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ABSTRACT 

Dicreasing interest in the quality of undergraduate education has led many U.S. 

institutions of Higher Education to focus their attention on the qualifications and careful 

preparation of Teaching Assistants (TAs) in general (Thomburg et al, 2000) and 

International Teaching Assistants (ITAs) in particular (Tang & Sandell, 2000), especially 

since the number of nonresident aliens in the graduate population has been rising steadily 

(Pae, 2001). 

This dissertation reports the findings of a study which investigated the proposition 

that when international graduate students are appointed International Teaching Assistants 

(ITAs), they need specific kinds of mentoring and support that differ from that of their 

counterparts, American Teaching Assistants (ATAs) because the issues applicable to 

IT As encompass more than developing appropriate and efficient teaching behaviors. 

IT As must also attend to their competencies regarding the English language, the 

American culture, and pedagogy, since their ability to communicate their knowledge as 

both graduate students and teaching assistants is sometimes limited by their competencies 

in the L2 language, culture, and pedagogy. 

This multi-case study evaluates the impact of an IT A Program on twenty-three 

IT As as graduate students and teaching assistants, and offers an emic perspective on the 

teaching behaviors and communication skill changes ITAs experienced after participating 

in the optional semester-long IT A Development Program at the University of Arizona. 
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This research study also provides an emic perspective on how IT As see themselves in the 

different roles they perform, and it explores the ITAs' definitions and perceptions of 

teacher "effectiveness" together with those of their undergraduate students. 

The results of the analyses of data obtained via quantitative and qualitative 

methods indicate that the participants received positive benefits from the ITA 

Development Program and significantly improved their language, cultural and teaching 

competencies in L2. In addition, the findings show that upon completion of the program, 

IT As felt more confident and better prepared to fulfill their multiple roles due to the 

customized support they received, which provided them with reassurance and 

encouragement throughout the mentoring process. 
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CHAPTER ONE 

INTRODUCTION 

l.l.Background of the Study 

Anderson (1992) notes that the 1989-1990 catalog for the University of California 

at Berkeley, one of the top universities in America, states that their faculty "is made up of 

world-renowned theorists and researchers who are also often distinguished teachers. [. . .] 

You will encounter excellent teachers in all departments, all disciplines, in large classes 

and in seminars (p. SO)." However, since Johns Hopkins University was founded and the 

research university was bom, an increasingly higher number of graduate students have 

been teaching undergraduate students at American universities (Smith et al., 1992). 

These part-time instructors, usually a few months to a few years removed from being 

undergraduate students themselves, and most often teaching to be able to afford the 

expenses of their degree work, play a crucial role "in creating the instructional 

atmosphere that an undergraduate experiences, particularly during the early 

undergraduate years" (Smock & Menger, 1985, p. 21). 

Regardless of whether or not TAs intend to follow academic careers, universities 

are faced with the ethical issue of providing high-quality instruction to their 

undergraduate students (Bender & Schulze, 1993; Border, 1993). Nevertheless, 

institutional policies and programs that effectively support the development of TAs as 

college teachers are usually lacking in many universities, and TAs are left on their own to 

"sink or swim" in the complexity of college teaching. According to Sell (1987), 
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" faculty who could or do serve as supervisors for TAs may not have time or may not be 

inclined to provide the TA with needed mentoring. Some faculty may not be adequately 

prepared themselves to serve as effective supervisors for TAs" (p. iv). 

For the past two decades, the ever growing numbers of international graduate 

students attending American universities and becoming International Teaching Assistants 

(ITAs) has drawn much attention from university administrators and professors, second 

and foreign language educators, undergraduate students, politicians, and the public at 

large. Moreover, current interest in the quality of undergraduate instruction has led 

many institutions to focus their attention on the qualifications of TAs in general - who 

already encounter difficulty balancing their roles as teachers with their roles as students 

(Rubin, 1993) - and on ITAs in particular (Yule & Hoffman, 1993). 

International students face challenging adjustment problems in the personal, 

academic and professional domains when they start their graduate studies in the States. 

When the international student is appointed an international teaching assistant, the 

pressure to succeed is even more intense; they are aware that their financial support is 

often contingent upon their teaching undergraduate classes, and that they will only be 

allowed to continue teaching if they are successful at it. Most often, however, the 

American university "is markedly different from institutions in their homelands in terms 

of organization, expectations of students, teacher-student relationships, teaching style, 

course content, and language instruction" (Salomone, 1999, p. 13). International TAs, for 

instance, often have very high academic expectations that puzzle the average American 

undergraduate (Constantinides, 1986), and sometimes lack understanding of the 
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American culture and of the American classroom culture (Pialorsi, 1984). Some IT As 

expect and demand of their American undergraduates what would be appropriate to 

require of undergraduates in their own home countries; not only in terms of content 

knowledge, but also in terms of classroom behavior (such as students not asking 

questions during class, and requesting permission to use the restroom, just to name a 

few). Thus, IT A Development Programs have proliferated in the past decade to address 

the problems and challenges many ITAs encounter in the American College class. 

t.2. Purpose and Significance of the Study 

Problems associated with ITAs have been dealt with in a number of studies 

(Bailey, Pialorsi & Zukowski/Faust, 1984; Bauer, 1996; Burke, 2001; Pialorsi, 1984), 

and three very specific and critical areas of ITA-undergraduate student interactions have 

emerged: 

1. ITA pronunciation; A number of state legislatures have passed laws or 

implemented mandates that require assessing ITAs' English proficiency before they are 

allowed to teach in response to increasing concerns and complaints about ITAs' oral 

English skills (Tang & Sandell,2000). Therefore, ITA programs have been very 

concerned about enhancing ITAs' oral communication skills, especially their 

pronunciation ( Brown, 1988; Orth, 1982; Byrd & Constantinides, 1992; Davies, Tyler, & 
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Koran, 1989; Myers, 1995; Rubin, 1993; Rubin, Smith, & Lichner, 1989; Saal, Miles, & 

McGraw, 1988; Stevens, 1989; Tomas & Monoson, 1993); 

2. intercultural communication: TA developers and IT A supervisors have come to 

realize that language proficiency is just part of the various needs of the IT As that must be 

addressed; thus, raising awareness of cultural differences is now an important component 

of many ITA programs (Bauer & Tanner, 1993; Douglas & Myers, 1989; Keye, 1981; 

Nelson, 1989, 1990; Sarkodie-Mensah, 1991; Stevenson & Jenkins, 1994; Tanner, Salfe, 

& Wiegand, 1993; Williams, 1990). In fact, ITAs are now encouraged to bring their 

own cultural experience and attitudes into dealing with the subject matter and to be 

clearly aware of American approaches to the same content (Boyd, 1989); and, finally, 

3. eflective teaciiing behavior: Just like their American counterparts, many ITAs face 

pedagogical challenges; unfamiliarity with interactive teaching approaches, 

misinterpretation of undergraduate student behavior, and misperceptions of 

undergraduate student feedback, just to name a few. Once again, many ITA developers 

have realized that adequate language proficiency development is not enough to prepare 

ITAs for teaching in the American college class. This situation is especially felt in the 

fields of science and math, where ITAs usually have no knowledge of the American 

classroom cuhure (Constantinides, 1989; Gillespie, 1988; Halleck & Moder, 1995; 

Meyers, 1987; Rounds, 1987; Sequeira & Constantino, 1989; Smith et al., 1992; Weimer, 

Svinick, & Bauer, 1989). 
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For most ITAs, their English language ability is a major concern, and successful 

communication with American students in English is what worries them the most. Even 

when IT As are native speakers of a foreign language they are teaching, they still need to 

make use of English in their various interactions with the students before, during and/or 

after classes. In fact, ITAs who teach their native language in an American institution 

face a unique situation; their native language knowledge is unquestionable, but their 

ability to communicate their knowledge could be limited by the English language, cross-

cultural communication, and pedagogical competency they possess. Neither theoretical 

background knowledge nor teaching experience in the home culture is enough in an 

unfamiliar situation like the one IT As experience, and they need more cultural guidance 

and reassurance than their American counterparts. Therefore, cross-cultural 

misunderstandings that sometimes occur in the American classroom might be prevented, 

or at least diminished if specific training and cultural-awareness sessions are available. 

Most of the studies previously mentioned address the issues of IT As' pronunciation, 

intercultural communication, and effective teaching behavior as they relate to the 

international graduate students in their role of international teaching assistants. The main 

scope of this nested multi-case study is on the impact of the ITA Development Program 

at the University of Arizona on ITAs' effective teaching and learning in American 

Academia. Therefore, this nested multi-case study explores the ways an ITA may benefit 

as both a graduate student and a teaching assistant from a semester-long ITA Program 

that includes Academic Language Proficiency Courses, Conversation Hour, and Teaching 

College Classes (please refer to Appendix B for Spring/2000 ITA classes and course 
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descriptions). Because of the similarity of pedagogical challenges that TAs, IT As and 

new faculty members experience, and the language proficiency and cultural issues that 

both IT As and new International faculty face, this research study has further implications. 

It aims at reaching a broader audience than ITAs and ITA developers; in fact, it can be 

meaningful for many other groups that participate directly or indirectly in the American 

academia, such as university administrators and professors, university students and their 

parents, politicians and the public in general. 

1.3. Context of the Study: TAs and IT As at the University of Arizona 

"Get Real," the segment of the 60 Minutes show hosted by Leslie Stahl that was 

aired on Sunday, February 26, 1997 was a landmark in the history of the University of 

Arizona, and the repercussions of the program became the catalyst for some major 

changes affecting TA and ITA assignments, training and supervision at the U.A. These 

changes included the careful evaluation and consequent expansion of GATO (the 

university wide two-day T A/IT A orientation), and the creation of the ITA Development 

Program, which has been in place since Fall 1998. 

The opening statements for the "Get Real" segment of the 60 Minutes show 

(02/26/97) were enough to demoralize the American university in general, and 

the University of Arizona in particular, since according to Leslie Stahl, many 

undergraduate classes in higher institutions are now being taught primarily by 

'unprepared' TAs and 'incompetent' ITAs who can't speak English. 
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Leslie Stahl: If you are a parent like me with a child getting ready to head 
off to College, you're probably excited like me about the wonderful 
intellectual world that child is headed into; great professors sharing their 
ideas with eager freshmen - that sort of thing. Well, as the kids might say, 
"GET REAL." The great professors are there. No doubt about it, but your 
soon-to-be fi'eshman is not going to find it easy finding one. We had 
trouble finding one at the University of Arizona. [... ] Can you find the 
professor in this picture? No, because the teacher of this English 
composition class is a graduate student. It is the same story in the 149 
other Freshman English classes. Not a single professor at Arizona teaches 
Freshman English. That same day, a calculus class. If the t-shirt and 
shorts teacher looks a lot like the students, it's because he's just a few 
years older. He's a part-time instructor. You would see the same thing at 
universities all across the country. The only time most freshmen see real 
professors is in huge lecture classes. 
At the University of Arizona freshmen are taught by grad students or part-
timers 87% of the time. Most of those Teaching Assistants or TAs have 
little or no training as teachers. And what is worse, in the sciences, some 
can barely speak English. Senior Lisa Hensen's experiences and 
fhistrations are typical of many students at Arizona; 
[.. .jThey're chemistry and physics and a lot of the basics. The TAs... do 
not communicate well enough to go to them and ask them questions. 
Umm...I've...I've had people tell me, and I've been in classes which you 
go through a lab and he's up there talking away and you can't understand 
them at all. 

("Get Real." Excerpt transcribed from a short segment of the show 60 Mitmtes 
aired on Sunday, February 26, 1997). 

The "Get Real" segment of the 60 Minutes show addressed the present lack of 

trust and confidence that many Americans have in their system of higher education since 

major research universities are using (and often overusing) young inexperienced teaching 

assistants to teach introductory undergraduate courses. Moreover, according to Stahl, it 

is shocking that universities are also hiring "TAs who lack even the most basic level of 

English proficiency to teach first- and second-year university students" (Lambert & Tice, 

1993, p. vii). After the show was aired in Spring/97, the University of Arizona decided to 
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take immediate action to ensure a better quality education to its undergraduate students; 

the Graduate College in conjunction with the University Teaching Center (UTC) 

thoroughly revised GATO (Graduate Assistants in Teaching Orientation), the two-day 

mandatory orientation all teaching assistants must take prior to their first teaching 

semester at the U.A., making that pre-service orientation more comprehensive, and 

demanding that all Departments across campus offer a more in-depth orientation to its 

teaching assistants (domestic and international). In addition, it required that the 

University Teaching Center (UTC) hire specialists in English as a Second Language 

(ESL) and International Teaching Assistants (ITAs) - whose main task was to enhance 

the L2 English skills and teaching methodology of the international students assigned to 

teach undergraduate (and sometimes graduate) students. 

Empirical research interest on TA and IT A development and supervision also grew, 

and the research study reported here is an extension of a one-year pilot study conducted 

in Fall 1997 and Spring 1998 involving 6 TAs (three American and three International) 

from the English Department at the University of Arizona, and their 126 undergraduate 

students. The main purpose of the pilot study was to investigate American and 

International Teaching Assistants' similarities and/or differences in teaching Freshman 

Composition after they had attended an intensive one week pre-service (7 hours a day) 

workshop, and had taken part in the English Department one-year-long mandatory in-

service program called 'Preceptorship.' The results of the pilot study indicated that 

especially during their first semesters, IT As would like to have been more closely guided 

through specific pre- and in-service programs in which ITAs could discuss the discipline 
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they were teaching, as well as methodological, cultural and language issues about which 

they had concerns. Based upon suggestions and recommendations resulting from the 

pilot study and from the experimental program implemented at the University of Arizona 

in Spring 1997, the IT A Program was redesigned and set in place in the Fall 1998 (please 

see Section 3.3.2. for a thorough description of the old and new ITA Program). 

1.4. Research Questions 

The present study, conducted at the University of Arizona in Spring 2000, 

provides an emic perspective on how International Teaching Assistants see themselves in 

the different roles they perform. This perspective includes their definitions and 

perceptions of teacher "effectiveness" together with those of their undergraduate 

students', as well as the teaching behaviors and communication skill changes ITAs might 

experience after participating in the ITA Development Program. 

The study aims to answer the following research questions; 

1. What constitutes 'effective' teaching behaviors in the American College class. 
a. according to the IT As? 
b. according to their undergraduate students? 

2. Does the University of Arizona ITA Development Program impact the 
ITAs as teaching assistants? In what ways? 

3. Does the University of Arizona ITA Development Program impact the 
IT As as graduate students? In what ways? 
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4. To what extent do the ITAs' individual differences (age, length of stay in the 
U.S.A., TOEFL scores, previous teaching experience, use of LI, use of L2, and 
motivation/ attitudes,) account for the variation in the impact of the IT A 
Development Program on them? 

By answering the four research questions above, this multi-case study aims to 

contribute to research in the growing area of IT A mentoring and program development 

while investigating the international graduate students in their multiple roles of graduate 

students and teaching assistants. 

t.S. Structure of the Dissertation: An Overview 

This dissertation consists of six chapters. The current chapter describes the 

background of the study, states the purpose and significance of the investigation, lists the 

research questions and outlines the dissertation. 

Chapter 2 reviews the theoretical and empirical literature related to the study. More 

specifically, it presents the literature review on effective college teaching, TA and IT A 

training and development, individual differences (attitude and motivation) in L2 learning 

and teaching, and subjective theories. 

Chapter 3 describes in detail the design, instruments and procedures of the 

methodology employed in the present multi-case study, as well as its research context. 

Furthermore, it discusses the rationale behind the selection of the three participants for 

the nested component of the study. Tables and figures are provided whenever 

appropriate to help summarize and visualize the information presented. 
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Chapter 4 provides quantitative and qualitative perspectives on the data of the 

intact group of 23 participants by reporting and discussing the results of the analyses 

conducted according to the procedures described in the preceding chapter, following the 

order of the four research questions that this study aims at answering. An extensive 

number of tables and figures are also provided throughout the chapter to help summarize 

and visualize the information presented. 

Chapter S offers an in-depth analysis of the data as provided by the three 

participants in the multi-case study. These individuals are introduced with a distinctive 

set of characterizations, which emerged in the questionnaires, and in the one-on-one 

interviews. Their unique traits are not intended to be exclusive, limiting definitions of 

them, but rather traits point to qualities that call for a more in-depth study that highlights 

their diversity. 

Chapter 6 pulls together the observations and findings in the previous two 

chapters. It also summarizes the major findings of this nested multi-case study and 

addresses its limitations. Moreover, it discusses pedagogical implications of ITA 

Development Programs, and offers recommendations for future research. 
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CHAPTER 2 

LITERATURE REVIEW 

2.1. Introduction 

This chapter presents a review of the theoretical and empirical literature related to 

the current study. More specifically, it addresses the professional literature that is 

pertinent to effective college teaching, TA and IT A training and development, individual 

differences (attitude and motivation) in L2 learning and teaching, and subjective theories. 

The literature review lays the groundwork for the analysis and discussion of the research 

findings from this multi-case study. 

2.2. EfTective College Teaching 

College teaching has its share of surprises. Some are pleasant-
a smile of understanding replaces a student's puzzled frown, a 
provocative discussion question sets the class buzzing, an unexpected 
insight turns up in a student's essay. Some surprises are not so pleasant -
class attendance drops suddenly, a student poses a question that the teacher 
cannot answer, several students' papers look suspiciously similar. 

(Rando & Menges, 1991, p. 7) 

Teaching is a highly complex series of acts, which cannot be accomplished by 

formula or recipe. "It is idiosyncratic, [...] and it must fit the learner, the context, and the 

knowledge or the skill being taught" (Huling-Austin et al, 1989, p. 1). In fact, a technique 

or an approach that works for one teacher may not work for another. Yet, there are 

general principles that characterize effective teaching. Lawrence (1982) explores the 

composite of the outstanding teacher from the attributes mentioned most often in student 
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and peer evaluations; "he/she would be an inspiring instructor who is concerned about 

students, an active scholar who is respected by discipline peers, and an efficient, 

organized professional, who is accessible to students and colleagues" (p.9). In addition, 

effective and responsible teachers maintain a positive motivational system in the 

classroom, recognize individual differences among their students, believe in their own 

teaching efficacy and their students' ability to learn, and carry a strong concern for both 

the affective and the effective elements of their classrooms (Berliner, 1992). 

In the last forty years, many researchers and teacher evaluators have sought to 

establish criteria for effective teaching (Brighton, 1965; Brosh, 1996; Costa, 1989; Doyle, 

1977; McKeachie, 1977). However, due to difficulty on a consensus model of the ideal 

teacher, and the instructional diversity present on every campus across America, "the 

lasting measure of good teaching is what each individual student learns and carries away" 

(Ericksen, 1988, p.x). According to Hawley et al. (1984), effective teachers observe five 

interacting categories of behavior that direct student attention to learning; (1) they engage 

students with academic learning time, in which students are successful at working on 

tasks that are associated with desired outcomes (Fisher et al., 1978); (2) they credit 

student learning that meets desired outcomes; (3) they engage students interactively by 

directing their attention to the task at hand; (4) they express and keep high expectations 

for student performance; and, finally, (S) effective teachers maximize learning time by 

the use of instructional settings conducive to the tasks at hand. The problem with this 

model, however, is that it ignores individual differences and contextual influences that 

are present in the social interaction between individuals and their environment. 
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Rogers (1969) argues that learning depends on much more than the teacher's 

leadership skills, scholarly knowledge, planning skills, use of audiovisual aids, 

programmed learning, lecture ability, or textbooks; "the facilitation of significant learning 

rests upon certain attitudinal qualities which exist in the personal relationship between the 

facilitator and the learner" (pp. 105-106). Several researchers (Amada, 1994; Ballantine 

& Risacher, 1993; Pascarella, 1980; Terenzini & Pascarella, 1980; Volkwein, King & 

Terenzini, 1986) have found that the teacher-student relationship can have positive 

effects on student development, including academic achievement, intellectual 

development, persistence in higher education, personality development, and educational 

aspirations. Banks (1994) expands the notion of effective teaching to incorporate cultural 

awareness and tolerance in order to address the multicultural nature of human society; 

i.e., the understanding of one's own culture and the understanding and/or tolerance of 

others' cultures. 

Weinstein & Meyer (1991, p. 21) claim that "instructors' decisions about how to 

teach, like students' decisions about how to learn, are the products of prior knowledge 

and executive control (setting instructional goals, selecting plans of action for teaching 

course material, monitoring instruction during class, and evaluating the overall plan)." 

By the same token, instructional strategies are most effective and efficient when 

professors know about different instructional tasks and different instructional strategies. 

Effective college professors know about their strengths and weaknesses as 

teachers, are aware of their preferences for certain teaching styles over others, and are 

conscious of their level of expertise in the courses they teach. Furthermore, effective 
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college instructors are also aware of their students' strengths and weaknesses as learners 

(prior knowledge, goals, motivation, and other variables), and take them into account 

when designing and implementing effective instruction (Weinstein & Meyer, 1991). 

Although it is hard to define effective teaching through empirical evidence 

(Aleamoni, 1981; Combs, 1989; Delamere, 1986; Doyle, 1977; King, 1981; Nerenz 

&Knop, 1982; Perry & Rog, 1992), there seems to be an overall consensus among 

researchers that knowledge, skills, and teacher personality (King, 1981) appear to have a 

positive relationship with teacher effectiveness. Nevertheless, political attacks on higher 

education have raised a contradictory set of criticisms at the preparation of new faculty 

(Bloom, 1987; Hirsch, 1987; Sykes, 1988). Sullivan et al. (1998) point out that 

universities are criticized for hiring college faculty who have no real preparation for 

teaching, and for preparing graduate students for teaching "only through a poorly-

supervised experience as teaching assistants" (p. 57). Additionally, as Tillson (1998) 

states, K-12 instructors must pass rigorous educational requirements which include major 

areas of study and supervised teaching experiences (i.e., 'student teaching,' 'teaching 

practicum'), yet collegiate-level instructors are typically required to have only advanced 

degrees in their area of expertise with no requirements for any instructional pedagogy or 

structured teaching experience. 

2.3. The Teaching Assistant (TA) 

"Today, the teaching system in America's universities is three-tiered. Some 

teaching is done by professors, some of it by part-time, ad hoc faculty, and some of it by 
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students" (Anderson, 1992, p.61). Teaching Assistants are a central part of the 

undergraduate educational experience in the United States; in fact, TAs number in the 

hundreds on some campuses, and in the thousands on some other ones, and this explains 

why undergraduate and graduate education are linked and deeply interested in the 

development and supervision of TAs (Sheridan, 1991). Rivers (1983) claims that TAs' 

share of responsibility for undergraduate education is "by all accounts growing" (p. 24)-

especially in the sciences and in language departments. For example, a systematic study 

carried out at Berkeley in 1984 concluded that there were "at least 1800+" graduate-

student instructors at Berkeley, and that "in 1983-84 graduate students were responsible 

for 58% of the lower-division class meetings" (University of California at Berkeley, 

1984, p. 1). According to Azevedo (1990), TAs may be responsible for as much as 39 

percent of all instruction at large institutions such as The Ohio State University. 

Moreover, Gappa (1991) states that at Florida State University, TAs teach 42.5 percent of 

the lower-level undergraduate courses and 13 percent of the upper-level undergraduate 

courses. 

Generally, the tasks of TAs fall into three categories; discussion group leader; 

laboratory instructor; writer, grader, and/or feedback provider for tests and exams. The 

title 'Teaching Assistant' (TAs) may include one or more of the following tasks; assisting 

a tenured professor, holding office hours, leading field trips, tutoring students 

individually and/or in small groups, evaluating and grading student work, conducting 

labs, leading discussion sessions, teaching studio courses, and even assuming full 

responsibility for a course as the 'instructor of record' (Sell, 1987). 
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One of the increasing criticisms of higher education is that graduate Teaching 

Assistants (TAs) are inadequately prepared to fulfill their teaching obligations (Prieto & 

Altmaier, 1994) and lack communication and pedagogical skills (Burke 2001). 

Sell (1987) claims that "practices in many fields suggest the working assumption that if a 

TA has an undergraduate or graduate concentration in the subject being taught, he/she is 

qualified to teach" (p. iv). Often, the curricula of many graduate programs do not contain 

pedagogy-based course work nor do they offer teaching practice intended to mentor 

students to be effective educators in their disciplines. In fact, gaining teaching 

experience as a graduate teaching assistant may be the only training for the classroom 

that graduate students will have before they join the professoriate. 

Gaff & Wilson (1971) observe that there is a tendency to ignore college 

teaching as a potential career, and that most have 'drifted' into the profession deciding 

late and then only tentatively to enter it after preparation for or work in research. This 

also happens when they realize near the end of their graduate program that college 

teaching is the only thing they are really prepared to do. "Perhaps this more or less 

accidental pathway into the profession helps account for the general absence of formal 

preparation for teaching in college" (p. 7). The "accidental path" into teaching 

previously mentioned is not the sole problem of TAs and IT As; in fact, new faculty 

members at any institution experience very similar conditions when they take their first 

jobs, "they [are] typically 'thrown into the classroom and told to teach,' under the 

assumption that they [are] prepared to teach - after all, they [have] completed a graduate 

program in their field" (p.8). Thus, with new faculty members at any institution 
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experiencing very similar situations to the ones TAs do, it is important to have 

development programs in place to help the professoriate of tomorrow be better prepared 

to teach and fulfill their college-level professional obligations than their predecessors 

have been (please refer to national surveys conducted by Lambert &Tice, 1993, and 

Buerkel-Rothfuss & Gray, 1990). 

It is important to point out that TAs and ITAs differ from 'regular' employees 

because their employers are not very concerned with employees' job satisfaction or the 

organizational costs of rehiring and retraining. As Ehiba-Biedermann (1994, p. 57) points 

out, "in higher education, the eventual turnover of [Teaching Assistants] is both expected 

and desired." Nevertheless, this point does not justify lack of adequate mentoring, 

supervision, feedback and guidance for TAs. 

Many studies (Diamond & Gray, 1987; Gray & Buerkel-Rothfuss, 1991; Shaeffer, 

McGill & Menges, 1989; Smith & Goodale, 1983; Weeks, 1976) have shown that 

satisfactory TA development programs are indeed lacking in many institutions across the 

country. Nevertheless, TAs and their supervisors hold discrepant views on the amount 

of needed assistance TAs must get (Sell & Chism, 1989). Therefore, the development, 

refinement, and direction of TA mentoring is often left to chance by individual 

institutions and their various colleges and departments. As Gaff & Wilson (1971) point 

out, each school "has its own unique personality; particular programs, policies, 

procedures and personnel with which it attempts to influence the kinds of teaching, 

learning and living which occurs within its context" (p. 16). Nevertheless, programs for 

TAs need "to address the meaning of teaching for individual TAs by creating 
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interventions that engage their basic motivations and intentions" (Rando, Diaz & Mintz, 

1993). 

In the 1994 report on the 'Teaching Assistant Survey' conducted by the Stanford 

University Center for Teaching and Learning (pp. 1-7), 26% of the respondents (out of 

351 TAs) expressed their desire for more information on pedagogy resources, and more 

contact with the professor they are working with. Among the teaching-related topics TAs 

in the study were mostly interested in learning about the following; 'motivating students' 

(48%), organizing own course (47%), structuring a lecture (45%), discussion leading 

(41%), working with problem students (39%), designing tests and exams (37%), public 

speaking (35%), strategies for first day of classes (35%), grading (35%), structuring a 

class session (33%), and structuring reviews (30%). When asked about their career plans, 

55% of the respondents on the study expressed their desire to hold future careers in 

academia. In relation to the kinds of preparation they had received prior to teaching, TAs 

indicated that university-wide orientation (46%), departmental orientation (42%) and a 

departmental pedagogy course (26%) ranked well below the top one; 'meetings with 

professors,' which was voted by the great majority, i.e., 74% of the respondents, as their 

main source of preparation. 

Depending on the levels of background and experience of the graduate student, 

the TAs, just like beginning faculty members, move through a set of developmental 

stages that allow them to become professional, confident problem solvers, effective in 

their interactions with students and productive in their role as graduate students as well. 

Sprage and Nyquist (1989) suggest three phases of graduate student development: Senior 
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Learner, ColIeague-in-Training, and Junior Colleague. Each of these phases requires a 

different kind of mentoring. In the beginning of their graduate work, the graduate 

students are classified by Sprague and Nyquist (1989) as Senior Learners, since they have 

been selected and admitted to their programs for their demonstrated competence as 

learners rather than as teachers or researchers. The TAs who have some experience as 

graduate students may be at the Colleague-in-Training phase, and the TAs who have 

extensive experience are in the Junior Colleague stage. 

Depending on the stage TAs are in, they might have some basic concerns, such as 

what to wear, whether or not students will like them, and whether or not they can fit the 

role of teacher at all. Among the worries TAs have are what methods they will use; how 

ready they are to assume their role(s) in the class (how effective a grader, a discussion 

leader or a lecturer they might be); and their interactions with the students. Most 

important, among the biggest concerns TAs have are the effects their teaching will have 

on the students, the impact the student evaluations will have on them, and the degree to 

which those might affect the renewal of their next year's contract are always. 

Most discussions and empirical investigations related to the mentoring of 

Teaching Assistants have centered around their acquisition of specific classroom teaching 

skills (see Abbott, WulfF & Szego, 1989; Nyquist & Wulff, 1996 for major reviews). 

However, teaching skills represent only a portion of the knowledge base that TAs must 

have to fulfill their roles more successfully. Although the graduate teaching assistantship 

is a crucial, and sometimes the only means for providing financial support to graduate 

students (usually ranked the number one reason for TAing by the graduate students -
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93% - Teaching Assistant Survey,' 1994, p. 5), the TA employment may conflict with 

their own graduate program, as the students experience the simultaneous and challenging 

demands of being both teacher and graduate students. This is especially true of TAs who 

are non-native speakers of English; the International Teaching Assistants (IT As). 

Teaching Assistants are in a unique position to service undergraduates (Sheridan, 

1991), and have significant responsibilities to which they are held accountable. At the 

same time, they face a number of challenges in their struggle to balance teaching, 

coursework, and supervision/faculty expectations. Thus, TA development programs may 

help them become qualified faculty members while helping them manage their graduate 

careers. 

2.4. The International Teaching Assistant (ITA) 

American universities attract a large number of talented international students, 

who contribute significantly to the instructional and research missions of most 

universities in the United States (Bauer, 1996), and the number of international graduate 

students has been rising rapidly. In fact, "the share of nonresident aliens in the graduate 

population rose from 5 .5% in 1976 to 10.5% in 1996" (National Bureau of Economic 

Research,© 2000). Also, according to the 1997 Chronicle of Higher Education Almanac 

Issues, in 1994-95, a total of48,727 master's degrees (12% of the total), and 11,130 

doctorates (25% of the total) were conferred to non-resident aliens; whereas in 1996, 

international graduate students received 23.8% of the doctorates in the social sciences, 

26.9% in the life sciences, 35% in the physical sciences, and 48.9% in engineering (U.S. 
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Department of Education, 1999, Tables 207,271, National Bureau of Economic Research 

© 2000). 

IT As are non-U. S. citizen graduate students whose native language is usually 

other than English. While studying in the United States, they are appointed to be TAs 

usually within their respective departments as part of their graduate and/or support 

program. Their classes often contain a majority of undergraduate students whose native 

language is English. An example of an ITA would be a graduate student from the 

People's Republic of China who is pursuing a Ph.D. in Math, and is, at the same time, 

teaching Math 101 to undergraduate students. 

As Jenkins (1998) points out, the steady decline in the number of U.S. students 

entering graduate programs in mathematics, the physical sciences, and engineering has 

brought many qualified international students into American graduate schools. 

In addition, Burkhalter et al. (1992) state that international graduate students "are sought 

after not only because of their competence as students and researchers but because of the 

knowledge, skills and international perspectives they bring to the teaching of 

undergraduate students" (vii). According to the National Research Council (1995), 

48.9% of doctorates in engineering and 36.4% in mathematics and the physical sciences 

were awarded to international students in 1994. 

Mentoring of IT As can be a challenge for professionals in higher education 

because international students often face psychological, emotional, and academic stress 

caused by language and cultural differences (Charles & Stewart, 1991; Selvadurai, 1992; 

Wan et al., 1992). American students sometimes complain about misunderstanding even 
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IT As who are fluent speakers of English, but are unaware of the impact of body language 

and "American" patterns of instructor/student interaction (Hougland, 1989). Years of 

classroom experience allow undergraduate students to have a template of what teacher 

behaviors should be (please refer to Braskamp et al., 1984; Centra & Bonesteel, 1990 for 

more on learner expectations). In fact, undergraduate students "have very specific 

expectations of how teachers should act in the classroom. (...) Students expect teachers to 

be certain in both their behavior and in their knowledge, and students articulate these 

expectations if the teacher in any way deviates from this traditional image" (Britzman, 

1986, p. 445). 

Bailey (1982) asserts that ITAs need to be able to speak English beyond the basic 

level, but they are usually able to make up for linguistic deficiencies by using appropriate 

nonverbal behaviors, adopting an interactive teaching style, establishing good teacher-

student rapport, planning and organizing lessons, monitoring student learning, and having 

a sense of humor. Bernhardt (1987) concurs that competent cross-cultural 

communication between ITAs and their American students is more problematic than the 

language difference itself Bailey (1982) agrees, but clearly insists that most ITAs 

usually need linguistic, intercultural and pedagogical support. 

IT As often experience difficulty projecting confidence and establishing authority 

in the classroom (Zukowski/Faust, 1984). Nevertheless, Gokcora (1989) claims that 

after specific training programs, ITAs learn more about the American academia, and 

improve their pronunciation as well. 
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2.4.1. Comprehending the ITA's ultimate challenge: Teaching in English to 

American students in the U.S.A. 

International TAs have usually been educated in instructional settings that are 

different (sometimes, completely different) from the American context, and they bring 

with them varied educational models, individual differences and cultural backgrounds. 

These differences become unique assets and challenges to the graduate students, their 

professors, advisors, supervisors, and students. As Pica, Barnes, & Finger (1990) state, 

most IT As, especially the Asian ones, have only experienced educational systems with 

minimal interaction between instructors and students, in which students have a rather 

passive role in their classes as listeners and note-takers. Once ITAs are here in the 

United States, they find themselves in smaller classroom settings where interaction is 

often expected and where students prefer an informal, personalized, and supportive 

classroom atmosphere (Nelson, 1991). Therefore, the American classroom has the 

potential for becoming a site for intercultural misunderstandings. 

Many IT As have difficulty locating sources other than the textbook when looking 

for examples that illustrate abstract concepts, support theories, personalize instruction, 

and improve student learning of the content (Bauer, 1996). Students' questions can 

become a source of anxiety for ITAs because unlike the lecture setting, for which ITAs 

may plan ahead and present the material accordingly, interactive settings are indeed less 

predictable. Moreover, as Hudson-Ross & Dong (1990) point out, depending on the 

ITA's cultural background, students' questions are viewed as rude interruptions that 

demonstrate disrespect on the students' part, and many IT As not only avoid them, but 
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also discourage them through various verbal and nonverbal behaviors, which vary from 

explicitly telling the students to save their questions for after class to giving their back to 

the students and avoiding eye contact with them. Bauer (1996) notes that besides the 

IT As' interpretation and/or misinterpretation of the nature of students' questions, most 

ITAs are also unfamiliar with the academic background of American college students, 

and may find it hard to gauge the knowledge of their students, especially when teaching 

in the languages, sciences, mathematics and engineering. In addition, as Bauer (1996) 

points out, even when ITAs adequately respond to students' questions and use interesting 

examples that are relevant to undergraduates, ITAs usually claim that they struggle in 

order to be perceived by their students to be effective in helping them understand the 

material, and that it is very hard to establish rapport with their students. 

"Although the TA role is uniquely characteristic of the American higher 

education system, ITAs interpret it based upon their own cultural frame of reference" 

(Bauer, 1996, p. 86). The example of a Hispanic TA who chose her textbook, designed 

the course, and determined assignments and grading criteria even before she left her 

home country when all of those choices had already been pre-empted for her at her 

appointed TA job, exemplifies how misleading role expectations and responsibilities 

might be to a newly appointed ITA. 

It is also important to point out that most ITAs are specifically concerned about 

their English proficiency in the American classroom, mainly when they are fulfilling the 

role of teachers. They worry about not understanding their students' questions, remarks 

and/or jokes. Besides, ITAs fear mispronouncing English words and not knowing the 
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right ones and/or how to correctly use them when they are lecturing and talking to 

students in or outside of the class. Interestingly enough, although many IT As can be 

more fluent in the written language than their American students, they may feel reluctant 

to correct their grammar and misspelled words for fearing the undergraduates' reactions 

to it. Nevertheless, when they decide to give their students feedback, they sometimes 

overdo it by giving them too much of it, and students get overwhelmed with the 

information (Bauer, 1996). 

2.4.2. Learning about the American educational setting 

Teaching at the college level is a challenging endeavor, especially for those who 

are new to the profession. As Nilson (1998) states in Teaching at its Best, "every college 

and university is a large, mukilayered organization with its own unique subculture, norms 

and values, ofHcial power structure, informal power networks, and infrastructure of 

services and support units" (p.3). 

