also be done in pairs or small groups. Students 
can compare their answers after completing an exercise, and later on in the course, when they have 
enough language, they can use the reading and writing material for discussion. 

Although most of the exercises should be done in small groups or pairs, initially, teachers may 
wish to work with the class as a whole to set up and model the practices, and to answer any 
questions the students may have. Teachers who are not familiar with small group discussion can 
work with the whole class at the beginning of the course and gradually increase the amount of pair 
and small group work. 



227 

Using the Students' Native Language 
Teachers have usually been discouraged from using the students: native language in the classroom. 
However, the use of functional materials often calls for more subtle explanations of situations, 
social roles and culture. Even though teachers will want to create and maintain an English
speaking environment for the students, they might find it useful to use the students' native lan
guage at beginning levels to explain functions, communicative goals and some of the passive 
language. 

The Units 
There are twelve Instructional Units and two Review Units in the Student's Book. Each Instruc
tional Unit has four main sections and can be taught in three to four hours. 

1. Conversation The Conversation establishes the theme of the Unit and presents the new 
language (functions and grammar) which will be practiced orally. The Conversation is fol
lowed by oral and written exercises focusing on functions and grammar. 

2. Expansion This section contains reading and writing practice, as well as additional oral 
and listening practice. 

3. How Much Do You Know? The evaluation exercises in this section consolidate the 
active language from the Unit and allow students to see how much they have learned. 

4. Language Summary The Language Summary shows the students the language items 
they have practiced in the Unit. 

1. The Conversation 

The Conversation presents the new language which is to be practiced in the oral exercises. The 
Conversations can be used to practice reading, listening and pronunciation. They are not intended 
to be memorized. Specific suggestions for introducing and using the Conversations in different 
ways can be found in the Teacher's Manual notes. The Conversations have been recorded on the 
Cassette. 

Following the Conversations there is a comprehension check. These general questions make 
sure the students have understood the main points of the Conversation. 

Practice Exe~·cises Based on the Conversation. Three or four exchanges are taken directly 
from the Conversation to serve as language models for oral practice of functions and grammar. 
They are numbered Practice I, Practice 2, and so on. Usually these language models aIJow 
students to supply information relating to their own experience and interests. for example. "Do you 
like .................. ? .. Sometimes the language model and the practice model are the same. as in "What's 
your telephone number?" In such cases, to allow students to give information that is true and 
relevant, options such as "I don't have a phone." are given. Students should be encouraged to be 
inventive and to ask the teacher for the additional vocabulary which will allow them to talk about 
themselves. 

Since oral practice exercises allow for a variety of exchanges, students must listen carefully to 
what their partners say before they can respond. This eliminates mechanical or artificial questions 
and answers and keeps the students interested and motivated. In addition to the oral exercises. 
there is a written exercise which focuses on a main grammar point in the Unit. 

Grammar and Vocabulary Notes. There are grammar and vocabulary notes in most of the 
Units. The vocabulary notes give students some of the vocabulary and expressions they may need to 
talk about themselves and others. Since not all vocabulary needs can be foreseen, the teacher is 
urged to give students any additional vocabulary they ask for. The grammar notes give several 
examples of a grammatical structure and show similarities or contrasts to help students generalize 
about usage. 

2. Expansion 

The Expansion section is thematically linked to the Conversation. It contains reading. writing. 
listening and sometimes oral practice that reinforces and expands the functions, grammar and 
vocabulary presented. Previously practiced items often appear in a new context in this section and 
new language is often introduced for recognition only. 
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Reading. Reading texts are based on the kinds of material that people read every day: letters, 
application forms, newspaper articles, advertisements, and so on. Every text is accompanied by one 
or two exercises that help students develop reading strategies, such as predicting what a text might 
say, figuring out the meanings of new words from context, finding specific information, interpreting 
what they read and using in their own writing information that they have read. These strategies 
help students become confident of their ability to read English, even when faced with fairly long 
passages containing unfamiliar words. 

Writing. Like reading practice, writing practice is based on the kinds of material people actually 
write: notes, letters, post cards, forms, lists, and so on. Students learn to spell, punctuate, use the 
correct form for letters and paragraphs, and organize ideas. There are also writing exercises which 
reinforce the functions, grammar and vocabulary presented in the Unit. 

Listening. Listening is an integral part of the oral practice exercises because the students are 
talking about themselves and, therefore, their questions and answers are not predictable. Every 
Unit also contains an exercise that gives practice in listening for specific information. These 
monologs or dialogs are recorded. The Tapescript can be found at the end of each Unit in the 
Teacher's Manual. 

3. How Much Do You Know? 
This section gives the students a chance to evaluate what they have learned in the Unit. Although 
the focus is on language from the current Unit, language from previous Units is often recycled here. 

Complete the Conversation is a written exercise. The students complete a conversation by 
providing an appropriate question or response. Different students may have different answers, but 
any appropriate' answer is correct. 

Find the Conversations is a listening comprehension exercise for pair work which contains two 
conversations. One student reads Part A and the other Part B. After the initial sentence, each 
student is given two options and must separate the sentences of one conversation from those of the 
other, thus "finding" the conversations. Students have to listen to their partners carefully in order 
to continue the conversation appropriately. 

Circle the Correct Answer can be completed by students working alone or can be used for 
listening comprehension practice if the students cover the sentences in the left-hand column while 
the teacher reads them aloud or plays the Cassette. 

4. Language Summary 
The last page of each Unit in the Student's Book summarizes the functions, grammar and vocabu
lary which have been practiced. This Language Summary consists of 

1. Functions which are listed together with the language used to express them. 
2: Grammar boxes which are used to show the grammatical relationships of the language. 
3. Active vocabulary which is listed and grouped according to general word classes such as 

verbs, nouns, and so on. (Certain important passive vocabulary items may also be included 
in this section. If so, they are italicized.) 

Review Units 
After Unit Six and again after Unit Twelve there is a Review Unit. These two Review Units bring 
together and recombine the material studied in the previous Units. They introduce no new func
tions or grammar, but they may include a few new passive vocabulary items. Although the exer
cises are similar to those in the Instructional Units, some of them are multiple choice instead of 
open-ended; that is, students do not provide their own information. The Review Units can be done 
either in class or as homework, the oral practice exercises become fill-in exercises. The Conversa
tions in the Review Units have been recorded for listening practice. 
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TEXTBOOKS FOR FOUR WEEK PROGRAM 

IN TOUCH SERIES consists of Student books 1, 2, and 3 

Teacher Manuals 
1, 2, and 3 

Workbooks 1, 2, and 3 

Cassettes 1, 2, and 3 

LIFE STYLE SERIES consists of Student books 1, 2, and 3 

Teacher Manuals 
1, 2, and 3 

Workbooks 1, 2, and 3 

Cassettes 1, 2, and 3 

Proposed syllabus and schedule for using this series in a 

four-week intensive program consisting of five hours per 

day following a basic schedule of 

Hours one and two: -One teacher 

-One unit of text per day 

plus selected supple-

mentary materials 

reinforcing text materials 

Hour three: -Language Lab using tapes 

that accompany the text 

series - plus selected 

lab materials to 

compliment text topics 

and structures 



Hour four: 

Hour five: 
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-"Reading and Writing" class 

using the text - plus selected 

materials to be provided by the 

teacher 

-Students meet with individual 

"peer tutor" during which time 

tutor will (1) review and 

practice (orally) the student's 

written assignments in the work

book and any other projects or 

assignments assigned by the 

teachers, (2) practice and model 

role-plays or dialogs assigned 

by teachers, (3) engage in 

informal conversation with the 

student, and (4) teach the 

student to play selected 

American word and parlor games 

such as cards, Monopoly, 

Password, Clue, Jeopardy, etc. 

In 1982, the four week intensive program consisted 

of only fifteen full days of class due to field trips and 

other extra-curricular activities. Assuming that the 1983 

program would also consist of 15 full class days, the 

proposed syllabuses for the text series in the seven 
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levels of CESL's intensive program would approximate the 

following: 

G Level 

Day 

1 Unit 1 

2 unit 2 

3 Unit 3 

4 Unit 4 

5 Unit 5 

6 Unit 6 

7 Review 

8 Unit 7 

9 Unit 8 

10 Unit 9 

11 Unit 10 

12 Unit 11 

13 Unit 12 

14 Review 

15 Open 

F and E Levels 

Day 

1 Unit 1 

2 Unit 2 

3 Unit 3 

4 unit 4 

Unit 

Unit 

Text: In Touch, Book TWo, (plus 
'Workbook and Cassettes) 

1-6 

7-12 

Text: In Touch, Book Three, (plus 
Workbook and Cassettes) 



Levels 

Day 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

Levels 

Day 

1 

2 

3 

4 

5 

6 

7 

8 

9 

F and E--Continued 

Unit 5 

Unit 6 

Review Unit 1-6 

Unit 7 

Unit 8 

Unit 9 

Unit 10 

Unit 11 

Unit 12 

Review Unit 7-12 

Open 

D and C 

Unit 1 

Unit 2 

Unit 3 

Unit 4 

Unit 5 

Unit 6 

Unit 7 

Unit 8 

Unit 9 

232 

Text: Life Styles, Book One, (plus 
Workbooks and Cassettes) 
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Levels D and C--Continued 

Day 

10 Unit 10 

11 Review 

12 Open 

13 Open 

14 Open 

15 Open 

Levels Band A Text: Life Styles, Book 2, (plus 
Workbook and Cassettes) 

Same schedule as above for Life Styles, Book One 

Comments 

1. Choice of texts. The series In Touch and Life Styles 

would be appropriate for this program because they are 

based on a functional approach to language learning, 

giving priority to basic communicative skills and 

emphasizing interpersonal communication. At the same 

time the texts contain a systematic presentation of 

grammatical structures and present them in real-life 

situations which are relevant to young adults. The 

fact that the series combines the three basic types of 

syllabus design--grammatical, situational, functional--

would allow for maximum flexibility on the part of 

the teachers. The texts can be adapted to many 

different teaching styles. 