Moreover, Marchese (1998), Powell et al. (1985), Richardson et al. (1983), and 

Sedlak et al. (1986) confirm what many of us have always suspected; many of the 

undergraduate students come to colleges and universities less well prepared than they 

once were. In fact, the findings of a nationwide survey of nearly S,SOO professors 

conducted in 1989 by the Carnegie Foundation for the Advancement of Teaching 

reported that nearly "three-fourths of faculty members think undergraduates at their 

institutions are seriously underprepared in terms of basic skills" (Moony, 1989, p. AI3). 
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2.4.2.1. Understanding undergraduate student behavior 

The standards of behavior that the American professoriate expects of students are 

frequently no longer being met (Amada, 1994; Schneider, 1998). 

As Sorcinelli (1994, p. 365) points out, there is increasing concern nationally "about 

student behavior that is, at the least, troublesome, and at the most, disruptive." Appleby 

(1990) reveals three categories of behaviors that are regarded as most irritating; 

(1) immature behaviors, such as talking during lectures, chewing gum, eating or drinking 

(noisily), being late, and creating disturbances; (2) inattentive behaviors, such as sleeping 

during class, cutting classes, acting bored or apathetic, not paying attention, being 

unprepared, packing books and materials before class is over; and (3) miscellaneous 

behaviors, such as cheating, and expressing more interest in grades than in learning. 

Because many IT As come from different educational backgrounds that are 

characterized by a formal instructor-student relationship, they expect their students to 

behave properly in both their verbal and nonverbal behaviors. IT As get shocked and 

confused by common disruptive behaviors some undergraduate students have, such as 

talking in class; packing up and/or rustling papers; arriving late and/or 
leaving early; cheating; wasting class time (e.g., being unprepared, asking 
repeated questions, asking for details on the last class, etc.); showing general 
disrespect and poor manners toward the instructor and other students; 
attending class irregularly; asking for extensions on assignments; and 
missing assignment deadlines. (Ballantine & Risacher, 1993) 

Some other challenges ITAs face when dealing with undergraduate students 

include the degree of informality undergraduate students expect in the classroom and 

during office hours and tutoring sessions (Bauer, 1996). Also, undergraduate students are 
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usually fairly sensitive to criticism and might perceive the IT As' comments, corrections 

and/or suggestions more negatively than intended, adding more tension to the classroom 

climate. 

2.4.2.2. Getting student feedback 

Many IT As have never taught before, and among the ones who have, most have 

never been evaluated by their students before. It is then quite shocking to a number of 

IT As that student feedback has such an important formative and/or summative role in 

assessing an instructor's teaching effectiveness. Depending on the ITA's cultural 

background, only faculty and other people in position of authority are, in their view, 

credible sources of feedback, so many times IT As struggle with the idea of having 

students rate and critique their knowledge, credibility and authority. 

Organizational literature reports that employee performance is truly enhanced 

when appropriate and fair assessment procedures are in place, so that both the employee 

and the employer know what the performance expectations and the criteria are. Powers 

(1992) discusses two different kinds of feedback; motivational - "reinforcing good 

performance [and] acknowledg[ing] people for doing what you want them to do" (p. 135), 

and developmental - "intended to help participants develop or correct their performance" 

(p. 136). Therefore, the topic of student ratings need to be addressed in the orientation 

programs offered by the individual departments and/or in ITA Programs. 
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2.4.3. Examining the need for IT A Programs in Higher Education 

Hill (1992) proposes that the extensive variety of cultures represented by IT As 

requires a rather "skillful accommodation of intercultural information to assist effective 

adaptation for the American classroom" (p. 1), and that IT A training ought to include 

"both sessions for IT As alone and sessions with subgroups composed of IT As and host 

students" (p. 14), which would help elucidate the expectations of both cultures. 

Rice (1979) reconunends that a program to help the IT A get familiarized with the 

sociocultural and academic differences in the American college or university should take 

into consideration the improvement of oral/aural proficiency and reading/writing skills of 

the foreign TA both a graduate student and a teaching assistant; perfection of classroom 

and interaction techniques that suit the U.S. university setting; an understanding of the 

educational and philosophical bases for the U.S. university graduate and undergraduate 

curricula and administrative procedures (such as grading and testing); and anticipation of 

situations that are likely to happen in the U.S. classroom, through interaction activities 

and role-playing. Bauer (1996) claims that in ITA mentoring programs, it is extremely 

important to explore key issues, such as assumptions about the role of TAs, knowledge of 

American educational settings, familiarity with interactive teaching approaches, 

interpretation of undergraduate student behaviors, teaching and communicating in a 

nonnative language with students, and perceptions of undergraduate student feedback. 

Hill and Lakey (1992) argue that programs aiming to enhance the efficiency and 

effectiveness of IT As typically use a general orientation framework, and then 

"concentrate on the areas of language, pedagogy, ^nd cross-cultural awareness" (pp. 3-4). 
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Nevertheless, because of time, resource and experience limitations, pre and in-services 

become a kind of compromise "between totally individualized instruction and the general 

training offered for all teaching assistants" (Hill & Lakey, p.4), but individual needs exist 

and need to be addressed properly. 

ITA Program curricula usually concentrate on three areas; the improvement of 

IT As' English language proficiency for instructional purposes, the facilitation of 

intercultural communication skills, and the enhancement of IT As' teaching effectiveness 

(Smith, Byrd, Nelson, Barrett, & Constantinides, 1992). Although programs across the 

country vary in content and design, most of them start with an orientation prior to the 

beginning of the academic year and continue throughout the year(s) with specific 

workshops, classes and/or individualized consuhations. Some institutions, for example, 

offer extensive summer programs for prospective ITAs, whereas other universities 

integrate IT As into a general orientation for all TAs followed by a department-specific 

orientation one, two or three weeks prior to the beginning of the semester (usually in the 

fall term). Comprehensive ITA Programs are becoming more common on campuses 

across the country and they are usually housed in the English Department, Intensive 

English Programs or the university Teaching Center. ITA programs work collaboratively 

with various departments across campus (Tanner, Selfe, & Wiegand, 1993) providing 

them with a variety of options that include classes, and workshops, reference materials 

and print and video resources designed to address the specific needs of ITAs. 

"Teaching is, in part, a skilled form of human performance, and [...] complex 

skills benefit from coaching" (Eisner, 1992, p. 274-5). Nevertheless, ITA Programs 
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should shy away from a curriculum based on an apprenticeship model of education "with 

a behavioristic view of leaming,[in which] learning is achieved through imitation and 

repeated practice" (Britzman, 1986, p.443) ignoring the cultural differences brought to 

the task by the ITAs, who bring with them their implicit native biographies, "which in 

turn, inform their knowledge of the student's world, of school structure, and of 

curriculum" (p.443). More discussion of these points is found in section 2.6 (p. 52) of the 

present dissertation. 

When international graduate students are appointed International Teaching 

Assistants (ITAs), they need specific kinds of mentoring and support that differ from that 

of their counterparts, American Teaching Assistants (ATAs) because the issues 

applicable to IT As encompass more than developing appropriate and efficient teaching 

behaviors. IT As' success in the classroom can be enhanced by closer mentoring and 

more specialized assistance that address language, culture, and teaching pedagogy issues 

reinforcing the need for IT A Programs in American Higher Education. 

2.5. Individual Learners' Differences: Attitudes and Motivation 

Another set of issues that need to be taken into account when addressing IT As' 

mentoring concerns individual differences ITAs bring with them. Alt learners differ 

profoundly in what they do in learning and in their success in any particular learning 

situation. Also, "human abilities are simultaneously outcomes of learning and 

determinants of learning" (Horn, 1989). As Oxford and Ehrman (1993) point out, L2 

teachers must learn to identify and comprehend significant individual differences in their 
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students to provide them with the most effective instruction. It is always necessary to 

consider the characteristics of the learning situation (instructional variables, for example) 

and the internal/individual characteristics of the language learner since these two 

variables interact in complex ways (Cooper and Varma, 1997). 

There are many individual differences that relate to L2 learning in various ways. 

Among the most important ones involved in Second Language Acquisition (SLA), 

Chastain (1988) cites 

1. affective variables - the emotional ones that influence the learners' perceptions 

and impressions of the language learning context and thus their reactions to it, and 

their views of the language itself. Some examples of affective variables are the 

learners' attitudes, self-concept, interests and needs, anxiety, and personality 

traits; 

2. cognitive variables - the predispositions individuals have for using their intellect 

in specific ways to learn, such as aptitude, learning styles, and so on; 

3. social variables - L2 learning is greatly influenced by in and out-of-class 

situations; and 

4. biological variables - sex and age also influence in the development of L2 skills. 

According to Ellis (1994) and To well & Hawkins (1994), the individual 

differences learners possess account not only for the manner and rate of learning an L2, 

but also for the ultimate attainment they achieve. Schumann (1987b), Clement (1980), 

Giles and Byrne (1982), Krashen (198S), and Gardner (198S) have proposed through 
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different models- acculturation, social context, intergroup, monitor and socio-educational 

model respectively - that attitude and motivation are key components among the major 

variables present in language learners and their learning environments, "operating 

directly or indirectly as stimulators or mediators" (Gardner, 1988). Moreover, attitudes 

and motivation are "systematically related to variance in language learner's rate of 

progress and ultimate attainment" (Long, 1990, p. 657). 

Existing research and theory show that a number of variables relate to L2 

achievement, and they do not operate independently of one another. Empirical research 

on the role of attitudes and motivation in L2 learning was initially conducted by Gardner 

and Lambert (1959) on bilingualism in immigrants finding that an individual's 

orientation to learning French as L2 was related to his/her attitudes toward French 

Canadians, motivation to learn French, and proficiency in French. 

The Attitude/Motivation Test Battery (AMTB; Gardner, 1985) was then developed to 

measure these variables together with other attitudinal and motivational variables 

believed to be associated with L2 learning, such as 

1. integrativeness - assessed by learner's attitudes toward the language group, interest 

in L2, and an integrative orientation toward learning the L2 language; 

2. attitudes toward the learning situation - assessed by learner's attitudes toward the 

teacher and the course; 

3. motivation - measured by attitudes toward learning the language, desire to leam the 

language, and motivational intensity; 

4. language anxiety - measured by the learner's apprehension in the language class or 
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in settings where the L2 is used; 

5. 'other attributes' - different variables that have been included in some studies, such 

as the 'instrumental orientation scale,' for example. 

Various studies (Gardner, 1985; Lalonde & Gardner, 1985) have showed 

association between scores on these measures and achievement in L2. In Gardner's 

socio-educational model, motivation and attitudes are the key to learning another 

language, and its kind and amount will determine the learner's ultimate degree of 

proficiency. Gardner (1985, p. 168) states that" motivation to learn a second language is 

influenced by group related and context related attitudes, integrativeness and attitudes 

toward the learning situation, respectively." Despite the fact that the cluster of attitudinal 

and motivational factors seems to be more relevant to formal school language learning 

than to the informal acquisition of LI or L2, it plays an important role in both contexts 

(Spolsky, 1979). Moreover, Gardner and Maclntyre (1991) point out that there is an 

important contrast to be made between orientations - the reasons for studying L2 - and 

motivation - the element which directly reinforces effort to learn the language. 

Furthermore, Gardner (1988) suggests that attitudes and motivation influence the quantity 

and quality to which L2 is acquired, retained and lost. 

In a number of studies, Lambert et al. (1962) have suggested that there are two 

classes of motivation for language learning - instrumental and integrative - and that the 

presence of the latter is necessary to successful mastery of the higher levels of 

proficiency. In simple terms, we can say that instrumental motivation is the one which is 
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very practical in nature and has to do with pragmatic reasons for learning a language, 

such as fulfilling a degree requirement, getting a better job, or simply going on a tour, 

and integrative motivation is the one that comes from a deeper psychological level within 

us and, therefore, relates to how much we want to understand the language and the 

culture of another group for the purpose of interaction (Gardner & Lambert, 1972; 

Lambert, 1974). Gardner and Maclntyre (1991) researched the effects of instrumental 

and integrative motivation on the learning of twenty-six French/ English word pairs on a 

microcomputer by ninety-two psychology students who were not enrolled in French 

classes at the time of the study. Their findings reinforce the concept that integrative 

motivation facilitates L2 acquisition, and that "instrumental motive will facilitate learning 

until the reward has been achieved, but then lose its potency" (p. 70). Thus, those learners 

who are integratively motivated are probably more successful at an advanced language 

level than those who are not, mainly because psychological integration sustains interest in 

learning the language longer (Gardner, 1985; Domyei, 1990). 

Although the role of affective factors is usually regarded as one of major impact 

in the language learning process, it is also regarded by some to be indirect and 

subordinate to more powerful developmental and maturational factors. Among these are 

psycholinguistic constraints on leamability at a particular stage of development (Clahsen, 

1987; Meisel, Clahsen, & Pienemann, 1981; Pienemann & Johnson, 1987) or 

maturational constraints on what older starters can achieve (Long, 1990). 

According to McLaughlin (1990) and Schmidt (1990), both LI and L2 development 

appear to depend on the same universal cognitive abilities (e.g., the capacity for implicit 
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and deductive learning) and to be subject to the same cognitive constraints (e.g., limited 

human memory, attentional resources, and information-processing capacity). 

Some studies (Lukmani, 1972; Pierson, Fu, & Lee, 1980; Oiler, 1981) have found 

insignificant or even conflicting resuhs with those of Gardner and his associates. Clement 

and Kruidenier (1983), for example, suggested that certain attitudinal/motivation factors 

are context-specific, and that the integrative-instrumental approach has certain limitations 

in the learning context. After re-examining the relationship between motivation and 

language learning, more recent studies have shown that the traditional framework for 

explaining the nature of language learning motivation is inadequate and needs expansion 

and refinement (please see Crookes and Schmidt, 1991, and Oxford and Shearin, 1994 for 

a review of the extended notion of L2 learning motivation, in which integrative 

motivation theories of general psychology have been added). 

Another affective factor that is crucial in L2 acquisition is attitude. SLA 

researchers agree that language learners arrive in class with a variety of attitudes about 

second language learning, some of which will enhance their prospects for being 

successful students, and others will have the opposite effect. Ellis (1994) states that L2 

learners manifest different attitudes towards "(1) the target language, (2) target language 

speakers, (3) the target-language culture, (4) the social value of learning the L2, (S) 

particular use of the target languj^e, and (6) themselves as members of their own 

culture" (p. 198). Language learners come to class with positive, negative or mixed 

attitudes about the L2, the people who speak it, and their culture. If they have a high 

regard for the target language and the people who speak it, their desire to learn it will 
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most likely be high. Moreover, if they believe that knowing the language will help them 

in the future, or if they want to travel and/or study in other countries, they will also adopt 

a more positive attitude towards L2 (Gardner, Trembley, & Masgoret, 1997). 

ITAs come from various cultural and educational backgrounds, have diverse 

levels of L2 proficiency, and different motivations and attitudes towards English. 

Because they realize that English is a necessary tool in their quest for achieving their 

academic and professional goals in the U.S.A., most ITAs are concerned about their 

English proficiency in the American classroom, mainly when they are fulfilling the role 

of teachers. Although IT As may face positive classroom experiences in the IT A 

Program they take part in to improve and/or deepen their linguistic, cultural and 

pedagogical skills, it is important to keep in mind that motivation and attitudes might 

play a key role in the variation of the impact of such a Program on them. Thus, L2 

fluency depends at least as much on emotional factors as on amount of practice. 

2.6. Subjective Theories: Blending personal and formal theories 

The knowledge, assumptions and beliefs teachers hold and express about their 

teaching practice are conceptualized in this study as their "subjective theories." Thus, 

subjective theories are here defined as "complex cognitive structures that [... ] [explain] 

and [predict] such human phenomena as action, reaction, thinking, emotion, and 

perception" (Grotjahn, 1991, p. 188). 

Maher and Tetreault (1994, p. 91) point out that" the complex interplay between 

the individual, the group, the teacher, the academic discipline, and the institutional 
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context" are all part of positional pedagogies, "in which people are defined not in terms 

of fixed identities, but by their location within shifting networks of relationships, which 

can be analyzed and changed" (p. 164). Wildner-Bassett and Meerholz-Haerle (1999) 

claim that "subjective theories are experientially based knowledge structures which exist 

in an individualized context of meaning" (p. 205). Teachers and students enact the 

curriculum in their classrooms, mutually constructing knowledge, attitudes and values 

about learning and about one another. Moreover, "curriculum is locally constructed, 

creating an interpretive context for learning, unique to the classroom" (Shavelson, 1992, 

p. 31). 

Personal theories about teaching and learning serve to bring some regularity to 

experience and to "put intellectual structure around our worlds of teaching and learning" 

(Rando & Menges, 1991, p. 7). As Johnson (1984, p. 467) indicates, the notion of 

personal practical knowledge is not of knowledge which is just content or structure, it is 

rather, knowledge which is "a contextually relative exercise of capacities for 

imaginatively ordering our experience." Furthermore, Polanyi (1958) notes that 

knowledge so defined is not found in lists of the contents of teacher education textbooks, 

workshops outlines, or teacher task analysis. Although these matters are important, the 

objective and definable content lists are leavened by one's personal and practical 

experience. Personal practical knowledge is, therefore, found in practice, and embodied 

and based on the narrative of experience (Clandinin, 1985). 

In a study conducted by Menges and Rando (1989), graduate students revealed 

three orientations to teaching. When TAs were asked what they meant by the term 



53 

'teaching,' their responses reflected either orientation toward content (i.e., "Teaching is 

my giving them knowledge and their understanding and being able to apply it."); 

orientation toward process ("Teaching is making people think for themselves."); or 

orientation toward motivation ("The first priority seems to be to interest students in the 

subject."). These orientations also correlated with how TAs said they handled classroom 

problems. 

"Every college teacher has a professional obligation to formulate and articulate a 

rationale for his/her instructional world" (Menges, 1991, p. 14). However, developing 

that rationale requires reflection about personal theories, knowledge of formal theories, 

and the mixing of both (figure 2.1). 

Figure 2.1. Blending Personal and Formal Theories to Influence Practice 
(Menges, 1991, p. 13) 

Personal theory 

implicit 

explicit Examine theories using; 
logical analysis 
experiential reflection 
empirical test 

'ractice 

Formal theory 
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IT As add a wonderful cultural diversity to the American campuses, but in 

addition to overcoming any language barriers they may encounter, many IT As have 

difficulty identifying with the culturally-defined expectations their students hold for them 

in the classroom. Although it is true that ITAs need to become familiar with the 

American academia, it is also true that teachers, regardless of whether they are from, 

develop and use a special kind of knowledge that is neither purely theoretical, in the 

sense of theories of learning, teaching and curriculum, nor merely practical, in the sense 

of knowing their students. "It is knowledge that has arisen from circumstances, actions 

and undergoings which themselves had affective content for the person in question" 

(Clandinin, 1985, p. 361-2). 

The naturalistic paradigm was chosen for this study because it sees truth as 

positional, relational and derived within a specific context. In addition, it recognizes the 

validity of multiple realities or 'truths,' and it acknowledges the existence of more than 

one subject position (hooks, 1994), including that of the researcher. Thus, the multi-

case approach used in this research study is a venue to explore the various subjective 

theories that IT As bring with them to the multiple roles they fulfill as graduate students 

and teaching assistants. In fact, the three individual interviews I conducted with the 

IT As, and the two class observations I did on them, together with the open-ended 

paragraph they wrote on "Effective College Teaching," the pre- and post-questionnaires, 

and the various journal entries they did throughout the IT A Program were data collection 

methods used for investigating the IT As' beliefs and knowledge about their learning and 

teaching. Identifying and closely examining IT As' personal and formal theories are key 
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for determining the nature of their needs in IT A Programs and their effectiveness in the 

class. 

2.7. Tying it all together: A brief summary of the chapter 

As the review of the literature in this chapter shows, it is difficult to reach a 

consensus when trying to define with precision what effective college teaching really is 

and/or entails. The concept becomes even more complex to measure when the college 

teacher is a graduate student experiencing role ambiguity and a lack of appropriate 

mentoring and supervision. The process gets even more complicated when the teacher in 

question is an international teaching assistant (FTA) whose undergraduate students 

usually complain that the ITA's speech in the classroom is incomprehensible. 

This chapter has reviewed some of the major theoretical and empirical literature 

related to the current study, with the major goal of laying the groundwork for the 

analysis, discussion and support of the research findings. This multi-case study uses a 

mixed design (quantitative and qualitative methods) to address issues pertinent to 

effective college teaching, TA and IT A training and development, individual differences 

(attitude and motivation) in L2 learning and teaching, and the various subjective theories 

the IT As bring to the class with them. 
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CHAPTERS 

RESEARCH DESIGN AND PROCEDURES 

We shall not cease from exploration 
And the end of all our exploring 
Will be to arrive where we started 
And know the place for the first time 

(T.S. Elliot's Four Quartets) 

3.1. Introduction 

Traditional research on IT As usually focuses only on three essential areas -

linguistic, intercultural and pedagogical - as they affect the ITAs as teaching assistants. 

The present study, however, investigates the assumption that IT As, regardless of the 

previous learning and/or teaching experience they might have in their home countries 

and/or in the U.S. benefit from specific mentoring and support in their roles as graduate 

students and teaching assistants. 

Evaluating the impact of an ITA Development Program can be a rather complex 

task, since there are few variables related to TA mentoring and development that can be 

isolated and precisely measured. This is the major reason why a naturalistic approach in 

the form of a multi-case study (Merriam, 1988, 1998; Yin, 1984) was chosen. As 

Johnson (1993) suggests. 

Too often, because of the nature of correlational, survey, and experimental 
research, and their privileged status in L2 research, very little is learned 
about individual language learners, teachers or classes. Case studies stand 
in sharp contrast to these approaches by providing insights into the 
complexities of particular cases in their particular contexts, (p. 7) 

This study is heavily qualitative; nevertheless, quantitative methods (using both 
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descriptive and inferential statistics) have also been used to provide a sufficiently large 

amount of data to enhance the methodological rigor of this study. 

3.2. Why use a case-study approach? 

A case study is an "examination of an instance in action" (MacDonald & 
Walker, 1977, p. 181), an intensive or complete examination of a facet, an 
issue, or perhaps the events of a geographic setting over time (Denny 
, 1978). "The case need not be a person or enterprise. [...] An institution, a 
program, a responsibility, a collection, or a population can be the case" 
(Stake, 1978b, p.2-5). 

American classrooms are becoming more linguistically and culturally diverse; not 

only in relation to the learners that attend them, but also in relation to the instructors who 

teach those classes- especially in higher education institutions where the number of IT As 

has been growing steadily. The thrust of many IT A Programs around the country seems 

to have been primarily geared towards equipping the IT As with the basic language and 

pedagogical skills they need to teach in the American university; i.e., most programs are 

exclusively interested in developing the ITAs as teaching assistants. Yet, ITA 

Development Programs should be able to provide much more support for the IT As' 

integration into their new environment by attending to the cultural gap that is often 

present, too. Moreover, since IT As are foremost international graduate students, ITA 

Programs should also address the different needs ITAs have when fulfilling their multiple 

roles. In fact, one of the areas of potential significance of this study is that it also focuses 

on the impact of the ITA classes on the IT As as graduate students. 

The major focus of this study was to provide an emic perspective on how twenty-

three ITAs see themselves in the different roles they perform, and the teaching behaviors 



58 

and communication skill changes IT As experienced after participating in the optional 

semester-long IT A Development Program at the University of Arizona. Therefore, the 

muhi-case research methodology was chosen for this study to match the context of the 

phenomenon under investigation. 

Cuba and Lincoln's (1981, pp. 37S-6) six major reasons for using the case study 

approach fit this study well. They were another motivator in deciding to rely on the 

naturalistic paradigm. This case study research; 

(1) provides the 'thick description,' which is very important to the 
naturalistic evaluation; 

(2) is grounded, thus, providing an experiential perspective; 
(3) is holistic and lifelike; 
(4) streamlines the data collected; 
(5) focuses the reader's attention and illuminates meanings; and, finally, 
(6) can communicate more than can be said in prepositional language. It 

leads, as Stake (1978b) points out, to generalization arrived at "by 
recognizing the similarities of objects and issues in and out of context 
and by sensing the natural covariations of happenings" (p.6). 

Different from the positivist paradigm, which seeks a single, universal 'truth,' the 

naturalistic paradigm was chosen for this study because it sees truth as positional, 

relational and derived within a specific context. Moreover, it recognizes the validity of 

multiple realities, multiple 'truths,' and it acknowledges the existence of more than one 

subject position (hooks, 1994), that of the researcher included. In the present study, I 

function as both participant and observer, and I am fully aware of my capacity to be 

subjective and objective in varying degrees. Just like Kemmis (1980) points out, "the 

unique problem in case study is justifying to others why the researcher can be a 

knowledgeable observer-participant who tells what he/she sees" (pp. 119-120). 

However, measures have been built into the process of investigation to avoid a 
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completely one-sided subjective interpretation, such as the inclusion of an ongoing, 

internal auditing of procedures, which, in turn, assures a certain degree of accountability 

for the study and for the researcher's interpretations. 

The case-study methodology requires close examination of the traditional notions 

of credibility, reliability, objectivity and transferability so that the results achieved are 

dependable. A high degree of credibility can be obtained by establishing rigorous data 

collection methods and always confirming analysis interpretations with the participants in 

the study ("member checks" - Mason, 1997) as well as with other external sources who 

are familiar with the researcher's work (refer to data collection procedures and analysis 

described in detail in Section 3.7 of this paper). 

The issue of internal validity is addressed through the triangulation of data 

(Mathison, 1988) collected from various sources. In the specific instance of this study, 

individual interviews (Mason, 1997; Spradley, 1979) with the twenty-three IT As, 

classroom observations (Spradley, 1980) and teaching related documents such as syllabi 

and mid-semester and end of the semester student evaluations were used to provide a 

means of triangulating the data from the participants selected for this multi-case study. 

These instruments, together with pre- and post- SPEAK scores, pre- and post-

questionnaires, and journal entries done throughout the semester by the ITAs in the ITA 

Program, provided the basis for the categorization and analyses of patterns, such as ITA's 

subjective theories and changes over time as graduate students and teaching assistants in 

the American college class. As previously mentioned, member checks (Mason, 1997) 
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done with the participants as well as outside sources to verify observations and the data 

collected was also used to ensure the validity and reliability of the study. 

Although it must be recognized that naturalistic inquiry poses certain limitations 

to the assumption of transferability, detailed description (Spradley, 1980) throughout this 

study enables readers to determine the extent of transferability to their specific situations 

(Lincoln & Guba, 1985). 

3.3. Research Context 

3.3.1. Contextual Overview 

The naturalistic paradigm assumes that all phenomena are characterized by 

interactivity. Thus, it is "important to determine the perceptions of the data collector and 

the effects of those perceptions on the developing information" (Lincoln & Guba, 1981, 

p. 58). The naturalistic inquirer, given a view of muhiple realities and the complex 

interactions that take place between an inquirer and the 'objects' of an inquiry, tends to 

eschew generalizations in favor of'thick descriptions' (Geertz, 1973) and 'working 

hypotheses' (Cronbach, 1975). Therefore, as Lincoln & Guba (1981, p. 59) point out, 

"naturalistic inquiry leads to the development of an idiographic knowledge base; one 

[that focuses] on the understanding of particular events (cases)." The level of abstraction 

implicit in the themes emergent from the theory grounded in the data refers to the 

'transferability' issue discussed by Lincoln and Guba (1985) and Glaser and Strauss 

(1967). 

Because differences rather than similarities characterize individual situations. 
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in order for readers to determine the extent to which the findings are applicable to their 

own contexts, the original researcher must provide "sufficient descriptive data to make 

such similarity judgments possible" (Lincoln & Cuba, 1985, p. 298). Applying the 

working model presented in this research study to other contexts is not impossible, but 

one must take into account that The University of Arizona and Tucson are unique 

contexts, and so are the IT A classes, the IT As themselves, and their undergraduate 

students described here. In-depth descriptions and details follow to help the readers 

decide which part(s) of this study could be applicable to them. 

3.3.1.1. The University of Arizona (""all of the data that follows reflects actual 

numbers for Spring 2000) 

Founded in 1891, The University of Arizona is a Land-Grant Research I 

Institution. Its 19-College campus is located in Tucson, Arizona, and it spreads over 355 

acres with 172 buildings serving 34,488 students - 6,975 of which are graduate students. 

According to The University of Arizona Fact Book (2000-2001), among those graduate 

students, 1,480 (i.e., over 21%) are international students coming from 130 different 

countries. At the time of this study, the overall largest international population at the 

University of Arizona comes from China with 498 students, followed by India (=284), 

Japan (=217), Mexico (=179) and Korea (=164). 

In this study, thirteen of the participants (56.5%) come from China (in contrast to 

the 18.9% they represent out of the total number of international graduate and 



undergraduate students at the U.A.), followed by two participants (8.7%) that come from 

Mexico (in contrast with the 6.8% Mexicans represent out of the international population 

at the U.A.) Korea (6.2%) and Sri Lanka (0.8%). Finally, one of the participants (4.3%) 

comes from Japan (in contrast to the 8.2% they represent out of the total number of 

international graduate and undergraduate students at the U.A.), Spain (0.6%), Peru 

(0.4%) and Mauritania (0.3%) - (please refer to Table 3.1 for an overview of countries of 

origin of international students at the U.A. as they are representative of the countries of 

origin of the ITAs in the IT A Program). 

Table 3.1; Countries of Origin of International Students at the U.A. 
and in the ITA Program (%) 

Countiy 
of 

Origin 

International graduate and 
undergraduate students 
at the U.A. 

International graduate 
students in the ITA 
Program at the U.A. 

Countiy 
of 

Origin 

N % N % 
China 498 18.9% 13 56.5% 
Me.\ico 179 6.8% 02 8.7% 
Korea 164 6.2% 02 8.7% 
Sri Lanka 21 0.8% 02 8.7% 
Japan 217 8.2% 01 43% 
Spain 15 0.6% 01 4.3% 
Peru 11 0.4% 01 4.3% 
Mauritania 08 0.3% 01 4.3% 

There are a total of 1,294 TAs (629 males and 665 females) and 1,209 RAs (753 

males and 456 females) at the University of Arizona. Among those, 303 (23.4%) are 

ITAs, 507 (41.9%) are international RAs, and 67 are classified as 'other' ('other' includes 

graduate assistants and associates not on teaching or research appointments (e.g., 

residence hall head residents). Out of the 877 international graduate students with a GAT 
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TAs and RAs), 54 were enrolled in the optional IT A Program in the Spring semester of 

20(X) representing 6.16 % of the total GAT population. 

Table 3 .2 shows the total number of GATs and International GATs in the 

departments that hire large numbers of international graduate students. You will also find 

that the Geography, Political Science, and Higher Education Departments have been 

included in the table below only because three of the participants in the study belong to 

them. 

Table 3.2: International GATs and Total GATs at the U.A (%) 

DEPARTMENT INTERNATIONAL 
GATs 

TOTAL GATs DEPARTMENT 

N % 

TOTAL GATs 

1. Systems/Industrial Eng. 44 93.6% 47 
2. East Asian Studies 20 90.9% 22 
3. Computer Science 34 87.1% 39 
4. Elect./ConiputerEng. 68 82.9% 82 
S. Aero/Mechanical Eng. 37 82.2% 45 
6. Management Info. Sys. 49 77.7% 63 
7. Civil Eng./Eng. Mech. 21 77.7% 27 
8. Economics 17 63.0% 27 
9. Chemical & Env. Eng. 22 61.1% 36 
10. Optical Sciences 44 51.8% 85 
11. HydroAVater Resources 28 50.0% 56 
12. Physics 23 46.0% 50 
13. Mathematics 24 38.7% 62 
14. Spanish & Portuguese 20 34.5% 58 
IS. Chemistiy 41 31.8% 129 
16. Geography 6 31.6% 19 
17. Political Science 6 20.7% 29 
18. Higher Education 3 50.0% 06 

Although Systems and Industrial Engineering (SIE) is the department that hires 

the largest number of GATs, all of them are RAs. The departments placed in second 

(East Asian Studies), fourth (Electrical and Computer Engineering- ECE) and fifteenth 
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places (Chemistry) in the above table each has 3 (13%) participants represented in this 

study. In addition, except for Civil Engineering/Environmental Engineering (#7) and 

Optical Sciences (#10), which just like SIE (#1) hire many International GATs, but all in 

the role of RAs, all of the other departments listed in Table 3.2 have at least one 

participant in this study that is part of them. 

More specifically, out of the 23 participants in this study, 3 (13%) are from the 

East Asian Studies department (EAS, number 2 in the table), 3 (13%) are from Electrical 

and Computer Engineering (ECE- number 4 in the table), and another 3 (13%) are from 

Chemistry (number IS in the table). Also, 2 (8.7%) are from the Aero Space and 

Mechanical Engineering department (AME, number S), and another 8.7% are from 

Chemical and Environmental Engineering (number 9). The remainder ten participants in 

this study come from the other ten departments listed in the table above, each 

representing 4.3% of the participants. 

3 .3 .2. The ITA Development Program at the University of Arizona 

3.3.2.1. The TSE/SPEAK Tests: 

Undergraduates at public and private research universities nationwide tend to 

(frequently) complain about their daily struggle to understand the heavily accented 

English of IT As (Penner, 1997; Young, 1990). In response to this issue, different 

universities around the country have set a number of regulations and guidelines for ITA 

testing, hiring and training. For example, many American institutions of higher 

education evaluate the IT As' proficiency in spoken English by means of one of the two 
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versions of the Educational Testing Service's tests; the Test of Spoken English (TSE) or 

the Spoken Proficiency English Assessment Kit (SPEAK) - the institutional version of 

the TSE (a retired version of it) specifically designed for testing international students' 

ability to communicate orally in English, and frequently used by institutions when hiring 

ITAs (Appendix E). A word of caution is in order here: both the TSE and the SPEAK 

tests are used to measure the student's communicative competence (as opposed to 

linguistic competence only), and neither one is designed to predict learning or teaching 

effectiveness. 

The TSE/SPEAK consists of 12 items, each of which requires the examinees to 

perform a particular speech act, such as narrating, recommending, persuading, and giving 

and supporting an opinion {TSE Irrformation Bulletin for the Test of Spoken English 

2000-2001, p. 3). The TSE/SPEAK is not discipline-specific and can be administered to 

many students simultaneously in a language laboratory. Examinees respond to twenty-

minute audio-recorded verbal prompts, and their recorded responses are evaluated by two 

different raters. In case there is a significant discrepancy in the results, the tape is 

evaluated by a third rater. Although neither the TSE nor the SPEAK should be used to 

predict the international student's success as an IT A, it is a diagnostic tool which can tell 

us something about their overall fluency, and it is a cost and time efficient tool, too. 

The majority of the universities that use the TSE/SPEAK require that their IT As 

obtain a minimum cut-off score of 50 (The University of Arizona, Vanderbilt, Princeton, 

University of Berkeley, Boston University, Auburn University, West Virginia University) 

or 55 (The Ohio State University, University of Minnesota, Arizona State University, 
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University of Pennsylvania, University of Miami) before they are assigned a teaching 

assistantship. 

At many institutions, the training offered varies from almost non-existent (a 

couple of hours only - University of Southern California, UIC) to optional and/or 

mandatory for a short period of time (a couple of days to a couple of weeks - Syracuse 

University, Cornell University, University of Michigaa, Boston University, Delaware 

University) or for a longer period of time (a semester or year long - University of 

Arizona, The Ohio State University, University of Minnesota, Princeton University, 

University of Florida). 

3.3.2.2. Present and Past in the ITA Development Program at the U.A; 

The Arizona Board of Regents (ABOR 11/85, 12/87, 2/88, 1/96) define graduate 

assistants and associates in the Chapter IV of their statutes, 

A. Graduate teaching assistants and associates are full-time graduate 
students, selected for excellence in scholarship and promise as 
teachers, who do part-time teaching as a portion of their training under 
the direct supervision of regular faculty members. (4-307, p. I) 

Regarding TA and ITA hiring and training in the State of Arizona, the Arizona 

Board of Regents (ABOR 10/85) mandate that 

A. Each university will develop and maintain appropriate programs to 
provide training in basic teaching methods and skills for graduate 
teaching assistants (GATs) and associates. 