.~ 



234 

The series also affords the opportunity to experiment 

with an "integrated" program design, that is, the 

text, the Workbook and the cassettes can be used as 

the only or the principle text in a curriculum. The 

text, workbooks, and tapes are all interconnected in 

topics, target structures, and vocabulary domain. 

In this way, each successive block of study--initial 

presentation, lab practice, reading and writing, and 

pair or group practice--reinforces the block which 

preceded. 

2. Tutors would be recruited from local high schools-

Salpointe, St. Gregory's and some high schools in the 

Tucson Unified School District. Only juniors and 

seniors would be recruited: ages 15 to 17. If the 

tutors were contracted to work every day of the week 

for three hours, they would work a total of 60 hours 

during the four-week program. It should not be 

difficult to arrange for these tutors to receive 

high school credit. 



THE UNIVERSITY OF ARIZONA 
T U C SON, A R 1 Z 0 N A 85721 

CENTER FOR ENGLISH AS A SECOND LANGUAGE 

April 28, 1983 

Mr. Tsuguo Nagahashi 
Kanda Institute of Foreign Languages 
2-13-13 Uchikanda 
Chiyodaku, Tokyo 
Japan 101 

Dear Mr. Nagahashi: 
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Thank you for your letter of April 15. The questionaire and book list have been of 
great help to us in planning this summer's curriculum and activities. I have given 
Dr. Pialorsi a copy of your letter and he is responding to the section regarding 
tuition fee and choice ~f dormitories. 

This year we plan to incorporate several innovations into the Kanda program. We 
intend to: 

1. develop a more integrated curriculum by centering the classes 
around the two series In Touch and Life Styles. 

2. utilize American student tutors to provide more one-to-one contact 
with native speakers. 

3. include new extra-curricular activities that will increase the 
Kanda student's exposure to natural English. 

The enclosed proposed syllabus and extra-curricular activities list will give you 
more details. I would appreciate hearing your comments and suggestions. We are 
already hard at work recruiting tutors and making preparations for the classes. 

For your information, Ms. Yumiko Tsujimoto will be working with us again as a dorm 
counselor. As you know, she was of great assistance last year and we are pleased 
to have her with us again this summer. 

I am looking forward to hearing from you again soon. If it is possible, we would 
appreciate an estimate of the number of Kanda students you expect to have. This wo~ 
help us in our preparations. 

rt:el~~ 
Eri c Bred;~b~;g - t:I 
EB:gb 

xc: Frank Pialorsi 



PROPOSED SYLLABUS 

The students will have five hours of class each 
day. The hours will be divided as follows: 

CONVERSATION AND PRONUNCIATION SKILLS (2 hours) 
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This will be a two-hour block taught by one 
teacher. The text will be In Touch (books 2 and 3) for 
levels G, F, and E and Life Styles (books 1 and 2) for 
levels D, C, B, and A. The syllabus will aim for one unit 
of the text per day plus any supplementary material or 
exercises selected by the teacher. Written assignments 
will be in the accompanying workbook (approximately four 
pages per day) which will be reviewed and corrected by the 
tutors. 

LANGUAGE LAB (1 hour) 

This class will be based on the corresponding tapes 
for the In Touch and Life Styles series as well as 
supplementary listening material provided by the teacher. 

READING AND DISCUSSION (1 hour) 

This class will use separate culture-based reading 
books as the basis for conversation. There will also be a 
weekly theme around which discussions can be centered 
(for example: Arizona, American Indians, Cowboys, 
International Friendship). 

TUTOR HOUR (1 hour) 

During this hour students meet with individual 
"peer tutors." This hour will be structured and organized 
in such a way that the tutors will: 

1. review, correct and practice (orally) the student's 
written homework from the In Touch and Life Styles 
series. 

2. model and practice the many role-plays and dialogs 
in the text (or those assigned by teachers) . 

3. act as the "interviewees" for the students when 
they have interview worksheets to do as exercises. 
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4. teach the students to play certain American card 
games and parlor games such as poker, Monopoly, 
Password, Clue, and Jeopardy. 

5. engage in informal conversation with the students. 

We will try to aim for a ratio of one-on-one 
during this hour, however, if we do not have enough 
tutors, we may use one tutor for every two students. The 
tutors will be recruited from local high schools and the 
university. They will be contracted to work for three 
hours per day, five days a week for the four week Kanda 
program. The tutors will also participate in any or all 
of the extra-curricular activities. 

Proposed Extra-Curricular Activities 

Reception 

Grand Canyon* 

Mt. Lemmon picnic and 
classes 

Swim party 

International Night 

Old Tucson/Desert 
Museum 

Pinnacle Peak Restaurant* 

Gaslight Theater* 

Movies* 

Shopping trips 

Roller Skating 

Bowling* 

Final Ceremonies Luncheon and Dance 

*Items with the asterisk are not included in the activities 
fees. There will be a nominal charge for these activities. 
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BACKGROUND OF THE TUTORIAL COMPONENT 

The model for the tutorial component of the 1983 

CESL program was based upon experiments at Language First 

Institute (Tucson) during the summers of 1981 and 1982. 

The Language First Summer ESL programs were designed to 

provide intensive ESL classes for Mexican families who 

resided in Tucson during the months of July and August. 

In the 1981 Summer program, the enrollment was 63 students 

ranging in age from 7 to 56. The majority of the students 

were teenagers of junior high school age (12-14). In 

order to provide the students with a highly communicative 

ESL program, 20 American junior high school and senior high 

school students and five adults were recruited to come 

to the institute every day during the five week program 

to "interact" with the students in games, role playing, 

and other activities. The activities were organized and 

supervised by the teachers and were aimed at reinforcing 

the daily ESL lessons. Through the observations of the 

teachers and administrators and comments made by the 

students, the tutorial component of the program was 

perceived as very successful. Mexican students commented 

that daily contact with native speakers and social 

activities outside of the class was very helpful to them 

in learning about the language and the culture. The 
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tutorial component of the 1981 Language First program was 

highly experimental and was loosely organized. The ratio 

of students to tutors was about three to one, consequently, 

Spanish was spoken a great deal of the time; students 

were not "forced" to speak English since the Spanish 

speakers outnumbered the English speakers during the 

tutorial hours. 

For the five week Language First program in 1982, 

the tutorial component was highly organized and carefully 

planned and supervised by the teachers. In 1982, 30 

tutors were recruited from various high schools in Tucson. 

Under arrangements made with high school administrators, 

the tutors were awarded credit for fulfillment of a 

contract with Language First. Tutors were selected and 

screened by high school teachers and administrators on the 

basis of motivation, academic performance, and maturity. 

The tutors were contracted and trained by Language First 

personnel. The tutors worked at the Institute for three 

hours every day for the five week program. The ESL 

program was arranged so that students received two hours 

of intensive ESL classes daily and then worked for one 

hour one-to-one with a tutor who was approximately the 

same age. Tutors and students worked in groups of four. 

The activities during the tutorial hours were carefully 

planned by the teachers to reinforce the content of each 
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day's lesson; activities included interviews, drills, 

dialogs, role playing, dictation, and games. Many of the 

activities were based on material in the workbooks that 

accompanied the texts. In addition to the formal 

tutorial activities, tutors accompanied students on 

weekend trips, picnics, and sports activities. Tutors and 

students established friendships that carried over into 

social activities such as parties, dances, and invitations 

to the tutors' homes. At the final dinner and ceremonies, 

with 350 in attendance, tutors and students performed 

skits, songs, and dances. 

The 1982 ESL program at Language First, and 

especially the participation of the many young Americans, 

was perceived as very successful by administrators, 

teachers, students, tutors, and the families of all 

participants. Some of the benefits noted were: 

-students received individual attention; 

-conversation practice in the target language was 

maximized; 

-the tutors enjoyed the opportunity to be "teachers" 

for a change; 

-many shy students who would hesitate to participate 

in formal classroom activities talked freely with 

the tutors; 



-the tutorial hours were always noisy and active, 

indicating a high level of interaction, and 

-many cross-cultural friendships were formed; the 

Mexican students had an opportunity to meet 

American students their own age. 
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Most of the Mexican students in the 1982 Language 

First program lived with their own families in Tucson. 

Except for their clas~room experience or their social 

activities with the tutors, these students spoke Spanish 

at home. Eight of the Mexican students (ages 13 to 17) 

were placed with American families during the five week 

program. It was perceived (though not measured) that 

these students made more gains in their English Language 

Proficiency than the other students in the program. 

Pre- and post-taped interviews of the students enrolled 

in the program showed notable improvement in communicative 

abilities during the five week program. N'o empirical 

study was made of the program and no formal evaluations 

were made by the students. (The Language First program, 

in spite of the notable success of the 1982 program, was 

not repeated in 1983 due to the devaluation of the 

Mexican peso in late 1982 and the resultant decrease in 

the number of Mexicans visiting Tucson.) 
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THE UNIVERSITY OP ARIZONA 
T.UCSON, ARIZONA 85721' 

CENTER FOR ENGLISH AS A SECOND LANGUAGE 

Dear Student: 

For the past ten summers, the University of Arizona has been host to a 

large group of Japanese students interested in improving their English 

and learning more about l1fe 1n the Un1ted States. At the end of each 

summer, after praising the academic part of the program, the students 

have always expressed the wish to have contact with American students. 

This summer, with your help" we are going to try to do something about 

this gap. At the same time, the Tucson students who',volunteer for the 

program will have the opportunity of learning first hand about another 

culture while ga)ning valuable experience in helping someone learn a 

language. I am certain you will be surprised when ~ou discover your 

own natural teaching abilities. 

Sincerely, ,~}, • 
d-- .... V-~ 

Frank Pialorsi 
Director 
CESL 

FP:gb 
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C.E.S.L. STUDENT TUTORING PROGRAM 

To be a tutor in the English as a Second Language 

Program you do not have to have any formal experience or 

training, nor do you have to know another language--only 

English. The Center will provide you with several hours 

of orientation and training before you begin to work with 

your students. You will be given specific assignments 

every day by your supervisors and all the materials you 

need will be provided. 

The qualities that we are looking for in our 

tutors are: 

1. an outgoing personality; 

2. willingness to take an active interest in 

helping foreign students; 

3. willingness to learn something about another 

culture and to share your own with others; 

4. maturity and responsibility. 

We anticipate contracting only those students who are 

fifteen years or older. 

Classes will be held on the campus of The 

University of Arizona for a period of four weeks, from the 

9th of July to the 6th of August, 1983. Each tutor will be 

asked to sign a contract with the Center and agree to work 



as a tutor for three hours (maximum) per day,S days a 

week for those four weeks. The tutoring hours will be 

from 12:00 noon to 3:00 p.m., Monday through Friday. 

Each tutor will work with one student for one hour from 

12:00-1:00, another from 1:00-2:00 and another from 

2:00-3:00. If the Center's enrollment is higher than 

anticipated, some tutors may tutor two students at a 

time rather than one. During this tutoring hour, the 

tutor will be expected to do the following: 
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1. Help the students correct their written homework 

assignments. 

2. Lead the students in practicing dialogs and 

readings in order to. improve pronunciation and 

understanding. 

3. Answer a few questions about English grammar that 

may come up--a supervisor will always be there to 

help out. 

4. Answer questions in personal interviews--that is 

act as the "interviewee" concerning various aspects 

of American culture: dating, marriage, music, 

recreation, studying in high school, and life in 

the USA in general. 

5. Participate with the group in group games such as 

Bingo, Password, Charades, Twenty Questions, etc. 



6. Teach the students how to play certain 

American games such as Scrabble, Monopoly, Cue, 

Uno, etc. 
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In addition to the above "official" duties, we hope that 

as many tutors as possible will participate in the many 

extra-curricular and social activities that will be 

available. We also hope that some of our tutors might be 

able to invite some of their Japanese friends to their 

homes so they can see what a real American horne is like. 

We also hope that our tutors will be able to attend our 

final luncheon and dinner-dance at the closing of the 

program. 

The Benefits to Being a Tutor 

Our young tutors will enjoy the unique opportunity 

to make friends with other young people from Japan and 

many other countries of the world. Many tutors in past 

programs have established lasting friendships and pen

pals. Some have traveled abroad to visit their new 

friends in their own countries. 

The experience of working on the campus of The 

University of Arizona will familiarize high school students 

with life at a university and give the tutors access to 

university facilities and activities, i.e., swimming pools, 

Student Union, Gallagher Theater, etc. (note: Some 

facilities require a small fee for use) . 
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Those tutors who fulfill a contract for the four 

week program will be given official recognition of their 

work in the form of a certificate describing the nature 

of their work for C.E.S.L. This experience can be a 

valuable contribution to a student's resume. 

One of the most important benefits of being a 

tutor is the opportunity to participate in the many 

extra-curricular activities that will be available--on a 

strictly volunteer basis--to all tutors. The following 

are some of the activities which will be available at 

either no charge or at a substantial discount: 

Old Tucson and the Desert Museum 

Planetarium 

Sports activities 

Picnics and potlucks 

Movies at theaters around town (all half price) 

Water World 

Gaslight Theater 

Mt. Lemmon and Sabino trips 

Fi~ally, each of our contracted tutors will receive a 

stipend of fifty dollars ($50.00) at ,the end of the program 

to help defer costs of transportation during the program. 

For more information concerning this program, 

call Mr. Steve Stryker at 621-5555 or 795-3784. 



APPLICATION FOR C.E.S.L STUDENT TUTOR 

SUMMER 1983 
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N~E 
-=F~i-r-s-t-----------------M~i~d~d~l-e--------~L-a-s-t---------------

AGE ________________ __ GRADE 

ADDRESS~--~----------------------------------------------
Street 

City Zip 

TELEPHONE ________________________ __ 

FOREIGN LANGUAGES STUDIED 

TRAVEL EXPERIENCE ________________________________________ ___ 

WORK EXPERIENCE __________________________________________ ___ 



THE UNIVERSITY OF ARIZONA 
T U C SON, A R I Z 0 N A 8.5721 

CENTER FOR ENGLISH AS A SECOND LANGUAGE 

TUTOR AGREEMENT 1983 

I, _______________________ , a student 

at . High School, agree to work as 
a tutor in the intensive four-week program at the Center for English as a Second 
Language at the University of Arizona, Tucson, Arizona. I agree to a ___ _ 
hour commitment to work from 12 July,1983 to 5 August.1983. 

DESCRIPTION OF DUTIES 

1. Participate in the orientation meetings to be held prior 
to the arrival of the students. 

2. Arrive at the Center for English ~s a second Language (CESL) 
no later than 11:55 a.m. and perform tutorial duties until 
2:50 p.m. Monday through Friday for the four week period starting 
July 12 and ending Friday, August 5, 1983. 

3. Cooperate with the tutorial supervisors and teachers and comply 
with all rules and regulations of the Center and the University of 
Arizona. 

COMPENSATION 

1. Academic credit will be rewarded at those high schools which have 
agreed to do so. Any such arrangements are entirely the policies 
of the individual schools. Each tutor will receive a certificate 
documenting the fulfillment of the agreement. 

2. Upon fulfillment of the agreement, each tutor will receive a 
transportation stipend of $50.00. 

3. All tutors are eligible to participate in any of the extra-curricular 
activities which are part of the program at discount prices arranged 
by the Center. 

understand and agree to the above conditions. 

Tutor: 
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Dated thiS.~ day of. ' 1983. 

Director: CJ"... o-L.. ~ I ~ ~::~~Visor~~ _ :JjJL, 



THE UNIVERSITY OF ARIZONA 
T U C S 0 No A R I Z 0 N A 8S721 

CENTER FOR ENGLISH AS A SECOND LANGUAGE 

June 8, 1983 

Dear 

Congratulations on having been chosen to be a tutor in the Summer Intensive 
English Program at the Center for English as a Second Language. We greatly 
appreciate your interest and feel confident that you will enjoy your experience. 

We have now accepted thirty high school students to receive contracts as 
tutors this summer. The High Schools represented are St. Gregory, Sal pointe, 
University, Flowing Wells and Tucson High Extended Day Program. 

Our first general orientation meeting for all of the tutors will be held at 
3:00 P.M. on Monday, June 20, in the Center for English as a Second Language, 
Room 215 (second floor), The Center for English as a Second Language (C.EoS.L.) 
is located on North Campus Drive a short distance East of Park Avenue (see map 
of campus enclosed). The meeting will last approximately one hour. At that 
meeting we wi 11 

-make the final list of tutors and sign contracts 

-give out the final schedules of activities 

-discuss tutor duties and activities 

-give an orientation to the campus fo the U. of A. 

If you can't make this first meeting, please give me a call at 621-5709 or 
795-3784. 
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Included with this letter is a map of the campus - with the C.E.S.L. circled, 
as well as a tentative schedule for our 4-week program. Note that the students 
coming from Tokyo arrive in Tucson on Sunday, July 10 on two afternoon flights, 
2:55 and 5:50. If you would like to accompany us to the airport to welcome them, 
I would appreciate your advising me at our meeting. We do hope that all of our 
tutors will be able to attend the reception for the students on Sunday evening, 
July 10 at 8:00 P.M. in Coronado Dormitory Hall. 

SS:gb 
encl. 

I'm looking forward to seeing you at our meeting. 

Sincerely, 

Steve Stryker 



APPENDIX E 

TUTOR WEEKLY EVALUATION FORM 

252 



TO: All four week students 

SUBJECT: Your conversation partner (tutor) during the 
tutorial hour 

Please help us to improve our conversation hour 

by giving us the following information: 

Today's Date ____________________ __ 

Your level 

Name of your tutor 

How would you rate the performance of your tutor in 

helping you to practice your English? 

Superior ____________ __ 

Satisfactory ________ __ 

Unsatisfactory ______ _ 
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CONSOLIDATION TIr1T\ I've been trying 
UNIT \llI to call you. 

1 

Relative Clause.: { :;~~ 
where 

What ever happened to that tall African woman who looked like a model? 
Do you have the books that we were working with yesterday? 
rd like to go .someplace where there are students my aae. 

The recipe for Chef Andre's apple pie is a carefully guarded secret. Bill is going to try and 
get it. Rewrite Marty's notes changing the underlined sentences into relative clauses be. 
ginning with who. that or where. 

Bill, 

I know how you can get the recipe for the apple pie. ~ 

had it last night. At the bar there will be a short. fat man. 

. f per The paper has an address on He will give you a p1ece 0 pa. __ __ 

it. Go to that address, and you'll see the waiter. He waited 

on us last night. It's not the first waiter. He spilled soup 

~. It's the other one. He came on later. Give him $500, 

and he'll give you the recipe. Go straight to the garage. 

I usually park my car there. I'll meet you there. 

Be careful and good luck I 

Marty 

., II'" IMNRC 

( 
Tb.. na..wn_1 m., ftII( be·typnJd .... w'&h6ul ..... wnu.. ~ 
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UNrTTEN 11 

After 
"".oon88 
When + Clau.e 
Until 
Since 

rllietyou know 

1 can't let you know 
1 haven't seen him 

after 1 talk to my mother. 
.. lOOn 88 I make a phone caU. 
when 1 get back. 
until 1 get back. 
l!nee I got here. 