B. Each university shall require the department chair or other appropriate 
administrator to certify in writing that each graduate assistant or 
associate has clearly demonstrated the high level of oral and written 
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skill in English necessary for effective classroom teaching. 
(Chapter II, 2-407-p. 60) 

Based upon the above regulations by the ABOR, The University of Arizona 

Graduate College policies listed in the Graduate Assistantship/Associateships Hiring 

Manual state that 

[a]II GATs whose native language is not English and who do not have a 
degree from a U.S. institution must have a minimum of 550 (paper-based 
test) or 213 (computer-based test) on the TOEFL (Test of English as a 
Foreign Language) 

[a]II GATs engaged in direct student contact whose native language is not 
English and who are not citizens of the U.S. or Permanent Residents must 
demonstrate minimum proficiency with spoken English. Verification of a 
passing score on the Test of Spoken English (TSE), administered by the 
Educational Testing Service or the SPEAK test available at the Center for 
English as a Second Language, University of Arizona, is required before 
the student's hiring paperwork will be processed by Systems Control. A 
minimum passing score is 230/300 or 50/60, depending on the version 
used, (p.3) 

The "Get Real" segment of the 60 Minutes show aired on February 26, 1997 

(Section 1.3) addressed the present lack of trust and confidence that many Americans 

have in their system of higher education since major research universities are using (and 

sometimes abusing) young, inexperienced teaching assistants to teach introductory 

undergraduate courses. According to Stahl (02/26/97), what is more shocking, however, 

is that universities are also hiring "TAs who lack even the most basic level of English 

proficiency to teach first- and second-year university students" (Lambert & Tice, 1993). 

After the show was aired in the Spring/97, the University of Arizona decided to take 

immediate action to ensure a better quality education to its undergraduate students: the 

Graduate College in conjunction with the University Teaching Center (UTC) thoroughly 
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revised GATO (Graduate Assistants in Teaching Orientation), the two-day mandatory 

orientation all teaching assistants must take prior to their first teaching semester at the 

U. A., making that pre-service orientation more comprehensive, and requiring that all 

Departments across campus offer a more in-depth orientation to its teaching assistants 

(domestic and international). It also required that the University Teaching Center 

(UTC) hire specialists in English as a Second Language (ESL) and ITAs - whose main 

task was to enhance the L2 English skills and teaching methodology of the international 

students assigned to teach undergraduate (and sometimes graduate) students. 

At first, the IT A Program consisted of three optional classes called "The 

Language of Learning" (which consisted of weekly 1 Vz hours of oral L2 practice for ten 

weeks), and four optional 'ITA Instructional Design' Workshops (which met for four 

consecutive Tuesdays and lasted 1 '/2 hours each). IT As could sign up for as many 

classes and/or workshops they wanted to. The major goals of the "Language of 

Learning" class was to help IT As develop their oral English skills and help them prepare 

for the SPEAK/TSE test. The key objectives for the ITA Workshop Series was to 

facilitate the development of instructional and cross-cultural communication skills for 

ITAs. 

In Summer/98,1 was hired to redesign the ITA Development Program at the 

University of Arizona because the Program had not been very successful, and very few 

students had been seen ever since the Program was established. Having been an ITA 

myself for a total of five years (two years during my M. A. at West Virginia University, 

and three during my Ph.D. at the University of Arizona), I was aware of the major needs 
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and concerns of ITAs, and was able to offer unique contributions to the IT A Program. 

Therefore, before deciding on the layout of the new Program, I took into account a 

variety of factors: 

1. the overall needs and concerns of the various departments across campus. 

Among those; helping prepare the ITAs' for their various roles in classes, labs, or 

discussion sessions; developing IT As' communication skills so that the ITAs 

could be better understood by their students; and assisting IT As in bridging their 

personal cultural differences; 

2. the graduate students; their needs, backgrounds, abilities, interests, stages of 

development, and future goals; 

3. my roles as supervisor and teacher; abilities, responsibilities, time commitment; 

4. the context; the university climate and support by the Graduate College; the other 

support units directly and/or indirectly involved in ITA training, such as the 

Center for English as a Second Language (CESL), the University Teaching Center 

(UTC), the Speech and Hearing Department; and all of the other departments 

across campus (including their policies and perspectives). I also checked for 

required and available timeline, and room availability. 

The ITA Program offered in Fall/98 was geared towards IT As who had scored a 

minimum of 40 on the TSE/SPEAK, and consisted of a Pronunciation and Teaching 

Classes; two free semester-long courses, which met for four hours weekly. The courses 

carried no credit, and were aimed at raising the ITAs' awareness of culturally appropriate 
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U.S. classroom behavior, developing their overall aural-oral English effectiveness and 

comprehensibility, expanding their ability to present and develop topics clearly, and 

understand and answer students' questions appropriately. The number of ITAs signed up 

for the Program at that time was twelve. 

In Spring/99,1 expanded the Program to its present characteristics; the number of 

weekly classroom hours were increased to six hours, and the Program consists of three 

free semester-long classes. The first is the Academic Language Proficiency Class, which 

meets twice a week for a total of three hours, and whose main objective is to develop the 

L2 aural/oral skills of the IT As as graduate students and undergraduate teachers. 

This class is held in a computer lab, where for 4S minutes, IT As practice their 

pronunciation and intonation using the "American Accent Program" software by the Ford 

Language Institute, and the other 45 minutes did oral presentations. The second is the 

Teaching College Classes, which meets once a week for two hours, and whose main goal 

is to introduce and/or enhance ITAs' pedagogical and cross-cultural skills - see Appendix 

D for course syllabus. The third one is the Conversation Class, which meets once a week 

for one hour, and whose main objectives are to help ITAs practice their L2 skills in 

informal situations, and provide them with an opportunity for networking with other 

ITAs and obtaining on-going support throughout their TA career at the University of 

Arizona. The total number of ITAs in the Program increased from thirty-five in 

Spring/99 to fifty-four in Spring/00. 

In the ITA Development Program, microteaching (Allen & Ryan, 1969), defined 

as the use of videotaping combined with feedback fi'om peers and a supervisor to enhance 
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the teaching performance of the IT As, is used three times during the semester. I use a lot 

of microteaching in the Teaching College Classes to give IT As a chance to practice the 

cultural, linguistic and teaching skills they were learning, and to engage them in self-

reflection based on the videotapes of the microteaching sessions. Each IT A is 

videotaped on the same tape every three to four weeks, providing three snapshots of the 

ITA's teaching performance. Having all of the microteaching sessions on one tape 

allows for capturing the ITAs at different points in their teaching and to help measure 

development of their teaching behaviors. 

3.4. Participants 

In the present study, convenience sampling (Leedy, 1997), one of the two types of 

nonprobability sampling, was used. Due to the focus of the study, the primary 

participants were a select group of twenty-three (23) IT As enrolled in the optional IT A 

Development Program offered by the University Teaching Center in the Spring semester 

of2000. 

In order to qualify for the free ITA Program, funded by the Graduate College and by the 

Office of the Vice President for Undergraduate Education, the international graduate 

students needed to fulfill two basic requirements: had taken the TSE/SPEAK test, and 

scored at least 40 out of a possible 60 on it, and either be holding a teaching assignment 

or be seeking one in the near future. 

All participants in this study were holding a teaching assistantship at the time 

when the study was carried out, had taken the SPEAK test and scored at least 40 on it. 
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had registered for the ITA classes before they started, had filled out the consent form to 

participate in the study (Appendix A), and they all attended the ITA Program for the full 

duration of the course; sixteen (16) weeks. Any ITA who did not fijlfill all of the 

previously described requirements was excluded from the study leaving us with 

twenty-three (23) subjects out of the possible fifly-four (54) that were enrolled in the 

Program in the Spring 2000. Table 3 .3 introduces a detailed summary of the 

demographics of the participants in this research study. 

Secondary participants in this study consisted of the IT As' students and the 

researcher as a participant observer in the teaching/learning and researching processes. 

The researcher was also the Program Coordinator and teacher of the ITA Program at the 

University of Arizona. Because I functioned as both participant and observer, I always 

tried to be fully aware of my capacity to be subjective and objective in varying degrees. 

Therefore, I always confirmed interpretations and analyses with the participants in the 

study ("member checks" - Mason, 1997) as well as with other external sources who were 

familiar with my work. Since I was both participant and observer, I included data from 

sources others than the ones I designed and administered, such as the ITAs' SPEAK 

scores and student evaluations, and used quantitative and qualitative methods to analyze 

the data of this mixed design multi-case study. 
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Table 3.3; Demographics of Participants in the IT A Program 

Participant Binh 
place 

Sex Age Degree Program TOEFL 
SPEAK 

ITA Role 

I. FL China M 24 Ph.D. Elea. & Comp. 
Eng. (ECE) 

550 
40 

Grader 

2. PP China M 30 Ph-D. Elea. & Comp. 
Eng. (ECE) 

593 
45 

Lab Tutor 

3. JO China M 26 Ph-D. Elea. & Comp. 
Eng. (ECE) 

637 
45 

Grader 

4. SH China F 31 MA Aero Space & 
Mec.Eng.(AME) 

560 
40 

Class 
Instruaor 

5. YC China M 44 Ph-D. Aero Space & 
Mec.Eng.(AME) 

595 
45 

Class 
Instruaor 

6. China M 30 Ph-D. Computer 
Science 

620 
40 

Grader 

7. YH China M 27 Ph-D. Hydrology & 
Water Resources 

597 
40 

Grader 

8. BX China M 30 Ph-D. Chemical/ 
Environm. Eng. 

600 
45 

Grader 

9. HE China M 26 Ph-D. Chemical/ 
Environm. Eng. 

637 
45 

Grader 

10. YW China M 25 Ph-D. Political Science 630 
45 

Discussion 
Leader 

11. WW China M 45 Ph.D. East Asian 
Studies (EAS) 

550 
50 

Discussion 
Leader 

12. WZ China F 27 Ph.D. East Asian 
Studies (EAS) 

597 
45 

Class 
Instruaor 

13. TO Japan F 31 MA East Asian 
Studies (EAS) 

583 
45 

Class 
Instruaor 

14. ZA China M 27 Ph.D. Chemistry 637 
40 

Lab Instruaor 

15. CH Sri 
Lanka 

M 28 Ph.D. Chemistry 597 
45 

Lab Instruaor 

16. GA Sri 
Lanka 

M 29 Ph.D. Chemistry 627 
45 

Lab Instruaor 

17 . KI Korea M 29 Ph.D. Management 
Infonnation 
System (MIS) 

617 
50 

Class 
Instruaor 

18. PL Korea M 30 Ph.D. Geography 623 
40 

Grader 

19 . IB Maurit. M 29 MA Economics 640 
45 

Grader 

20. SP Spain F 24 MA Physics 553 
40 

Grader 

21. AI Peru M 33 MA Spanish & 
Portuguese 

577 
45 

Class 
Instruaor 

22. SM Me.\ico F 27 Ph.D. Applied 
Math 

553 
50 

Class 
Instruaor 

23. DM Mexico M 44 Ph.D. Higher 
Education 

573 
45 

Grader 



74 

The primary participants in this research study resemble the overall new IT A 

population at the University of Arizona for the Spring semester of2000. For instance, 

thirteen (56.5%) of the participants in the study are Asian (in comparison to the 69.6% of 

the new ITA population fiir Spring/OOX and come mainly from China, as shown in 

figure 3.1. 

Figure 3.1 
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Also, all of the participants in the study are graduate students (eighteen=78.3% 

pursuing a Ph.D., and five=21.7% a Master's), who have been assigned a Graduate 

Teaching Assistant (GAT) position as a TA (Teaching Assistant). 

In addition, eighteen (78.3%) of the participants are males (in comparison to the 

64% of the U. A. new ITA population for Fall/99), and their age varies from twenty-four 

to forty-five years. More specifically, the median age for the participants in the study is 

29 years, and the meui is 30^. In ftct, twenty (87%) (rf^them are intlieir mid-
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twenties/early thirties (in comparison to the 77% of the U.A. new IT A population for 

Fall/99), and the remainder three (13%) are in their mid forties. 

Among the many possible jobs a TA may be assigned to fulfill, the participants in 

this study do the following as depicted in figure 3.2 below; ten participants (43.5%) are 

graders; seven (30.4%) are class instructors; three (13.0%) are lab instructors; two (8.7%) 

are discussion leaders, and one (4.3%) is a lab tutor. 

Figure 3.2 
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Twelve (52.2%) out of the twenty-three participants in this study had had prior 

teaching experience in their country of origin, in roles that varied from instructor's 

assistant to the sole class instructor for a section; however, only two of the participants 

(8.7%) had prior teaching assistantship experience in the United States: one as a grader, 

and another as a lab tutor. 

Six (26.1 %) of the participants in the study are in the College of Sciences, 
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six (26.1%) are in the College of Engineering and Mines, and four (17.4 %) are in the 

College of Humanities. Two participants (8 .7%) are in the College of Social and 

Behavioral Sciences, two (8.7%) in the College of Chemical and Environmental 

Engineering; and another two (8.7%) in the College of Business; finally, one participant 

(4.3%) is in the College of Education. 

3.4.1. Participants in the nested case study 

Seidman (1998) reports that although much research is done on schooling in the 

United States, "so little of it is based on studies involving the perspectives of the students, 

teachers... whose individual and collective experience constitutes schooling" (p. 4). 

Furthermore, Seidman (1998) indicates that "maximum variation sampling provides the 

most effective basic strategy for selecting participants" (p. 45) for interview studies. 

International students bring to the American classroom a history of their own 

cultural experiences, preferred methods of teaching, cultural assumptions, and individual 

expectations. The individual demographic information (Table 3.3) provides this study 

with the wide gamut of diversity present among the participants making it more 

interesting and representative of the broad ITA population nationwide. 

The ITAs' variety of L2 proficiency levels, together with their different amount of 

teaching experience, are factors usually taken into account by many ITA Programs 

generally focused in attending to the ITAs most immediate needs for their role as teachers 

in the American class. However, the ITAs' individual differences and needs as teaching 

assistants and graduate students are issues which are almost never addressed in ITA 
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development programs, mostly because of the short duration of many of the programs 

available and/or because of the lack of adequate and/or specialized training of the IT A 

specialist. 

After having worked with IT As for four years, I have encountered a number of 

specific scenarios that tend to occur to some extent in almost every single class I teach. 

I have then selected three IT As for a nested case study since they were representative to a 

greater or lesser degree of the twenty-three participants in this study (please see Chapter 5 

for a complete description and discussion of the nested case study). My rationale for 

conducting this more in-depth examination of data was to portray whole pictures as 

opposed to just fragments of the IT As in their multiple roles. Please note that I have used 

two initials to identify each of the participants in order to ensure their anonymity. Also, 

the short descriptions made here serve just as a brief overview of the three participants in 

this study (please refer to Chapter 5 for a thorough description of each case). This nested 

case study involves the following participants; 

I. The Teaching Assistant with Poor Oral Skills 

Although AI, a 33-year-old Peruvian MA candidate in Spanish and Portuguese, 

had been a full-time professor in Spanish Linguistics and Literature for over twelve 

years in Peru, his home country, and had great mastery of teaching pedagogy, his 

students complained vehemently about his poor oral skills. Interestingly enough, he 

taught a lower-division class of Spanish, and his classes were almost exclusively 

taught in Spanish. 
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2. The Challenged Teaching Assistant 

It was only after Chinese PP had lived in the States for over two years and had 

gone to the University Teaching Center (UTC) to sign up for the ITA Program upon 

recommendation of his academic advisor that 30-year-old PP learned for the first time 

that he had a speech impediment. PP was in shock when he was referred to the 

Speech and Hearing Clinic at the University of Arizona for therapy. He had always 

thought (and had always been told) that his problem was the strong accent that he 

had. 

3. The Insecure Teaching Assistant 

Twenty-nine-year-old Korean KI was highly regarded and praised by his MIS 

students despite his insecurity, and limited teaching experience (only two years). 

Although KI had scored SO on the SPEAK and did not need to be in the ITA 

Program (which was usually attended by IT As with a SPEAK score between 40-45), he 

decided to join it because he felt his English skills were far below what they should be. 

3.5. Research Questions and Definitions and Measurements of Variables 

This research study was designed to answer four questions. For an overview of 

data collection and analysis, please refer to Table 3.4, and for a more detailed description, 

please refer to sections 3.6 and 3.7 of this study. 
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3.5.1. What constitutes 'effective' teaching behaviors in the American 
College Class; 
a. according to the IT As? 
b. according to their undergraduate students? 

In order to get to the definition of'effective' college teaching behaviors from the 

IT As' perspective, I asked all of the ITAs participating in this study to describe an 

'effective' professor during the first individual interview I conducted with them (January 

17-21, 2000, Appendix H). The ITAs also had a chance to write about 'effective' college 

teaching in their home countries and in the U.S.A. in the first journal entry they did for 

their Teaching College Classes. Their writing exercise was followed by small and large 

group discussion (01/26/00). In the second individual interview I conducted with the 

participants (March 13-17), I asked them if they considered themselves 'effective' 

college teachers and why they perceived themselves as 'effective' or 'ineffective' 

(Appendix H). 

To address the question from the perspective of the undergraduate students, on the 

first day of classes, all of the ITAs with teaching duties (N=13) asked their undergraduate 

students (N=312) to write a list of adjectives describing an 'effective' college professor 

on a 3x5 card, and their students' responses were collected at the end of the class period. 

They also followed-up their undergraduate students' written exercise with a ten-minute 

large group discussion. 

After reading the transcripts from the two interviews done with the ITAs, together 

with the data collected fi'om the participants' journal entries and class discussions 

regarding 'efTective' college teaching, and the ITAs' students cards, I divided the data 
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into units of analysis (Lampert & Ervin-Tripp, 1993; Slobin, 1993), and labeled for 

identification. Then, the labels were compared for similarity of content and each 

grouping of similar label was categorized (Spradley, 1980). The process was repeated by 

two external sources, who were also, just like the researcher, graduate students in Second 

Language Acquisition and Teaching (SLAT) to provide more validity and reliability to 

the conceptual framework developed by the researcher. 

3.5.2. Does the University of Arizona ITA Development Program impact 
the IT As as teaching assistants? In what ways? 

To address this question, pre- (Appendix F) and post-questionnaires (Appendix 

G) were designed and administered to the ITAs on January 12 and May 03 respectively. 

ITAs were asked to answer the questions as completely as possible, and include examples 

to better illustrate their points. The pre- and post-questionnaires, designed to assess the 

impact and the effects of the ITA Program on the ITAs while looking at their motivations 

and attitudes toward L2, included seven S-point Likert Scale items. All of the Likert 

items required the participants to justify their ratings in order to investigate the ITAs' 

reasoning for making their choices. Both questionnaires included open-ended questions; 

the pre-questionnaire, seventeen, and the post-questionnaire, thirteen. 

In addition, I included questions relating to the ITAs' role as teaching assistants in 

the three individual interviews (Appendix H) I conducted with them (January 17-21; 

March 13-17;and May 01-05). Also, in interview #3 (May 01-05), they were asked to 

specifically assess the impact and effects of the ITA Program on them. Self-reports were 
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also obtained via journal entries done by the ITAs throughout the semester they were in 

the IT A Program. 

All of the participants in the nested case study (N=3) were also videotaped during 

the two class observations I made during the weeks of February (07-11) and March (20-

24) as a means to verify and enhance the data gathered from the class observations. This 

form of data collection together with the mid- and end-semester written evaluations of 

each IT A was used to provide a means of triangulating the data of the participants 

selected for this multi-case study. Additionally, pre- and post- SPEAK scores of all of 

the participants in the study (N=23) were examined to verify IT As' oral proficiency 

change over time. 

The question of whether or not the IT A Program had impacted the IT As as 

teaching assistants as recounted by the ITAs themselves was also investigated to insure 

more credibility and dependability of the results reported. The IT As' self-reported 

evaluation of their teaching and oral skills (items in the pre- and post-questionnaires, 

which required the IT As' to do a self-assessment based on their own feelings), together 

with the mid- and end-semester student evaluations and pre- and post-SPEAK scores of 

ail participants (N=23) were examined through paired t-tests, correlation and multiple 

regression analyses (<.01 alpha coefficient). All of the quantitative and qualitative data 

was coded for explicit and implicit references to IT As' changes over time regarding their 

oral and teaching skills. 
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3.5.3. Does the University of Arizona IT A Development Program impact 
the ITAs as graduate students? In what ways? 

To gather data that would answer this question, a number of instruments were 

used to ensure validity and reliability of the resuhs obtained. For example, the pre- and 

post- SPEAK scores of all of the participants in the study (N=23) were investigated 

through statistical analysis to verify the significance of ITAs' oral proficiency change 

over time. Likewise, the self-reported evaluation of their oral skills (items in the pre-

and post-questionnaires) was also examined through paired t-tests, correlation and 

multiple regression analyses (<.0I alpha coefficient). 

In addition, the pre- (Appendix F) and post-questionnaires (Appendix G) 

administered in the beginning and the end of the Spring semester respectively, together 

with the three individual interviews I had with the ITAs (Appendix H) included questions 

that required the participants to reflect on and evaluate their performance as graduate 

students. Just as in the previous research question, ITAs were asked to answer the open-

ended questions as completely as possible, and to include examples so that I could better 

assess their motivations and attitudes towards L2, and the impact of the IT A Program on 

the ITAs. Furthermore, self-reports were also obtained via journal entries done by the 

ITAs throughout the semester they were in the IT A Program, and were used to provide a 

means of triangulating the data of the participants selected for this multi-case study. 

The quantitative and qualitative data was then coded for explicit and implicit references 

to the participants' changes over time regarding their spoken English and presentation 

skills. 
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3.S.4. To what extent do the ITAs' individual differences (age, length of 
stay in the U.S.A., TOEFL scores, previous teaching experience, 
use of LI, use of L2, and motivation/ attitudes) account for the 
variation of the impact of the IT A Development Program on them? 

A number of theoretical and empirical studies have demonstrated that internal and 

external factors - personal, social, affective, cognitive and/or cultural in nature -

(Brown, 1988; Ellis, 1994) affect the processes of L2 acquisition and learning. 

Among these factors, motivation and attitude, among others that exemplify individual 

differences, have been shown to greatly influence the learning processes (Domyei, 1994; 

Ehrman & Oxford, 1995; Gardner, 1985; Green, 1993). Nevertheless, little empirical 

investigation of individual differences and their impact and effects on the different 

learning outcomes of international graduate students has been done, especially in the 

context of IT A mentoring and development. 

The self-reported pre- and post-questionnaires filled out by each ITA were used as 

the main source for the gathering of the data examining the extent to which some of the 

ITAs' individual differences (age, length of stay in the U.S.A., previous teaching 

experience, TOEFL scores, use of LI, use of L2, and motivation/ attitudes) account for 

the variation of the impact of the ITA Development Program on them. 

After all the quantitative data had been compiled, paired t-tests were run on all four 

variables with pre- and post-scores (i.e., SPEAK scores, mid- and end-semester student 

evaluations, and self-evaluation of oral and teaching skills) to test if the differences in the 

means were significant; then a Pearson correlation test was done to establish the strength 

of relationships of continuous variables. In other words, the Pearson correlation test was 

applied to look for statistical significance among the dependent variables (ITAs' SPEAK 
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scores, mid- and end-semester student evaluations, and self-evaluation of oral skills and 

teaching skills), and the seven independent variables (ITAs' age, length of stay in the 

U.S.A., TOEFL scores, previous teaching experience, use of Li, use of L2, and 

motivation/ attitudes). Finally, a multiple regression analysis was undertaken to study the 

contribution of the two dependent variables found to be statistically significant ( SPEAK 

and student evaluations) to the variance of the seven independent variables (IT As' age, 

length of stay in the U.S.A., TOEFL scores, previous teaching experience, use of LI, use 

of L2, and motivation/attitudes). Thus, a multiple regression analysis was performed to 

predict and test the performance on the dependent variables via the seven independent 

variables to see which of these independent variables and which combination of these 

variables allowed us to make the best prediction. 

In addition, the research question was investigated qualitatively based on a 

triangulation of sources obtained via the three audiotaped individual interviews with the 

IT As (Appendix H), the journal entries done by them, and the two videotaped class 

observations of the three ITAs in the nested study. The extensive quantitative and 

qualitative data gathered was coded for references of perceptions and change of 

perceptions over time by the participants. 
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Table 3.4; Overview of Research Questions, Data Sources and Analyses 

Research 

Questions 

Data Collection and Number 

of stages ofdata collection 

Analysis 

of 

Data 

Participants 

involved 

1. What constitutes 
'effective' college 
teaching behaviors 
according to ITAs 
and their 
undergraduate 
students? 

* 3 audiotaped interviews with ITAs 
* joumal entries done by ITAs 
* open-ended paragraph writing on 
"elective college teaching" done by 
UAs' undograduate students 

'Coding for references to 
similarities/difTerences in 
'effective' college teaching 
behaviors between ITAs' 
home countries and the 
U.SA 

'Coding for references to 
'effective' college teaching 
behaviors by undergraduate 
students 

Hatact 
group 

2. Does the University 
of Arizona ITA 
Development Program 
impact the ITAs as 
undergraduate 
teachers? In what 
ways? 

* 3 audiotaped interviews with UAs 
* 2 videotaped class observations of 
each ITA 
* journal entries done by each ITA 
* mid-semester and end of semester 
student evaluations 
* pre- and post-SPEAK scores 
* pre- and post-questionnaires filled 
out by each ITA 

'Coding for explicit/implicit 
references to ITAs' changes 
over time (progression) 

'Paired t-tests of pre- and 
post-SPEAK scores; mid-
and end-semester student 
evaluation means; and self-
evaluation of oral and 
teaching skills (<.01 alpha 
level) 

Hntact 
group and 
nested case 
studvof 
3 ITAs 

3. Does the University 
of Arizona ITA 
Development Program 
impact the ITAs as 
graduate students? In 
what ways? 

* 3 audiotaped interviews with FTAs 
* jounial entries done by each ITA 
* pre- and post-SPEAK scores 
* pre and post questionnaires filled 
out by each ITA 

' Coding for explicit/implicit 
references to ITAs' changes 
over time (progression) 

'Paired t-tests of pre-and 
post- SPEAK scores; and 
self evaluation of oral skills 
(<•01 alpha level) 

^Intact 
group and 
nested case 
stuffy of 
3 ITAs 

4. To what extent do 
the ITAs' individual 
differences (age, length 
of stay in the U.&A, 
teaching eiperience, 
TOEFL, use of LI&L2, 
motivation/attitudes) 
account for the 
variation of the impact 
of the ITA 
Development Program 
on them? 

* 3 audiotaped interviews with ITAs 
* 2 videotaped class observations of 
each FTA; 
* journal entries done by each fTA 
* pre and post questionnaires filled 
out by each fTA 

'Coding for references of 
perceptions and change of 
perceptions by ITAs 

'Pearson Correlation 
Analyses to examine the 
correlations between the 
seven independent and the 
four dependent variables 

'Multiple Regression 
Analyses to examine the 
relationship between the 
independent variables and 
the dependent variables that 
are statisticaUy significant 

^Intact 
group and 
nested case 
stuffy of 
3 ITAs 
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3.6. Data Collection 

3.6.1. Overview: 

This multi-case study with 23 subjects served as the basis for the careful 

examination and assessment of the muhiple roles the IT As perform as a graduate 

student and a graduate teaching assistant (GTA), their definitions and perceptions of 

teacher "efTectiveness" together with those of their undergraduate students', and the 

impact and effects IT As might experience after the semester-long ITA Developmental 

Program encompassing the Academic Language Proficiency Course (with an emphasis 

on pronunciation, communication skills, and American culture), and the Teaching 

Classes (with an emphasis on pedagogy). The data collected from the Conversation 

Classes, a third component of the ITA Program, was not included in this study because 

of the very personal nature of the classes (which were mainly geared towards providing 

the ITAs with an opportunity for practicing their oral skills informally while 

networking with other ITAs). 

This study was approved by the University's Human Subject Committee, and 

the data for this study was collected during the entire Spring semester of 2000. None of 

the data was collected anonymously; however, all of the names have been coded, and 

each participant is identified by two initials in order that they be protected, and that the 

anonymity requirements of this research be met. 

The research questions were primarily addressed using qualitative and 

ethnographic research techniques (such as audiotaped interviews, and videotaped class 

observations). Quantitative data was also collected through various pre- and post-tests 
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(via SPEAK test and microteaching, self-reports and student evaluations) to measure the 

IT As' performance and possible changes (improvement/ development) throughout the 

IT A Program. Other data sources used to address the research questions consisted of 

journal entries done weekly by the ITAs, and pre- and post- questionnaires completed by 

IT As and their undergraduate students. All of the qualitative data included in this study 

has been transcribed and/or copied accurately - as it was in its original oral and/or written 

form. Therefore, the participants' grammatical, syntactic and spelling mistakes have 

been preserved and appear throughout this study. 

ITAs' demographics at the U. A. was gathered from The University of Arizona 

Fact Book 2000-2001), and from the registration forms completed by ITAs at GATO to 

provide a more comprehensive picture of what the IT A situation at the University of 

Arizona. 

In order to present a more accurate and in-depth analysis of the issues investigated 

in this study, three participants (out of the total twenty-three IT As that have taken part in 

this multi-case study) were selected through "purposeful-sampling" criteria (Patton's, 

1990); i.e., the choice of each participant in the nested case study was made by matching 

the selection of each case to the purpose of the study, and each is representative of the 

diversity present among the ITAs that attend the ITA Development Program at the 

University of Arizona (more discussion about this issue in Section 3.4). 

Individual interviews (Mason, 1997; Spradley, 1979) with the twenty-three ITAs, 

classroom observations (Spradley, 1980) and teaching related documents such as syllabi 

and mid-semester and end of the semester student evaluations were used to provide a 
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means of triangulating the data (Mathison, 1988) of the three participants selected for the 

nested study. These instruments, together with pre- and post- SPEAK scores, pre- and 

post-questionnaires, and journal entries done throughout the semester by the IT As in the 

ITA Program provided the basis for the categorization and analyses of patterns, such as 

ITA's subjective theories and changes over time as graduate students and teaching 

assistants in the American college class. Member checks (Mason, 1997) done with the 

participants as well as outside sources to verify observations and the data collected was 

also used to ensure validity and reliability to the study. 

3.6.2. TSE/SPEAK Scores 

At the University of Arizona, just like in many other American institutions of higher 

education, the IT As' proficiency in spoken English is evaluated by means of one of the 

two versions of the Educational Testing Service's tests; the Test of Spoken English 

(TSE) or the Spoken Proficiency English Assessment Kit (SPEAK). Before 

international students are assigned a teaching assistantship at the University of Arizona, 

they have to score 50 or higher (out of a possible 60) if they are going to be class and/or 

lab instructors and tutors, and at least 45 if they are going to be graders or teach their 

native languages (as it is true in the East Asian Studies, French & Italian, Spanish and 

Portuguese and Russian Departments, for example). All of the participants in this study 

(N=23) had taken the SPEAK test at the Center for English as a Second Language(CESL) 

at the University of Arizona before the ITA Program started in the Spring 2000 (week of 

January 03-07). Thus, those scores constituted the first piece of data collected, and were 
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named pre-SPEAK). In order to verify for possible changes and/or improvement in the 

participants' oral skills, all participants were required to retake the SPEAK test during the 

last week of classes (May 01-04). 

The pre- and post- SPEAK scores were used in statistical tests run using SPSS 

(Statistical Package for the Social Sciences) Base 10.1 for Windows (2000). 

First, a t-test was applied to determine significance in difference in the means between 

pre- and post- SPEAK scores; then a Pearson correlation test was done to establish the 

strength of relationships of continuous variables. In other words, the Pearson correlation 

test was applied to look for statistical significance among the dependent variable of 

SPEAK, and the other seven independent variables (ITAs' age, length of stay in the 

U.S.A., TOEFL scores, previous teaching experience, use of LI, use of L2, and 

motivation/ attitudes). Finally, a multiple regression analysis was performed to predict 

and test the performance on the dependent variable of SPEAK (since it was found to be 

statistically significant) via the seven independent variables (ITAs' age, length of stay in 

the U.S.A., TOEFL scores, previous teaching experience, use of LI, use of L2, and 

motivation/attitudes) to see which of these independent variables and which combination 

of these variables allowed us to best predict performance on the dependent variable of 

SPEAK. 

3.6.3. Pre- and post- questionnaires 

Students' demographic data was gathered through the registration form the 

participants filled out before classes started (Appendix C). The pre- and post-
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questionnaires (Nelson, 1993) administered on the first and last day of classes (January 

12 and May 03 respectively) with a return rate of 100% since they were administered 

during the IT A class. In the present study, this data collection procedure was considered 

a primary source and was used to gather more in-depth information on the IT As' 

motivation, attitudes, and self perceptions of LI and L2 use, and oral language 

proficiency and teaching skills. The pre-questionnaire consisted of a total of twenty-four 

items; seventeen open-ended questions and seven Likert-type questions with a five-point 

scale (Appendix F). The post-questionnaire included a total of twenty items; the same 

seven Likert-type questions with a five-point scale, and thirteen open-ended questions 

(Appendix G). 

In both questionnaires, the seven Likert-type questions addressed the students' 

self-perception of oral proficiency, teaching skills, motivation, and attitudes towards L2. 

In the present study, self-perception of oral proficiency was measured through 

questionnaire items which assessed students' self-reported oral proficiency and 

presentation skills. ITAs were asked to justify their ratings on all of the Likert-type 

questions, and this data was used as an additional source contributing to the overall 

analysis in this multi-case study. Teaching skills were assessed through learners' self-

reported readiness to teach in the American college class. Motivation was measured 

through questionnaire items which assessed learners' motivation towards L2 in general 

(situational motivation), and for the use of spoken English in particular (task motivation). 

Attitude was assessed via questionnaire items which measured the students' attitudes 

toward English, English speakers and the United States. 
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The open-ended questions in the pre-questionnaire asked students for some basic 

background information regarding their stay in the U.S.A., their previous teaching 

experience and present teaching duties, their expectations of the IT A Program, and their 

present LI and L2 use (e.g., number of hours they listen to, speak, read, and writer in LI 

and L2). All of the participants in the study also reflected upon all of the previously 

listed items in the journal entries they did throughout the semester; in fact, they were all 

required to keep a log of their daily LI and L2 usage for a month. After all the data were 

compiled, paired t-tests were run on the ITAs' self-evaluation of oral and teaching skills 

to investigate ITAs' proficiency change over time. Then a Pearson Correlation test was 

done to look for statistical significance among the two dependent variables of the ITAs' 

self-evaluation of oral and teaching skills and the other seven independent variables 

(ITAs' age, length of stay in the U.S.A., TOEFL scores, previous teaching experience, 

use of LI, use of L2, and motivation/ attitudes); nevertheless, neither one was found to be 

statistically significant. 

The qualitative nature of the open-ended questions in the post-questionnaire 

examined the participants' assessment of the IT A Program as a whole, and the possible 

impact of the classes on the participants in their roles as graduate students and teaching 

assistants. 

3.6.4. Individual Interviews 

As Seidman (1998) states "interviewing provides access to the context of 

people's behavior" providing the researcher with data to better understand the meaning of 
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a particular behavior (p.4), and serving as one more source for data triangulation. Thus, a 

series of three individual interviews (Appendix H) lasting approximately 20 minutes each 

were conducted throughout the duration of the study (Seidman, 1991; Schuman, 1982). 

The transcripts of the interviews were analyzed using the constant comparative method 

(Glaser and Strauss, I967)The first one took place shortly after classes started (January 

17-21), and it served to establish "the context of the participants' experience" (Seidman, 

1991, p. 11). Three of the questions in the interview (#7,#8 and #11) had been asked in 

the pre-questionnaire the students had completed on the first day of classes, and were 

used again to confirm the participants' subjective theories. 

The second interview was done a week after the students' mid-semester 

evaluations; March 13-17, and its main objective was to give the ITAs a chance "to 

reconstruct the details of their experience within the context in which it occur[red]" 

(Seidman, 1991, p. 11). In this interview, the participants were invited to reflect and 

evaluate how their semester as a graduate student and undergraduate teacher was going. 

The last interview, conducted on the last week of classes (May 01-05), was mainly geared 

at having the participants "reflect on the meaning their experience [held] for them" 

(Seidman, 1991, p. 11); i.e., the ITAs were asked to reflect on the semester that was just 

ending (questions #1-11), and assess the impact and effects of the ITA Program on them 

in both of the roles they fulfill as graduate students and as undergraduate teachers 

(questions #12-16). Questions 12-15 were also part of the post-questiotmaire the students 

completed on the last day of classes (May 03). 
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3.6.5. Classroom Observations 

Two videotaped classroom observations of each IT A in the nested case study 

(N=3) took place in February (07-11) and March (20-24). Each class observed lasted 50 

minutes, and I took extensive notes while the videotaping was taking place. Immediately 

following each class, the IT A and I got together for approximately 40 minutes and 

reflected on the perceived strengths and weaknesses of the class. Class observations were 

also videotaped to allow me to verify and enhance the observations I had made from the 

two instances I had observed the three ITAs teach (Feb. 07-II and March 20-24). 

Class observations provided information to support and enhance the data obtained from 

the pre- and post- questionnaires, interviews, and other sources, and were a very 

appropriate way to examine the ITAs' practices and techniques, and their students' 

reactions to them as described and discussed in Chapter 5 (sections 5.3.1, 5.3.2 and 

5.3.3). 

The data obtained from the class observations were complementary to the three 

individual interviews I conducted because they provided me with interesting insights in 

the analysis of the interview transcripts of the three participants selected for the nested 

case study. Also, since I was also the teacher in the IT A Program under investigation, I 

had the opportunity of direct and indirect observations throughout the semester. Thus, 

from the beginning of the semester, I kept a research log in which I recorded and 

reflected upon the participants' reactions (attitudes and motivation) to the activities done 

in class, especially the small and large group discussions involving the items under 

investigation in this study. 
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3.6.6. Student Evaluations 

Because students are in continuous contact with their instructor inside and outside 

of the class, they are a good source of assessment of their teacher's effectiveness. Thus, 

student evaluations have extensively been used in colleges and universities nationwide, 

and are regarded as an efficient method of collecting valid and reliable data for evaluating 

and improving teaching as well as for documenting teaching performance for 

administrative review (Aleamoni, 1981; Centra & Bonesteel, 1990; Doyle, 1975; Theall et 

al, 2001). When properly constructed and administered, student evaluations of 

instruction produce data which are muhidimensional, reliable and relatively valid against 

a variety of indicators of effective teaching (http;//aer.arizona.edu/assessment/guide/ 

guide.html). Student evaluations are mainly used in making personnel decisions 

(summative evaluation) and in mentoring faculty regarding their effectiveness as teachers 

(formative evaluation) (Hadley, 1995). 

With the permission of the participants in this study and their respective 

departments, I had access to both the mid- and end-semester evaluations done by 

Assessment and Enrollment Research at the University of Arizona . Both mid- and end-

semester forms, which are lecture, lab and discussion session specific, look at a number 

of different items relating to the TA's course (workload, value, difficulty, textbook, etc) 

and his/her teaching in general. The means in the TCE questionnaires can range from I 

to 5, and the mean for a question is the arithmetic average of student responses. In 

general, the mean for responses to the overall teaching effectiveness of'effective' 

teachers is 4.0 or higher (http;//aer.arizona.edu/assessment/guide/guide.html). Due to the 
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nature of this study, I examined only the items usually regarded as key in 'effective' 

teaching; organization, presentation skills, class management, rapport/respect, fairness in 

grading and overall teaching effectiveness. 

The Teacher-Course Evaluation (TCE) forms had been completed by the 

undergraduate students in the sections taught by the thirteen participants with teaching 

responsibilities. Incidentally, all of the participants in the study taught only one section 

each. The mid- and end-semester evaluations were used descriptively and inferentially in 

this dissertation. A paired t-test was run to determine significance of any difference in 

their means; then, a Pearson correlation test was applied to look for statistical 

significance among the dependent variable of student evaluation of teaching, and the 

other seven independent variables (ITAs' age, length of stay in the U.S.A., TOEFL 

scores, previous teaching experience, use of LI, use of L2, and motivation/ attitudes). 

Finally, a muhiple regression analysis was performed to predict and test the performance 

on the dependent variable of the student evaluation of teaching (since it was found to be 

statistically significant), through the seven independent variables (ITAs' age, length of 

stay in the U.S.A., TOEFL scores, previous teaching experience, use of LI, use of L2, 

and motivation/ attitudes) to see which of these independent variables and which 

combination of these variables allowed us to best predict performance on the dependent 

variable of student evaluation of teaching. 

3 .6.7. Journal entries 

Teaching is a multidimensional activity encompassing course planning. 
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classroom instruction, mentoring and advising of students, and assessing student work 

among other duties ( Arreola, 1995; Braskamp & Ory, 1994; Centra, 1993; and Theall et 

al, 2001). Thus, although student evaluations are necessary, they do not provide enough 

information for a comprehensive picture of teaching. In order to provide this study with 

more in-depth data, I also examined the journal entries (Carter, 1994) done weekly by the 

IT As throughout the semester they were in the Program. The various self-reflective 

journal entries the IT As wrote gave me a chance to explore and analyze their narrative 

tellings in a more naturalistic context, in which subjective theories about themselves as 

graduate students and undergraduate teachers emerged more spontaneously. 

The main objectives of the joumaling component of the program were to raise 

IT As' awareness of their actual subjective theories, and how these might change over 

time; and to make IT As learn more about themselves by reflecting on their attitudes and 

motivation relating to L2, and their daily use of LI and L2. It also served as one more 

place where students could write about themes related to the course topic, and share new 

ideas with me, the teacher-researcher. The data collected from this source, provided me 

with another source for data triangulation and, just as Strauss & Corbin (1998) point out, 

they were used as another means for the confirmation or rejection of assumptions made 

by the researcher from the interpretation of the data. 

3.6.8. Open-ended paragraph on 'Effective College Teaching' 

In the search for a definition of'effective' college teaching from the IT As' 

perspective, I asked all of the ITAs in this study to describe an 'effective' college 
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professor in their home countries and in the U.S.A. during the first individual interview I 

conducted with them. However, with the objective of triangulating the data needed to 

answer my first research question, I also asked them to write about 'effective' college 

teaching in their home countries and in the U.S.A. in the first journal entry they did for 

their Teaching Classes. Their writing exercise was followed by small and large group 

discussion (01/26/00). 

To address the question from the perspective of the undergraduate students, all of 

the IT As with teaching duties (N=13) asked their undergraduate students (N=312) on the 

first day of classes to write a list of adjectives describing an 'effective' college professor 

on a 3x5 card, and their students' responses were collected at the end of the class period. 

The ITAs also followed-up their undergraduate students' written exercise with a 10-

minute large group discussion. 

All the data I collected from the IT As and their students on their perceptions 

and definitions of an 'effective' college teacher was read and divided into units of 

analysis (Lampert & Ervin-Tripp, 1993; Slobin, 1993), and labeled for identification. 

Then, the labels were compared for similarity of content and each grouping of similar 

label was categorized (Spradley, 1980). In order to ensure more validity and reliability to 

the conceptual framework developed by the researcher, the process was repeated by two 

external sources, who were, just like the researcher, graduate students in Second 

Language Acquisition and Teaching (SLAT). 
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3.7. Data Analysis 

Primarily qualitative in nature, this study was conceived within an exploratory-

interpretive paradigm (Grotjahn, 1987). This approach to research acknowledges the 

personal constructed nature of all knowledge (Bassey, 1991), and that the application to 

data analysis starts with the data collection. Therefore, in order to provide more validity 

and reliability to the data analysis method chosen for this particular study, the recursive 

process allows the data to be constantly checked for coding of references of 

explicit/implicit references to ITAs' changes in L2 and teaching skills over time 

(progression). 

The data analysis of the quantitative data of this study was analyzed using 

descriptive and inferential statistics, the latter using appropriate statistical tests run 

through the SPSS (Statistical Package for the Social Sciences) for Windows version 10.0. 

First, paired t-tests were mn on all four variables with pre- and post-scores (i.e., SPEAK 

scores, student evaluation of teaching, and self-evaluation of oral and teaching skills) to 

test if the differences in the means were significant; then a Pearson correlation test was 

done to establish the strength of relationships of continuous variables. In other words, the 

Pearson correlation test was applied to find out whether particular factors were correlated 

with the achievements and whether those factors could be used to explain and predict the 

change in the achievement variables. Therefore, the Pearson correlation test was used to 

look for statistical significance among the dependent variables (SPEAK scores, student 

evaluation of teaching, and self-evaluation of oral and teaching skills), and the seven 

independent variables (ITAs' age, length of stay in the U.S.A., TOEFL scores, previous 
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teaching experience, use of LI, use of L2, motivation/ attitudes). Finally, a multiple 

regression analysis was performed to predict and test the performance on the two 

dependent variables found to be statistically significant (SPEAK and student evaluation 

of teaching) via the seven independent variables (ITAs' age, length of stay in the U.S.A., 

TOEFL scores, previous teaching experience, use of LI, use of L2, and motivation/ 

attitudes) to see which of these independent variables and which combination of these 

variables allowed us to best predict performance on the dependent variables of SPEAK 

and student evaluation of teaching. 

3.8. Chapter Summary 

This chapter provides a rather comprehensive view of the research design and 

procedures used in this study, especially as the rationale for having used a multi-case 

methodology to explore the potential impact of the IT A Program at the University of 

Arizona on the twenty-three IT As participants in the study. Next, the instructional 

context for the research was presented, moving from the larger to the more specific 

milieu; i.e., from the University of Arizona and its international students as a total, to the 

specifics of the ITA Development Program and the three participants that comprise the 

nested aspect of the multi-case study. An in-depth description of the data collection, 

sources and analyses wrap up the larger theoretical framework in Chapter 3 of this 

dissertation. The next chapter addresses the four research questions in this study by 

presenting, describing and analyzing the quantitative and qualitative results of this 

inquiry. 
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CHAPTER 4 

PRESENTATION, RESULTS AND ANALYSIS 

OF THE QUANTITATIVE AND QUALITATIVE DATA 

4.1 Introduction: 

Smith et al (1992) describes the 1970s as the decade of faculty training and the 

1980s as the decade of TA training. Since the 1990s seems to have initiated the decade 

of ITA development, there has been a rising interest on ITA research (Papajohn, 2001). 

Although many ITA Programs exist around the country, empirical research on the effects 

of such programs is practically non-existent. This muhi-case study examined the impact 

of the ITA Program at the University of Arizona on twenty-three ITAs participating in 

such a program in the Spring semester of2000, and this chapter describes and analyzes 

the results obtained for each of the four research questions. 

Although this study is highly qualitative in nature, extensive quantitative data was 

also collected and carefully examined through descriptive and inferential statistical 

methods as a way to add one more crucial dimension to the present study. The data for 

the qualitative part of this study adds a richer and more in-depth component to it via 

individual interviews with IT As and their students, open-ended questions in pre-and post-

questionnaires, class observations, and journal entries. The data for the quantitative part 

of this study, on the other hand, is comprised of pre- and post-SPEAK scores, pre- and 

post-questionnaires, mid- and end-semester student evaluations, and self-reported scores 

of pre- and post-oral and teaching skills, and enhances the validity and reliability of the 
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study. It is important to note that all of the qualitative data included in this study has 

been transcribed and/or copied accurately - as it was in its original oral and/or written 

form. Therefore, the participants' grammatical, syntactic and spelling mistakes have been 

preserved and appear throughout this study. 

Also, in order to present a closer look at the issues investigated in this study, three 

participants (out of the total twenty-three IT As that have taken part in this muhi-case 

study) were purposefully selected for the nested case study component of this 

investigation, as each is representative of the diversity present among the ITAs that attend 

the IT A Development Program at the University of Arizona, and a thorough description 

and discussion of the nested case study is presented in Chapter 5. 

4.2. What constitutes *efTective' college teaching behaviors according to 
the ITAs and their undergraduate students? 

Teaching is a "people" activity. We professors teach a subject, to be sure, but we 
are not professors without the people we teach it to, and we would not have 
become professors without the people we learned it from. (Beidler, 1986, p. 3) 

In the last forty years, many researchers and teacher evaluators have sought to 

establish criteria for effective teaching (Brighton, 1965; Brosh, 1996; Costa, 1989; Doyle, 

1977; McKeachie, 1977). Some of the most important differences that promptly impact 

the way ITAs conduct themselves inside and outside of the classes they teach are directly 

tied to their definitions and perceptions of teacher 'effectiveness' together with those of 

their undergraduate students. In other words, the subjective theories (Grotjahn, 1991) 

ITAs carry into the classroom with them influence the way ITAs and their students enact 
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the curriculum in their classrooms, mutually constructing knowledge, attitudes and values 

about learning and about one another. Therefore, when mentoring IT As to develop a 

serious attitude towards teaching by using 'efficient' teaching behaviors appropriate to 

American academia, it is essential to first understand the concepts IT As bring with them 

due to their varied educational models, individual differences and cultural backgrounds. 

It is also necessary to acknowledge the fact that ITAs interpret and act out their roles 

"based upon their own cultural fi-ame of reference" (Bauer, 1996, p. 86). 

International TAs have usually been educated in instructional settings that are sometimes 

very different from the American context, and these differences become unique assets 

and challenges to the graduate students, their professors, advisors, supervisors, and 

students. For example, most ITAs, especially the Asian ones, have only experienced 

educational systems with minimal interaction between instructors and students, in which 

the latter have a rather passive role in their classes as listeners and note-takers (Pica, 

Barnes, & Finger, 1990). 

For a very long time, the college professor's duties were mainly to compose and 

read lectures to an attentive audience of note-taking students, and to test students on 

every single point they were taught (Brighton, 1965; Doyle, 1977). According to Rogers 

(1969), learning depends on much more than the teacher's leadership skills, scholarly 

knowledge, planning skills, use of audiovisual aids, programmed learning, lecture ability, 

or textbooks; "the facilitation of significant learning rests upon certain attitudinal 

qualities which exist in the personal relationship between the facilitator and the learner" 

(pp. 105-106). Therefore, the American university classroom has the potential for 
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becoming a site for serious intercultural misunderstandings because ITAs find themselves 

in classroom settings where interaction is usually expected and where students prefer an 

informal, personalized, and supportive classroom atmosphere (Nelson, 1991); thus, it is 

also crucial to learn about the undergraduates' definitions of'effective' teaching 

informed by their own subjective theories, and analyze how similar and/or different their 

concepts of teacher 'effectiveness' are from those of their ITAs. American students 

sometimes complain about misunderstanding even ITAs who are fluent speakers of 

English, but are unaware of the impact of body language and "American" patterns of 

instructor/student interaction (Hougland, 1989). Years of classroom experience lead 

undergraduate students to "have very specific expectations of how teachers should act in 

the classroom. (.. .) Students expect teachers to be certain in both their behavior and in 

their knowledge, and students articulate these expectations if the teacher in any way 

deviates from this traditional image" (Britzman, 1986, p. 445); however, they must also 

need to become better informed and more tolerant of cultural differences. 

Although IT As need to be able to speak English beyond the basic level, they are 

usually able to make up for linguistic deficiencies by using appropriate nonverbal 

behaviors, adopting an interactive teaching style, establishing good teacher-student 

rapport, planning and organizing lessons, monitoring student learning, and having a sense 

of humor (Bailey, 1982). 
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4.2.1. Defining teaching 'effectiveness' from the ITAs' viewpoint: 

In order to get to the definition of'effective' college teaching behaviors from the 

ITAs' perspective, I asked the twenty-three ITAs participating in this study to define an 

'effective' professor in their home countries and in the U.S.A. both orally (during the first 

of the three semi-structured individual interviews I conducted with them (Appendix H), 

and in writing (ITAs were asked to write a couple of sentences on the same subject in the 

first journal entry they did for the Teaching Classes). Small and large group discussion 

followed the written exercise and added to the exploration of the subject. In fact, 

interestingly enough, on the only occasion when the participants were discussing the 

subject in a large group (i.e., in the Teaching Class), they sunmiarized an 'effective' 

professor in their home countries by using only four adjectives; 'knowledgeable,' 

'challenging,' 'somewhat humorous' ("not too much because it is overwhelming") and 

'patient' (poster presentation after class discussion, 01/26/00). 

It was important to ask the students to share their thoughts on the subject both 

orally and in writing because 'knowledgeable' was the only recurring adjective that all of 

the participants used in their interviews, journal entries, and class discussions, and more 

information was needed. 

The richer answers were those in the individual interviews, because when the 

participants feel comfortable with the interviewer, they tend to be very open (especially 

in an interview conducted individually). The question regarding teaching 'effectiveness' 

was asked at the end of the interview (question #9 out of a total of ten) to ensure that the 

students would have already loosened up and bonded with the interviewer by then. 
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At the time of the oral interview, some very interesting descriptions were made 

regarding the characteristics of an effective college professor; 

1. in China and in the States... 

'i think the most important is knowledge, the knowledge, the academic 
background..., and then is their style for teaching and the research...I think that's 
enough. Well, American professor, I think it is nearly the same thing as China. I 
mean, also background [Imowledgement], their teaching style or research. That will 
be decided by the individual. I think this university... professors in general are better 
than my professors in China, but.. .uh... it's hard to say because... we have some 
special conditions because of the /calteral/ [cultural] revolution. Professors in China 
with 30 or 40 years are much better than old professors.. .because had much better 
education and especially 30 years old, professors have academic background in 
foreign countries." 
(HB, Interview #1). 

"Of course he must be very knowledgeable, must...knows a lot more in... certain 
subject and.. .his lecture must be interesting, but not Americ...many Chinese teachers 
are very humorous, some are humorous... humorous, knowledgeable, well organized 
In America, professor.. .of course this can also be applied to American professors, I 
think and I also like American professor just ask questions to give you something 
lively, try to lead you to think something. (WW, Interview #1). 

2. in Korea and in the States... 

"Many differences...Now in Korea, the teaching style has changed much because the 
top ... in the top universities, 40% of the instructors got their degree from outside our 
country.. because in business, they need foreign degrees so they prepare like we do 
here. (KI, Interview#!) 

It is interesting to note that there seems to be a 'westernizing' tendency in the 

teaching style of younger professors in Asian countries since many of them are now 

getting their degrees in Europe and/or the States. This might account for the trait 

similarities that are used by the participants when describing an 'effective' professor in 

their home countries and in the U.S.A. Overall, however, the major difference seems to 
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lie more on the way professors and students interact, and teacher's expectations of their 

students; 

"In China the professors always... very close to... the students because most 
professors... most professors in China live on campus and the university give them an 
apartment so they live together also the students live on campus.. .so it is very close. 
The students can go their home without appointment - they can just go to their home, 
knock on their door and talk about something school and your life" 
(SH, Interview#!) 

"In China, students must be strictly followed what teacher says otherwise you do not 
get very good grade, and in the States is different... you should have your own 
original ideas. You must be different." (WW, Interview #1). 

"From my experience in my undergraduate program, uh...students are better served 
in the U.S.A. They get the syllabus, get the handout, and...get the quiz... very fast 
feedback and ofHce hours.. .so sure they pay more tuition to this university, but the 
service they get and the attitude from the instructor... is... better than in my country." 
(KI, Interview#!) 

"In China, an effective professor will teach the [continent] of the textbook, and he 
will also tell you the way how to find the solution, and the thinking process to solve 
the problems. Uh... I think in the States people are focused on practical world much, 
so... so, they will be defined as provide... provided many chances for people to learn 
by themselves, and. .. have to read outside the class by themselves, and the professor 
will then give the main idea of the topics and applications of the main idea." 
(ZA, Interview #1) 

An effective professor in China must be knowledgeable, well prepared (detailed 
content), able to solve all the problems firom students, able to control the student 
flrmly and push them to study, but be kind. He must be able to help students 
pass/succeed in ability tests, and to teach student knowledge of science and also life. 
In the States, an effective professor must activate the interests of students to leam, be 
able to solve certain problems from students, be well-prepared, and satisfy students 
and their parents (SH, journal entry). 

As seen from the interview transcripts above, although a difference in student-teacher 

interaction is present, younger Asian students seem to be more demanding now, and 

some write in their journals that in order 
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to be 'effective,' a professor must 

make studems understand what he teach in class; to answer students questions any 
time, any place; to be very nice with students (PP, journal entry) 

explain the lectures clearly. Can help the students get a good grade in the public 
exams (BX, journal entry). 

be someone who knows the subject very good, promotes thinking skills in the 
student, engage the students in active learning and have lots of experience in the 
field. Also knows how to explain him/herself (YW, journal entry) 

be knowledgeable, explain things clearly, motivate students to think. (JH, journal 
entry) 

be intelligent, knowledgeable, humorous, likes to interact with students, treats 
students with respect, respects them (KI, journal entry) 

try to understand students' status and guide them to go on right direction, 
especially, in the scheduling of academic program for them (PL, journal entry) 

The idea that an 'effective' professor must not only be 'knowledgeable,' but also 

'rigorous,' and a 'good lecturer' is brought up in two journal entries; 

Effective Chinese professors are famous, knowledgeable, a lot of papers, a lot of 
funding. Also academic, nice and strict. (WZ, journal entry) 

In Japan, effective teachers are hard workers about their field, and know other 
studies except their specific study; give good lectures (TO, journal entry) 

One of the participants from Sri Lanka (GA), two from Mexico (SM, DM), and 

one from Korea (KI) give written descriptions of an 'effective' professor in their home 

country that are quite similar to the ones you would expect fi'om an American student. 

Someone who knows to present in an organized maner the topics. Someone who 
give homeworks that are well oriented and does not waste our time. Someone who 
does not rely only on the textbook. Someone who keep my attention and make the 
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topic attractive and awake my interest to keep studing the topic (GA, open-ended 
paragraph on 'effective college teaching'). 

He should present very clearly the course material, at a 'good' pace, assigned 
good homework(the problems should range from basic one to some challenging 
and more interesting ones), is available for students' questions in class and out of 
class, has a good rapport with students and guide them through the toughest ideas 
on the course, and demanding (SM, open-ended paragraph on 'effective college 
teaching'). 

Well-prepared in my field and on teaching techniques. Understable, student-
learning oriented, fnendly, flexible and accessible - encouraging (DM, open-
ended paragraph on 'effective college teaching'). 

Intelligent, likes to interact with students, treats students with respect, gives 
students enough feedback on their performance, is able to trigger students' 
interests in his/her class, follows his/her syllabus (KI, open-ended paragraph on 
'effective college teaching'). 

One participant from China (PP), and the participant from Spain (SP) make an 

interesting point in their journal entries by claiming that the traits of an 'effective' 

professor ought to be the same regardless of where they teach; 

In my opinion, an effective professor should have the same characteristics here 
and in my country. He/She should be a good lecture and know very well the 
subject that he/she has to teach (SP, journal entry) 

An effective professor is effective in any place of the world. So same as the 
previous question; Someone who knows to present in an organized maner the 
topics. Someone who give homeworks that are well oriented and does not waste 
our time. Someone who does not rely only on the textbook. Someone who keep 
my attention and make the topic attractive and awake my interest to keep studing 
the topic (PP, journal entry). 

One of the participants from Korea (PL) acknowledges the fact that an 'effective' 

professor should be 'effective anywhere, however, in his home country, professors are 

also 'disciplinarians,' 
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Basically the same thing; I think that an 'effective' college professor implies the 
professor who tries to understand students' status and guide them to go on right 
direction, especially, in the scheduling of academic program for them. The only 
difference is that a Korean professor usually depends on 'authority' (PL, journal 
entry) 

The expectations IT As have of an 'effective' professor in the States as seen in the 

journal entries below reflect the ITAs' worry with their personal language abilities. In 

other words, they equate an 'effective' professor with someone whom they can 

understand; 

Speak clearly; smart and useful assignment. (YH, journal entry) 

To make students understand and to answer students' questions. 
(YC, journal entry) 

Explain the lectures clearly. The assignments given are useful and practical. 
(FL, journal entry) 

Give good and organized lectures; professors who encourage students. 
(JO, journal entry) 

Well-prepared in my field and on teaching techniques. Understable, student-
learning oriented, friendly, flexible and accessible - encouraging. 
(DM, journal entry) 

Friendly, has a good rapport with students, very clear explanations for students, 
gives lots of feedback, explains how grades are assigned, his class is very 
dynamic and entertaining, but also demanding. (CH, journal entry) 

In the second individual interview I conducted with the participants 

(March 13-17), I asked them if they considered themselves 'effective' college teachers 

and why they perceived themselves as 'effective' or 'ineffective' (Appendix H). Every 
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single participant I interviewed was hesitant to answer my question. In the case of the 

Asian students, they are not used to evaluating themselves; 

"It is very hard for Chinese to evaluate himself so (laugh) because /ually/ they 
cannot say it is very good and he cannot say he is not very bad, so this is very 
hard to express." (ZA, Interview #2) 

"Effective teacher? (laugh, laugh).. .1 hope so. I like teaching and I want to be a 
good teacher." (WW, Interview #2) 

KI never answered the question directly; instead, he went on to say that... 

"Students like me. I may intimidate my students (laugh). Uh . in the beginning I 
say I. . . I expect very high... I say I will apply very strict rules in grading.. .and... I 
don't give very good grades, and such like that." (KI, Interview #2) 

When asked if that was true, KI continued "that... is true in the beginning." (laugh) 

Many IT As considered themselves 'effective' teachers in their home countries, 

and hoped they could probably become 'effective' here too. From their answers, I could 

synthesize the idea that their main reason for not considering themselves 'effective' had a 

lot to do with their language skills; 

"No. I am not used to and not good at teaching on another language." 
(FL, Interview #2) 

"Yes, in my own language and some subjects. Because... uh... I know some 
basics about teaching, I have experience in my field and I like teaching. But in 
the States ..well...is a big responsibility which requires more preparation of my 
side." (CH, Interview #2) 

"Not sure... uh... sometimes language is REALLY a problem between me and 
my students. Besides this, well... I think I can become an effective college 
teacher. Uh... well, I'm making progress in my oral English and one day will be 
qualified." (YC, Interview #2) 

"In my country, Peru, I am a excellent teacher (laugh)... very effective. And I 
will be even better when I come back. In USA, it depends on the students. I hope 
I can be a effective teacher some day." (AI, Interview #2) 
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"It depends what I am talking, what I am teaching. In most cases, I would say yes, 
I can be effective teacher.. .uh... in most cases it will be effective teacher in China, 
and I think.. .uh... to some extent it will also be a good teacher in U.S. but not 
always." (WZ, Interview #2) 

"Not quite yet because of my communication skills... you know, Marcia... my 
communication skills not well developed. But other than that I think I organize 
an interesting course." (IB, Interview #2) 

"I think I did a great job in my country, and I am hope I can continue to do this." 
(SM, Interview #2) 

Two ITAs, however, felt very confident about their 'effectiveness,' and shared; 

"Yes. I organize lesson plans to make students understand in a good way. I am 
also cheerful, active and interesting (giggle)." (TO, Interview #2) 

"Yes, I am well-prepared in my field and on teaching techniques. I am very 
understable, student-learning oriented, fHendly, flexible and accessible, (pause) 
Encouraging." (DM, Interview #2). 

Overall, most of the descriptions given by the IT As of an 'effective' professor in 

their home countries were quite similar to the definitions one would expect from an 

'effective professor in the U.S.A. There was, indeed,, an overall consensus among ITAs 

that an effective professor in their home countries must be knowledgeable, well prepared, 

accessible, flexible, interesting, organized, and interactive. The major differences 

between expectations of an effective professor in the ITAs' home countries and in the 

U.S.A. lie more in the amount and way professors and students interact, and in the 

teacher's expectations of their students. In some other countries, professors and students 

seem to have a more formal relationship in a rather teacher-centered environment, where 

the teachers are sometimes more demanding of their students and push them to study 

hard. In addition, it is more common to find a more relaxed and informal relationship 
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between professors and students in the American academia, where professors foster a lot 

of independence and encourage critical thinking skills of their students. 

4.2.2. Defining teaching 'effectiveness' from the ITAs' students' viewpoint; 

To address the question from the perspective of the undergraduate students, all of 

the IT As with teaching duties (N=I3) asked their undergraduate students on the first day 

of classes to write a list of adjectives describing an 'effective' college professor on a 3xS 

card, and their students' responses were collected at the end of the class period. 

A lO-minute large group discussion followed the written brainstorming exercise. 

When doing this assignment, the ITAs' undergraduates (N=312), the great 

majority of whom were freshmen (243=78%) and sophomores (69=22%), had been 

instructed to list as many items as they wished, and eighty-two percent of the students 

listed between S-7 traits. According to the ITAs' undergraduate students' perceptions, 

the profile of an 'effective' instructor includes at least four of the thirty-seven items listed 

in Table 4.1 below: 

Table 4.1 . Characteristics of an 'Effective' College Teacher according to ITAs' students: 

Characteristics of an 'effective' teacher: N % 

1. listens to students 
2. is open to new ideas 

2H7 92% 

3. is down to earth 265 85% 
4. is willing to help in and out of class 
5. cares about students 

240 77% 

6. goes out of way to be there for students 
7. is able to level with students 
8. avoids busy work 

218 70% 

9. is to the point 187 60% 
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Table 4.1 : Characteristics of an 'Effective' College Teacher according to ITAs' students 
(cont); 

Characteristics of an 'effective' teacher N % 

10. is aware of students' needs 
11. teaches beyond class requirements 
12. is enthusiastic 
13. is friendly 

172 55% 

14. jokes around every once in a while 
15. makes learning fun 
16. motivates students to like the subject 

156 50% 

17. allows students to ask questions 
18. motivates students to succeed 
19. is encouraging 
20. teaches on a personal level 

140 45% 

21. writes suggestions to help sts improve 
22. gives constructive criticism 

125 40% 

23. is understanding 
24. is prepared 
25. is clear about expectations 
26. encourages self-confidence 

78 25% 

27. is interactive 
28. is organized 
29. is a good communicator 
30. is persistent in helping sts improve 
31. is knowledgeable 

47 15% 

32. is energetic 
33. is focused 

31 10% 

34. encourages thought and imagination 
35. is inspirational 
36. enjoys teaching 
37. is patient 

16 5% 

It is important to know that the terms and phrases in Table 4.1 above represent the 

students' perceptions of an 'effective' college teacher. American undergraduate students 

"have very specific expectations of how teachers should act in the classroom. (...) 

Students expect teachers to be certain in both their behavior and in their knowledge, and 
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students articulate these expectations if the teacher in any way deviates from this 

traditional image" (Britzman, 1986, p. 445). 

From the data gathered on the participants in the interviews, journal entries and 

questionnaires (discussed in-depth throughout this chapter and the subsequent chapter. 

Chapter S), and from my personal experience working with IT As for four years, some of 

the top items that the ITAs' students pointed out as characteristics of an 'effective' 

teacher correspond to traits most ITAs usually bring with them; i.e., they are often willing 

to help in and out of the class (item #4 = 77% of the total responses); care about their 

students (item #5 = 77%), and go out of their way to be there for the students (item #6 = 

70%). 

The most popular items listed by the undergraduates, items # 1 (listening to 

students - 92% ) and #2 (being open to new ideas - 92%) could be very hard for the ITAs 

to attend to since in their home countries, especially in Asia, professors often have a very 

active role, whereas the students have a more passive one (Pica, Barnes, & Finger, 1990). 

Moreover, ITAs find it very difficult to allow the students to talk much and/or express 

themselves not only for cultural reasons, but also for fear that their limited language skills 

will prevent them from understanding what is being said, and being able to respond 

accordingly (Bauer, 1996). Also, depending on the ITA's cultural background, students' 

questions are viewed as rude interruptions, and many IT As not only avoid them, but also 

discourage them (Hudson-Ross & Dong, 1990). As Bauer (1996) points out, even when 

IT As adequately respond to students' questions and use interesting examples that are 

relevant to undergraduates, IT As state that they struggle in order to be perceived by their 
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students to be effective in helping them comprehend the material, and that it is very hard 

to establish rapport with their students. 

Also potentially problematic for ITAs are items # 3 (being down to earth=85%) 

and item# 8 (avoiding busy work=70% ) just because of the cultural interpretation they 

carry. In other words, most ITAs do not understand what 'being down to earth' means. 

In fact, it could be also challenging to domestic TAs to realize what undergraduate 

students mean by that, and to actually carry it out. Also, it may be difficult for ITAs to 

imagine that any assignment they give to their students might be considered 'busy work' 

- in the IT As' minds, teachers usually know what they are doing and the purpose for 

what they are doing; it is strange to many ITAs, especially the Asian ones, that their 

students might criticize the assignment given and/or perceive it as a waste of time (Bauer, 

1996). 

Item #7 (being able to level with students= 70%) might also pose a problem 

because most ITAs are used to seeing the professor in a higher level than the one their 

students are in, after all, the teacher is generally regarded as wiser and more 

knowledgeable than their students; thus, it may be difficuh for ITAs to be as forthright as 

the students would like them to be. As Pica, Barnes, & Finger (1990) state, many ITAs, 

especially the Asian ones, have only experienced educational systems with minimal 

interaction between instructors and students, and the degree of informality undergraduate 

students expect in the classroom and during office hours and tutoring sessions can be 

very challenging to the ITAs (Bauer, 1996). Here in the United States, ITAs find 

themselves in smaller classroom settings where interaction is certainly expected and 
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where students prefer an informal, personalized, and supportive classroom atmosphere 

(Nelson, 1991). 

Another curious point provided by the results obtained in the survey above 

include the fact that what many IT As see as very important traits of an 'effective' teacher 

(section 4.2 .1) show up at the bottom of the list made by the undergraduate students -

i.e., being prepared (item #24 = 25% of the total responses), being knowledgeable (item 

#31) and being organized (item # 28) -each representing only 15% of the total responses. 

It is also important to note that the undergraduate students surveyed here have 

many affective-related expectations of the instructors they consider 'effective,' and hope 

that they be caring (item # 5=77%); aware of students' needs (item #10 = 55%); fnendly 

(item# 13=55%); encouraging (item #19=45%); understanding (item#23= 25%); 

inspirational (item #35=5%); and patient (item # 37=5%). 

Table 4.2 below summarizes the students' list of perceived characteristics of an 

'effective' teacher, and lists them under cognitive, affective and behavioral traits; 

Table 4.2: Summary of perceived characteristics of an 'Effective' College Teacher 
according to ITAs' students 

CacnHivc traMa Affective traMa BchavionJ traits 
Knowledeeable Carins Interactive 

Friendly Organized 
ForthriRht Well prepared 
Personable Focused 
Enthusiastic Good communicator 
Flexible Gives constructive criticism 
Fun Provides feedback 
Funny Does not assign busy work 
EncouraKinK 
Understanding 
Patient 
Accessible 
Realistic 
Inspirational 
Persistent 
Motivational 
Enjoys teaching 
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Figure 4.1; Characteristics of an 'Effective' College Teacher according to ITAs' 

As seen from Tables 4.1, 4.2 and Figure 4.1, when defining an 'effective' teacher, 

the undergraduate students surveyed in this study (N=312) listed a larger number of 

'affective' traits than cognitive and behavioral ones. This interesting finding might seem 

surprising to ITAs since they reported in the three interviews I conducted with them that 

college students in their home countries have a more formal and hierarchical relationship 

with their instructors. 

The results obtained to answer the first research question in this study, i.e, the 

ITAs' and their undergraduate students' definitions of teaching 'effectiveness,' have 

some very interesting implications for school administrators and IT A developers. IT A 

Programs should, for example, shy away from a curriculum based on an apprenticeship 

model of education in which "learning is achieved through imitation and repeated 

practice" (Britzman, 1986, p.443). IT A program coordinators and teachers must take into 

account the cultural differences and implicit native biographies ITAs bring with them, 

"which in turn, inform their knowledge of the student's world, of school structure, and of 

students 

20 
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curriculum" (p.443). By acknowledging and being aware of what the ITAs' different 

subjective theories are (section 2.6) - including how they define an 'effective' teacher, 

and how effective they perceive themselves to be - their needs and concerns may be 

more directly addressed. It is also important to learn about the IT As' prospective 

students' expectations as well since by knowing their audience, they may more readily 

understand and attend to their needs and expectations. In fact, teachers and students 

enact the curriculum in their classrooms, mutually constructing knowledge, attitudes and 

values about learning and about one another, creating an interpretive context for learning, 

unique to the classroom" (Shavelson, 1992, p. 31). 

Undergraduate students, especially the ones in the lower-division classes seem to 

have less tolerance for international instructors and need to be educated about them, too. 

Some studies (Hoekje & Williams, 1992; Penner, 1997; and Petro, 2001) report cases in 

which undergraduate students already participate in the IT A Programs in order to provide 

them with opportunities of "more exposure to the general characteristics of IT As 

including accents, attitudes, and cultural differences, thus leading to more comprehensive 

understanding of the international [teaching assistants]" (...) while giving the ITAs "an 

opportunity to socialize and speak with American undergraduates" (Pae, 2001, p.7S). 

Class dynamics change from class to class, so it is essential that the ITAs know, 

from the beginning of the semester, what their students' course expectations are, and how 

their students define 'teaching effectiveness,' so that more useful and efficient teaching 

and learning may take place inside and outside of the class, and some potential problems 

may be avoided. 
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4.3. Does the University of Arizona ITA Development Program impact tiie ITAs 
as teaching assistants? In what ways? 

To address this question, ITAs were asked twenty-four questions (open-ended and 

S-point Likert Scale items) in the pre-questionnaire (Appendix F) and twenty questions in 

the post-questionnaire (Appendix G). The questionnaires assessed the impact of the ITA 

Program on the participants. Their motivations and attitudes toward L2, as well as other 

individual differences, were also assessed (please see section 4.S for more on individual 

differences). The seven S-point Likert Scale items in both questionnaires required the 

participants to justify their ratings to help examine the ITAs' reasoning behind their 

choices. 

The impact of the ITA Program on the ITAs as undergraduate teachers was 

investigated both quantitatively and qualitatively to insure more validity and reliability of 

the resuhs reported. There were multiple sources for the data collected to address this 

research question; the self-reported evaluation of teaching and oral skills (items in the 

pre- and post-questionnaires) together with the mid- and end-semester student evaluations 

and pre- and post-SPEAK scores of all participants (N=23) were examined, and 

quantitative analyses included paired t-tests, Pearson Correlation and Multiple Regression 

Analyses (<.0I alpha coefficient). The three participants in the nested case study 

(Chapter S) were also observed twice, and both sessions were videotaped (please refer to 

chapter S for thorough description and discussion of results). This form of data collection 

together with the ITAs' mid- and end-semester written evaluations was used to 

investigate the students' perspectives of their ITAs in more depth, and to provide a means 
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of triangulating the data of the participants selected for this multi-case study I also 

included questions relating to the ITAs' role as undergraduate teachers in the three 

individual interviews (Appendix H) I conducted with them. In interview #3, the ITAs 

were asked to specifically assess the impact of the IT A Program on them. Self-reports 

were also obtained via journal entries done by the IT As throughout the semester they 

were in the IT A Program. 