Last night a plane crashed into a bridge and feU into the Potomac River in Washington, 
D.C, A policeman tells a TV news reporter what happened after the accident. Complete the 
newscast with the following clauses: 

• until the seven people near him were out of the water • after the plane crashed 
• after the seventh person had been put on shore • aince I became a policeman 
• as soon as I saw what had happened 

"I got to the scene of the accident about two 

ntinutes ______________ ~------------

1 
___________ • I called for help. Five 

minutes later helicopters began to arrive. 

There were a lot of people in the water. and I 

saw a helicopter lower a rope to a bald man. 

Instead of taking the rope himself. he gave it 

to the person next to him. The helicopter left. 

• when it returned 

l 

the same bald man gave the rope to another 

person. He continued doing this ______ _ 

, 
the pilot went back to get the bald man. He 

was gone. The pilot cried. 1 haven't seen such 
heroism _________ --: ________ _ 

Complete the conversation using still, anymore, yet, for or since. 

PAULA: Have you gotten your Newday 

----"""""--_? 1 

MARlA: No.1 don't take that magazine 

~ 

PAULA: Really? 

MARIA: No.1 haven't taken it ___ '""~ __ _ 

they wrote that awfulartic1e about 

women. 

PAULA: Yeah. That was pretty terrible. but it's 

---""'4-- a good magazine. 

MARIA: WeH, I take Our World Today now. 

PAULA: Do you like it? 

MARIA: It's OK. I've only been taking it 

__ -:-__ about a month. so I don't 
5 

really know __ ...".... __ 
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4 
UNIT TEN 

Ray and Paula are having dinner. Complete their conversation using the correct (orm of 
the indicated word(s). 

PAULA: Did Mac call you this morning? hair cut today. 

RAY: No. Why? PAULA: 1 was, but my hairdresser suggested 

PAULA: 1 suggested that he _--:--.,, __ you. 
1 • .:aI1 

that I _~_,.--_. He said that if 
IO,wait 

RAY: 

He said he _--::-:-__ interested in 
2.bo 

working in sales, and I told him you 

probably _-=-:--__ some people 
3. kn .... 

he --can-- talk to. 

1 do. 1 wish he ___ ~:_;;_---me. 
4. call 

1 had lunch with George Derek today. If 

_~~ ___ Mac_~~ __ 
6. know 6. be 

interested in sales, 1 ----:7=-. -ta""lk---

to George about it today. 

I it now, i ... t --:';;"';'_~_ 
11. CUI 12. be-.f,. 

long enough to wear up for the dance 

next week. 

RAY: Good. I like it long anyway. 1 was 

hoping he __ --:".......".,-___ _ 
13. wililUfl,HI 

that you _--..,. ___ it long. 
I.ave 

PAULA: I wish you ____ -:-:-,-:;-____ me you 
14. tell 

___ ..,.,... ____ me to cut it. You 
16. want-M,. 

know, honey, that if you _--:-:-':'::--_ 
16. like 

PAULA: Yeah. That's too bad. I wonder if 

he_.."....,.. __ 
8 ........ 1 

my hair long, I __ ~,..--__ it 
l7.w," 

long. I just thought it _~~':':':':' __ 
18. will bo 

RAY: Who knows? ... I thought you fun to change. Actually, I like it better 

---~9~.-U.~~-,~~W-'~.I------your long too. 

AU/Say/TeU 

Tell him (that) 
Say (that) 
AakhimiC 

S Complete the message using tell, say or ask. 

JUdy. 

rn be late. 
I'll be late. 
he'll be late. 

Ca.ey called and _____ he would be here at five. "e---=2--

where you vere. and I--~3::---hi .. you vere in a meeting. I didn't want 

to __ -:-__ him you were sick because I knew he'd worry. 
I'> 

him if you should meet him downstairs at Hve, and he __ .-__ he'd call 

you before he left .lnd let you know. __ -.-__ him it was you birth-

day too. I can't believe ~ didn't __ -::-__ himl Did you have a fiqht 

or someehinq'? 

Jete 

'I·II~IIMNIU' 
Thlll nu.Iot""11 nWl,. nul hi rrpntdWtYd •• &hnul ,....., "'I~ ,.nn ... n 
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UNIT TEN 53 

6 Choose the appropriate word(s) to complete Mrs. McDonald's letter. 

Put 
Wiah + Put Perfect 

I wish I had my camera. 
I wish you'd told me that. 

IlCla + PrelM!nt Unreal Condition 
use Past Unreal Condition 

III went, I wouldn't finish, 
If I'd known, I wouldn't have waited. 

7 Complete the following conversatioDs with the indicated words. 

1. A: This is really hard to read. I wish 

",Ullypo it 

B: Well, if I had a typewriter, 

Illypo il 

but I don't. 

2. A: If ___ -.,.,...--,-,. ____ , rd 
Il1>o thiMor 

buy those pants. 

B: Oh, come on. You're not fat. 

. A: Well, maybe not, but I wish 

-----:-I/7"bo-'7"hl-ono-' ---- anyway. 

3. A: I sure wish 
ho/WIII ... home 

B: Me too. If I'd known he was such a bore, 

.t" 1""1 I"'NKI.~ 
ThlllllMLHlltl ft .. , "'" be ,..".t"nclwldwu, poor wntlrQ prmt~ 

4. A: I wish 
l/baw to ... to work todaY-MI. 

I feel awful. 

B: You say that every morning. If you went to 
bed earlier, __________ _ 

",..,CHI botler in th. moml", 

5. A: Come on. Don't look so sad. It was just a 

football game. 

B: I know, but I wish _--::::~:--_ 
_twin 

A: Well, if __ -=-_=-=--:-~---
DaMY Baktnbe lick-or,. 

we would have. He makes all the 

touchdowns. 
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THE UNIVERSITY OF ARIZONA 
T U C SON. A R I Z 0 N A 8S721 

CENTER FOR ENGLISH AS A SECOND LANGUAGE 

September 1. 1983 

This letter verifies that • a student enrolled 
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in your high school. satisfactorily fu1fllled a hour contract as an English 
language tutor in the Intensive Summer Session o~Center for English as a Second 
Language (CESL) at the University of Arizona. The program took place at CESL on 
the University campus between the dates of July 8 and August 6 . 

..,..,...-,.......,...-:--.----.--:-...-_____ fulfilled the following obligations and performed 
the followlng dutles: 

1. Participated in orientation and training as a tutor prior to the program 
(June and July, 1983); . 

2. Participated as a full-time tutor for the entire four week program, tutoring 
at least one student per hour for three hours per day for a total of twenty 
days (total: sixty hours); 

3. During the tutorial hours, tutorial duties included helping students correct 
their written work. leading students in practicing correct English 
pronunciation and intonation. explaining certain grammar patterns in English. 
interviewing foreign students and being interviewed by them, teaching the 
students to play selected American word games, participating in group 
activities, writing and performing video skits, and. finally, evaluating 
the foreign students' progress in English on a week to week basis. 

4. The performance of the tutor was eva1uatl1d on a weekly basis by both the 
foreign students and by the tutor supervisors and the performance was 
rated satisfactory. 

5. In addition to the above duties, the tutor participated in a wide range 
of extra-curricular activities including sports, games, picnics, films, 
shopping trips, visits to places of cultural interest such as the Arizona 
Historical Society, Arizona State Museum, the Desert Museum, Old Tucson, 
and the Planetarium. 

The Center for English as a Second Language greatly appreciates the excellent work 
of this tutor and recommends that appropriate credit be awarded to this student 
according to the POliCi~S of your institution. ~ 

0-.--, ~~ ~ 13. ~b 
Dr. Frank Pia10rsi Step n Stryker 
Director, Center for English as a Second Coordinator, CESL Tutorial Program 198: 
Language - University of Arizona 
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The Purpose and General 

Nature of CELT 

The CompreheDlive Enallah Language Ten (CELT) ia designed to provide a IlClriea of 
reliahle and euy·to-adminiater testa for meuuring the Eng1iah language ahility of non· 
native speakei'll. It ia a.pec:W.Iy appropriate for high IIChool, college, and adult programa 
of Eng1iah u allClCOnd language (ESL) on the intermediate and advanced levels. It baa 
heen found particularly ullllful88 a placement test in such programs and in addition baa 
potential u a measure of COurIICI achievement. 

Initia11y three multiple-choice testa compoee the CELT battery: 

1. Lut:ming: a teet of the ability to comprehend abort statement&, questioDl, and 
dia10guea u spoken by nativlI speakei'll of Eng1iah 

2. Stnu:tu~: a ten of the ability to manipulate the grammatital Aructures oc· 
curring in spoken Eng1iah 

3. Voc:obulory: a test of the underatanding of the kinds of 1exical items which 
occur in advanced Eng1iah reading 

The CELT teats may be UIICId eepar8tely or in combination, depending on the level 
of the studente' competence and the specific nature of their Eng1iah·training experi· 
ence. Thus, for students wliOlM! training baa emphasized the audio-lingual skills, a 
combination of the Listening and Structure Teata would be recommended. For studente 
whOlM! training baa included work with advanced reading materials, the Vocabulary 
Ten would be a ullClful addition.. • 

Each of the CELT tests ia of sufficient length to yield reliahle resulta but at the 88Dle 
time ia brief enough to be administered within a clau hour. 

Test Development Procedures 

The CELT materials were prepared by nperienced test writei'll in the field of Eng1iah 
as a 1ICIC0nd language, and all items were pretested on large samp1ee of studsnts of 
divellC! language backgrounds enrolled in inteDlive, college-level programs of ESL. 
Both the results of item analysia and the comments of ciauroom teachel'll were utilized 
in the UIICImbly of the final forma of the three testa. The materials were further refined 
on the baaia of "dministratione of the complete testa in a wide variety of ESL programs 
for both high IIChool and college· level studenta. Statistical analyllCl8 and tentative 
norma for sample reference groups will be found in this Technical Manual. 