4.3.1: Pre- and Post-SPEAK scores; 

In response to the undergraduates' complaint about their daily struggles to 

understand their ITAs (Penner, 1997; Young, 1990), administrators, researchers and 

teachers have been concerned with "the design and development of instructional curricula 

for the IT A Programs" (Pae, 2001, p. 71). At public and private research universities 

nationwide, such as The University of Arizona, Vanderbilt, Princeton, University of 

Berkeley, Boston University, Auburn University, West Virginia University, The Ohio 

State University, University of Minnesota, Arizona State University, University of 

Pennsylvania, and University of Miami, among others, have set a number of regulations 

and guidelines for IT A testing, hiring and training, including the use of the TSE/SPEAK 

to measure the prospective ITAs' communicative competence. Thus, the first piece of 

data used to measure the IT As' oral proficiency before the IT A Program began was their 

SPEAK scores. 

At the University of Arizona, just like in many other American institutions of 

higher education, the ITAs' proficiency in spoken English is evaluated by means of one 
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of the tAvo versions of the Educational Testing Service's tests; the Test of Spoken 

English (TSE) or the Spoken Proficiency English Assessment Kit (SPEAK). At the 

University of Arizona, international students who intend to become TAs have to achieve 

a certain score (SO if they are going to be class and/or lab instructors and tutors, or 45 if 

they are going to be graders) before they are assigned a teaching assistantship. 

All of the participants in this study (N=23) had taken the SPEAK test at the 

Center for English as a Second Language(CESL) at the University of Arizona before the 

ITA Program started in the Spring 2000 (week of January 03-07). Thus, those scores 

constituted the first data collected, and were named pre-SPEAK. In order to verify for 

possible changes and/or improvement in the participants' oral skills, ail participants were 

required to retake the SPEAK test during the last week of classes 

(May 01-04), and those scores were named post-SPEAK. 

Table 4 .3 shows that seven (30.4%) of the twenty-three participants in this study 

scored 40 out of a possible 60 on the pre-SPEAK as opposed to only two (8.7%) on the 

post-SPEAK. Thirteen of the participants (56.5%) started off with a pre-SPEAK of 45, 

and only seven scored 45 on the post-SPEAK. Three of the participants (13%) had gotten 

50 on the pre-SPEAK; however, twelve (52.2%) were able to score 50 on their post-

SPEAK. Although none of the participants had been able to score 55 or 60 on their pre-

SPEAK, one participant scored a 55 (SM), and another one a 60 (KI). 
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Table 4.3: SPEAK Score Improvement of IT As in the Program 

Pre-SPEAK N % Post-SPEAK N % 
40poiiits 07 30.4% 40points 02 8.7% 

4Spoints 13 56.5% 45poiiits 07 30.4"/, 

SOpoints 03 13.0% SOpoints 12 52.2"/, 

S5points 00 0% 55poiiits 01 4.3"/, 

60points 00 0% 60points 01 4.3% 

The pre-SPEAK median for the participants was 45, and the mean, 44.1. The 

SPEAK median increased to SO, and the mean to 48.3 on the post-SPEAK (Figure 4.2). 

Figure 4.2: ITAs' SPEAK Score Improvement 

SPEAK Score Improvement of ITAs in the 
ITA Program 

Pre- and Post-SPEAK Scores 

There was a statistically significant change between pre- and post-SPEAK scores 

(p=.000 at .01 alpha level (p<.01) (please refer to section 4.3.2). In &ct, even though six 

of the participants in the study obtained the same score on the pre- and post-SPEAK test, 

the large majority, i.e., fifteen of the participants (65.2%) had their scores raised by five 

points, and two of them (8.7%) had them raised by ten points (Figures 4.2 and 4.3). 
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Figure 4.3; SPEAK Score Improvement by number of points increased 

SPEAK Score Improvement 

lOpotnte 

SpoMs 

Opoinis 
5 pom 

•lOpoinIs 

Although the twenty-three participants in the study have reported improvement in 

their oral skills in their journal entries, six of them (26.1%) obtained the same score on 

the pre- and post- SPEAK; two scored 40 twice; FL (China) and SP (Spain); three scored 

45 twice: YC (China), HB (China) and DM (Mexico); and WW (China) scored 50 on 

both his pre- and post-SPEAK tests (Table 4.4). 

Table 4.4; Demographics of participants in the ITA Program with their pre- and post-SPEAK scores; 

Partidput Birth 
Place 

Pre/Post 
SPEAK 

ITA Role 

I. FL China 40-40 Grader 
2. PP China 45-50 Lab Tutor 
3. JO China 45-50 Grader 
4. SH China 40-50 Class Instructor 
5. YC China 45̂ 5 Class Instructor 
6. JH China 4045 Grader 
7. YH China 4045 Grader 
8. BX China 45-50 Grader 
9. HB China 45̂ 5 Grader 
10. YW China 45-50 Discussion 

Leader 
11. WW China 50-50 Discussion 

Leader 
12. WZ China 45-50 Class 

Instructor 
13. TO Japan 45-50 Class 

bistructor 
14. ZA China 4045 Lab Instructor 
15. CH Sri Lanka 45-50 Lab bistnictor 
16. GA Sri Lanka 45-50 Lab Instructor 
17. KI Korea 50-60 Class Instructor 
18. PL Korea 40-45 Grader 
19. IB MauriL 45-50 Grader 
20. SP Spain 40-40 Grader 
21. AI Peru 45-50 Class Instructor 
22. SM Mexico 50-55 Class Instructor 
23. DM Mexico 45-45 Grader 
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As we can see from the table above, four of the participants who scored the same 

results on the pre- and post-SPEAK were graders (FL, SP, HB, and DM), one was a class 

instructor (YC), and one was a discussion leader (WW). Since the other seventeen 

participants (73.9%) who improved their SPEAK scores also had TA duties as graders, 

class instructors and discussion leaders, no direct correlation between the TA roles and 

the difference on the post-scores obtained has been determined. 

4.3.2. Quantitative Analysis of SPEAK scores and student 
evaluation means; 

Since there was a difference in the pre- and post-SPEAK scores (the mean for the 

pre-SPEAK was 44.1 and the mean for the post-SPEAK was 48.3, as shown in Figures 

4.4 and 4.S respectively), and a difference in the mean for the mid-semester and final 

student evaluation (4.03 and 4.23 respectively), two paired t-tests for these dependent 

variables were run to investigate whether or not the mean differences were significant, 

and whether or not the dififerences had happened due to chance. 

Figure 4.4 

SPEAK SCORE 1 (PRE-TEST) 

40.0 4Z5 45.0 47.5 50.0 

SPEAK SCORE 1 (PRE-TEST) 
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Figure 4.5 

SPEAK SCORE 2 (POST-TEST) 

40.0 45.0 90.0 96.0 60.0 

SPEAK SCORE 2 (POST-TEST) 

The results on Table 4.S below show that the t score for the paired t-test of 

SPEAK scores is -6.876, and that the two-tailed p value is significant (p=.000) at .01 

alpha level (p<.01). 

Table 4.5: Paired t-test of SPEAK scores: 

Pairad Samplas Ttst 

Paired DiWiBrences 

t df 
s«g. 

(2-taiied) Moan 
Std. 

Deviation 

Std. 
Error 
Mean 

95% Confidence 
Interval of the 

DiffBrence 
t df 

s«g. 
(2-taiied) Moan 

Std. 
Deviation 

Std. 
Error 
Mean Lower Upper t df 

s«g. 
(2-taiied) 

Pair SPEAK 
1 SCORE 1 

(PRE-TEST) -
SPEAK 
SCORE 2 
(POST-TEST) 

-4.13 288 .60 -5.38 -Z88 -6.876 22 .000 

As seen fi'om the results of the paired t-tests run on the variable of SPEAK, there 

was a significant difference in that dependent variable. Therefore, ITAs' SPEAK scores 
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improved significantly from the beginning to the end of the semester. Then, a Pearson 

correlation test (please see section 4.5.4.2) was applied to look for statistical significance 

among the dependent variable of SPEAK, and seven independent variables (ITAs' age, 

length of stay in the U.S.A., TOEFL scores, previous teaching experience, use of LI, use 

of L2, and motivation/ attitudes). Finally, a multiple regression analysis (please see 

section 4.5.4.3) was performed to predict and test the performance on the dependent 

variable of the SPEAK (since it was found to be statistically significant), through the 

seven independent variables (ITAs' age, length of stay in the U.S.A., previous teaching 

experience, use of LI, use of L2, motivation/ attitudes, and TOEFL scores) to see which 

of these independent variables and which combination of these variables best predicted 

performance on the dependent variable of student evaluation of teaching. 

Also, as discussed in section 3.6.6 of this dissertation, both mid- and end-

semester student evaluation forms, which are lecture, lab and discussion session specific, 

look at a number of different items relating to the TA's course (workload, value, 

difficulty, textbook, etc) and his/her teaching in general. The means in the TCE 

questionnaires can range from I to 5, and the mean for a question is the arithmetic 

average of student responses. In general, the mean for responses to the overall teaching 

effectiveness of'effective' teachers is 4.0 or higher (http:// aer.arizona.edu/ assessment/ 

guide/guide, html). Due to the nature of this study, I examined only the items usually 

regarded as key in 'effective' teaching; organization, presentation skills, class 

management, rapport/respect, fairness in grading and overall teaching effectiveness. 
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The Teacher-Course Evaluation (TCE) forms had been completed by the 

undergraduate students in the sections taught by the thirteen participants with teaching 

responsibilities, all of whom taught only one section each. A paired t-test was nm to 

determine significance of any difference in their means. The student evaluation means 1 

and 2 showed a difference as seen in Figures 4.6 and 4.7 below. The mean for the mid-

semester evaluation was 4.03 and the mean for the final student evaluation was 4.23. 

Thus, a paired t-test was run on this dependent variable to check for significance in the 

mean differences (Table 4.6). 

Figure 4.6 

STUDENT EVALUATION MEAN 1 (PRE-TEST) 

3.S0 yn 4.« 4.S 4.S0 

STUDEfH' EVALUATION MEAN 1 (PRE-TEST) 

Figure 4.7 
STUDENT EVALUATION MEAN 2 (POST-TEST) 

3.S0 ITS 4.00 4.28 4J0 4.75 5.00 

STUDENT EVALUATION MEAN 2 (POST-TEST) 
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Table 4.6: Paired t-test of student evaluation means: 

Paired Samples Test 

Paired Differences 

t df 
Sig. 

(2-taiied) Mean 
Std. 

Deviation 

Std. 
Error 
Mean 

95% 
Confidence 

Interval of the 
Difference 

t df 
Sig. 

(2-taiied) Mean 
Std. 

Deviation 

Std. 
Error 
Mean Lower UDPer t df 

Sig. 
(2-taiied) 

Pair STUDENT 
1 EVALUATION 

MEAN 1 
(PRE-TEST) -
STUDENT 
EVALUATION 
MEAN 2 
(POST-TEST) 

-.16 .13 .03 -.24 -.09 -4.619 12 .001 

The results on Table 4.6 above display the resuhs of the paired t-test of the 

student evaluation means. The t score for the means is -4.619, and the two-tailed p value 

is significant (p=.001) at .01 alpha level (p<.01). Thus, student evaluations of IT A's 

performance improved significantly from mid-semester to final evaluations. A Pearson 

correlation test (please see section 4.5.4.2) was then applied to look for statistical 

significance among the dependent variable of student evaluation of teaching, and seven 

independent variables (ITAs' age, length of stay in the U.S.A., TOEFL scores, previous 

teaching experience, use of LI, use of L2, and motivation/ attitudes). Finally, a multiple 

regression analysis (please see section 4.5.4.3) was performed to predict and test the 

performance on the dependent variable of the student evaluation of teaching (since it was 

found to be statistically significant), through the seven independent variables (ITAs' age, 

length of stay in the U.S.A., TOEFL scores, previous teaching experience, use of LI, use 

of L2, and motivation/ attitudes) to see which of these independent variables and which 
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combination of these variables allowed us to best predict performance on the dependent 

variable of student evaluation of teaching. 

4.3 .3. Quantitative analyses of self-evaluation of oral skills and teaching 
skills; 

The pre- and post- questionnaires administered on the first and last day of 

classes (January 12 and May 03 respectively) were used to gather more in-depth 

information on students' motivation, attitudes, and self perceptions of LI and L2 use, and 

oral language proficiency and teaching skills. The pre-questionnaire consisted of a total 

of twenty-four items; seventeen open-ended questions and seven Likert-type questions 

with a five-point scale (Appendix F). The post-questionnaire included a total of twenty 

items; the same seven Likert-type questions with a five-point scale, and thirteen open-

ended questions (Appendix G). 

In both questionnaires, the seven Likert-type questions addressed the students' 

self-perception of oral proficiency, teaching skills, motivation, and attitudes towards L2. 

In the present study, self-perception of oral proficiency was measured through 

questionnaire items which assessed students' self-reported oral proficiency and 

presentation skills. Teaching skills were assessed through learners' self-reported 

readiness to teach in the American college class. After all the data were compiled, paired 

t-tests were run on the IT As' self-evaluation of oral and teaching skills to investigate 

IT As' proficiency change over time. Then a Pearson Correlation test was done (section 

4.5 .4.2 of this dissertation) to look for statistical significance among the two dependent 

variables of the IT As' self-evaluation of oral and teaching skills and the other seven 
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independent variables (ITAs' age, length of stay in the U.S.A., TOEFL scores, previous 

teaching experience, use of LI, use of L2, and motivation/ attitudes); nevertheless, 

neither one was found to be statistically significant. 

Since there was a difference in the reported ratings of the ITAs' self-evaluation 

of oral and teaching skills, a paired t-test for each dependent variable was run to help me 

investigate whether or not the mean differences were significant, and whether or not the 

difference had happened due to chance. 

Table 4.7; Paired t-test of self evaluation of oral skills 
Paired t-test of self evaluation of teaching skills 

Paired Samples Test 

Paired Differences 

t df 
Sig. 

(2-tailed) Mean 
Std. 

Deviation 

Std. 
Error 
Mean 

95% 
Confidence 

Interval of the 
Difference 

t df 
Sig. 

(2-tailed) Mean 
Std. 

Deviation 

Std. 
Error 
Mean Lower Upper t df 

Sig. 
(2-tailed) 

Pair 1 ORAL1 - ORAL2 •2.6087 .7223 .1506 -2.921 -2.296 -17.3 22 .000 
Pair 2 TEACHING SKILLS 

PROFICIENCY TIMI 
.20 -2.02 -1.20 -8.20 22 .000 - TEACHING SKILLi -1.61 .94 .20 -2.02 -1.20 -8.20 22 .000 

PROFICIENCY TIMI 

The results reported in Table 4.7 show that the t score is -17.3 for the first pair, 

i.e., self-report of oral skills (oral 1 and oral 2), and that the two-tailed p value is 

significant (p=.000) at below .01 alpha level (p<.OI). Thus, ITAs' oral performance 

improved significantly from the beginning to the end of the semester. In addition, as seen 

by the results reported in Table 4.6 also, for the second pair of the paired t test, i.e., self-

report of teaching skills (time 1 and time 2), the t score is -8.20, and the two-tailed p 
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value is also significant (p=.000) at .01 alpha level (p<.01). Therefore, ITAs' teaching 

skills as reported by the participants themselves, also improved significantly 

As seen from the results of the four paired t-tests run on the variables of SPEAK, 

student evaluation means, and self-reported oral and teaching skills, (sections 4.3.2 and 

4.3.3 respectively), there was a significant difference in all of the four dependent 

variables, and section 4.5 of this dissertation displays and discusses the results of 

correlations and multiple regression analyses run on the four variables above. 

4.3 .4. Quantitative and Qualitative Analysis of pre- and post- self-reported oral 
proficiency, presentation, and teaching skills; 

On the first day of classes, ITAs were asked to rate their oral proficiency skills on 

a five-point Likert scale in item 22 of the pre-questionnaire administered on January 12, 

2000 (Appendix F), and in item # 5 of the post-questionnaire the ITAs filled out on the 

last day of classes on May 03, 2000 (Appendix); 

(#22 and # 5) On a scale from 1-S. how would you rate your present oral proficiency? 

1 2 3 4 5 
Not proflcient Very proficient 

As we can see fi-om Table 4.8, in the beginning of the semester, thirteen of the 

participants (S6.S%) rated themselves as having low oral proficiency skills, and none 

perceived themselves as very proficient. Nevertheless, at the end of the ITA Program, 

eleven participants (47.8%) considered themselves to be beyond the mid-point in a 

proficiency rating of their skills in English. 
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Table 4.A: ITAs* adf-evaluatkm of oral proficiency skills 

PRE-QUESTIONNAIRE POST-QUESTIONNAIRE 

1 (not proficient) OS (21.7%) 
2 08 (34.8%) 
3 10 (43.5%) 
4 
5 (very proficient) 

1 (not proficient) 
2 02 (8.7%) 
3 10(43.5%) 
4 10(43.5%) 
5 (very proficient) 01 (4.3%) 

In the pre-questionnaire, when IT As were asked to explain the reason for their 

ratings, many students blamed it on their pronunciation and/or struggles with the English 

language in general. 

Ratings Comments from Questionnaire 

(1) can't speak fluently. (FL, pre-questionnaire) 

(2) Because I need to develop the numbers of vocabulary. While I'm 
talking, I cannot come out appropriately words out of my mind 
(TO, pre-questionnaire) 

(2) Difficult to find right words and expression when speaking, and a 
lot of pronunciation and tone error when speaking out (JH, pre-
questionnaire) 

(2) The organization of my sentences wasn't correct most of the time 
while I was speaking. My pronunciation was more literal to 
translation Spanish-English (SM, pre-questionnaire) 

(3) Because I have some pronunciation problems (PP, pre-
questionnaire) 

Other ITAs justified their ratings by using the SPEAK scores they had gotten. 

Ratings Comments from Questionnaire 

(1) Because I failed the SPEAK test administered by CESL (PL, pre-
questionnaire) 

(3) I had 45 on the SPEAK test (AI, pre-questionnaire) 
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Others still, admitted to the limited amount of English they usually speak. 

Ratings Comments from Questionnaire 

(1) Because I seldom speak English no matter in the class to ask 
question or outside classroom to talk with students (ZA, pre-
questionnaire) 

(2) Because most of the time, I used to speak in our native language, 
Sinhalese (CH, pre-questionnaire) 

The reasons for the increase in the ITAs' self-ratings in the post-questionnaire 

were mostly justified by the positive influence the IT A classes had had on them, 

Ratings Comments from Questionnaire 

(S) Since I came here, most of the time, I now speak in English with 
my fnends (especially Sri Lankans) and with my wife. Actually, 
these IT A classes helped me a lot to practice these unfamiliar 
words. I really appreciate the support and the encouragement 
given by the instructor. Now I am happy because I can see that 
this program works (CH, post-questionnaire) 

(4) Because of the IT A classes, I now know how to pronounce words 
more correctly (SM, post-questionnaire) 

(4) I think I have improved my pronunciation and especially the 
conscious of my errors. I also improved some in sentence structure 
(DM, post-questionnaire) 

(4) It is much better than before I came to this class (ZA, post-
questionnaire) 

(4) I had plenty of occasions to practice my English. I also think the 
small group exercises and all of the presentations helped a lot! (IB, 
post-questionnaire) 

(4) Some pronunciation errors have been corrected in the IT A classes. 
Much practice help me speak English in right tone (YW, post-
questionnaire) 

(4) Because of the amount of exercises during this course and the 
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encouragement provided by the instructor (KI, post-questionnaire) 

(1) We had pronunciation and presentation practice and learned a lot 
(JO, post-questionnaire) 

(3) I think I improved my pronunciation skills in the classes (HB, post-
questionnaire) 

And one of the IT As (MI) rated his oral proficiency skills as (4) and justified his 

rating by writing, "I got 50 on the SPEAK test now, so I think I am little better in English 

speak now" (MI, post-questionnaire). 

Regarding the ITAs' presentation skills, item # 23 in the pre-questionnaire, and 

item #6 in the post-questionnaire below (Appendices F and G), ITAs were asked to do a 

self-rating on a five-point Likert scale in which T stood for 'very poor,' and '5,' for 

'excellent.' Incidentally, as part of the ITA Teaching and Academic Proficiency classes, 

each ITA had to give a total of eight oral presentations throughout the semester using 

various audiovisual aids, which included posters, blackboard, overheads, and powerpoint. 

When filling out the questionnaire, ITAs were told that 'presentation skills' were to be 

regarded as the participants' readiness for making oral presentations in the classes they 

teach, and in classes and conferences they attend as graduate students; 

(#23 and # 6) On a scale from 1-S. how would you rate your oral presentation skills now? 

1 2 3 4 5 
Veiy poor Excellent 

The pre-questionnaire and post-questionnaire answers (Table 4.9) indicated that in 

the beginning of the semester, fourteen of the participants regarded their presentation 
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skills to be poor, and only one rated him/herself as 'very good.' The post-questionnaire 

results indicate some significant self-perceived improvement, and fourteen of the 

participants (60.9%) rated their presentation skills as 'very good' or 'excellent.' 

Table 4^ ITAs' self-evalaatioa of presentatkia skiHs 

PRE-QUESTIONNAIRE POST-QUESTIONNAIRE 

l(veiypoor) 04(17.4%) 
2 10 (43.5%) 
3 08 (34.8%) 
4 01 (4.3%) 
5 (e.xceUent) 

1 (veiy poor) 
2 01 (4.3%) 
3 08 (34.8%) 
4 12 (52.2%) 
5 (excellent) 02 (8.7%) 

As became evident from the comments on the pre-questionnaire, the reasons for 

the lower self-ratings regarding the ITAs' presentation skills seemed to be justified by 

their unfamiliarity with oral presentations and some nervousness that often is present 

when talking to a group of people, especially when done in another language. Overall, 

Hispanics and Europeans are more familiar and used to presentations; however, they 

usually feel nervous about having to do them in English; Asians, on the other hand, are 

usually not used to giving oral presentations, and most of the Asian participants in this 

study had never given a presentation before: 

Ratings Comments from Questionnaire 

(3) Because my skills about pronunciation and English usage needed 
more improvement (SM, pre-questionnaire) 

(3) I have had experience presenting before but I didn't feel 
confortable with the language (SP, pre-questionnaire) 

(3) Not familiar with many presentation skills and tools (JH, pre-
questionnaire) 
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(2) Lack of confidence speaking English in front of a group (DM, pre-
questionnaire) 

(2) Presentations is not my main problem, the English language is 
(GA, pre-questionnaire) 

(2) Little practice (YC, pre-questionnaire) 

(1) I never did presentation before this class (BX, pre-questionnaire) 

(2) Because of my pronunciation insufficiency and lack of experience 
(YH, pre-questionnaire) 

(2) Though I did teach in my country (in English), I was not 
comfortable at all in the beginning to present something in front of 
a foreign audience. Most of the time, I was nervous and afraid of 
my accent (GA, pre-questionnaire) 

(1) I had never made any presentations in English before taking these 
classes (PL, pre-questionnaire) 

At the time of the post-questionnaire administration, all of the IT As admitted 

improvement of their presentation skills, and attributed it mostly to the enhancement 

of their spoken English, the new techniques they learned, and the extensive practice 

followed with feedback. Also, confidence seemed to have been the trait they have 

mostly gained; 

Ratings Comments from Questionnaire 

(S) Actually, now I feel more comfortable to do a presentation. These 
1,5, 10, 20 min. presentations were really helpful. And I got to 
know my weaknesses and how I should improve my skills and 
present better, feedback after presentations was really helpful to 
getting rid of these weaknesses (CH, post-questionnaire) 

(4) Teaching undergraduate students and to be in graduate classes are 
very difficult because of the heavy workload and the limited time 
available, so these classes really helped me to do my best as a TA 
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and graduate student because of all the practice (GA, post-
questionnaire) 

(4) I think I have improved a lot. I feel more comfortable and I don't 
become as nervous as I used to be in the beginning (SP, post-
questionnaire) 

(4) Because my pronunciation has improved a little bit and also I am 
more confident about my speech (DM, post-questionnaire) 

(4) I think I feel more confident with the language even though I need 
to improve more in fluency of thoughts in English (ZA, post-
questionnaire) 

(4) I did improve my English and confidence (IB, post-questionnaire) 

(4) Because of the extensive practice (SH, post-questionnaire) 

(4) I learned to relax and eye contact (YH, post-questionnaire) 

(4) Got practice using overhead and powerpoint (WW, post-
questionnaire) 

(4) Now, do presentation much better; I do not feel too much nervous 
(PL, post-questionnaire) 

(3) Have more knowledge on presentation skills, and more eye contact 
and tone of voice, etc. I have more confidence on presentation (FL, 
post-questionnaire) 

(3) Because I have a little bit more confidence to give a presentation 
because we practiced a lot (TO, post-questionnaire) 

(3) The good training in the ITA program is helping me to address the 
teaching issue with satisfactory strategy (PP, post-questionnaire) 

Because ITAs have usually been educated in instructional settings that are often 

very different from the American academe, they bring with them a myriad of educational 

models, individual differences and cultural backgrounds that may present challenges to 
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them as both undergraduate teachers and graduate students. Nevertheless, how do IT As 

feel about the issue? Do they feel 'ready' to enter the American class and teach? 

In item # 24 of the pre-questionnaire, and item # 7 of the post-questionnaire, the IT As 

were asked to rate themselves on their 'readiness' to teach in an American college class, 

and to justify their answers; 

(# 24 and # 7) On a scale from 1-S. how ready are you to teach in an American College class? 

1 2 3 4 5 
Veiy unprepared Very prepared 

WHY? 

The responses, summarized in Table 4.10, are an eye-opener for ITA developers 

and teachers; almost half of the participants (43.5%) rated themselves as 'very 

unprepared,' eight (34.8%) thought they were 'OK,' and only five (21.7%) rated 

themselves as a '4,' and were confident they could do a good job. In the post-

questionnaire, the lowest rating ITAs gave themselves was a '3' (=0K), and only five of 

the participants chose that; fourteen (60.1%) of them perceived themselves as 'prepared' 

(4), and four (17.4%) feh they were 'very prepared' to teach in the American college 

class. 

Table 4.10: ITAs' seff-cvaluatioa of readiness to (each in American universities 

PRE-QUESTIONNAIRE POST-QUESTIONNAIRE 

1 (very unprepared) 10 (43.5%) 
2 
3 08 (34.8%) 
4 05(21.7%) 
5 (very prepared) 

1 (very unprepared) 
2 
3 05(21.7%) 
4 14(60.1%) 
5(very prepared) 04 (17.4%) 
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In justifying their ratings in the pre-questionnaire, many of the IT As gave 

themselves lower scores because of their lack of teaching experience: 

Ratings Comments from Questionnaire 

(1) Because I have no teaching experience (JO; SPEAK;45 - never 
taught; pre-questionnaire) 

(1) I know I want to teach, but need to improve my ability to express 
them in clear English to audience (YH; SPEAK:40 - never taught; 
pre-questionnaire) 

(1) Because I have not done it before (IB: SPEAK: 45 - never taught; 
pre-questionnaire) 

Many IT As, however, acknowledge the fact that their perceived language barrier 

is what prevents them from feeling more ready to teach as evident from their self-

ratings and comments in the pre-questionnaire: 

Ratings Comments from Questionnaire 

(1) I really eager to get ability [of teaching by English] - (SH: 
SPEAK;40 - taught one semester in China) 

(3) Because I need to practice a lot to present something to American 
students. I mean the accent and pronunciation (GA: SPEAK:4S -
taught two years in Sri Lanka; pre-questionnaire) 

(3) It depends on how much I know about the topic in English; and I 
also need to improve my spoken English (AI: SPEAK:4S - taught 
twelve years in Peru; pre-questionnaire) 

(3) I am not sure what kind of teaching style is appropriate for 
American students, and English obstacles for sure (KI; SPEAK: SO 
- taught two years in Korea; pre-questionnaire) 
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In the post-questionnaire, fourteen of the participants (60.1%) feh they were now 

'prepared' for their teaching tasks, whereas four (17.4%) of them evaluated themselves as 

feeling 

'very prepared' due to the IT A classes they attended, and backed up their ratings with the 

following comments; 

Ratings Comments from Questionnaire 

(5) As a TA, I became aware of the differences about college teaching, 
the more culturally diverse environment in college classes in the 
U.S. and the different background of American students and their 
education system. I learned lots of practical ideas to handle 
teaching situations, diverse learning and styles, more attractive and 
effective teaching techniques, more about the importance of being 
flexible about teaching ("it depends") and many other useful 
issues. I learned of the micro-teaching experiences I had. For 
example, I worked on raising my voice, slowing down my speech, 
involve the students by asking questions to students, restating the 
ideas in different words, organizing different activities to make the 
class more dynamic and other ways of improving teaching 
effectiveness (SM, post-questionnaire). 

(5) I learned to speak clearly, loudly and slowly. I got a great chance 
to practice pronunciation and presentation. I understand English 
more. Don't feel embarassment (YC, post-questionnaire). 

(5) The presentations were perfect 'plateau' to perform and practice 
the heavy and difficult job of teaching. I learned a lot about 
teaching, and I learned that school has to be fun - new thing for 
me. I had a different perspective in teaching system before. I am 
now more aware of the other duties that a teacher should have 
(YW, post-questionnaire). 

(4) Teaching undergraduate students and to be in graduate classes are 
very difficult because of the heavy workload and the limited time 
available, so these classes really helped me to do my best as a TA 
and graduate student (CH, post-questionnaire). 

(4) I now understand the behavior of the American students and makes 
more comfortable talking English (JO, post-questionnaire). 
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(4) The classes really helped me to improve in oral English and now I 
feel more confortable than ever before in interacting with 
undergraduate students (SH, post-questionnaire). 

(4) I learned a lot about how to teach and how to be a good teacher. 
The pronunciation class has impact my personal performance in 
speaking. The IT A program gave me an overall view of the UA 
and the undergraduate students (ZA, post-questionnaire). 

(4) I am aware of multiple problems in education. I learned a hundred 
of techniques and tips to teach good. Til use all this back in my 
country to promote and structuralize the very bad education in 
Mauritania (IB, post-questionnaire) 

As reported by the ITAs, through the ITA Development Program, they were able 

to practice and improve their L2 oral skills and learn and/or refine presentation and 

communication skills. In addition, they said that they learned about college teaching in 

the U.S.A., which is somewhat different than in their home countries because here it 

involves teaching in a more culturally diverse and student-centered environment. As 

Papajohn (2001) notes, "communicating in a second language and culture can put an 

extra stress on ITAs and their American undergraduate students" (p. 27). Most IT As also 

added that the teacher-student and student-student interaction, combined with the certain 

degree of informality expected in the American academia were issues that they were not, 

in the most part, ready to deal with, and were then glad that there was a Program in place 

to address that. 

In the last interview I conducted with the IT As in this study (Appendix H), we 

talked about the impact the Program had had on them as undergraduate teachers. Above 

all, the ITAs appreciated learning about the culture in the American academia, the use of 

technology in the classroom, and how to handle students. 
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"The Program was very helpful because of the presentations and feedback.. and 
also the explanations how to teach, and the video experience was very good. I 
think the classes are very helpful and made me a great progress as teacher. I am 
confident now" (YC, Interview #3) 

"Well, the IT A classes are helpful for... uh... familiarizing me with the American 
College system, especially the freshman classes. I liked the chance...to do 
presentation and feedback from teacher and students. It's very good to watch 
videos and the class observations helped me to understand the American system" 
(AI, Interview #3) 

"The IT A classes taught me how to deal with students and faculty from a totally 
different culture, different ways of communicating with them fresh and effective 
methods of teaching and learning too. Uh... Also, I have better understanding of 
the students. The classes made me more relaxed and... well...some teaching 
techniques I learned. My students' feedback showed I was doing a good job and 
some of them even thought my accent was not a problem" (GA, Interview #3) 

"It improved my awareness of teaching issues, such as teaching tools, teaching 
resources, and teaching portfolio, (pause). I had practice about prepare classes, 
and how to present the information in a way that involve the students" (CH, 
Interview #3) 

As evident from the comments above and the answers to the post-questionnaire 

(Appendix G) that follow, IT A Programs have the central role of showing IT As how the 

American academia works, while providing them with instructional design training that 

will give them some practical tools they can use in the classes and/or lab they instruct 

teach. These resources may not only enhance the ITAs' teaching, but also help 

compensate for language deficiencies they might have. 

In question # 10 of the post-questionnaires (Appendix G), the participants also 

reflected on the impact of the IT A classes on them as teaching assistants, and the most 

common adjectives they used to describe how they felt after having participated in the 

Program were 'confident' and 'comfortable.' They felt that with all the practice they had 
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with presentations in the IT A classes, they were able to improve their English and acquire 

pedagogical and technical tools that would help them be better teachers; 

My teaching behaviors changed a lot. Now I know how to encourage students to 
raise questions, how to direct the atmosphere of the classroom and how to utilize 
modem teaching tools. Also, I learned teaching can be Am. I feel more 
comfortable in communicating in English and my accent has been greatly reduced 
(YW, post-questionnaire) 

I guess the classes have helped me to teach here and in my home country. I 
realized it is necessary to get involved with students more. I like that we practiced 
how to make presentations and how to talk in front a big audience. I learned about 
the different cultures and about the U.S.A. I am now without afraid of making 
mistakes when speaking (SP, post-questionnaire) 

I feel I have more qualifications to give good classes and to make my ideas and 
explanation clearer. I learned more about presentations and use of visual aides to 
improve them. I feel more confident with my speaking skills. I increased my 
vocabulary and communication skills (AI, post-questionnaire) 

I feel very confident now as a TA. I learned a lot of teaching skills. I feel that 
teaching is a totally new and awakening experience. In the beginning of the 
classes, I did not feel confident speaking, listening and responding. I easily 
became astonished and confused and forgot basic vocabulary words. I now speak 
louder and clearer. I learned how to use those modem teaching techniques and 
body languages in the classroom, which really improves my teaching efficiency 
(YC, post-questionnaire) 

Those classes helped me to clearly know a lot of unfamiliar words and 
pronunciation pattems. They really helped me to improve my presentation skills 
and to talk in front of an audience. Since I am a TA these classes gave me an 
enormous and great support in many ways. I think I am confident enough in my 
teaching skills now. Earlier, I only used the chalkboard to teach. Now I know the 
value and important of using OHP and powerpoint when teaching. I use these 
techniques in my classes now (CH, post-questionnaire) 

The Program impacted me as a teacher because I could leam how to give good 
presentations and to practice speaking words and sentences with confidence. I 
love the ITA Program because we don't notice ourselves from our own points, so 
the instmctor and classmates give me concrete advice and feedback. I have more 
confidence (TO, post-questionnaire) 
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I think that now I am prepared to led a class. I developed skills in organizing 
course syllabus, grading tests, and doing office hours. I learned strategies to teach, 
how to make a presentation, how to speak in public, etc. As foreign students, we 
shared each opinion and points of view about cultural differences and customs. In 
the classes, we had the valuable opportunities of practice which are helpful for the 
attendee to overcome their nervousness, to get used to facing students and to find 
their drawbacks (SH, post-questionnaire) 

The resuhs of the analysis of the extensive amount of data gathered qualitatively 

and quantitatively to answer the research question of the ways that the IT A Program had 

impacted the ITAs as undergraduate teachers show that the IT A Program impacted the 

participants very positively in the three areas of most concern in IT A training; IT A 

pronunciation (Myers, 1995); intercultural communication (Stevenson & Jenkins, 1994); 

and effective teaching behaviors (Halleck & Moder, 1995). In the post-questionnaire, 

60.1% of the participants felt they were now 'prepared' for their teaching tasks (as 

opposed to only 21.7% in the pre-questionnaire), whereas 17.4% of them considered 

themselves 'very prepared' (in contrast to 0% in the pre-questionnaire) because of the 

self-confidence and skills they had gained in the ITA Program. As the participants 

reported, through the ITA Program, they were able to practice and improve their L2 oral 

skills and learn and/or refine presentation and communication skills. In addition, they 

said that they learned about college teaching in the U.S.A., which is somewhat different 

than in their home countries because here it involves teaching in a more culturally diverse 

and student-centered environment. Most IT As also added that the teacher-student and 

student-student interactions, combined with the certain degree of informality expected in 

the American academia were issues that they were not, in the most part, ready to deal 

with, and were then glad that there was a Program in place to address that. 
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The favorable impact that the IT A Program had on the participants supports 

Hoejke and Williams' (1992) findings that "it is clear that the language production, in 

terms of, for example, pronunciation, grammaticality, and lexis, of effective ITAs does 

not always approach native speaker status; rather, IT As are successful as a result of 

compensatory strategies that they may be taught to use" (p. 259). It also reinforces the 

key role ITA Programs play in ITA testing, development and supervision. 

4.4. Does the University of Arizona ITA Development Program impact the ITAs 
as graduate students? In what ways? 

Various instruments, such as SPEAK scores, pre- and post-questionnaires, 

interviews and journal entries were used to ensure validity and reliability of the data 

results obtained to answer this question. As graduate students, the ITAs also have issues 

with their English skills in general, and their oral skills in particular. Thus, the resuhs 

obtained, examined and discussed in sections 4.3.1 - 4.3.4 (pp. 120-132) regarding pre-

and post- SPEAK scores, and self-reported evaluation of oral skills (items in the pre- and 

post-questionnaires. Appendices F and G) of all of the participants in the study, were 

once again taken into account to verify the ITAs' oral proficiency change over time. 

In addition, to provide a means of triangulating the data of the participants 

selected for this multi-case study, the pre- (Appendix F) and post-questionnaires 

(Appendix G) together with the three individual interviews I conducted with the ITAs 

(Appendix H) included questions that called for the participants' reflection and 

evaluation of their performance as graduate students. Furthermore, as part of their last 
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journal entry of the semester, IT As were asked to reflect on the impact that the IT A 

Program had had on them as graduate students. 

4.4.1. Qualitative analysis of interviews, journal entries and pre- and post-
questionnaire answers: 

The individual interviews provided very rich details and accurately portrayed the 

ITAs in their role as graduate students. As mentioned before, when mentoring ITAs 

about the American academia, it is essential to first understand the concepts ITAs bring 

with them due to their varied educational models, individual differences and cultural 

backgrounds. It is also necessary to acknowledge the fact that IT As interpret and act out 

their roles "based upon their own cultural frame of reference" (Bauer, 1996, p. 86). 

Therefore, in the first interview I had with the ITAs, I asked them to describe the kind of 

student they were in their home countries (question # 7 - Appendix H). Many of the 

participants had trouble answering the question because as WW explains, 

"It is very hard for Chinese student to evaluate himself because [ually] he cannot 
say he is very good and he cannot say he is very bad. It is difficult... In China, I 
am 'A' student. Uh... in China, most classes are lecture and...maybe...whole 
class only teacher talk and ...ask few questions that student answer" (WW, 
Interview#!) 

Throughout the interviews, it became apparent that once the IT As overcame their 

initial 'shyness,' and felt it was not inappropriate to admit that they were indeed good 

students, they all admitted to being 'exemplary' students confirming Bauer's (1996) 

statement that American universities indeed attract talented international students, 

"Excellent student. Higher scores and...I... I can get higher grades and my 
professor told me I'm an excellent student.. .and... I won the excellent student 
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award in China when I graduate in my bachelor in Mechanical Engineering, and 
only 10 students in my department can get that award" (SH, Interview #1) 

"Well, I think I am a good student in China, and in College I was in top 5% of my 
class. I am used to studying hard" (HB, Interview #1) 

"A very good one. Ten out of twelve years, I was the top student in my class and 
my school. The two other years, I got respectively the second and fifth position. 
I just love school and I cannot imagine my life without it. I was always in the top 
3 in France and Tunisia" (IB, Interview #1) 

"I was responsible, cheerful, with good grades. Because I liked what I was 
studying and I am serious during class and study time (ZA, Interview #1) 

"I was a hard student interested in many fields like mechanics, agriculture, 
computer science, electronics, and English language, (pause) I spent most of my 
time studying" (JO, Interview #1) 

"Hardworking. I performed well in study. Uh... studied very hard and engaged in 
doing research" (BX, Interview #1) 

"In China... I like to study and ... in the class... undergraduate class, I am number 
one in that class and in graduate school class, I am also in the fi'ont of the class, so 
I got good score" (YC, Interview #1) 

In question # 8 of the first interview (Appendix H), ITAs were also asked to 

describe the kind of students they are here to compare/contrast the kind of student they 

were in their home countries. In general, as the ITAs reported, they are still diligent and 

interested in their studies, but they feel that they are assigned more homework here and 

that they are usually left on their own when it comes to understanding and critiquing the 

works they read and/or do. They also comment on the difference on teacher-student and 

student-student interaction in the American academia: 

"I study more here.. culture and atmosphere and things like that.. and the 
pressure is also very different. I get more pressure than when I was in Korea, so I 
study more...three times more...and also I am very aggressive and I ask many 
questions here. I think that if I go back to Korea as it is, I would be called very 
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aggressive person. They don't like aggressive person. They don't ask many 
question in the seminar ...just presenting" (KI, Interview #1) 

"Weil, now... I think I am .. .just study, study and study. In China we often 
discuss questions with my classmates, but here no, but now I discuss questions 
with professors. In China there are many students, so we don't have time to 
discuss with professors" (HB, Interview #1). 

'i work hard here.. even harder because... the professor give more assignment, 
lot more reading than we do in China" (WW, Interview #1). 

"Very diligent. I spend about 9 hours per day studying. I'm a graduate student 
now and course work is heavy. My professors give much readings" (YH, 
Interview #1). 

"When I came here, I was confused about many things... I should do everything 
by myself American professors very different here" (YC, Interview #1) 

In the first interview, four IT As (FL, SP, PL and TO) acknowledged their struggle 

with the English language, 

Uh... I think most time I'm also spend a lot of time in study. It is... I mean.. .the 
homeworks, and the lecture notes, research, reference books... a lot of things to 
review, and also another difficulty is language. In China I don't have language 
barrier and that save me a lot of time. For some courses I can only understand 
around 50% in class, so most time I spend after class to review study" (FL, 
Interview #1) 

"Not too bad, but I have to study even more to get the same results that I had 
when I was in my country. Because of the language problem I need to make more 
efforts" (SP, Interview #1) 

"I am not sure. Uh... I have language barrier. The only thing is that is clear about 
me is that I am a student struggling to familiarize myself with the US context, 
especially the English language in order to succeed in my academic performance" 
(PL, Interview #1) 

"Harder work... when I compared to I was in Japan because I need to improve my 
English ability" (TO, Interview #1) 
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After examining the overall similar and different traits ITAs have as students in 

their home countries and here in the United States, I explored some of the items that 

international students usually complain about regarding their studies here, such as their 

perceived 'poor' listening comprehension skills. Therefore, in the second interview I 

conducted with the IT As (Appendix H), I asked them whether or not they could follow 

their professor's lectures (question #2), and the answers were almost all positive. Just 

like with FL above, SH, TO and SP claimed that they had trouble understanding the 

textbook and/or the jargon in their field of study, 

"I can follow the lectures most of the times. But sometimes, the textbook we 
choose.. .uh... it's not quite easy to understand" (SH, Interview #2). 

"Yes. But sometimes I cannot catch special words for some field" 
(TO, Interview #2) 

"More or less. Sometime it is just a problem of the content of the lectures (even 
in Spain I couldn't understand what my professors were saying). But sometimes is 
because I miss the meaning of a word for example and it is due for that 
explanation, so I have to look it at home and review carefully all my notes" (SP, 
Interview #2) 

"Well, sure I can. I think it's OK" (HB, Interview #2) 

"Sure, no problem" (WW, Interview #2) 

"Yes, all of my professors have an easy and understandable way to talk. Their 
rate of speak is appropriate to me and they have good fluency" (CH, Interview #2) 

"Yes, quite easily. I never felt difficulty following professor's lectures" (DM, 
Interview #2) 

Some IT As stated that most of the time they could understand their professors, but 

depending on the content of the lecture and/or the expressions they use, it is hard for the 

IT A to comprehend them well. 
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"Normally I can understand what professors teach in class. Uh...only sometimes, 
when professors are telling jokes, I cannot follow" (JO, Interview #2) 

"It depends who are the professors and what the lectures are - some easy, some 
difficult" (BX, Interview #2) 

"Sometimes; listening comprehension problem" (WZ, Interview #2) 

Because the ITAs need to get familiarized with the sociocultural and academic 

differences in the American college or university, their aural/oral proficiency and 

reading/writing skills need to be taken into account (Rice, 1979). Thus, with the goal of 

examining other challenges that ITAs face as graduate students, the participants were also 

asked to reflect on their performance in their written assignments (question #3 of the 

second interview). The participants reported doing well and most were getting straight 

'A's:' 

"Yeah. I'm getting a pretty good score in all the courses I am taking. All As." (KI, 
Interview #2) 

"I have been doing well. I finish them on time. I get higher scores. Homework, I 
get... uh ...about 90%, tests... most of them... well" (YH, Interview #2) 

"Well, now, in sciences and engineering, we often have homeworks. I am doing 
very OK" (HB, Interview #2) 

"I have three courses this semester. I already got a 'A' in my term paper. I am 
OK" (ZA, Interview #2) 

"I am fine because my sentence is good, not grammar problems because English 
we are trained in China mainly for granmiar fi'om high school to the university the 
teacher taught English in Chinese (laugh) and so no listening and speak practice" 
(BX, Interview #2) 

"I have been doing really good in my written assignments, I have earned 95 to 
100% in almost all of them" (GA, Interview #2) 
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"Quite well. I got As. But sometimes I still need help from my fellow students 
for grammar checking or polishing my sentences" (JH, Interview #2) 

BX said he was doing OK, but that it takes him a long time to complete his 

written assignments; "Good, but I spend a lot of times" (Interview #2). Moreover, three 

participants (WZ, PL and TO) turn to the Writing Center for support, 

"I write by myself, but then go to the Writing Center to revise" 
(WZ, Interview #2) 

"OK. Well... You know, I rely on Writing Center for correcting grammatical 
errors and sentence structures" (PL, Interview #2) 

"After I wrote my paper, I always bring to the Writing Center for the corrections" 
(TO, Interview #2) 

In the third interview (Appendix H), when it came to self-assessing how they did 

in their oral presentations, six ITAs (SH, HB, FL, BX,SP,PL and HP) shared they only 

did them in the IT A classes. Others said that as the semester went by, they were able to 

do much better than they used to, 

"Very well. I use the question-answer format, and classmates now say my 
presentations are clear. . . well-organized" (SP, Interview #3) 

"Well, on average. I've done only 3. The first one was just OK, the second 
well... and the last one very well" (DM, Interview #3) 

"I had two presentations and... uh... my teachers and peers said was good. 
Especially because I used overheads now that I learned (ZA, Interview #3) 

"First, very stressful, nervousness and lack of confidence when doing the 
presentation. Second, well prepared with overhead and powerpoint. Very good" 
(CH, Interview #3) 

"Now to reduce the negative impact of my accent, generally I use powerpoint or 
overhead to facilitate my presentation" (AI, Interview #3) 
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"It is getting better and better. I means I am improving slowly in a consistent level 
or basis" (IB, Interview #3) 

"At the beginning, I was bit nervous and not comfortable. But, now, I think I can 
do a presentation in front of any audience" (SM, Interview #3) 

Since the academic experiences IT As were exposed to in their home countries are 

most often so different than the ones they face in the American academia, especially 

regarding teacher-student interaction, I was curious to learn about the IT As' level of 

comfort when interacting with their professors in the beginning of the semester (question 

#4 of the second interview. Appendix H). Because of the cultural diversity present in 

American higher education settings (Stevenson & Jenkins, 1994), and the ITAs' struggles 

with the language (Papajohn, 2001), many IT As said they felt uncomfortable, and one 

IT A (SH) pointed out that it all depended on who the teacher was, 

"Uh.. with some professors it's OK, but some of them I feel nervous when I face 
them" (SH, Interview #2) 

"Actually...uh...like most Asian students, I was hesitant to contact professors" 
(PL, Interview #2). 

Some of the IT As, however, felt comfortable from the start, 

"Very comfortable. No problem" (WW, Interview #2) 

"Well, often most professors are very kind and welcome you to ask questions and 
discuss questions...so I feel comfortable and very easy to talk with them" (HB, 
Interview #2) 

When we were talking about how comfortable the ITAs felt when interacting with 

their professors at the end of the semester (Interview #3, Appendix H), many reported 

feeling more at ease because they felt their oral English skills have improved. 
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"Now I see that for them it is easier to understand me and then I don't feel as 
nervous (SP, Interview #3) 

"I feel more comfortable with the language, even though I need to improve" (SM, 
Interview #3) 

"Better. Because of the impact of this course through our class practices as well as 
because of the encouraging attitude of the instructor of the IT A classes" (DM, 
Interview #3) 

"Now I feel.. .well, more comfortable in communicating with professors. Maybe 
there is progress on my oral and listening English" (BX, Interview #3) 

"Now I feel more comfortable when interact with them. This class helped me a 
lot to practice pronunciation" (GA, Interview #3) 

From the comments made by the IT As, there is an indication that they sensed that 

their aural/oral proficiency had improved, hence they felt more confident and at ease 

around their professors. One more point that needs to be made here is that after having 

worked with their professors for a whole semester, ITAs may have also gotten more 

familiarized with them and confident around them. 

In the second interview, participants were asked in question # S (Appendix H) if 

they ever went to their professor's office. They were also asked to specify the frequency 

and reason for their visits. From the answers obtained in the interview, it is clear that the 

IT As in the sciences tend to see their professors during office hours more fi'equently than 

the IT As in other disciplines either to get clear on the subject content of the classes they 

attend and/or to check on a research project they are helping their professors with; 

"Sure, I often go to their office because of lot of questions. For example, I took 
three classes this semester, and for one class about transport phenomena... in that 
class I think I went to his office at least three times a week...at least...sometimes 
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more... not because of English, but transport phenomena is very hard...a lot of 
equations...you must talk to professors" (HB, Interview #2) 

"Yes, I go to their office.. .uh... maybe once a week one professor. Average once a 
week. I go because maybe I have some questions about the lecture or .. textbook, 
but [ually] I ask them ^er class not in the office" (SH, Interview #2). 

''I feel comfortable because they are very nice. No problem at all. 
I don't go to my advisor's office often... maybe once a month. Sometimes I have 
questions, sometimes I go to check something. But I go to my professors' office 
probably everyday to ask questions about my research" (PP, Interview #2) 

"Every two days sometimes for discuss the project assigned by him. Sometimes I 
do work for him and give him the reports. The other professors, I go basically if 
you have questions with homework or notes...go to the teacher's office" (JO, 
Intereview #2) 

IT As seem to go to their professors' offices very frequently in order to clarify 

doubts they may have in relation to the classes they are taking, assignments they need to 

do, and/or research projects they are involved in. 

In my third interview with the IT As (Appendix H), we talked a lot about the 

interactions they had with native speakers in their classes in the beginning (question # 7) 

and at the end of the semester (question # 8). All of the participants said they did not 

have much interaction with their classmates in the beginning, especially if they were 

native speakers, "No. I don't know why" (SH, Interview #3). Five participants tried to 

explain why they thought there was little interaction between them and the native 

speakers, 

"Not really. I don't think it's the American way. In China socio relations is very -
important and the relationships are going to last forever, but here in the United 
States, I don't think this relationship is very important, you just say hi and bye" 
(WW, Interview #3) 

"No too much. I can see that they don't interact to much with each other either" 
(SP, Interview #3) 
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"Not really. Other than the professor, whom most of the time is a native speaker, 
the students talk to each other very little and all work is done in an individual 
basis. Most students have very di^erent schedules and interests and they work at 
their own pace" (SM, Interview #3) 

"No. I am shy and I usually keep low profile the first two or three weeks and then 
naturally things go forward" (IB, Interview #3) 

"Yes, but very little. In the beginning, I was afi'aid to talk with them because I 
thought that I will do a mistake" (CH, Interview #3) 

From the responses above, the IT As' different cross-cultural experiences and 

individual perceptions and personalities kept them from taking the initiative to interact 

(more) with their American classmates. At the end of the semester, however, IT As 

reported having increased their interaction with the native speakers mainly because they 

started using the skills they had acquired in the ITA Program, and had perceived their 

speaking skills to have improved as related on the interview transcripts below. 

With the exception of one participant (FL, who claims to be very shy), all of the subjects 

felt they were more comfortable around native speakers. They seemed to have become 

more confident and acquired communication tools (such as speaking more clearly and 

slowly) that they began transferring outside the class. Their listening skills seemed to 

have improved as well making it easier to understand native speakers and be more able to 

conununicate with them. 

"Yes. Why not? And I'm feeling much more confident in my language 
capability" (YW, Interview #3). 

"Oh, yes. Because I feel better speaking English, the time elapsed, the ITA 
classes, and my own decision to have more interaction with native speakers" 
(DM, Interview #3) 
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''Yes because in my pronunciation class, I have been encouraged to speak slower 
such that my spoken English is clearer. The practice and awareness I got from 
both classes (pause) I mean, teaching and pronunciation classes have help me a 
lot" (SM, Interview #3). 

"Yes, now they are friendly and I can understand almost everything of what they 
are talking. So, now, I interact more with the native speakers than earlier as now I 
feel comfortable with talking with them" (CH, Interview #3) 

"Uh.. .1 talk with native speakers because I realize the people understand me a lot 
more and I learned to speak slowly and loudly and right pronunciation which are 
always helpful" (JH, Interview #3) 

Some IT As stated their interaction with native speakers was due to academic 
reasons, 

"Yes, discuss question in my lab" (BX, Interview #3) 

"Yes, to study together (FL, Interview #3) 

"Yeah. No reason, just studying" (WZ, Interview #3) 

"Yes, to ask some questions about lecture quickly" (TO, Interview #3) 

Whereas other IT As reported interacting with native speakers outside school, 

"Uh... sometimes... but most times, I speak with the native English speakers who 
are not students...outside the class" (SH, Interview #3) 

"I interact with them outside the class in religious activities, such as bible studies, 
so I often involve in this kind of activity... a chance... to interact with native 
American" (HB, Interview #3) 

In questions # 9 and 10 of the third interview, the participants were asked about 

their interaction with other international students, and interestingly enough, their answers 

were very similar for the beginning and the end of the semester. It seemed that 

international students felt more comfortable around other international students, and this 
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might explain why they usually interacted more with other international students, mainly 

if they spoke the same native language; 

"Yeah. We do a lot things. Sometimes talk about our case... things we worry 
about, such as in first semester I did not have any funding only tuition waiver, and 
some people...they come... longer than me, so I can ask what should I do... 
Things like that. Sometimes we have a party. I go shopping lonely. I live with my 
husband and my son. He is four. He speaks English well... very well. I speak in 
English with my son and read books for him . I speak a lot of Chinese with my 
classmates, and at home with my husband, I usually speak Chinese" (SH, 
Interview #3) 

"Yes, now they are friendly and I can understand almost everything of what they 
are talking. So, now, I interact more with the native speakers than earlier as now I 
feel comfortable with talking with them" (CH, Interview #3) 

"Sure. I interact with a lot of international classmates... well, one is from Cyprus, 
one is from India, one is from Indonesia, one...two from Spanish...one is from 
Mexico. We discuss homework and compare professors' lectures. Outside the 
class, most are Chinese... well, often we speak Chinese. We do not have a lot of 
activity because we are very busy in the studying" (YC, Interview #3). 

"Uh... yeah... Because of our major, we are most from China and one is from 
Japan. In our class, most of them ...Chinese" (WZ, Interview #3) 

"Uh . for the international students I talk with Indian students and many students 
from my country and I speak in Chinese. We tell stories and jokes" (JH, Interview 
#3) 

Because IT As usually face similar challenges with L2 language and culture, it is 

only natural that they be together more often than they would around native speakers. A 

natural bond among international students is formed, especially when they speak the 

same language, as seen in the comments above. Because IT As have reported an increase 

in their interaction with native speakers and also their professors, besides an overall 

feeling of improvement in their aural/oral and written skills, it was important to 

investigate whether or not the participants attributed that to the IT A Program they 
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attended. Thus, at the end of the third interview (question #14), I asked the participants if 

they thought the ITA Program had impacted and afTected them as graduate students. SH 

expressed her opinion by telling a story about a colleague of hers in one of her classes, 

"I think the ITA Program is great for graduate students. You know... I will tell 
you .. a story. In one class of the seminar a student, I think he is a PhD student, 
and his English is very good because I think he is came from India and he can 
speak English very well, but he give the presentation.. first the project projector 
is supposed this way and he did not prepare very well and when he talked, he used 
his hand and .. .point the paper and we all we all can see his big hand in the screen 
and we cannot see the words and one professor gave him a ... uh... I don't 
know stick and he still point his hand in paper. It is too bad. (laughs).He 
should be here. We learn here how to talk and how to give the presentation what 
we should do and not to do when give the presentation. When I speak in fi'ont of a 
lot of people, it is easier to talk in English" (SH, Interview #3) 

In the third interview, IT As also shared that from the practice they got from the 

ITA classes, they now felt more confident, and that their aural-oral skills had improved. 

They also added that the techniques they learned in the ITA classes enhanced their 

presentation skills, 

"In my classes I use some skills I have learned from program. My oral English 
has become much more fluent...much fluent than ever before. I don't become 
nervous any more when giving lectures in my graduate classes" (ZA, Interview 
#3) 

"My biggest improvement happened when I took the classes and interacted with 
my classmates. My English improved in the pronunciation classes, but I still have 
a little hesitation delivering myself, but they understand better...and... I can speak 
my intention more precisely, clearly. I now talk more with my professors and 
when I don't understand something, I ask to a professor to clarify it. I am not shy 
anymore. I am aggressive. My class presentation becomes better and better 
because we practiced again and again" (KI, Interview #3) 
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One participant added that the IT A Program helped him learn more about the 

American culture, 

"This is a great experience for me as graduate student and all international 
students... because they have chance to learn about...some.. .uh...customs in 
U.S. I think it will be very helpful for international students who live in the U.S. 
because they have to accustom to everything here; no matter the language or 
the... way they are talking, the way they are living... and they have to adapt to 
them and the classes help people to understand these kind of things" (JO, 
Interview #3) 

Likewise, in answering question number 9 of the post-questionnaire, the 

participants claimed that their listening and speaking skills had improved and that they 

now felt more confident when interacting with their professors and classmates. Through 

the extensive practice they had had in their presentations in the Academic Language 

Proficiency classes (pronunciation classes), they were able to practice and improve their 

enunciation, pronunciation and presentation skills; 

I think I have improved my pronunciation because people in my department don't 
ask me to say it again a few times. The IT A Program gave me a chance to 
overcome my nervousness when talking to professors and fellow students (DM, 
post-questionnaire) 

The IT A classes made me feel more confortable when I speak and give 
presentation in the classes in my major (YW, post-questionnaire). 

It really helped me to improve in oral English and now I feel more confortable 
than ever before in interacting with undergraduate students and my fellow 
graduate students (ZA, post-questionnaire) 

I practiced a lot of pronunciation, and is very useful for interacting with my 
professors and fellow students. I have confidence! (BX, post-questionnaire) 

Absolutely yes. In terms of the improvement in my English skills, especially my 
confidence in improving the skills. The classes for ITAs are very helpfiil for me 
as a graduate student because it give me a lot of chance to do "real" practice. Now 
I feel much better if I give a presentation in my seminars (PL, post-questionnaire). 
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The ITA classes improved or brushed my ability of English. I feel more confident 
student. It taught me how to communicate well with professors and classmates 
(TO, post-questionnaire). 

I can now understand a lot more my classes, and talk a lot more because I'm 
confident. I feel better when I do presentations (AI, post-questionnaire) 

It made me feel more confortable when I speak and give presentation in public 
because many Chinese students don't like to speak in public (JH, post-
questionnaire) 

I feel more confident with my speaking skills. I learned more about presentations 
and use of visual aides to improve them. I learned about powerpoint. I increased 
my vocabulary and communication skills (SP, post-questionnaire) 

SM's final journal entry summarizes the impact of the ITA Program on her, 

I have gained more confidence and knowledge that I can apply as a graduate 
student. For example, I learned about different ways at presenting information, 
how to make effective overheads and use graphic effects with powerpoint, and to 
improve my performance in presentations by speaking louder, slower and clearly. 
I am working now on my pronunciation skills. This is very important for me 
because it will help me to communicate better with my professors, classmates, 
researchers and other people. In particular, it will make my presentations clearer 
and make me feel more confortable about speaking in public. I am also interested 
in improving my writing skills that I will need more and more writing reports, 
projects, papers and my dissertation (SM, journal entry) 

YC makes an interesting point in his journal entry by stating that the activities in 

the ITA Program help prepare the students not only as undergraduate teachers and 

graduate students, but also for their future careers outside academia. 

It is true that the ITA program has impacted me as a graduate student and teacher. 
I think the presentations we did are useful and also the teaching skills we learned. 
But they will help you even in a technical area like I have because you need to 
share your knowledge and opinions and do presentations in your future job. We 
are always teaching and doing presentations in future careers we have. I am more 
confident with speaking skills, too and if I get a job in the States, I need to speak 
English very well (YC, journal entry) 
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Through the qualitative data collected via interviews, pre- and post-questionnaires 

and journal entries, it became clear that the IT As felt the IT A Program had impacted 

them as graduate students. They reported feeling more comfortable with the language 

and confident in their aural-oral skills. They also stated that the oral presentations they 

were making in their graduate classes were much better due to the communication and 

audio-visual techniques they had learned in the Program. In addition, the participants 

said that at the end of the IT A Program they were interacting more often and more 

comfortably with their professors and native speaker classmates because of their 

perceived improved aural-oral skills and better understanding of the American culture. 

4.4.2. Quantitative analysis of pre- and post- SPEAK scores and 
pre- and post- self-report of oral skills 

As examined and discussed in sections 4.3.1 and 4.3.2, the IT As' pre- and post-

SPEAK scores were used to measure the IT As' oral proficiency. The pre-SPEAK 

median for the participants was 45, and the mean, 44.1. The post-SPEAK median 

increased to 50, and the mean to 48.3 (Figure 4.2, p. 122). In addition, Table 4.1 (p. 121) 

shows that on the pre-SPEAK seven (30.4%) of the twenty-three participants in this 

study scored 40 out of a possible 60, and that number decreased to only two (8.7%) on 

the post-SPEAK. Although thirteen of the participants (56.5%) had started oflF with a 

pre-SPEAK of 45, and three participants (13%) had received a score of 50, seven (30.4%) 

scored 45 and twelve (52.2%) were able to score 50 on their post-SPEAK. Finally, 
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despite having had no participants score 5 S or 60 on their pre-SPEAK, one participant 

scored a SS (SM), and another one a 60 (TK) on their post-SPEAK. 

After running paired t-tests on the variables of SPEAK and self-report of oral 

skills to check for significance of mean differences, the results reported on Table 4.5 

(p. 125) show that the t score for the paired t-test of SPEAK scores is -6.876, and that the 

two-tailed p value is significant (p=.000) at .01 alpha level (p<.01). Moreover, the results 

on Table 4 .7 (p. 130) demonstrate that the t score is -17.3 for self-report of oral skills, 

and that the two-tailed p value is also significant (p=.000) at .01 alpha level (p<.01). 

As seen from the results of the paired t-tests run on the variables of self-reported 

oral skills and SPEAK scores, there was a significant difference in both dependent 

variables, and section 4.5 of this dissertation (pp. 164-198) displays and discusses the 

results of correlations and multiple regression analyses run on the four variables above. 

The results obtained via quantitative and qualitative methods show that the IT A 

Program impacted the participants very positively as graduate students mainly in the 

areas of aural-oral L2 interaction and oral presentation. 
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4.5. To what extent do the ITAs' individual differences (age, length of stay in 
the U.S.A., TOEFX. scores, previous teaching experience, use of LI, use of L2, 
and motivation/ attitudes) account for the variation of the impact of the 
ITA Development Program on them? 

A number of theoretical and empirical studies have showed that individual 

characteristics greatly affect the processes of L2 acquisition and learning (Domyei, 1994; 

Ehrman & Oxford, 1995; Gardner, 1985; Green, 1993); however, very little empirical 

investigation has been done in the context of ITA mentoring and development regarding 

individual differences and their impact and effects on the different learning outcomes of 

IT As 

After all the quantitative data had been compiled from the self-reported pre- and 

post-questionnaires filled out by each ITA, paired t-tests were run on all four variables 

with pre- and post-scores (i.e., SPEAK scores, mid- and end-semester student 

evaluations, and self-evaluation of oral and teaching skills) to test if the differences in the 

means were significant. Then a Pearson Correlation was run on the four dependent 

variables (ITAs' SPEAK scores, mid- and end-semester student evaluations, and self-

evaluation of oral skills and teaching skills), and the seven independent variables (ITAs' 

age, length of stay in the U.S.A., TOEFL scores, previous teaching experience, use of LI, 

use of L2, and motivation/ attitudes) to look for significant differences among the 

variables. Finally, multiple regression analyses were used to estimate how the 

independent variable(s) contributed to the variance in the two dependent variables found 

to be statistically significant (i.e., SPEAK and student evaluations). 
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This research question was also investigated qualitatively based on a triangulation 

of sources obtained via the three audiotaped individual interviews with the IT As 

(Appendix H), the journal entries done by them, and the two videotaped class 

observations of each of the three IT As in the nested study (Chapter S). 

4.5.1. ITAs' ages, length of stay in the U.S.A., previous teaching experience, and 
TOEFL scores 

In investigating the extent to which ITAs' individual differences might have 

played a role in the impact and effects they got from the ITA Program, the first 

independent variables examined were the ones the participants had brought with them. 

There was a great difference in the participants' ages (Table 4.11), length of stay in the 

U.S. A (Table 4.12), previous teaching experience (Table 4.13), and TOEFL scores (Table 

4.14). The participants' ages varied from twenty-four to forty-five years, with a median 

age of 29 years, and a mean of 30 (30.26). In fact, twenty (87%) of them were in their 

mid-twenties/early thirties, twelve (52.1%) of whom were between twenty-seven and 

thirty, and the remainder three (13%) were in their mid forties as shown in Table 4.11: 

Table 4.11: ITAs' ages: 

Age N % 

45 01 4.3% 
44 02 8.7% 
33 01 4.3% 
31 02 8.7% 
30 04 17.4% 
29 03 13.0% 
28 01 4.3% 
27 04 17.4% 
26 02 8.7% 
25 01 4.3% 
24 02 8.7% 
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The ITAs in this study had all been in the United States, and more specifically in 

Tucson, Arizona from 8 to 36 months, eleven (47.8%) of whom between 9 and 12 months 

(Table 4.12). Since this ITA Program was not mandatory, ITAs signed up for the ITA 

Program whenever they felt they could afford the time to practice their English skills 

and/or when they realized after a semester or a couple of semesters, that they were not 

doing as well as they could as teaching assistants and/or graduate students. 

Table 4.12: ITAs' length of stay in the U.S.A: 

Months N % 

36 months 05 21.7% 
29 months 01 4.3% 
24 months 02 8.7% 
18 months 02 8.7% 
12 months 05 21.7% 
09 months 06 26.1% 
08 months 02 8.7% 

The ITAs' teaching background experience was quite varied as well as we can see 

from Table 4.13; two (AI and DM) had taught for 12 years; nevertheless, eight of them 

(34.8%) had never taught before. 

Table 4.13; ITAs' teaching experience: 

Vfnnthc M o/„ 
144 months 02 8.7% 

72 months 01 4.3% 
48 months 01 4.3% 
24 months 03 13.0% 
20 months 01 4.3% 
12 months 01 4.3% 
09 months 01 4.3% 
06 months 03 n.O'M 
02 months 02 8.7% 
0 months 08 34.8% 
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Administrators and Program Coordinators in American universities constantly ask 

themselves whether or not the TOEFL (Test Of English as a Foreign Language) can 

predict future academic success. The answer given by ETS (English Testing Services) is 

very clear; "The TOEFL test is a measure of general English proficiency. It is not a test 

of academic aptitude or of subject matter competence, nor is it a direct test of English 

speaking or writing ability. (...) Do not use TOEFL test scores to predict academic 

performance" {TOEFL Test & Score Manual, pp. 25-27). 

The ITAs' TOEFL scores listed in Table 4.14 below reveal that the highest score 

for the participants in this study was 640 (out of a possible 677 total - paper-based). 

Although there weren't many participants with the same score, three (13%) scored 637, 

another three (13%) 597 and four barely met the minimum requirements of the University 

of Arizona acceptance requirements for graduate studies; 550; i.e., two (8.7%) scored 550 

and another two (8.7%), 553. Overall, thirteen students (56.5%) scored less than 600 

and ten (43.5%) scored 600 or above. 

Table 4.14: ITAs' TOEFL scores 

TOEFL 
Scores N % 
640 01 4.3% 
637 03 13.0% 
630 01 4.3% 
627 01 4.3% 
623 01 4.3% 
620 01 4.3% 
617 01 4.3% 
600 01 4.3% 
597 03 13.0*/. 
595 01 4.3% 
593 01 4.3% 
583 01 4.3% 
577 01 4.3% 
573 01 4.3% 
560 01 4.3% 
553 02 8.7% 
550 02 8.7% 



Many universities nationwide are tempted to support the idea that a correlation 

between the SPEAK and the TOEFL exists and that a TOEFL score beyond 600 (out of a 

possible 677 total - paper-based or 300 total - computer-based) should be enough to hire 

someone as a TA. The confusion may be explained from the way the TOEFL booklet 

describes its objective; "the purpose of the TOEFL test is to evaluate the English 

proficiency of people whose native language is not English" {TOEFL Information 

Bulletin 2000-01, p.3). However, the TOEFL is not a direct test of English speaking 

skills; whereas the TSE (Test of Spoken English) states in its manual that "the primary 

purpose of the TSE test is to measure the ability of nonnative speakers of English to 

communicate orally in English" (TSE Information Bulletin 2000-2001, p. 3). 

Table 4.15: ITAs' TOEFL and Pre-SPEAK scores 

TOEFL scores Pre- SPEAK 
scores 

N 

550 40 01 
50 01 

553 40 01 
50 01 

560 40 01 
572 45 01 
577 45 01 
583 45 01 
593 45 01 
595 45 01 
597 40 01 

45 02 
600 45 01 
617 SO 01 
620 40 01 
623 40 01 
627 45 01 
630 45 01 
637 40 01 

45 02 
640 45 01 
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The data shown on Table 4.15 together with the Pearson Correlation test results in 

section 4.5.4.2 confirm the suggestion that there is no correlation between these two 

proficiency tests (. 197) in the 0.1 alpha level. In fact. Table 4.15 demonstrates that the 

students who got 40 on the pre-SPEAK (the lowest score for the participants in this 

study) had scored from 550 to 637 (the latter being one of the highest TOEFL scores 

among the ITAs in this study) on their TOEFL. Interestingly enough, there were only 

three participants who obtained 50 on the pre-SPEAK (the highest SPEAK score among 

the participants), and among those, two had scored the lowest TOEFL scores among the 

ITAs in this study; 550 and 553. These results reinforce the English Testing Services' 

(ETS) findings that there is no correlation between the TOEFL and the SPEAK/TSE 

scores. Therefore, the TOEFL scores should not be used to evaluate and/or predict oral 

proficiency of IT As. 

4.5.2. Use of LI and L2 

One of the doubts that IT A trainers have relates to the amount of native language 

(LI) and English (L2) that the IT As use on a daily basis. Although it is important that the 

IT As be exposed to and praaice their L2 that should not happen at the expense of the 

dramatic reduction and/or elimination of the use of their L1. Being away from their 

home countries and family and fnends, the IT As use their LI as a way to remain 

connected to their roots. Also, some IT As bring their families along with them, and it is 

only natural that they speak in their mother tongue when they are around them. 
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Nevertheless, how much of the IT As' LI and L2 should be used on a daily basis and how 

much of their use accounts for the impact of the ITA Program on them? 

Tables 4.15 and 4.16 show, respectively, the amount of LI and L2 that the 

twenty-three participants in this study have reported using daily when they filled out the 

pre-questionnaire (questions # 7-14 - Appendix F), and the post-questionnaire (questions 

# 8-15 - Appendix G). From Table 4.16, we can see that the amount of hours of LI 

reported by the participants in the pre-test varied from 0 hrs to 13.5 hrs; whereas in the 

post-test, the amount of daily use of LI varied from .42 hrs to 11.0 hrs. It is interesting to 

note that there was at least one participant (IB) who claimed not using LI at all in the pre

test, but in the post-test, he stated he was then using .42 hrs. a day, and justified the 

difference by stating that by the end of the semester, he had started reading his home 

country's newspaper online everyday to keep updated about current events in Mauritania. 

The participants who used LI the most on a daily basis were the ones that either had 

friends and/or roommates from the same home country (DM, FL, JO, JH, BX,WZ, ZA, 

HE, WW, TO, SP and YH) or were married and had family here with them (KI, CH, SH, 

YC, and GA). 