Description of the Tests 

All the CELT teats use multiple-choice items, each teat heing contained in a IICIparate, 
reusable test book. A common answer sheet is used for all three tests, each teat being 
IICOred with ita own punched key. Telt 1IC0res are expreeaecl u the percent of items 
an_ered correctly, and each key containe a table for converting from number of in· 
correct and omitted items to percent correct. (There is no correction for guesaing.) 
Other test materials are listed below under the descriptions of the individual tests. 
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Listening Test 

ThiI teIt iI ill thrw paria, with a total of 50 itema. The teIt may be liven either by live 
yoK:. IIIiiDI the priDted ICript ill the Eu.miDer'. Book or by a rec:ordinl. Detailed in. 
ItrUcUoDil for the two IIMIthoda of adminiltration are included ill the ~'. Book. 
The total teItiDI time ilapprosimataly 40 minuteL 

Pan I: A~ Quatioru. The ItUdent hean 20 abort questions, .. ch question 
bllinllPOken juA ODe time. In the 15 I8COnda of Iilecce which foUow, he .1ectI the ooe 
losica1aDllWer from amonl the four altelDlltiVII priDted in hit tilt book. 

~. 

SbMlmlll1ill Mar: "WbeD are you IOiDI to N_ York?" 

SbMlmlll1ill rwd: (A) To vilit my brother. 
(B) By p1aDe. 
(C) Nat Friday. 
(01 Y-.Iam. 

Of the 20 items, 15 are of the ao-caUed IM-qU8liioa type (qllOltioll8 beIinniDI with 
iDterqativ.lUch ulllltGt, ~, &Mm, JMo., and AoUI) and 5 are "yea/DO" questioDi 
(bqiJmiq with UIOuld, Mould, CIJII, do, and are). 

III this, u ill aut.quent parte of the u.t.eniol Test, can baa been taka to keep the 
priDt.ed altelDlltiVII bn.f and les:ica1ly and 1J'ADUIlAtica1Jy limple 10 U to miDimiu the 
naciint factor. 

Part II: U~"I SIDlemmt.. Thl ItUdent burl 20 abort .tatementa, .. ch 
ltatement beiDlapoken juA one time. In the 15 I8CODda of 1ilaDc:e wbich foUow, he 
IIlec:ta the one accurate puaphrue from amoDi the four altelDlltivII priDted in hit 
teIt book.. 

StIUJmt lI1ill Mar: "Gaorp baa juA retumed home from hit vacation." 

SbuMrU lI1ill reotl: (A) Gaorp illPfDdiDI hit vacation at home. 
(B) Gaorp baa juA finilhed hit vacation. 
(C) G'aorp iI juA about to beIiD hit vacation. 
(01 Gaorp baa decided not to take a vacation. 

Tba 20 ItatemlDti raDII in &eDith from 5 to 17 worda and cover a wide raDle of lin
teDc:e typeI and IUbject matter (e.I., cooditions, COmpaNolIII, time and numher 
apre.iollll). 

Part III: COl'llprt!MMi"l Dil:JJoiua. The Itucient hean 10 abort uchanpe between a 
man and • woman ipMker, eacb dialol\11 heiDI foUowed by a comprehenaion queation 
wed by a third ipMker. AI in the other parte of the tilt, each item illiven jun one 

0,"", and ~ ilbuItatiR itJtru on tJw Uti""" dtG.I OPpel' ill 
,." ..., dim:tiDtu. 

2 
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All the itelIll test stnacture pointa found to pate particular problelIll for foreieD leamers 
of En,liab. IteIIII &ample tbe following areu in the proportions abown: 

Structural categories 

Form and choice of nouns, pronouns, adjectives, and adverbs 

Choice of prepoaitionl 

Choice of verb fOllIll and modals 

Word order 

Formation of tag queatioDi and elliptical reaponaea 

Percent of 
lest items 

27 

9 

« 
11 

9 

In addition to the student teat books and answer abeets, materiala include inatnac
tioDi to euminera for administering and acaring the teat. (The aame inatnactioDi are 
UIed for the Vocabulary TeIt-_ below.) 

Vocabulary Test 
Tbia teat iI in two parts, with a total of 75 iteIIII to be llDIWered within 35 minutes. 
There are eeparate inatructions to examiners for adminiltering and acaring the teat . 

. , 
Part I conaiata of 35 eentences from which one word baa been omitted, followed by eeta 
of four teat worda. For each problem tbe student eelecte the one alternative o:vbich com
pletes the eentence in a logical way. 

bampIH: 

A ___ iI ueed to cut with. 

(A) knife 
(D) lamp 
(C) hom 
(D) pen 

It must be getting warmer, for the snow iI beginning to ___ . 

(A) strain 
(D) melt 
(C) burst 
(D) abine 

4 
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Pan I I conaiata of '-0 abort definitions followed by seta of four teat worda. The atu· 
dent aelecta the one word from among the alternatives which matches each definition. 

hamplet.: 

faraway 

(A) worthy 
(B) pale 
(C) distant 
(D) huge 

to abow the way 

(A) greet 
(B) guide 
(C) guard 
(D) gaze 

The 280 worda included in this teat were aelected to repreaent the vocabulary which 
studenta might encounter in mature reading materials of the kinds auigned in general 
college courses. The aelection was taken from TM Ttacw'/1 Word Book of 30,000 Wordll 
by Edward L, Thorndike and Irving Lorge.· Although there is only a very general re
lationship between the frequency of occurrence of lexical items and their relative diffi· 
culty for the foreign learner of the language, it may be of interest to note how the teat 
worda are claaaified in the Thorndike·Lorge count. 

Approximate ward· P.rcentof 
fr.qu.ncy ranking lest word. 

First thouaand 0 

Second thouaand 0 

Third thouaand 0 

Fourth thousand 25 

Fifth thousand 2'-

Sixth thousand 39 

Seventh thousand 12 

"Teachers College Preu, Columbia University, New York, 1944. 

5 
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Test Statistics and Norms· 

Because of the n_neal of CELT, only very tentative ItatiJtical data and nonna are 
now availablo for the tats. It ia intended that, u further iDformatiDn on teIt perform. 
ance ia accumulated, thia Manual trill be reviaed. 

DeKription of Five Reference Groups 

The ltatiatical data preMnted in this section are baaed on the teat performance of five 
;roupa of foreign atudents at the high IChool and college levela. The five IJ'OUJ)ll will 
hereafter be identified by the letter designationa given below. 

Group A: 165 adult foreign students tentatively accepted for undel'lftduate and 
(l'IIduate programs at a amall private university in the Eutern United States. Lan
KUAge backgrounde and eztent of previous English·language ttaining varied widely. 
The CELT battery wu administered at the time of registration, and dee:WODl regard
ing final acceptance into the university and placement in remedia1 ESL eta.. were 
made on the'buia of teat 1COres. 

Group B: 60 adult foreign students taltiDg full-time intensive language training in a 
UDiversity-connected Engliah language institute in the Western United States. The 
Rudents were endeavoring to improve their Eng1iah proficiency 10 u to be admitted to 
decree programs in United States universities. Some had entered the Engliah program 
on referral from other colleges and universities; othen had entered directly. Language 
backgroundJ and length of previous ESL training varied widely. 

Aaaignment to one of five clua levela had been made on the buia of teat acol'll8 on the 
Michigan Achievement' Series. (The ESL program conaiated of 25 instructional hours 
per week.) The CELT battery was adminiatered about midway through the semester 
program. 

Group C: 65 foreign adults attending an advanced-level ESL program in a Mid
western community college. All of the atudents had completed their secondary educa
tion, and moat of them hoped to continue their education (generally in a technical
training IChool) after improving their Engliah. Moot had taken intensive English 
instruction the previous .mester, but otherwiae their educational and language
training backgrounds varied widely. 

Placement at one of the three levela of the "advanced" program was by standard 
ESL and local tests. (The ESL program consisted of 20 instructional hours per week, 
with special emphaaia on the reading and writing akilla.) The CELT battery .as given 
after the first month of instruction. 

Group D: 122 French-apeaking Canadians (average age: 18) beginning their first year 
of college after having completed their leCondary education. They had had from five 
to seven years of Engliah instruction in IIeCOndary school. The CELT battery was ad-

o miniatered at the time of entry into college. 

·TIw autl!lJ,.. 0" 1lIOII 6rauful /0 MiMI B. Jt1JII Longrrli,. {or Mr tu
,ulan« in tIw compllltJliol14l WO'* IUmIllOl'iztd in /hu _ion of 1M 
Manual, 

6 
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Group E: 75 teen·age foreign studenu enrolled in gradea 10 to 12 of alarae IUburban 
high IICbool in the Eastern United States. All the studenu had been identified by their 
tuehera u having ,language or language-related problema in the c1aaroom. Their 
length of stay In the United States and previoua Engliah·language training varied 
widely. The CELT hattery wu given about midway through the Ipring term. (There 
appeared to be no sicnifjcant relationahip between CELT IICOI'eI and the IpeCific grade 
level to which the studenu had been aaigned.) 

Table 1 abows th~ pographical origina of the studenu In the reference groups. 

TABLE 1: 'ercentag .. of Students by Geographical Aw.a.· 

~raphical Areal 

Middle Far Latin 
Group H Europe East East America Other 

A 155 22 18 33 19 8 

B 60 5 39 48 8 0 

C 65 25 31 26 15 3 

E 75 23 7 28 37 5 

Mean Scores and Standa'rd Deviations 
Table 2 abows the mean 1ICOle8 and standard deviationll for each of the three CELT 
testa taken by the five student groups described above .•• ThetlCllltatietica demoDlltrate 

TABLE 2: Mean X- and Standard Deviation. 

Listening test SlnKturelHt Vocabulary test 

Group H Mean SO Mean SO Mean SO 

A 155 SO.94 14.SO 76.74 16.03 74.71 18.13 

B 60 62.76 12.98 54.91 15.40 44.23 15.16 

C 65 59.76 14.12 52.96 13.16 43.43 15.13 

D 122 75.74 19.24 64.25 21.00 62.79 15.00 

E 75 85.60 15.36 79.29 19.11 73.72 22.96 

the relative difficulty of the three tests for each of the' reference groups and provide 
for a comparieon of the teat performance of one group with another. 

""The reader ia reminded that CELT ICOIeII reprnent the pcunl 01 
iurru answered comedy, 
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TABLE 6: Performance on CELT of 70 American 
High School Studen"-

Tnt Limni!!p Strvctvr. VocClbula;t 
Scorn 

N " 
N " 

,., 
96-100 51 73.0 62 89.0 64 91.5 

91-95 16 23.0 8 11.0 5 7.0 

86-90 3 4.0 1.5 

Mean: 96.12 97.62 97.59 

"Tile lItudenta. all native -.ken of Elllliah. were tenth, eleventh, 
aDd twelfth IlIIden (in rairfy even proportiOI1l) attendlnc • Iarae IU\). 
urben hich echool on the Eat Couto About 75 percent of them were k%b by their teacllen to be doing DO better than C work in 

. at the tUDe of testinc. 
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ficiency or achievement. - Table 6 IUmmarizea the results of administering CELT to 
American high echool nudents, almoat all of whom, it will be _n, obtained extremely 
high ecores. 

CELT Intertest Correlations 
In a test battery conaiating of aeveral aepara~ measures, it is of interest to know the 
relatlonabipa among the parts. If, for eumple, it is found that two teats in the battery 
are very highly correlated, there may be a duplication in the information that is being 
provided. Table 7 shOWII the coefficients of intercorrelation for the three tests in the 

TABLE 7: CELT Intertest Correlation. 

Group,," (N - 155) Group B (N - 60) 

Listening Strvctvra Vocobulary Liltening Strvctvre VocClbulClry 

Listening .69 .51 .57 .45 

Structure .69 .71 .57 .66 
Vocabulary .51 .71 .45 .66 

CELT battery. These data IUggest tbat each test does, in fact, measure somewhat dif· 
ferent aspects of language competence. 

Norms 
Table 8 shOWII the conversion to percentile ranks of the CELT scores for each of the 
five foreign.student groups. These data may llerve all tentative test norms, though the 
analln81111 of the samples prevents us from treating them 88 anything but very rough 
estimates. Test UllIn are encouraged to develop their own local norms on the model of 
Table 8, having all their goal the eventual accumulation of at le88t 200 cases. 

°Thu would opper to Iw a .oft lUIumption in 1M aut of tnta of funda· 
_nI4l /anguaRt .ldlU, tItooBII it would nol M«SMJrily apply /J) 1IIftl· 

IIUTI of cvtain "IIiBII·kPt/" ."ilU, .udI 01 muiillll comprrlltruion. in 
wllida tIIrI1 noJivt .pmMr. una /J) IIIow a wiU IUIII/t of comptttn«. 

10 
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TAILII: CBT Scorn Convemd Ie 'ercentU .. 
Group A (N - 155) 

Pwrc.ntiIe Ranks 

u-inv SITUcture Vocabulary TOTAL '--'tIle 
s.- Tnt Tnt Test SCORES Ronks 

96-100 91 95 93 290-9 97 

91-96 76 84 81 290-9 90 

86-90 60 73 72 270-9 81 

81-85 47 68 62 260-9 72 

76-80 38 44 51 250-9 84 

71-75 27 35 40 240-9 58 

86-70 21 28 33 230-9' 47 

81-85 15 21 27 220-9 39 

56-80 10 14 20 210-9 32 

51-55 8 10 14 200-9 24 

48-50 3 7 10 190-9 19 

41-45 5 7 180-9 17 

170-9 13 

160-9 8 

150-9 5 

GroupB (N - 60) 

Pwrc.ntiIeRanlcl 

l.ialefting SITUcture Vocabulary TOTAL "--ntile 
5caNI Teat Tnt Test SCORES Ranb 

91-95 98 220-9 99 

86-90 95 210-9 95 

81-85 92 99 200-9 87 

78-80 88 94 190-9 78 

71-75 60 83 97 180-9 70 

86-70 85 74 91 170-9 83 

81-65 50 70 84 160-9 58 

56-80 38 81 78 150-9 48 

51-55 23 47 72 140-9 34 

48-50 12 32 63 130-9 26 

41-45 5 22 51 120-9 20 

38-40 2 16 38 110-9 14 

31-35 9 27 1OG-9 10 

28-30 3 16 90-9 6 

21-25 7 60-9 2 

16-20 2 

11 



TABLE 8: CELT Scores Converted to Percentiles 272 
Group A (N - 155) 

Percentile Ranks 

listening Structure Vocabulary TOTAL Percentile 
Score, Tell Te,t Test SCORES Rank, 

96-100 91 95 93 290-9 97 

91-95 75 84 81 280-9 90 

86-90 60 73 72 270-9 81 
81-85 47 58 62 260-9 72 

76-80 36 44 51 250-9 64 

71-75 27 35 40 240-9 56 

66-70 21 28 33 230-9 47 
61-65 15 21 27 220-9 39 

56-60 10 14 20 210-9 32 

51-55 6 10 14 200-9 24 

46-50 3 7 10 190-9 19 
41-45 5 7 180-9 17 

170-9 13 
160-9 8 
150-9 5 

Group B (N = 60) 

Percentile Ranks 

listening Structure Vocabulary TOTAL Percentile 
Score, Te,t Te,t Test SCORES Ranks 

91-95 98 220-9 99 

86-90 95 210-9 95 
81-85 92 99 200-9 87 
76-80 88 94 190-9 78 
71-75 80 83 97 180-9 70 
66-70 65 74 91 170-9 63 

61-65 50 70 84 160-9 56 
56-60 38 61 78 150-9 46 
51-55 23 47 72 140-9 34 
46-50 12 32 63 130-9 26 
41-45 5 22 51 120-9 20 
36-40 2 16 38 110-9 14 
31-35 9 27 100-9 10 
26-30 3 16 90-9 6 
21-25 7 80-9 2 
16-20 2 

11 
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TAlLIS: CELT Sawn Converted t. Percentiles (Continued) 
Group C (N - 65) 

Perc"";le Rank. 

Uateninv Strvctvra Vocabulary TOTAL Pwc.ntile 
s-. Ted Ted Teat SCORES IIanb 

91-96 99 240-9 99 

86-90 96 230-9 97 

81-86 91 98 220-9 96 

76-80 88 96 99 210-9 93 

71-75 81 90 96 200-9 89 

86-70 72 84 94 190-9 .84 
61-86 84 77 90 180-9 79 

6&-60 61 88 80 170-9 74 

iii-55 37 53 70 180-9 65 

46-50 22 41 84 150-9 54 

41-45 9 28 69 140-9 4Ii 

36-40 3 13 4Ii 130-9 3Ii 

31-35 2 4 28 120-9 22 

26-30 2 16 110-9 9 

21-25 6 100-9 2 

GroupD (N - 122) 

Perc ... tile RaM. 

Listening Structu .. Vocabulary TOTAL Pwcentile 
~ Teat Ted Teat SCORES Ranlu 

96-100 94 98 99 290-9 99 

91-96 83 92 96 280-9 97 

86-90 88 65 92 270-9 92 

81-65 56 78 88 260-9 87 

76-80 43 69 84 250-9 83 

71-75 34 60 76 240-9 76 

86-70 29 54 88 230-9 69 

61-65 22 47 69 220-9 83 

6&-60 17 38 42 210-9 56 

51-55 14 30 24 200-9 48 

46-50 11 24 13 190-9 42 

41-45 9 20 7 180-9 36 

36-40 7 14 4 170-9 28 

31-35 5 8 160-9 22 

26-30 2 6 150-9 18 

140-9 16 

130-9 11 

120-9 9 

110-9 7 

100-9 5 

12 
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TAlLlI: CELT Scorn Converted to Percentiles (Continued) 
Group E (N - 75)" 

Percentile Rank. 

LIstening Structu,. Vocabulary TOTAL Percentile 
Scores Test Test Test SCORES Ranks 

96-100 81 86 90 290-9 93 
91-95 66 65 73 280-9 75 

86-90 41 &3 61 270-9 60 

81-85 30 43 55 260-9 55 
76-80 23 37 47 250-9 49 
71-75 19 33 40 240-9 42 
66-70 15 29 37 230-9 39 
61-65 11 25 34 220-9 37 
56-60 9 20 31 210-9 34 

51-55 8 13 24 200-9 30 

46-50 5 8 17 190-9 27 
41-45 5 13 180-9 23 

36-40 3 11 170-9 18 
31-35 7 160-9 16 

150-9 12 
140-9 9 
130-9 8 
120-9 5 

\ 

13 
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C.E.S.L. SCORING PROCEDURES FOR CELT 

Level Average cut-off Standard Large 
(lower limit) Deviation 

70 177.00 9.38 175-192 

60 150.20 1. 92 148-153 

50 128.20 4.92 126-137 

40 110.60 6.73 104-122 

30 92.20 1. 79 90-95 

20 69.40 2.19 66-72 

20 .00 -----
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CESL - SUMMER 1983, FOUR-WEEK PROGRAM 

TESTING AND PLACEMENT SCHEDULE 

I. SCHEDULE 

Friday, July 8 9:00 - 11:00 a.m ...•••. Staff Meeting 
11:00 - 12:00 a.m ....... Pre-session 

Committee 
Work (Gorder, 
Pollard, 
Keating) 

Sunday, July 10 12:00 - 5:00 p.m .......• Kanda Arrival 
7:00 - 9:00 p.m. 