It is important to note that self-reported LI daily usage was concentrated between 

2.0 and 6.0 hours for eleven of the participants (47.8%) in the pre-test. In the post-test, 

the concentration of self-reported results were more spread out and varied from 2.0 to 

11.0 hours. Although there was a decrease in the mean of the total amount of hours the 

participants spent using their native language from 13.5 hrs to 11.0 hrs, some ITAs 

started using their LI more towards the end of the semester because they said they were 



170 

feeling homesick and were now getting in touch more often with friends and relatives 

back home. In fact, most of the increase in the daily use of LI was reported to have been 

via the internet, mainly via emails, 

I am in touch with my family and friends who do not write in English. Therefore, 
the only way we can still keep in touch remain French or Pulaar (IB, pre-
questiotmaire) 

I use email to write to my parents and friends in Sri Lanka (CH, pre-
questionnaire) 

Email from Japanese friends in Japan (they cannot write messages in English) 
(TO, pre-questionnaire) 

I write email to my family (JO, pre-questionnaire) 

When I write letters or email (YH, pre-questionnaire) 

Table 4.16: ITAs' self-report of daily use of LI 
(total hours: listening, speaking, reading and writing) 

Li: PRE N % LI: POST- N % 
TEST TEST 
13.5 hrs. 01 4.3% H.O hrs. 02 8.7% 
11.5 hrs. 01 4.3% 10.9 hrs. 01 4.3% 
10.5 hrs. 01 4.3% 9.8 hrs. 01 4.3% 
9.8 hrs. 01 4.3% 8.5 hrs. 02 8.7% 
8.8 hrs. 01 4.3% 7.5 hrs. 02 8.7% 
8.5 hrs 01 4.3% 5.5 hrs. 01 4.3% 
8.0 hrs. 01 4.3% 5.2 hrs. 01 4.3% 
7.5 hrs. 01 4.3% 4.5 hrs. 02 8.7% 
6.0 hrs. 02 8.7% 4.3 hrs. 01 4.3% 
5.5 hrs. 01 4.3% 4.0 hrs. 01 4.3% 
5.0 hrs. 03 13.0% 3.0 hrs. 01 4.3% 
4.8 hrs. 01 4.3% 2.7 hrs. 01 4.3% 
3.5 hrs. 02 8.7% 2.3 hrs. 01 4.3% 
2.0 hrs. 02 8.7% 2.0 hrs. 02 8.7% 
1.7 hrs. 01 4.3% 1.5 hrs. 01 4.3% 
1.3 hrs. 01 4.3% 1.3 hrs. 01 4.3% 
.42 hrs. 01 4.3% .84 hrs. 01 4.3% 

0 hrs. 01 4.3% .42 hrs. 01 4.3% 
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Regarding the IT As' daily use of English in all of the four skills (listening, 

speaking, reading and writing), the self-reported results as seen in Table 4.17 varied from 

4.0 hours to 19.0 hours in the pre-test, and 6.5 hours to 19.0 hours in the post-test. There 

was a visible increase in the overall number of participants using more L2 on a daily 

basis; i.e., eleven (48%) of the participants used L2 between 4.0 hours and 8.5 hours in 

the beginning of the semester in contrast to only five (21.7%) at the end of the semester, 

and fifteen of the participants (65.2%) were using English for twelve hours or more at the 

end of the semester, as opposed to the initial eight (34.8%) in the beginning of the term. 

Table 4.17: ITAs* self-report daily use of L2 
(total hours: listening, speaking, reading and writing) 

L2: PRE
TEST 

N % L2:P0ST-
TEST 

N % 

19.0 hrs 02 8.7% 19.0 hrs 03 13.0% 
15.0 hrs 01 4.3% 17.0 hrs 02 8.7% 
14.5 hrs 01 4.3% 15.5 hrs 03 13.0% 
14.0 hrs 03 13.0% 12.5 hrs 03 13.0% 
13.0 hrs 01 4.3% 12.0 hrs 04 17.4% 
11.5 hrs 02 8.7% 11.8 hrs 01 4.3% 
II.0 hrs 01 4.3% 11.5 hrs 01 4.3% 
10.5 hrs 01 4.3% 9.5 hrs 01 4.3% 
8.5 hrs 05 21.7% 8.0 hrs 01 4.3% 
7.3 hrs 01 4.3% 7.5 hrs 01 4.3% 
5.5 hrs 01 4.3% 7.0 hrs 01 4.3% 
4.5 hrs 01 4.3% 6.8 hrs 01 4.3% 
4.0 hrs 03 13.0% 6.5 hrs 01 4.3% 

The increase in the amount of L2 daily usage took place because as the semester 

unfolded, the ITAs had more materials to read, presentations to make and papers to write 

not only in the ITA Program, but also in their own graduate classes. Also, the 

participants were encouraged to practice their spoken skills outside the ITA classes 
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through various homework assigmnents. The major goal of these assignmems was to 

ensure that the participants were practicing their L2 as much as possible on a regular 

basis in order to instill confidence in them, and to provide them with extensive practice so 

that they could improve their L2 skills. Some of the participants' reflections on the 

experience of practicing English with native speakers outside the classroom were quite 

revealing. In this particular homework assignment, the ITAs had to interact in English 

with somebody they had never talked to before (preferably a native speaker), and then 

reflect on the experience by writing a journal entry. They were then invited to share their 

thoughts with the whole group in the following class meeting. Eight of the most 

interesting journal entries are included here; 

I am so excited. I needed some milk for my coffee, so I went over to my 
neighbor's and asked her for it. She gave me some and we started talking and then 
she came over for some coffee. I think we started a fiiendship! (SP, journal entry) 

My roommate has a girlfi-iend, but I never talked to her or him because they are 
always in the dating mood, and I did not want to be rude. But because of the 
homework, I talked to her, and she is much fun; we laughed and talked. We are 
good fnends now (YH, journal entry) 

I was at the bus stop, and I saw a classmate I never talked, then I said 'hi.' We 
started talking and he lived in Japan - and I am from Japan. Then he said my face 
look familiar, and I thought the same, and we live in the same apartment complex 
- not in Japan, but here. We live in the same apartment complex, but we never 
talked before. It is so much flin. We spoke in English and we are good fnends 
now (TO, journal entry) 

I called a 1-800 number and canceled my wife's credit card. I talked almost 30 
min with a customer service representative, and I understood ALMOST 
EVERYTHING (DM, journal entry) 

I spoke in English with my Chinese roommate. He thought it strange, why I was 
doing it, but we spoke English and it was Am, interesting (JO, journal entry) 
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I had the homework assignment, so I went into the bookstore and I asked for a 
cook book. I don't cook, but I had the English assignment, so I asked for a cook 
book. The saleswoman asked me to talk to another lady, and when I was talking 
to the lady, a fHend of mine came by and asked me why I was buying a cook 
book. Then, I started talking with my friend and I explained I do not cook and I 
don't want a cook book, but I was doing my English homework (SM, journal 
entry) 

I work in a lab and I do experiments. My colleagues in my office and I always 
have a lot of question about the experiments, but I was very afraid because he 
speaks English very fast, and I never ask him anything. So I went and talked to 
him about the experiments, and he was so nice and I understood his explanation. 
He is very nice. My colleagues were surprised that I was not afraid. I was feared 
him, but he is nice. He is really nice. Now I go talk to him all the time (CH, 
journal entry) 

I needed to make changes in my car insurance policy. I always do it on-line. But 
because of the homework, I called the company and learned about many options 
that I did not know before. I am happy I called them. I wanted on the internet, but 
I remembered you say; "talk to somebody in English - somebody you normally 
don't talk to, so I called up Geiko and they are the cheapest. Really. Now I have 
made the changes I wanted and I didn't go on-line. I am happy (PL, journal entry) 

The sense of pride in my students' faces was transparent through their tone of 

voice and the amount of gesturing they used when they were invited to read their pieces 

to the whole group in the following class meeting. They shared that they were excited to 

learn that they were able to overcome their fears and anxieties and actually communicate 

in L2 and be understood. They were also thrilled that in the process of practicing the 

language, they made friends with some of the people they interacted with. 

The ITAs' use of LI and L2 reported here were then used in a Pearson 

Correlation test to look for significant differences among the independent and dependent 

variables in order to explain or predict the change in the two dependent variables found to 
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be statistically significant; the achievement variables of SPEAK and student evaluation of 

teaching. 

4.5.3. Motivation and Attitudes 

Various studies (Gardner, 198S; Lalonde & Gardner, 1985) have showed strong 

association between scores on these measures and achievement in L2. According to Ellis 

(1994) and Towell & Hawkins (1994), the individual differences learners possess account 

not only for the manner and rate of learning an L2, but also for the ultimate attainment 

they achieve. Thus, if learners believe that knowing the language will help them in the 

future, or if they want to travel and/or study in other countries, they will also adopt a 

more positive attitude towards L2 (Gardner, Trembley, & Masgoret, 1997). 

Since motivation and attitudes seem to play such a key role in L2 learning and 

achievement, these two factors were also investigated regarding the extent of which they 

impacted the IT As' outcomes in the IT A Program. In the pre- and post-questionnaires 

(Appendices F and G), there were four 5-point Likert scale items designed to assess the 

participants' motivation and attitudes towards English; 

* (#18 and #1) On a scale from 1-5, how much do you like English? 

12 3 4 5 
Not at all A lot 

WHY? 

*(#I9 and #2) On a scale from 1-5, how much do you like Americans and the United States? 

12 3 4 5 
Not at all A lot 

WHY? 
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*(#20 and # 3) On a scale from 1-5, how much would you like to sound like an American? 

1 2 3 4 5 
Not at all A lot 

WHY? 

*(#21 and #4) On a scale from 1-5, how comfortable do you feel when you interact with native 
speakers? 

1 2 3 4 5 
Very uncomfortable Very comfortable 

WHY? 

In the pre- and post-questionnaires, the participants were asked to rate how much 

they liked English. In both questionnaires, one participant (PL) stated he did not like 

English at all despite the fact that his oral English had improved by five points in the 

SPEAK (40-45) at the end of the semester. He still perceived English to be too different 

than his LI, thus making it very hard for him to learn it. As seen from Table 4.18, 

eighteen students (78.3%) already liked English from the start and by the end of the 

semester, the total number raised to twenty (87%). 

Table 4.18: ITAs' liking of English 

PRE-QUESTIONNAIRE POST-QUESTIONNAIRE 

1 (Not at all) 01(4.3%) 
2 
3 04 (17.4%) 
4 08 (34.8%) 
5 (A lot) 10 (43.5%) 

KNotataU) 01(4.3%) 
2 
3 02 (8.7%) 
4 04 (17.4%) 
5 (A lot) 16 (69.6%) 

In the beginning of the semester ten ITAs (43.5%) reported liking English a lot, 

and the number increased to sixteen (69.6%) by the end of the course. The ITAs who had 
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rated their liking of English as a '4' or higher backed up their ratings by stating the 

functional value of the language; 

Ratings Comments from Questionnaire 

(S) Being able to read English has open a whole world of 
possibilities of knowing-learning to me. Understanding English, 
writing and speaking it fluently means being able to communicate 
with many people (DM, pre-questionnaire) 

(5) It is useful. I like English. English is the common language in the 
world and it plays an important role in the whole world (ZA, pre-
questionnaire) 

(S) It is a great tool to learn new knowledge, and you can talk to 
almost anyone in English (PP, pre-questionnaire) 

(S) English increases my possibilities of knowledge and general 
culture, also of communication with more people (KI, pre-
questionnaire) 

(S) I like English very much. It is widely used all over the world. 
People from different countries can communicate with each other 
in English (WW, post-questionnaire) 

(S) English is a very useful communication tool not only here, but 
around the world. Sometimes it has a little crazy rules, but I would 
like to master English (CH, post-questionnaire) 

(5) I love to learn to express my ideas and thoughts in a completely 
different way to the one I am used to. English is completely 
different from Spanish! (SM, post-questionnaire) 

(4) I like it very much because it expands my knowledge and is an 
adventure for me (GA, pre-questionnaire) 

(4) I am here because I knew English is fundamental for a possible 
international job seeking. It is a universal language and vector of 
globalization in the world (IB, pre-questionnaire) 

(4) I like it because it is a wonderful tool, it allows me to talk and 
understand a lot of people which is great!! (SP, post-questionnaire) 
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(4) It really brings me much of fun, 1 mean, from English novels, 
songs, movies, and the education opportunity here (SH, post-
questionnaire) 

The majority of the ones who rated their liking of English a '3' or less stated that 

they do not like it very much because of the degree of difficulty that the language 

imposes on them; 

Ratings Comments from Questionnaire 

(3) Because it is a hard language and I have been studying it for a long 
time (WZ, pre-questionnaire) 

(3) I meet many difficulties when I speak English, but I have to like it 
(BX, pre- and post-questionnaires) 

(3) I can like it only to such degree because I really need it to live for, 
but I believe whatever high level I reached, I cannot use it as my 
mother tongue (HB, pre-questionnaire) 

(3) It's not easy, because the spelling is different from the speech. I 
can read very well, but it is not enough for talking (AI, pre-
questionnaire) 

(1) Actually I don't like English because it is a really difficuh 
language to be learned. But I have to like English because of my 
studies (PL, pre- and post-questionnaires) 

From the ratings and comments above, it seems that the IT As' main 

reasons for enjoying English or not were related to the utilitarian or instrumental use L2 

had for them (Lambert et al., 1962; Gardner and Maclntyre, 1991), and whether or not 

English was easy for them to understand, speak and/or write. It is also interesting to note 

that some of the ITAs stated that they felt 'they had to like it' either because it is a 

universal language and/or because they need it to finish their degrees here in the U.S.A. 
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As Peirce (199S) points out, "if learners invest in a second language, they do so 

with the understanding that they will acquire a wider range of symbolic (language, 

education, and fnendship), and material resources (capital goods, real estate, and money), 

which will in turn increase the value of their cultural capital" (p. 17). 

In another S-point Likert scale question, the participants were asked how much 

they liked the Americans and the United States because there is a close link between the 

way we speak and the way we perceive our identity and our world (Banks, 1994). SLA 

researchers agree that language learners arrive in class with different motivations and a 

variety of attitudes about second language learning, some of which will enhance their 

prospects for being successful students, and others will have the opposite effect. Ellis 

(1994), for example, states that L2 learners manifest different attitudes towards "(I) the 

target language, (2) target language speakers, (3) the target-language culture, (4) the 

social value of learning the L2, (S) particular use of the target language, and (6) 

themselves as members of their own culture" (p. 198). Language learners come to class 

with positive, negative or mixed attitudes about the L2, the people who speak it, and their 

culture. Therefore, if they have a high regard for the target language and the people who 

speak it, their desire to learn it will most likely be high. 

As we can see from Table 4.19, their attitudes toward Americans and the 

U.S.A. remained constant except for one participant, KI, who went from a' T in the pre-

questionnaire to a '2' in the post-questionnaire. KI justified his rating by claiming that "I 

miss my country and my people. I am a Korean in America. I have a strong sense of 

being Korean and I cannot be mixed like oil and water. I will not let my kid grow old as 
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Americanized Korean" (KI, pre-questionnaire). 

Table 4.19: ITAs' liking of Americans and the U.S^ 

PRE-QUESTIONNAIRE POST-QUESTIONNAIRE 

1 (Not at all) 01(4.3%) 
2 01 (4.3%) 
3 09(39.1%) 
4 11(47.8%) 
5 (A lot) 01 (4.3%) 

1 (Not at all) 
2 02 (8.7%) 
3 09(39.1%) 
4 11(47.8%) 
5 (A lot) 01(4.3%) 

Overall, the students enjoy the many opportunities the country offers them and 

think the American people are nice. Nevertheless, many feel at odds with the American 

lifestyle; 

Ratings Comments from Questionnaire 

(S) Americans are friendly and they respect others'opinions. United 
States give a lot of opportunities to people from other countries. I 
want to live here forever: liberty and technology (PP, pre-
questionnaire) 

(4) I see there is a lot of opportunities, economical resources and 
great diversity on options, ways of being and living, 
everything seems changing and growing. Americans have 
take advantage very well of the diversity of cultures that have 
influenced them. I don't like the sense of consumption, buy-buy-
buy everything, use and throw it away (DM, pre-questionnaire) 

(4) I have had good experiences being here and I like the place. There 
are many things I don't understand from the Americans but it is 
their way to be (GA, post-questionnaire) 

(4) It is a wonderful place with very kind people, and U.S. provides 
perfect and fair opportunity for people, but I don't like the lifestyle 
and food (TO, post-questionnaire) 

(4) Americans are very kind and nice. They live a confortable life. 
They strive hard for their life. US is a nice place to work and live, 
in which most people from world are working, studying (JO, post-
questionnaire) 
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(3) USA is a great country. It is possible to do lots of things, but 
there is a lot of problems too. The Americans are good people, 
most of the times, but they have not good mood, they don't 
understand the limitations of the other people, they lose their 
patience so many times (AI, post-questionnaire) 

(3) I like U.S. because of the opportunities that it offers to me, 
but I don't like the life style here. Everybody lives in a 
hurry!!! I don't like that. About Americans... I have met 
very nice ones and others not as nice (IB, pre-questionnaire) 

(3) I like the opportunities that I have here to study. I like the 
environment here, the people. But I don't think I could like in 
the North without latino's influence. Cultural differences it's 
hard to deal sometimes (SM, post-questionnaire) 

IT As come from various cultural and educational backgrounds, have diverse 

levels of L2 proficiency, and different motivations and attitudes towards English. 

Because they realize that English is a necessary tool in their quest for achieving their 

academic and professional goals in the U.S. A, most ITAs are concerned about their 

English proficiency in the American classroom, mainly when they are fulfilling the role 

of teachers. Although IT As may face positive classroom experiences in the IT A 

Program they take part in to improve and/or deepen their linguistic, cultural and 

pedagogical skills, it is important to keep in mind that motivation and attitudes might 

play a key role in the variation of the impact of such a Program on them. Thus, L2 

fluency depends at least as much on emotional factors as on amount of practice. 

When asked how much would they like to sound like an American, ten IT As in 

the pre-questionnaire (43 .5%) stated that they would like that very much, whereas only 

six (26.1%) admitted to wanting that in the post-questionnaire (Table 4.20). 
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Table 4.20: ITAs' motivation to sound like an American 

PRE-QUESTIONNAIRE POST-QUESTIONNAIRE 

1 (Not at aU) 02(8.7%) 
2 02 (8.7%) 
3 02 (8.7%) 
4 07 (30.4%) 
5 (A lot) 10 (43.5%) 

l(NotataU) 01(4.3%) 
2 02 (8.7%) 
3 04 (17.4%) 
4 10 (43.5%) 
5 (A lot) 06(26.1%) 

In the beginning of the semester when the IT As were asked to justify their ratings 

in the pre-questionnaire, the functional value of the language came into play again with 

some IT As concerned with short-term goals (to fulfill their academic and/or cultural 

needs) and others with long-term goals, such as their future careers; 

Ratings Comments fi'om Questionnaire 

(5) 

(5) 

(5) 

(5) 

(5) 

(4) 

(4) 

(4) 

Because that would mean I speak English well and I can 
communicate with American more efficiently (CH, pre-
questionnaire) 

Because it will allow me to be more integrated into the American 
life (YC, pre-questionnaire) 

It's the way English supposed to be, and it will help me in my 
education and future profession (YW, pre-questionnaire) 

Of course, the higher, the better. To speak a good English is very 
important for me to find a job in US after my graduation (PP, pre-

questionnaire) 

Job requirement and personal goal (GA, pre-questionnaire) 

Everybody likes to sound like an American(SM, pre-questionnaire) 

I really want to speak a satisfactory formal English with good 
pronunciation. If in addition I can for sometimes perform like an 
American, it will be great (JH, pre-questionnaire) 

Because in my field speech is a tool, specially when working with 
students, I need to be clear and explicit (AI, pre-questionnaire) 
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(4) I would like to sound like an American as it helps me to teach well 
and interact well with students. But, I don't want to be a 100% 
native speaker (CH, pre-questionnaire) 

(4) I want everybody to understand what 1 am talking about (from 
north to south and from east to west) (IB, pre-questionnaire) 

(4) I believe that learning a good pronunciation and sound like an 
American is part of speaking a language well. I think it also helps 
to communicate better (SP, pre-questionnaire) 

Although the answers in the post-questionnaire did not change much, and many 

ITAs still wanted to "sound like an American," some stated that their expectations had 

probably been set too high and/or that although it is OK to improve your English, you can 

still have an accent so long as you can communicate well and be understood by others; 

Ratings Comments from Questionnaire 

(4) I think there is nothing wrong with having a foreign accent, 
as long as it does not affect a good communication in English 
(SM, post-questionnaire) 

(4) I am realist, I know I won't never have an native American accent. 
But I would like to have a good/correct pronunciation (SP, post-
questionnaire) 

(4) As long as someone else understand me, it is OK to be a foreigner 
(JO, post-questionnaire) 

(4) I do not want to sound like an American, but rather pronounce 
English in a way that is understable and presentable to the English-
speaking world (GA, post-questionnaire) 

(4) I really don't care much about accent, but I really care about 
grammar mistakes and pronunciation (FL, post-questionnaire) 

(4) I want to be better understood, but I love my accent (DM, post-
questionnaire) 
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(3) Realistically, I don't think that I can free from the deep-rooted 
influence of my native language to which I have been exposed for 
more than 30 years (PL) 

As seen from the comments in the pre- and post-questionnaires, the participants in 

this study are fully aware that English is a key component for achieving their academic 

and professional goals in the U.S.A. ITAs were concerned about their English 

proficiency in the American classroom from the beginning of the IT A Program; however, 

the number of IT As with expectations to "sound like an American" decreased from 

43.5% ("Everybody likes to sound like an American," SM, pre-questionnaire) in the 

beginning of the Program to 26.1% ("I want to be better understood, but I love my 

accent," DM, post-questionnaire) at the end of the Program. This change in perception 

and goals probably happened because the IT As perceived their goals to have been set too 

high, and maybe rather difficult to achieve in one semester only. It is interesting to note 

that by the end of the Program, the IT As had come to realize that speaking correctly and 

understanding and being understood were much more important than sounding like a 

native speaker. In fact, some of the IT As even admitted that they were rather proud of 

their accents 

Finally, in assessing the ITAs' comfort level around native speakers, I noticed that 

as with the answers the students gave in the third interview, the IT As claimed that at least 

in the beginning of the semester, they experienced a feeling of being uncomfortable 

around native speakers since the IT As sometimes misunderstood them because the native 

speakers spoke 'too fast,' and/or because the ITAs were oflen misunderstood due to their 

'heavy' accent. In the pre-questionnaire, twelve participants (52.2%) felt uncomfortable 
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interacting with native speakers, as opposed to only four (17.4%) at the end of the 

semester. By the same token, only one ITA (4.3%) reported feeling comfortable 

interacting with native speakers; whereas at the end of the semester, fifteen (65.2%) 

stated they felt at ease when interacting with native speakers (Table 4.21) 

Table 4.21: ITAs' degree of comfort in interaction with native speakers 

PRE-QUESTIONNAIRE POST-QUESTIONNAIRE 

1 (veiy uncomfortable) 02 (8.7%) 
2 10(43.5%) 
3 10(43.5%) 
4 01 (4.3%) 
5 (veiy comfortable) 

1 (veiy uncomfortable) 
2 04(17.4%) 
3 04(17.4%) 
4 14(60.1%) 
5 (very comfortable) 01 (4.3%) 

It is interesting to note that the participants sensed that the native speakers could 

not understand them due to the lack of proficiency of their oral English skills - except for 

one of the subjects that blamed it on the native speakers saying that the breakdown in 

communication occurred because "they [didn't] like to talk longer" (JO). In the pre-

questionnaire, when giving reasons why they had rated the item low (usually '2'or '3') in 

the 5-point Likert scale, the participants wrote; 

Ratings Comments from Questionnaire 

(2) I feel I didn't express my thoughts with the more appropriate 
English usage. I was very awared of my communication 
difficulties with native speakers, so that it made me nervous and 
not confident. This also affected my interaction with native 
speakers (SM, pre-questionnaire) 

(2) I didn't have too many problems to interact with native speaker. 
But because my English wasn't very good, sometimes they could 
not understand me (SP, pre-questionnaire) 

(3) I interacted with native speakers frecuently even if I made many 
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mistakes. I wasn't afraid of not being understood (DM, pre-
questionnaire) 

(2) Because the people didn't understand me (AI, pre-questionnaire) 

(2) I was afraid they did not understand me, so they would become 
upset or frustrated (GA, pre-questionnaire) 

(2) I feel not comfortable with speaking to native person. I cannot 
catch what he/she said (BX, pre-questionnaire) 

(2) I had some problems pronouncing some English words (PL, pre-
questionnaire) 

(3) Sometimes I couldn't understand head or tail of what they were 
talking. That may be because these people use lots of'slang' 
words when they are talking. Then, because of the same reason, I 
was silent most of the time. Initially, native speakers are 'strange' 
to me (CH, pre-questionnaire) 

(3) When I don't understand what native speakers said, I felt 
uncomfortable then I asked 'pardon' many times (TO, pre-

questionnaire) 

(3) I always found native speakers were confused when I was speaking 
since I cut the words a lot and my wrong pronunciation (JH, pre-
questionnaire) 

In the post-questionnaire, IT As reported feeling more comfortable in their 

interactions with native speakers because they could understand and feel understood 

more often, which boosted their confidence; 

Ratings Comments from Questionnaire 

(4) Now I feel more confortable. I realize the people understand me a 
lot more (SH, post-questionnaire) 

(4) I believe I can make them understand me and I understand them 
more (AI, post-questionnaire) 
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(3) Now I have to talk with them as I can understand most of the 
words and 'slangs,' but there are exceptions too.... (CH, post-
questionnaire) 

(3) I feel more confident of interacting, and I have more tools for 
speaking with them (FL, post-questionnaire) 

As Heller (1987) notes, it is through language that a person gains access to or is 

denied access to powerful social networks that give learners the opportunity to speak. 

As noted from the comments given by the IT As, their insecurities around native speakers 

in the beginning of the Program were mainly generated fi'om fear of communication 

breakdown. It is significant to note how uncomfortable the IT As felt talking to people in 

whom they had a particular symbolic [language, education, and fHendship], or material 

investment [capital goods, real estate, and money], (Peirce, 1995, p. 19). 

In some instances, the participants claimed they did not understand what their native 

speaker advisors, professors, and classmates said, and/or did not know how to respond 

appropriately. In other instances, the ITAs reported they were not being understood by 

the native speakers due to their accent, and/or lack of language proficiency. Both 

situations were the source of tremendous fhistration to the IT As, and they then restricted 

their interactions with native speakers to the minimum necessary. 

It is through obtaining higher proficiency in English that the ITAs feel more 

confident in their interactions with native speakers. Nevertheless, "self-

confidence. . develops as a result of positive experiences in the context of the second 

language and serves to motivate individuals to learn the second language" (Gardner, 

1985, p. 54). By the end of the ITA Program, the great majority of IT As (60.1%) 
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reported feeling comfortable in their interactions with native speakers for two major 

reasons; not only did they feel their aural/oral English skills had improved, but they also 

felt more confident. 

4.5.4. Quantitative Analyses; 

Many theoretical and empirical studies have demonstrated that internal and 

external factors - personal, social, affective, cognitive and/or cultural in nature -

(Brown, 1988; Ellis, 1994) affect the processes of L2 acquisition and learning. 

Among these factors, motivation and attitude, among others that exemplify individual 

differences, have been shown to greatly influence the learning processes (Domyei, 1994; 

Ehrman & Oxford, 1995; Gardner, 1985; Green, 1993). Nevertheless, little empirical 

investigation of individual differences and their impact on the different learning 

outcomes of international graduate students has been done, especially in the context of 

IT A mentoring and development. 

The self-reported pre- and post-questionnaires filled out by each IT A were used as 

the main source for the gathering of the data examining the extent to which some of the 

ITAs' individual differences (age, length of stay in the U.S.A., TOEFL scores, previous 

teaching experience, use of LI, use of L2, and motivation/attitudes,) account for the 

variation ofthe impact ofthe IT A Development Program on them. After all the 

quantitative data had been compiled, paired t-tests were run on all four variables with 

pre- and post-scores (i.e., SPEAK scores, mid- and end-semester student evaluations, and 

self-evaluation of oral and teaching skills) to test if the differences in the means were 
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significant; then a Pearson correlation test was done to establish the strength of 

relationships of continuous variables. In other words, the Pearson Correlation test was 

applied to look for statistical significance among the dependent variables (ITAs' SPEAK 

scores, mid- and end-semester student evaluations, and self-evaluation of oral skills and 

teaching skills), and the seven independent variables (IT As' age, length of stay in the 

U.S.A., TOEFL scores, previous teaching experience, use of LI, useofL2, and 

motivation/attitudes). Finally, a muhiple regression analysis was undertaken to study the 

contribution of the two dependent variables found to be statistically significant ( SPEAK 

and student evaluations) to the variance of the seven independent variables (IT As' age, 

length of stay in the U.S.A., TOEFL scores, previous teaching experience, use of LI, use 

of L2, and motivation/ attitudes). Thus, a muhiple regression analysis was performed to 

predict and test the performance on the dependent variables via the seven independent 

variables to see which of these independent variables and which combination of these 

variables allowed us to make the best prediction. 

In addition, the research question was investigated qualitatively based on a 

triangulation of sources obtained via the three audiotaped individual interviews with the 

IT As (Appendix H), the journal entries done by them, and the two videotaped class 

observations of the three ITAs in the nested study. 
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4.5.4.1. Paired t-tests 

As seen in sections 4.3.1-4.3.3 of this study (pp. 120-131), statistical tests were 

run using SPSS (Statistical Package for the Social Sciences) for Windows version 10.0. 

First, four paired t-tests were run on all of the four variables with pre- and post-scores, 

namely self-evaluation of oral skills, self-evaluation of teaching skills, SPEAK scores, 

and student evaluation of teaching to test if the differences in the means were significant. 

The results on Table 4.S (duplicated below for easier reference) show that the t 

score for the paired t-test of SPEAK scores is -6.876, and that the two-tailed p value is 

significant (p=.000) at .01 alpha level (p.<.01), which means that the ITAs' SPEAK 

scores improved significantly from the beginning to the end of the IT A Program. 

Table 4.5: Paired t-test of SPEAK scores: 

Pairad Sampits Test 

Paired DifTiBrences 

t df 
Stg. 

(2-tailed) Mean 
Std. 

Deviation 

Std. 
Error 
Mean 

95% Confidence 
Interval of the 

Difference 
t df 

Stg. 
(2-tailed) Mean 

Std. 
Deviation 

Std. 
Error 
Mean Lower Upper t df 

Stg. 
(2-tailed) 

Pair SPEAK 
1 SCORE 1 

(PRE-TEST) -
SPEAK 
SCORE 2 
(POST-TEST) 

-4.13 2.88 .60 -5.38 -Z88 -6.876 22 .000 

The student evaluation of teaching (means 1 and 2) also showed a difference as 

seen in Figures 4.6 and 4.7 (p. 127). The mean for the mid-semester evaluation was 4.03 

and the mean for the final student evaluation was 4.23. Thus, a paired t-test was run on 

this dependent variable to test if the differences in the means were significant (Table 4.6 -

(duplicated below for easier reference). 
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Table 4.6: Paired t-test of student evaluation means: 

Mrad Swnpla* TMt 

Paired Diffietences 

t df 
Sig. 

(2-talled) Mean 
Std. 

Devtation 

Std. 
Error 
Mean 

95% 
CanMence 

Interval of the 
•iffererK» 

t df 
Sig. 

(2-talled) Mean 
Std. 

Devtation 

Std. 
Error 
Mean Lcwier Upper t df 

Sig. 
(2-talled) 

Pair STUDENT 
1 EVALUATION 

MEAN1 
(PRE-TEST) -
STUDENT 
EVALUATION 
MEAN 2 
(POST-TEST) 

-16 13 03 -24 -09 -4.619 12 001 

The findings on Table 4.6 display the results of the paired t-test of the student 

evaluation means; the t score for the means is -4.619, and the two-tailed p value is 

significant (p=.001) at .01 alpha level (p.<.OI), which means that there was a significant 

difference between the student evaluation means that the IT As obtained in the beginning 

and at the end of the IT A Program. Indeed, student evaluations of their ITAs' 

performance improved significantly from mid-semester to final evaluation. 

Table 4.7: Paired t-test of self evaluation of oral skill 
Paired t-test of self evaluation of teaching skill 

Pakcd Swnplcs Test 

Paired DUfafBtices 

t df 
Sig. 

(2-(ailed) Maon 
Std. 

DoviaUan 

Std. 
Error 
Maan 

95% 
Confideftce 

Intefval of ttie 
Difforanca 

t df 
Sig. 

(2-(ailed) Maon 
Std. 

DoviaUan 

Std. 
Error 
Maan Lower Upper t df 

Sig. 
(2-(ailed) 

Pairl d)AAL -̂6RALi •2.6087 .7223 .1506 •2.921 •2.296 -17 J 22 .000 
Pair 2 TEACHING SKILLS 

PROFICIENCY TIME 1 
-1.61 -1.20 -6.20 22 .000 • TEACHING SKILLS -1.61 .94 20 -2.02 -1.20 -6.20 22 .000 

PROFOENCYTIMEa 

The results on Table 4.7 (duplicated above for easier reference) show that the t 

score is -17.3 for the first pair, i.e., self-report of oral skills (oral 1 and oral 2), and that 
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the two-tailed p value is significant (p=.000) at .01 alpha level (p.<.01), which means that 

there was a significant difference between the self-assessment of oral skills that the ITAs 

did in the beginning and at the end of the IT A Program, and shows that the ITAs' self-

assessment of oral skills improved significantly from the beginning to the end of the 

semester. In addition, as seen by the results also on Table 4.7 for the second pair of the 

paired t-test, i.e., self-report of teaching skills (time 1 and time 2), the t score is -8.20, 

and the two-tailed p value is also significant (p=.000) at .01 alpha level (p.<.01), which 

means that the ITAs' self-assessment of teaching skills that the ITAs improved 

significantly from the beginning to the end of the IT A Program. 

4.5.4.2. Correlations 

After running the above four paired t-tests and finding their results to be all 

significant at < 01 alpha level, a Pearson Correlation test was run taking the ITAs' age, 

length of stay in the U.S. (measured in number of months), TOEFL scores, previous 

teaching experience (measured in number of months), use of LI, use of L2 and 

motivation/attitude as the seven independent variables, and the self-evaluation of oral 

skills, self-evaluation of teaching skills, SPEAK scores, and student evaluation of 

teaching means as the dependent variables. 
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Table 4.22: Pearson Correlation Test (dependent and independent variables) 

Correlations 

self Student self 
evaluation of speak test evaluation evaluation 
teaching skiH score of teaching of oral skill 

LENGTH OF STAY IN THE Pearson Con-elation .148 -.221 -.168 -.259 
U.S. (MONTHS) Sig. (2-tailed) .500 .311 .584 .233 

N 23 23 13 23 
AGE Pearson Correlation -.198 1 o

 

.065 -.184 
Sig. (2-tailed) .366 .113 .833 .400 
N 23 23 13 23 

PREVIOUS TEACHING Pearson Correlation -.305 -.186 .483 -.128 
EXPERIENCE (MONTHS) sig. (2-tailed) .157 .397 .095 559 

N 
23 23 13 23 

NATTIME Pearson Correlation -.355 .249 .122 -.058 
Sig. (2-tailed) .096 .253 .691 .794 
N 23 23 13 23 

ENGTIME Pearson Correlation -.082 .026 .219 -.148 
Sig. (2-tailed) .710 .906 .472 .501 
N 23 23 13 23 

motivation/attitude Pearson Correlation -.071 .461* 172" .156 
Sig. (2-tailed) .746 .027 .005 .478 
N 23 23 13 23 

TOEFLSCORE Pearson Correlation .004 .279 -.290 .170 
Sig. (2-tailed) .984 .197 .337 .437 
N 23 23 13 23 

**• Correlation is significant at the 0.01 level (2-tailed). 

*- Correlation is significant at the 0.05 level (2-tailed). 

The research objective here was to determine whether the significant difference in 

pre- and post- self-evaluation of oral skills, pre- and post self-evaluation of teaching 

skills, pre- and post-SPEAK scores, and pre- and post student evaluation of teaching 

varied according to the ITAs' age, length of stay in the U.S., TOEFL scores, previous 

teaching experience, use of LI, use of L2 and motivation/attitude. 

Table 4.22 above shows that the only significant correlations were between 

motivation/attitudes and the SPEAK (.027, significant at the .OS alpha level - 2-tailed), 
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and between motivation/attitudes and the student evaluation of teaching (.005, significant 

at the .01 alpha level - 2-tailed). 

4.5.4.3. Multiple Regression Analyses 

Since two correlations were found to be high, two multiple regression analysis 

tests were run on the independent variable of motivation/attitudes and the dependent 

variables of SPEAK and student evaluation of teaching to check whether the independent 

variable of motivation/attitudes contributed to the variance in the dependent variables of 

SPEAK and student evaluation of teaching. 