Monday, July 11 7:30 a.m. - 5:00 p.m .... Reception, 
Coronodo Lounge 

II. Work Assignments for Monday July 11 (Please be avail
able at 7:30 a.m. Testing begins at 8:00). 

Information and Traffic - 1st floor 
Atkinson 

Testers - CI03 

Braithwaite - chairperson 
Keating 
Johnson 
Meiners 
Pollard 

Test Coordination - library (7:30) 
Smalzer - chairperson 
Shenkarow 

Correcting and Recording - library (9:00) 
Smalzer - chairperson 
Shenkarow 
Atkinson 
Gorder 

Placement - library (11:00) 
Meiners - chairperson 
Braithwaite 

Registration -
outside CI03 
Goldsmith 
Yumiko 

Kanda Books -
library (11:30) 

Keating 



Schedule Preparation - library (12:00) 
Atkinson - chairperson 
Gorder 
Pollard 
Shenkarow 

Distribution of blue fees cards and advising cards -
Outside CI03 (1:00) 
(Note: No blue fees card = no advising card) 
Goldsmith 

Yumiko 

Traffic - CI03 (1:00) 
Nagahashi 
Fukuyama 
Kaneko 

Distribution of Class Schedules and Books (for Kanda 
students only) by advisers 
(Note: Non-Kanda students buy books in Student 
Union Bookstore as usual) 

CI03 - (1:00 for Kanda students, 2:00 for non-Kanda 
students) 

A - Shenkarow 
B - Atkinson 
B-2 - Pollard 
C - Atkinson 
C-2 - Smalzer 

Bookstore (2:00) 
Yumiko 
Gorder 

Late Testing 

D - Gorder 
D-2 - Meiners 
E Braithwaite 
F Meiners 
G Keating 

Monday (3:00) - library 
Meiners 
Shenkarow 

Tuesday - library 
Keating (10:00) 
Smalzer (11:00) 

Wednesday 
Braithwaite (11:00) 
Johnson (11:00) 
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TESTING PROCEDURES 

1. All testing will be in CI03. Give tests in this 

order: SA, VA, and LA. The chairperson will 

administer tests and give announcements. Get cassette 

recorder with external speaker and tape from CI04. 

Testers will distribute and collect test materials 

and proctor all exams. 

2. Test material (booklets, answer sheets, pencils) will 

be delivered and picked up for each test by a member 

of Test Coordination. Please count tests to be sure 

all tests are collected and accounted for. 

3. Encourage all students to complete the test. Use your 

judgment in extreme cases. 

4. Have students mark SA, VA, or LA on each answer sheet. 

5. Have the students print their names legibly on the 

answer sheets. Have them put their last name first 

and underline it. Check this as much as possible. 

6. Remind Non-Kanda students to pay fees in Nugent 205 

(9:00-12:00; 1:00-3:00). Encourage them to go 

immediately after completing testinq. Also tell them 

to come to CI03 at 2:00 to begin procedure to pick up 

schedules. 

7. Answer sheets will be corrected, alphabetized, 

coalated, and recorded by the Correction Committee. 

DON'T FORGET TO USE THE CONVERSION TABLE. 
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PROCEDURE FOR DISTRIBUTION OF ADVISING CARDS AND BLUE FEES 
CARDS (FOR NON-KANDA) 

1. Kanda students will pick up their advising card from 

Pam and Uymiko outside CI03. 

2. Non-Kanda students must have their blue fees card 

before picking up an advising card. If they do not 

have a blue fees card, they muat go to Nugent to pay 

their fees. 

3. Students then go to CI03 to get schedule (and books in 

the case of Kanda students). 

x X X X X X X X X X X X X X X X X X X X X X X X X X X X X X 

PROCEDURE FOR DISTRIBUTION OF SCHEDULES BY ADVISORS 

1. Hand out schedules only to students who have a blue 

fees card and an advising card. Please check both. 

Kanda students will also receive their book packets 

at the same time. Send non-Kanda students to the 

bookstore to purchase their books. 

2. Keep the advising card for your class list for the 

first day of classes. 

3. At 3:00 return any unclaimed schedules to CI04. 
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CESL 
PROGRAM EVALUATION 

Please hel? us to improve our four week program 
by answering the following questions. Indicate your 
answer by making a circle around the number which most 
corresponds to your opinion. Use the space under each 
number to write and comment or clarification you feel 
necessary. 

1 = excellent 2 = good 3 = so-so (neutral) 4 = bad 
5 = very bad 

Your nationality ----------------------- Sex Age 

Your level in CESL 
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l. In my opinion, the four \'leek program this year has been 

1 2 3 4 5 

2. The two hour conversation class has been 

1 2 3 4 5 

3. The Reading and Discussion class has been 

1 2 3 4 5 

4. The tutorial hour has been 

1 2 3 4 5 

5. The text for the two hour conversation class is 

1 2 3 4 5 

6. The text for the Reading and Discussion class is 

1 2 3 4 5 

7. The Workbook for the two hour conversation class is 

1 2 3 4 5 
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8. The one hour language laboratory has been 

1 2 3 4 5 

9. I think that the trips and activities during the 
program have been 

1 2 3 4 5 

10. The tutorial hour has been an experiment this year. 
Do you believe that CESL should continue to use this 
concept for future programs? 

Yes No 

Why do you think this way? 

How could we improve the tutor hour? 

11. Do you have any other opinions or suggestions 
concerning the four week program? 



CESL 

EVALUACION DEL PROGRAMA 

" Ayudenos, por favor, en e1 esfuerzo de mejorar 

e1 programa de cuatro semanas: conteste Ud. con 

franqueza a las siguientes preguntas por indicar con 

un cicu10 e1 nlimero que corresponde a su opinion. 

1 = exce1ente 2 = bueno 3 = regular 4 = malo 
, . 

5 = peslmo 

Si Ud. quiere ac1arar 0 comentar su se1eccion, 

favor dehacer10 en en espacio que se proporciona debajo 

. ' de 1a se1ecclon de numeros. 

Su nacionalidad: edad sexo 

Su nive1 en CESL 
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1. En mi opinion, el programa de cuatro semanas ha sido 

1 2 3 4 5 

2. . ' La c1ase de conversaClon (de dos horas) ha side 

1 2 3 4 5 

3. La c1ase de "Reading and Discussion" ha sido 

1 2 3 4 5 

4. La hora con los conversantes (tutores) ha sido 

1 2 3 4 5 

5. Mi opinion del texto de 1a c1ase de conversacion 
(IN TOUCH 0 LIFE STYLES) 

1 2 3 4 5 



6. Mi opini~n del texto de 1a c1ase de "Reading and 
Discussion" 

1 2 3 4 5 

7. Mi opini6n del "Workbook" (cuaderno de ejercicios) 
que acompana a1 texto 

1 2 3 4 5 

8. Mi opinion de 1a hora de 1aboratorio 

1 2 3 4 5 

9. Mi opinion de las actividades y viajes que forman 
parte del programa 

1 2 3 4 5 

10. La hora con los conversantes (tutores) ha sido 
experimental, cree Ud. que CESL debe continuar de 
usar e1 concepto? 

SI NO 

." /r. ~Por que opina Ud. aSL: 

ico'mo podemos mejorar 1a "tutor hour"! 

11.~Tiene Ud. ostros comentarios 0 recommendaciones 
referentes a1 programma de cuatro semanas? 

285 
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CESL TUTORIAL PROGRAM: 1983 

REMARKS, REACTIONS, AND RECOMMENDATIONS 

The Tutors 

The tutors' performance, in both official 
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tutoring duties and extra-curricular activities, surpassed 

all expectations. Both the high school students and the 

University of Arizona students that participated were 

consistently punctual, enthusiastic and cooperative. At 

no time was any disciplinary measure required; not one of 

the tutors stepped out of line either on or off duty--

as far as I know. 

As the written comments of the tutors themselves 

indicate, the reactions of the tutors to the experience 

atCESL was 100% positive. I had hoped that the tutors 

would take some initiative to participate in the social 

activities and to take individual students around the city 

on weekends, invite small groups to their homes, etc. I 

was frankly surprised that the great majority of the tutors 

took part in almost all of our activities. Many of the 

tutors entertained small groups in their homes or spent 

time with them at the dorm or escorted them around Tucson. 

A large number of the tutors performed in our International 

Night Show, and all but six tutors were at the airport to 

see the KANDA group off. 



My own overall evaluation of the tutors in the 

1983 program is "outstanding." 
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I was pleasantly surprised by the reaction of 

certain University of Arizona students as the program got 

under way. I had not advertised at the University for 

tutors, yet twelve volunteers came to CESL to ask if they 

could be tutors. They were students from two areas: 

American students studying Japanese or students preparing 

to begin the ESL Masters program who needed some 

experience. This group of twelve tutors contributed a great 

deal to our program and, in fact, turned out to be more 

effective in their tutoring duties, due to their motivation, 

maturity and self-confidence. They were also more readily 

accepted by the Japanese students as "tutors." 

Although the American high school students took to 

their roles as tutors with great enthusiasm and dedication, 

a major obstacle arose at the very beginning of the 

program. Many of the Japanese students and in particular 

the KANDA group leader, were offended that the "tutors" 

were generally so young. Apparently the strict age/status 

system in Japan made it difficult for a majority of the 

Japanese students to accept a high school student as a 

"tutor" (we soon learned to drop the term "tutor" and call 

them "conversation partners"--but the dye was already cast). 

Although many of the Japanese students did make friends 
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with many of the tutors and a good deal of socializing was 

. done among tutors and students; a great many of the KANDA 

students remained at a distance from the younger tutors, 

and did not, in fact, take advantage of the warmth and 

enthusiasm of the high school students. This feeling is 

expressed in the responses of the Japanese on the question

naire. The overall response of the KANDA students to the 

tutorial is luke warm at best. Thirty four of the eighty 

nine Japanese evaluated the tutor hour negatively (i.e., 

either bad or very bad--see attached questionnaire results) . 

This response was commented upon by Mr. Nagahashi, the 

group leader, who said that the only reason so many KANDA 

students wrote such a negative opinion was, not because 

of the hour itself or the concept, but, because of the 

young age of the majority of the tutors; if the tutors had 

been older, i.e., university students, they would have been 

very enthusiastic. 

The ages of the majority of the tutors, then, 

remained an obstacle throughout the program. The Japanese 

response to the question, "Should the tutorial concept be 

continued in future programs?" was 66% YES. Many 

Japanese students who gave the tutorial hour a negative 

review said YES to this question then commented that 

"the tutor must be older." 



The ages of the tutors does not appear to have 

been an obstacle, however, in the case of the Mexican 

students. Many of the Mexican students were more 

comparable in age to the tutors so there may have "been 

more in common" among the 16 to 18 age group. It is 

interesting to note that 89% of the Mexican students 

responded YES to the question quoted above. 

Recommendation 

In light of the above observations, I would 

recommend that, if a tutorial program is to be repeated 

for KANDA students, they be university students. The 

high school students, with all of their dedication and 

enthusiasm, were, in the long run, unappreciated by the 

Japanese students. 

CESL Teachers and Interns 
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Overall, the faculty for the four week program was 

cooperative and supportive of the tutorial experiment. I 

would especially like to mention the efforts of Glenn 

Miners who provided, on a regular basis, imaginative and 

creative assignments for his students to do during the 

tutorial hour. I observed that the tutorial hour seemed 

to work more effectively when there were specific 

assignments given to the students by their teachers--these 

provided a very specific focus for both students and 
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tutors and also contributed to the continuity that was 

sought between the two-hour conversation block and the 

tutorial hour. Mr. Miners' worksheets and interview 

sheets were excellent for these purposes. The three 

interns, who.so generously supervised the tutors for 

three hours every day, did a good job, but they were not 

able to coordinate their hours with the previous hours 

since they were not in regular contact with the faculty 

and had no way of knowing whether there was an assignment 

for the tutors or not. One of the original intentions 

for the tutorial was that the tutors would help the 

students to correct their homework. This basic approach 

was appropriate for the lower levels but turned out to 

be rather boring and wasteful for the more advanced 

students. Consequently, the supervisors did quite a bit 

of improvising and planning for those advanced classes 

that had few or no homework assignments. It may have 

been this lack of specific focus that occasionally forced 

tutors to rely too much on the games. 

Recommendation 

I recommend that, if the tutorial concept is to 

be continued, the teacher of the two hour conversation 

class also "teach" the tutorial. The tutorial hour should 

be carefully structured and coordinated. The assignments 

should be specific and should also reinforce those topics 
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and structures that the CESL teacher wants to reinforce. 

Preferably, the teacher who teaches the conversation hour 

would supervise and control the tutorial, however, if 

that is not possible, at least the supervisor of the 

tutorial should be a CESL faculty member. In this way the 

CESL teacher can: (1) assure continuity of material and . 
topics, (2) change and improvise assignments as needed, 

(3) prepare the students for the tutorial, then get 

feedback, (4) control and guide the tutors themselves, 

i.e., give them specific instructions, and (5) maintain 

a feeling for how best to use the tutors. 

I also recommend that the tutorial hour be 

reduced to three times per week, rather than five. 

Perhaps we could go back to the title of Language and 

Culture. The teacher could meet with the class on 

Tuesdays and Thursday, preparing the class for the next 

encounter with the native speakers and reviewing what 

transpired in the previous meeting. This scheduling 

would also give the feeling of a "real class" to the 

students as well as facilitate the control referred to 

above. In this way the tutors would not serve so much 

as "tutors" but as "cultural informants" or "conversation 

partners." During the summer of 1983 the tutors met 

every day with the students. The intensity of this 

schedule put a heavy burden on the tutors to "carry the 



ball and keep it rolling": This may have been too much 

to ask of them and may have caused some students to 

become bored and indifference. 

Activities During the Tutorial 
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It was observed by the supervisors and commented 

upon by students and tutors that the preferred activities 

were conversations concerning topical subjects and 

cross-cultural interviews (such as those prepared by 

Glenn Miners). The word games played by some of the 

tutors were over-used in a few cases. Some students, 

especially the Japanese students, coming from a very 

traditional methodology in Japan, had a difficult time 

accepting the playing of games as a viable language 

learning technique. By far the most successful and 

entertaining activity was the preparation and the per

formance of skits for the video. I must congratulate 

the tutors for their marvelous work on a difficult 

assignment. All the tutors helped the students to write 

and rehearse video skits--totaling 45 skits in all. 

Recommendation 

The playing of games should be limited and 

controlled by the supervising teacher. There should be 

more emphasis on cross-cultural exchanges and 

specifically-focused activities. Role playing is highly 
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recommended as an activity and the idea of writing and 

performing skits for the video is excellent (tapes of 

1983 skits are in CESL 212). 

One-to-One Tutoring 

Working on a one-to-one basis can be very 

beneficial to the student in the cases in which both 

tutor and student are outgoing and communicative. The 

Japanese are generally not of this orientation. 

Generally, they are shy and reserved. It was observed 

that the Spanish speakers tended to be more open and 

talkative during the tutorial. It is interesting that 

the Spanish speakers on the questionnaires expressed a 

much more favorable reaction to the tutorial hour. I 

think it is fair to assume that the more positive 

attitude of the Spanish speakers combined with their more 

outgoing personalities may have resulted in their 

benefitting more from the one-to-one tutorial experience--

this cannot be proved, only perceived and surmised. 

It was only observed that some pairs worked very 

well together and spent the entire hour engaged in 

conversation, whereas other pairs seemed to be ill at 

ease. Our solution to this problem was to put the more 

communicative pair together with the quieter pair and 

have them work in a group of four. This grouping 

r 
{ 



generally turned out to be very popular among both 

tutors and students. 

Recommendation 
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I recommend that for any future tutorial program 

the ratio of one-to-one be considered as optimal and that 

two pairs work together in a group of four. This grouping 

should tend to (1) lower the anxiety level of the 

individuals, (2) facilitate conversation, and (3) provide 

the foreign students with the opportunity to listen to 

native Americans engaging in conversation with each other. 

Tutor Evaluations 

The students and tutors worked on a one-to-one 

basis for one week and were then rotated. In this way 

each student was "tutored" by four different people. 

Every Friday, the students filled out evaluation forms 

concerning the performance of his or her tutor for that 

week. These forms proved to be very valuable instruments 

for the supervisors. They helped us to monitor the 

performance of individual tutors as well as to monitor 

the students' reactions to the experience. 

Recommendation 

I recommend that tutors be rotated every week and 

that students be required to fill out tutor evaluations 

weekly. 



General Comments 

It is interesting to analyze the personal 

reactions to the program as reflected in the responses 

on the questionnaires (attached to this report). There 

is a remarkable disparity between the personal opinions 
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of the Japanese students and the Spanish speaking students 

enrolled in the four-week program. The great majority 

of the Spanish speakers (91%) rated the program excellent 

or good; each of the individual components of the program 

was also rated highly by a majority of the Spanish speakers, 

including the tutorial. The Japanese, on the other hand, 

rated the program so-so to good; this pattern holds also 

for the individual components of the program. I have 

noted, with no great satisfaction, that the most negatively 

rated component of the program, in the opinion of the 

Japanese, was the tutorial. This leads me to conclude 

that the immense amount of administrative time and effort 

involved in providing the tutorial (not to mention the 

time and effort of the 42 tutors) did not payoff for 

us as far as the Japanese were concerned. 

I would recommend then that the tutorial not be 

done again for the KANDA students. It is my opinion that 

the KANDA students would be just as happy, or happier, 

\vith the traditional academic program that CESL has 

offered in the past. Any effort to include a tutorial 



component should be under the following conditions: 

1. only university tutors be used for the KANDA 

students; 

2. the number of tutorial hours be reduced to a 

maximum of three per week; 
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3. the tutorial hour be organized and supervised by 

CESL faculty members, preferably the same teachers 

the students have in their conversation classes, and 

4. the term "tutors" be replaced by a less peda

gogical term such as "cultural informants." 

The student responses on the questionnaires 

indicate that the tutorial was more successful with the 

Spanish speakers. However, if the modifications outlined 

above were implemented for all the students, the Spanish 

speakers would probably derive more benefit as well. 

The negative responses on the questionnaire of so 

many of the KANDA students carne as a big surprise to me 

(and to other teachers as well). From observing the 

tutorial hours during the four week program, no one could 

have guessed that the large majority of the KANDA students 

were not enjoying the experience thoroughly. They were 

always there and the rooms were always buzzing with 

activity and conversation. During the program itself 

there was no observable attitude problem--or even negative 

comments either spoken or written on the weekly evalua

tions. The KANDA students appeared to be participating 
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and enjoying the experience. No negative comments were 

made to the tutors, in fact, the tutors themselves never 

seemed to be aware of the "age problem"--or any problem at 

all. The rapport among tutors and students, from the 

observations of all those who were supervising, always 

seemed to be excellent. 

Regardless of the negative comments by many of the 

KANDA students concerning the tutorial, the basic objec

tive of the tutorial hour was achieved: the students in 

the four-week program were exposed to a large number of 

native speakers of English and were required to practive 

their oral English skills in an intensive and communicative 

situation. The opportunity to practice L2 oral skills on a 

personal, one-to-one basis, every day, is an opportunity 

which few if any language programs in the world offer to 

their students. Fortunately, the great majority of the 

Spanish speakers realized the value of the experience, the 

majority of the Japanese, however, apparently did not. 

Another benefit, which will be a long-run benefit 

to all involved, is the large number of friendships which 

were formed during the program. Each of the tutors made 

at least one close friend among the foreign students. Two 

of the tutors are planning on trips to Tokyo in December. 

Two of the tutors have been asked if they would host a 

Japanese student if she can return for a semester, several 



of the tutors received telephone calls from Hawaii from 

KANDA students on their way home and all of the tutors 

have address books full of Japanese addresses. 
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