Table 4.23: Multiple Regression on the SPEAK scores 

Variables Entered/Removeî  

Model 
Variables 
Entered 

Variables 
Removed Method 

1 motivatjpn/ 
attitude Enter 

a- All requested variables entered. 

b. Dependent Variable; speak test score 

Model Summary 

Change Statistics 

Std. Error R 
R Adjusted of the Square F Sig. F 

Model R Square R Square Estimate Change Change dfl df2 Change 
1 .461" .212 .175 2.6170 .212 5.662 1 21 .027 

a- Predictors: (Constant), motivation/attitude 

In the first regression above, the independent variable was motivation/attitudes 

and the dependent variable was the SPEAK test score. The model summary on Table 
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4.23 indicates that the value for the stepwise regression is S.662, which is significant at 

< 05 alpha level (p=.027). The R-square of the regression is .212, which means that 

21.2% of the variances in student evaluation of teaching can be explained by the 

variances in motivation/attitudes. The Beta value for motivation/attitude is .461, which 

means that with one unit change in motivation/attitudes, there will be .461 unit change in 

student evaluation of teaching. Thus, IT As' motivation/attitudes highly correlates with 

the IT As' SPEAK scores. Therefore, as the results indicate, the IT As with more positive 

attitudes and higher levels of motivation scored higher on the SPEAK test. 

Table 4.24: Multiple Regression on Student Evaluation of Teaching 

Variables Entered/Removet̂  

Model 
Variables 
Entered 

Variables 
Removed Method 

1 motivat|pn/ 
attitude Enter 

3- All requested variables entered. 

b. Dependent Variable; student evaluation of teaching 

Model Summary 

Chanqe Statistics 
Std. Error R 

R Adjusted of the Square F Sig. F 
Model R Square R Square Estimate Change Change df1 df2 Change 
1 .722» .521 .478 9.111E-02 .521 11.981 1 11 .005 

a. Predictors; (Constant), motivation/attitude 

In the second multiple regression (Table 4.24 above), the independent variable 

was once again motivation/attitudes and the dependent variable was the student 

evaluation of teaching. The model summary shows that the value for the stepwise 
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regression is 11.981, which is significant at <.01 alpha level (p=.005). The R-square of 

the regression is .521, which means that 52.1% of the variances in student evaluation of 

teaching can be explained by the variances in graduate students' motivation/attitudes. 

The Beta value for motivation/attitude is .722, which means that with one unit change in 

motivation/ attitudes, there will be .722 unit change in undergraduate student evaluation 

of teaching. Hence, IT As' motivation/attitudes highly correlates with student evaluation 

of their teaching. The results indicate that the ITAs with higher levels of motivation and 

more positive attitudes obtained higher student evaluations. Thus reinforcing the findings 

of previous studies (Schumann, 1987b; Clement, 1980;Giles and Byrne, 1982; Krashen, 

1985; and Gardner, 1985) that show that the positive attitudes towards the L2 language 

and L2 community and higher level of motivation (integrative and instrumental) affect 

the outcome of second language learning. 

The results obtained qualitatively and quantitatively to answer the fourth research 

question, "To what extent do the ITAs' individual differences (age, length of stay in the 

U.S.A., TOEFL scores, previous teaching experience, use of LI, use of L2, and 

motivation/attitudes) account for the variation of the impact of the IT A Development 

Program on them?" are quite revealing and have very important implications. First, it is 

refreshing to learn that age did not account for the amount of the impact/effects of the 

IT A Program on the students since the international graduate student population is 

sometimes composed of older students just like the three that were part of this study: YC 

(44), DM (44) and WW (45). 
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Second, it is somewhat surprising to find out that the ITAs' length of stay in the 

U.S.A. and previous teaching experience did not have any major roles in accounting for 

the variation in impact of the Program. However, it presents the ITA Developer with the 

reassuring possibility of successfully mentoring ITAs who have just arrived in the U.S.A. 

and who have barely had any teaching experience, both conditions of which are usually 

true of most IT As that take part in ITA Development Programs nationwide. 

The other important implication of the results of this study is the confirmation of 

what the English Testing Services (ETS) has always proclaimed, i.e., the lack of 

correlation between the TOEFL and the SPEAK/TSE scores - reaffirming the notion that 

the TOEFL scores should not be used to evaluate and/or predict oral proficiency of IT As. 

In addition, we should point out that one of the worries that ITA trainers have 

regarding the amount of LI that the IT As use on a daily basis does not seem to account 

for the variation of the impact of the ITA Program on the participants in this study. It is 

important that the IT As be exposed to and practice their L2, but not at the expense of the 

dramatic reduction and/or elimination of the use of their LI. Being away fi'om their 

home countries and family and finends, the IT As use their LI as a way to still feel 

connected to their roots. Also, some ITAs bring their families along with them, and it is 

only natural that they speak in their mother tongue when they are in the context of family 

interaction. 

Another surprising result is the fact that the increase in the amount of L2 daily 

usage that took place as the semester unfolded did not account for the variation of the 

impact/effects of the ITA Development Program on the IT As. A possible explanation 



197 

for this phenomenon may reside in the fact that all of the participants in the program are 

graduate students living in the U.S.A., which makes them exposed to L2 in a somewhat 

linear fashion from the beginning to the end of the semester. Although more IT As 

(15=65.2% in the post-questionnaire as opposed to 8=34.6% in the pre-questionnaire) 

spent between 12-19 hours using English in one or more of the four basic skills on a daily 

basis that increase was not enough to account for the variation of the impact of the 

Program on them. 

The large impact that the motivation/attitudes variable had on the participants' 

SPEAK scores and student evaluation of teaching reaffirms the theoretical and empirical 

findings that attitude and motivation are key components among the major variables 

present in language learners and their learning environments (Clement, 1980; Ellis, 1994; 

Gardner, 1985; Giles and Byrne, 1982; Krashen, 1985; Schumann 1987b), "operating 

directly or indirectly as stimulators or mediators" (Gardner, 1988). 

Besides coming from various cultural and educational backgrounds, ITAs have 

diverse levels of L2 proficiency, and different motivations and attitudes towards English. 

Nevertheless, all of the participants concur that English is a necessary tool for achieving 

their academic and professional goals in the States, so most IT As are concerned about 

their English proficiency in the American classroom, mainly when they are fulfilling the 

role of teachers. Thus, it is important to keep in mind that motivation and attitudes play 

a major role in the variation of the impact of the IT A Program on them. 
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4.6. Chapter Summary: 

This chapter has presented the results of both the quantitative and qualitative 

analyses conducted on the data collected for the investigation of the four research 

questions in the present study. The results reported here to address each one of the 

questions have some very interesting implications for school administrators and IT A 

developers: 

Research Question # 1; 

What constitutes 'effective' college teaching behaviors according to 
the IT As and their undergraduate students? 

Most of the descriptions given by the ITAs of an 'effective' professor in their 

home countries were quite similar to the those one would expect from an 'effective' 

professor in American academia. There was an overall consensus among ITAs that an 

effective professor in their home countries must be knowledgeable, well prepared, 

accessible, flexible, interesting, organized, and interactive. 

The major differences between expectations of an 'effective' professor in the 

ITAs' home countries and in the United States lie more in the amount and way professors 

and students interact, and in the teacher's expectations of their students. In other 

countries, professors and students seem to have a more formal relationship in a rather 

teacher-centered environment, where the teachers are sometimes more demanding of 

their students and push them to study hard. It is more common to find a more relaxed 

and informal relationship between professors and students in American academia, where 
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professors foster a lot of independence and encourage critical thinking skills of their 

students. 

The ITAs' students in this study (N=312: 78% freshmen and 22% sophomores), 

ranked 'listening to students' and 'being open to new ideas' as the top characteristics of 

an 'effective' professor for them. These traits could be challenging for the IT As to attend 

to since in many of the ITAs' home countries, especially in Asia, teachers do a lot of 

lecturing and their students have a more passive role. In addition, IT As sometimes avoid 

allowing their students to talk much in the class for fear that their limited language skills 

will prevent them from understanding what is being said, and/or preclude them from 

responding accordingly. On the other hand, from the data gathered on the participants in 

the interviews, journal entries and questionnaires (discussed in-depth throughout sections 

4.2.1 and 4.2.2 in this chapter and in Chapter S), and from my personal experience 

working with IT As for four years, some of the top items that the IT As' students pointed 

out as characteristics of an 'effective' teacher correspond to traits most IT As usually 

bring with them; i.e., they are often willing to help in and out of the class; care about their 

students, and go out of their way to be there for the students. Moreover, it is usually not a 

problem for ITAs to fulfill the emotionally-related expectations the undergraduates in this 

study have of the instructors they consider 'effective;' most ITAs are caring, friendly, 

encouraging, understanding, and patient. 

ITA Developers ought to become aware of what the ITAs' different subjective 

theories are - including how they define an 'effective' teacher, and how effective they 

perceive themselves to be in order for their needs and concerns to be more directly 
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addressed. It is also important that they share with the ITAs the expectations their 

prospective students might have of them so that the ITAs may more readily understand 

and attend to their students' needs and expectations. This way some potential problems 

may be avoided, and more useful and efficient teaching and learning may take place 

inside and outside of the class. 

Research Question # 2; 

Does the University of Arizona IT A Development Program impact the 
ITAs as teaching assistants? In what ways? 

The resuhs of the extensive data obtained qualitatively and quantitatively show 

that the IT A Program impacted the participants very positively in the three areas of most 

concern in ITA training; IT A pronunciation, intercultural communication and effective 

teaching behaviors. 

In the post-questionnaire, fourteen of the participants (60.1%) felt they were now 

'prepared' for their teaching tasks (as opposed to only five (21.7%) in the pre-

questionnaire), whereas four (17.4%) of them considered themselves 'very prepared' (in 

contrast to 0% in the pre-questionnaire) because of the self-confidence and skills they had 

gained in the ITA Program. As the participants reported, through the ITA Progranu, they 

were able to practice and improve their L2 oral skills and learn and/or refine presentation 

and communication skills. In addition, they said that they learned about college teaching 

in the U.S.A., which is somewhat different than in their home countries because here it 

involves teaching in a more culturally diverse and student-centered environment. Most 

ITAs also added that the teacher-student and student-student interaction, combined with 
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the certain degree of informality expected in American academia, were issues that they 

were not, in the most part, ready to deal with. They were then glad that there was a 

Program in place to address that. 

Since there was a statistically significant difference in the pre- and post-SPEAK 

scores (the mean for the pre-SPEAK was 44.1 and the mean for the post-SPEAK was 

48.3), and a statistically significant difference in the mean for the mid-semester and final 

student evaluation (4.03 and 4.23 respectively), two paired t-tests for these dependent 

variables were run to investigate whether or not the mean differences were significant, 

and whether or not the differences had happened due to chance. The results on Table 4.S 

(p. 125) show that the t score for the paired t-test of SPEAK scores is -6.876, and that the 

two-tailed p value is significant (p=.000) at .01 alpha level (p<.01). Moreover, as seen 

from the results of the paired t-tests run on the variable of SPEAK, there was a significant 

difference in that dependent variable. 

Also, as discussed in section 3 .6.6 of this dissertation, both mid- and end-

semester student evaluation forms have means that can range from I to 5, and the mean 

for a question is the arithmetic average of student responses. In general, the mean for 

responses to the overall teaching effectiveness of'effective' teachers is 4.0 or higher, so 

due to the nature of this study, I examined only the items usually regarded as key in 

'effective' teaching; organization, presentation skills, class management, rapport/respect, 

fairness in grading and overall teaching effectiveness. The Teacher-Course Evaluation 

(TCE) forms had been completed by the undergraduate students in the sections taught by 

the thirteen participants with teaching responsibilities, all of whom taught only one 
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section each. A paired t-test was run to determine significance of any difference in their 

means. The student evaluation means 1 and 2 showed a difference; i.e., the mean for the 

mid-semester evaluation was 4.03 and the mean for the final student evaluation was 4.23. 

Thus, a paired t-test was also run on this dependent variable to check for significance in 

the mean differences. The results on Table 4.6 (p. 128) display the results of the paired t-

test of the student evaluation means. The t score for the means is -4.619, and the two-

tailed p value is significant (p=.001) at .01 alpha level (p<.01). Therefore, the statistical 

analysis that was run via paired t-tests on all of the four variables that had pre- and post-

scores, such as the self-report of oral skills and teaching skills, the SPEAK scores, and 

the student evaluation of teaching, all showed significance. 

Research Question # 3; 

Does the University of Arizona IT A Development Program impact the 
IT As as graduate students? In what ways? 

From the results obtained via quantitative and qualitative methods, we can say 

that the IT A Program impacted the participants very positively as graduate students, 

mainly in the areas of aural-oral L2 interaction and oral presentation as demonstrated by 

the results of the two paired t-tests that were run on the variables of SPEAK and self-

report of oral skills. The results showed that the two-tailed t scores for the paired t-tests 

of both variables were significant (p=.000) at .01 alpha level (p<.01). 

In addition, through the qualitative data collected via interviews, pre- and post-

questionnaires and journal entries, it became clear that the IT As felt the IT A Program had 
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impacted them as graduate students. They reported feeling more comfortable with the 

language and confident in their aural-oral skills. They also stated that the oral 

presentations they were making in their graduate classes were much better due to the 

communication and audio-visual techniques they had learned in the Program. Also, the 

participants said that at the end of the IT A Program they were interacting more often and 

more comfortably with their professors and native speaker classmates because of their 

perceived improved aural-oral skills and better understanding of the American culture. 

Although some of the improvement the IT As experienced may have been due to 

longer time spent in the U.S.A. and greater familiarity they have acquired with the 

University of Arizona, most of the perceived and reported change seems to have 

occurred, according to the IT As, due to the impact of the IT A Program on them. 

Research Question # 4: 

To what extent do the IT As' individual differences (age, length of stay in 
the U.S.A., TOEFL scores, previous teaching experience, use of LI, use of 
L2, and motivation/ attitudes) account for the variation of the 
impact/effects of the ITA Development Program on them? 

Theoretical and empirical studies have showed that individual characteristics of 

learners may be directly or indirectly related to their achievement in language learning 

(Domyei, 1994; Ehrman & Oxford, 1995; Gardner, 1985; Green, 1993). This dissertation 

was particularly concerned with how certain individual differences, namely age, length of 

stay in the U.S.A., TOEFL scores, previous teaching experience, use of LI, use of L2, 
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and motivation/ attitudes impacted and affected the different learning outcomes of the 

participants in the context of IT A mentoring and development. 

The pre- and post- questionnaires administered on the first and last day of 

classes (January 12 and May 03 respectively) were used to gather more in-depth 

information on students' motivation, attitudes, and self perceptions of LI and L2 use, and 

oral language proficiency and teaching skills. The pre-questionnaire consisted of a total 

of twenty-four items; seventeen open-ended questions and seven Likert-type questions 

with a five-point scale (Appendix F). The post-questionnaire included a total of twenty 

items; the same seven Likert-type questions with a five-point scale, and thirteen open-

ended questions (Appendix G). 

In both questionnaires, the seven Likert-type questions addressed the students' 

self-perception of oral proficiency, teaching skills, motivation, and attitudes towards L2. 

In the present study, self-perception of oral proficiency was measured through 

questionnaire items which assessed students' self-reported oral proficiency and 

presentation skills. Teaching skills were assessed through learners' self-reported 

readiness to teach in the American college class. After all the data had been compiled, 

paired t-tests were run on the IT As' self-evaluation of oral and teaching skills to 

investigate ITAs' proficiency change over time, and whether or not the mean differences 

were significant. The resuhs reported in Table 4.7 (p. 190) showed that the t score was 

-17.3 for the first pair, i.e., self-report of oral skills (oral 1 and oral 2), and that the two-

tailed p value was significant (p=.000) at below .01 alpha level (p<.01). In addition, as 

seen by the results reported in Table 4.6 (p. 190), for the second pair of the paired t test. 
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i.e., self-report of teaching skills (time 1 and time 2), the t score was -8.20, and the two-

tailed p value was also significant (p=.000) at .01 alpha level (p<.01). Then a Pearson 

Correlation test was done (section 4.5.4.2) to look for statistical significance among the 

two dependent variables of the IT As' self-evaluation of oral and teaching skills and the 

other seven independent variables (ITAs' age, length of stay in the U.S.A.,TOEFL scores, 

previous teaching experience, use of LI, use of L2, and motivation/ attitudes); 

nevertheless, neither one was found to be statistically significant. 

Since there was also a difference in the pre- and post-SPEAK scores (the mean for 

the pre-SPEAK was 44.1 and the mean for the post-SPEAK was 48.3), and a difference 

in the mean for the mid-semester and final student evaluation (4.03 and 4.23 

respectively), two paired t-tests for these dependent variables were also run to investigate 

whether or not the mean differences were significant, and whether or not the differences 

had happened due to chance. The results on Table 4.S (p. 125) showed that the t score for 

the paired t-test of SPEAK was -6.876, and that the two-tailed p value was significant 

(p=.000) at .01 alpha level (p<.01). Moreover, as seen fi-om the results of the paired t-

tests run on the variable of SPEAK, there was a significant difference in that dependent 

variable. 

The student evaluation means 1 and 2 showed a difference; i.e., the mean for 

the mid-semester evaluation was 4.03 and the mean for the final student evaluation was 

4.23 (p. 127). Thus, a paired t-test was also run on this dependent variable to check for 

significance in the mean differences. The results on Table 4.6 (p. 128) display the resuhs 

of the paired t-test of the student evaluation means. The t score for the means was -4.619, 
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and the two-tailed p value was significant (p=.001) at .01 alpha level (p<.01). 

Therefore, the statistical analysis that was run via paired t-tests on all of the four variables 

that had pre- and post-scores, such as the self-report of oral skills and teaching skills, the 

SPEAK scores, and the student evaluation of teaching, all showed signiflcant differences. 

As discussed on Tables 4.24 and 4.2.S of this dissertation, two correlations were 

found to be high, so two multiple regression analysis tests were run on the independent 

variable of motivation/attitudes and the dependent variables of SPEAK and student 

evaluation of teaching to examine whether the independent variable of 

motivation/attitudes contributed to the variance in the dependent variables of SPEAK and 

student evaluation of teaching. 

In the first regression, the independent variable was motivation/attitudes and the 

dependent variable was the SPEAK test score. The model summary on Table 4.23 

(p. 193) indicates that the value for the stepwise regression is 5.662, which is significant 

at <05 alpha level (p=.027). The R-square of the regression is .212, which means that 

21.2% of the variances in student evaluation of teaching can be explained by the 

variances in motivation/attitudes. The Beta value for motivation/attitude is .461, which 

means that with one unit change in motivation/attitudes, there will be .461 unit change in 

student evaluation of teaching. Thus, IT As' motivation/attitudes highly correlates with 

the ITAs' SPEAK scores. The results indicate that the IT As with more positive attitudes 

and higher levels of motivation scored higher on the SPEAK test. 

In the second multiple regression, the independent variable was once again 

motivation/attitudes and the dependent variable was the student evaluation of teaching 
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(Table 4.23). The model summary shows that the value for the stepwise regression is 

11.981, which is significant at <.01 alpha level (p=.005). The R-square of the regression 

is .521, which means that 52.1% of the variances in student evaluation of teaching can be 

explained by the variances in graduate students' motivation/attitudes. The Beta value for 

motivation/attitude is .722, which means that with one unit change in motivation/ 

attitudes, there will be .722 unit change in undergraduate student evaluation of teaching. 

Hence, IT As' motivation/attitudes highly correlates with student evaluation of their 

teaching. The findings indicate that the IT As with higher levels of motivation and more 

positive attitudes obtained higher student evaluations. 

The findings obtained from the two multiple regression analyses reinforce results 

of previous studies (Schumann, 1987b; Clement, 1980; Giles and Byrne, 1982; Krashen, 

1985; and Gardner, 1985) that show that the positive attitudes and higher level of 

motivation can affect the outcome of second language learning. 

The results obtained qualitatively and quantitatively to answer the fourth research 

question, "To what extent do the IT As' individual differences (age, length of stay in the 

U.S.A., TOEFL scores, previous teaching experience, use of LI, use of L2, and 

motivation/attitudes) account for the variation of the impact of the ITA Development 

Program on them?" reinforce the need for an ITA Program to be in place so that when 

the IT As enter the classes they attend as graduate students and the undergraduate classes 

they teach, they experience more useful and efficient learning, and are able to engage in 

better and more appropriate teaching for the American context. 
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CHAPTER 5: NESTED CASE STUDY - THE INDIVIDUAL CASES 

Few teachers would deny that their students are very different 
individuals and that not only intelligence, aptitude, and prior 
preparation, but also personality differences frequently translate 
into diverse responses to teaching methods (Carskadon, 1994, p.69) 

5.1. Introduction 

Research in second language acquisition and learning (Cooper & Varma, 1997) 

has shown that some can learn an L2 quickly and expertly while others, given the same 

opportunities to learn, encounter great difficulty. International students bring to the 

American classroom a history of their own cultural experiences, preferred methods of 

teaching, cultural assumptions, and individual expectations. The demographic 

information of the participants in this study (Table 3 .3, p. 72) shows the wide gamut of 

diversity present among the IT As making it more interesting and representative of the 

broad IT A population nationwide. 

The ITAs' variety of L2 proficiency levels, together with their different amount of 

teaching experience, are factors usually taken into account by many IT A Programs 

generally focused on attending to the ITAs' most immediate requirements for their role as 

teachers in the American class. However, the IT As' individual differences and needs as 

undergraduate teachers and graduate students are issues which are almost never 

addressed in IT A development programs, mostly because of the short duration of many of 

the programs available and/or because of the lack of adequate and/or more specialized 

training of the ITA specialist. 
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The pre-questionnaire (Appendix F) used in this study provided some basic 

background information on the participants. The results that follow show the numbers 

(N) and percentages (%) of the participants who mentioned the items listed below; 

1. Reason(s) for being in the U. S.; 
N % 

To study and get a degree 23 100.0% 
To have the e.\perience of living in another country & learning another culture 03 13.0% 
To improve my English 02 8.7% 

Expectations regarding the ITA Program; 

To speak English bener 13 56.5% 
To improve my pronunciation and reduce my accent 10 43.5% 
To help me prepare to become a better TA 08 34.8 % 
To help me improve my presentation skills 02 8.7% 
To learn about the differences between teaching in the U.S. and in my country 01 4.3% 
To learn more about American culture 01 4.3% 

Situations ITAs speak English everyday; 

In the class, labs, the department 20 87.0% 
With American and/or foreign friends on/off campus 06 26.1% 
Daily life outside school 03 13.0% 
With roommate 02 8.7% 

Major problems with spoken English; 

I cannot e.\press myself freely and timely- it is hard to express myself 16 69.6% 
It is hard to make others understand me 10 43.5% 
I am very shy if I need to speak in front of the class 08 34.8% 
I don't have confidence of speaking correct English 08 34.8% 
I speak really slow with heavy accent and several grammatical mistakes 08 34.8% 
Sometimes I have difficulty understanding others 07 30.4% 
I talk too fast and swallow words. I also have incorrect pronunciation 06 26.1% 
Lack of vocabulary 06 26.1% 
Sometimes I get confuscd because my mother tongue is very different 04 17.4% 

from English 
Sometimes I am fluent in English; sometimes I can't even speak 03 13.0% 

a complete sentence 

The results above indicate that getting a degree was the primary motivator for 
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the ITAs in this study. Three (13%) were also interested in experiencing living in another 

country and learning another culture, and two (8.7%) of the ITAs were here to improve 

their English too. Regarding the ITAs' expectations of the IT A Program, thirteen 

participants (56.5%) stated they wanted to speak English better, and ten (43.5%) were 

looking to improve their pronunciation and reduce their accent; whereas eight (34.8%) of 

the participants were interested in becoming a better TA. Interestingly enough, 

improving their presentation skills was the goal of only two (8.7%) of the participants, 

but it turned out being one of the most popular traits the IT As seemed to have acquired 

after the ITA Program. Interest in learning about differences between teaching in the 

U.S. and in their home countries and learning more about American culture were 

expectations of only two of the participants. 

Among the situations when the ITAs speak English everyday, the participants 

claimed that happened mostly in academic settings (class, labs, departments; 20=87%; 

more specifically when doing group projects and discussing research with advisor and 

other researchers). Talking to American and/or foreign fHends on/off campus came 

second (6=26.1%), followed by situations in their daily life outside school (3=13%), and 

with their roommates (2=8.7%). The latter low number is perhaps due to the fact that 

international students tend to have roommates of the same country they come from. 

Sixteen of the IT As in this study (69.6%) stated that their major problem with 

English was due to the difficulty they encounter expressing themselves 'freely and 

timely.' Ten (43.5%) felt it was hard for others to understand them; and eight participants 

(34.8%) pointed out that they felt very shy speaking in front of the class, did not have 
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confidence they spoke English correctly, were very slow, had a heavy accent, and/or 

made many grammar mistakes when speaking. Six participants (26.1%) shared that their 

problem was the opposite of the one just mentioned; i.e., these IT As felt they spoke too 

fast and 'swallowed' words, and/or lacked vocabulary to communicate ideas properly. 

Seven of the participants (30.4%) shared that they had difHculty understanding others, 

and four (17.4%) felt they got conilised because their LI was very different from English. 

Still, three of the ITAs in this study (13%) stated they sometimes felt fluent in English 

and other times could barely speak it. 

Given all of the diversity presented here, together with a number of other 

individual differences discussed in Chapters 3 and 4,1 decided to select three ITAs to 

investigate more thoroughly. My rationale was to gather in-depth data in order to portray 

a more wholistic picture of the IT As as opposed to fragments of the IT As' experiences as 

graduate students and undergraduate teachers. My main goal was to shed some light on 

the array of challenging differences IT A Program Coordinators and teachers deal with as 

they work closely with IT As. 

5.2. Overall view of the individual cases 

After having worked with ITAs for four years, I have encountered a 

number of specific traits that ITAs bring with them to almost every single class I teach. 

Thus, I selected the three IT As who were most representative of the majority of the IT As 

in the American university as I perceive them. All of the individual cases depicted here 

are interesting and sometimes rather challenging. Although the three participants are 
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each unique in their individual characteristics, strengths and weaknesses, they all possess 

broad common traits that make them representative of this group of twenty-three 

participants: ten of them (43.5%) had rather poor oral skills, but very good command of 

teaching methods (prior to the IT A Program and/or learned them from the Program); 

three of the IT As (13%) had some sort of speech impediment that had been misdiagnosed 

as "poor oral skills" (a problem I have encountered at least once a year with Asian 

students); and the other ten of the participants (43.5%) had good command of English 

and very good teaching skills, but felt extremely insecure about their capabilities. 

Chapter 4 presented insights into subjective theories and assumptions about teaching and 

learning that the twenty-three IT As posit, challenge and maintain about themselves as 

graduate students and undergraduate teachers in relation to their native cultures, their 

professors, their students, and their American experience. This chapter presents a nested 

case study to provide the opportunity to further explore the above topics in more depth as 

they relate to each of the three participants. Please note that all of the qualitative data 

included in this study has been transcribed and/or copied accurately - as it was in its 

original oral and/or written form. Therefore, the participants' grammatical, syntactic and 

spelling mistakes have been preserved and appear throughout this study. A brief overall 

profile of the three participants is given in Chapter 3 (pp. 77-78). 

5.3. The Individual Cases 

5.3.1. The Undergraduate Teacher with Poor Oral Skills 

AX was a 33-year-old male from Peru, who had been in the U.S.A. for only 
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nine months, and was pursuing his Master's degree in Spanish Linguistics. Prior to 

coming here, he had been a TA and a full-time professor in Spanish Linguistics and 

Literature for over twelve years in his home country. 

In Peru, I was a TA in my university (1988-1992) and then I was a full-time 
professor (1992-2000). (AI, pre-questionnaire) 

AI felt proud about his great teaching skills, which had always been highly 

praised by his students in Peru. In all of the interviews we had before and during class 

presentations, AI was always very confident of his teaching skills at least in Peru, and 

when asked whether or not he considered himself an 'effective' college teacher, MI 

stated, 

"In my country, Peru, I am a excellent teacher (laugh)... very effective. And I 
will be even better when I come back. In USA, it depends on the students. I 
hope I can be a effective teacher some day." (AI, Interview #2) 

In his first semester at the U. A., AI worked as a Research Assistant for the 

Department of Spanish/Portuguese to help pay for his studies, but on his second semester 

towards his degree, AI was told he was being given a TAship and that he would be 

teaching a Spanish section. AI was surprised, but was not opposedc to it since he had 

always enjoyed teaching. He had scored 577 on his TOEFL, and when he took the 

SPEAK test, he scored 45 on it. He was hired to teach one section of beginning Spanish, 

and his classes were basically taught in Spanish. Nevertheless, he resorted to English 

whenever he had to give more complex grammatical explanations, and/or before and after 

his classes when he was talking with his students. His duties as a TA included; 

I have to teach and to check tests and exams. I have to prepare some stuff to be 
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published in the course website. (AI, pre-questionnaire) 

AI lived alone and confessed that while on campus, he spoke in Spanish most of 

the time, mainly because the class he taught and the ones he attended in his graduate 

program were all in Spanish. Regarding the amount of Spanish he used on a daily basis, 

AI wrote, 

I speak in Spanish and listen Spanish more than 2 hours everyday because I have 
classes in Spanish and I teach in Spanish, too. I read almost nothing in Spanish 
(30 minutes everyday), but some readings for my courses are in Spanish; I have 
decided do not read in Spanish. I write more than 1 hour in Spanish every day 
because most of my papers are in Spanish. 
(AI, pre-questionnaire) 

AI had decided to join the ITA Program because he wanted to improve his 

English skills. Regarding his daily L2 use, MI stated in the pre-questionnaire that he 

spoke English on and off campus, "mainly at the University, and at the supermarket," 

I don't know so much people speaking English so I speak less than one hour. I 
listen English more than 2 hours because I like to watch TV. I read more than 
two hours everyday. I like to read a lot (sometimes, I have to do that, too). I write 
15 minutes because I chat on the internet, but I have no much time. My papers 
are in Spanish most of the times. (AI, pre-questionnaire) 

In the pre-questionnaire, AI stated that his reason for being in the U.S. was to 

study and get a degree, and he expected that it would take him about four years to 

complete his studies. His expectations regarding the ITA Program were to speak English 

better to help him improve his pronunciation and reduce his accent. He claimed having 

problems with his spoken English, "I speak really slow with heavy Spanish accent and 
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several grammatical mistakes" (AI, pre-questiomiaire). When describing himself as a 

student, AI said; 

"Well...well, I am always a good student. I like to read a lot about my courses 
and about other stuff, too. I did a good job in my country, too. (pause) The best 
thing of being here is that my TA job is very little. In Peru, I had to work a lot 
more for living" (AI, Interview #1). 

AI also shared that he did not have any problems with his coursework here since 

most of the work he does is in Spanish; 

"Well, my classes are in Spanish, but I have one course in English this term. I 
have no problem following my professor's lectures. I do the written assignments 
a lot better than the exams, but all my papers are in Spanish. My oral 
presentations are excellent, but I did it in Spanish (AI, Interview #1) 

Regarding his interaction with his professors, AI said, 

"They are kind people. I feel comfortable talking with them. Of course, there are 
some people more friendly than another. Well, I go to my professors' office a few 
times. I go to do consukation for my works" (AI, Interview #3) 

It is interesting to note that AI sensed that the native speakers of English could not 

understand him due to his lack of proficiency of oral skills. Thus, in the beginning of the 

semester, AI said he felt uncomfortable around native speakers of English, but at the end 

of the semester, he felt he had improved his communication skills and said he was then 

feeling comfortable interacting with them. 

Ratings Comments from (^estionnaires 

(2) Because the people didn't understand me (AI, pre-questioimaire) 

(4) I believe I can make them understand me and I understand them 
more (AI, post-questionnaire) 
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In assessing his L2 oral skills and his motivation and attitudes towards English, he 

stated he liked English 'OK;' however, he rated it a '3' in the pre-questionnaire because 

of the degree of difHculty that he felt the language imposed on him; 

It's not easy, because the spelling is different from the speech. I can read very 
well, but it is not enough for talking. (AI, pre-questionnaire) 

In the post-questionnaire, AI stated he still had problems with the language, but 

he now liked English a '4' and justified it by writing, 

I like English more now. But the pronunciation is really difficult, especially the 
vowels. (AI, post-questionnaire) 

In the pre-questionnaire, AI said that he liked Americans and the United States 

'OK' ('3'), and he seemed to appreciate the academic opportunities he had here, but did 

not particularly care about the people. 

The Americans are good people, most of the times, but they have not good mood, 
they don't understand the limitations of the other people, they lose their patience 
so many times. But I like the library and the other academic opportunities. 
(AI, pre-questionnaire) 

In the post-questionnaire, AI sounded more open to the American environment, 

and rated his liking of the American people and the U.S. as a '4.' 

USA is a great country. It is possible to do lots of things, but there is a lot of 
problems too. (AI, post-questionnaire) 

AI claimed he would very much like to sound like an American ('4' in the pre and 

"5' in the post-questionnaires) because he was aware of the importance of the language 

in his field. 
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Because in my field speech is a tool, specially when working with 
students, I need to be clear and explicit. (AI, pre- and post-questionnaires) 

AI was aware of his low oral skills, and from the start, he backed up his lower 

self-rating of oral skills by using the SPEAK score he had gotten. 

Rating Comment from Questionnaire 

(3) I had 45 on the SPEAK test (AI, pre-questionnaire) 

And at the end of the Program, AI rated his oral proficiency skills as a '4' and 

justified his rating by writing, "I got 50 on the SPEAK test now, so I think I am little 

better in English speak now" (AI, post-questionnaire). 

AI's journal entry on "metaphors to describe language learning" displays his 

struggles with English, 

Learning a language is like going up a never-ending stairwell or ladder because it 
requires a constant effort. When you think it is over, then you realize there is a 
large way in front of you even more difficult, like a stairwell or ladder, where you 
always have to go up. The big difference is that, the case of language learning, 
you know that the top will never be taken, since you are not a native speaker. 
(AI, journal entry) 

AI thought he also improved his presentation skills (the only participant who had 

rated himself as a '4' ('very good') in the pre-questionnaire - "I always had good 

presentation skills;" and then a '5' (the one of the two participants to consider themselves 

'excellent') in the post-questionnaire because he felt he had learned some visual 

techniques that could compensate for his lower oral proficiency - " Now to reduce the 

negative impact of my accent, generally I use powerpoint or overhead to facilitate my 
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presentation" (AI, Interview #3). AI also stated in the post-questionnaire that he was 

feeling more at ease in his classes because he felt more confident, 

I can now understand a lot more my classes, and talk a lot more because I'm 
confident. I feel better when I do presentations. (AI, post-questionnaire) 

The same idea was reinforced in a later answer to the same post-questionnaire, 

I feel I have more qualifications to give good classes and to make my ideas and 
explanation clearer. I learned more about presentations and use of visual aides to 
improve them. I feel more confident with my speaking skills. I increased my 
vocabulary and communication skills. (AI, post-questionnaire) 

When rating his readiness for teaching in the American class, AI gave himself a 

'3' in the pre-questionnaire, and a '4' in the post-questionnaire. His justification for the 

ratings was given by his perceived language barrier that prevented him firom feeling more 

ready to teach. 

It depends on how much I know about the topic in English; and I also need to 
improve my spoken English. (AI, pre-questionnaire) 

By reviewing the videotaping of AI's classes, I was able to verify and enhance the 

observations I had made from the two instances I had observed him teach (02/07 and 

03/20). For example, AI maintained a lot of teacher-student and student-student 

interaction throughout the whole class period. From the moment he walked into the 

classroom at 8 AM sharp, he spoke only in Spanish. He was very methodical, and took 

attendance and collected the students' homework within the first five minutes - his class 

was small (only 15 students), so it was easier to maintain good class control, which he did 

very well. AI was more of a facilitator than a giver of information; he made sure the 

students participated during the 50-minute class by asking them to read aloud from their 
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books and/or by asking them questions as warm-up or brainstorming activities, and he 

always praised his students' answers. AI used the blackboard very often, and every new 

and/or keyword was written on the board. AI's pace was fast, but appropriate, especially 

since he taught very early (8 AM). He used group work at least once every class to 

ensure that the students were practicing what they were learning. AI told me he liked to 

use videotapes to show the students the Latin American culture. 

After the class was over, AI stayed for 5 or 10 minutes to answer students' questions -

and, at least both times I observed his class, all of the interaction with his students was 

conducted in Spanish. 

One of the most interesting insights fi'om all of the data I collected on AI has to 

do with his subjective theory regarding an 'efTective' professor here and in his home 

country. After he got his students' mid-semester evaluations back, and learned that they 

complained strongly about his poor oral skills ("Please give us an instructor that can 

speak English" - mid-semester evaluation - 03/06/00), AI shared with me that an 

'effective' professor in Peru was 

"A person that know his field really well, that do research, that like to go further 
and further in his reflection, and that like to share his ideas with others in a clear 
way, doing the best effort to be understood. But here is a person who can make 
the students to feel themselves happy." (AI, Informal talk after class - 03/13/00) 

He was sadly surprised to realize that despite his students' outstanding comments 

on his teaching skills, in every single one of the evaluations there was a sentence or two 

complaining about his low oral English proficiency. It was then that he shared with me 

that an 'effective' professor in the States is at the mercy of his/her students; thus, he/she 
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is "the one who can make his students happy" - for him that was his only explanation for 

the complaints he got, 

"In my country, Peru, I am a excellent teacher (laugh)... very effective. And I 
will be even better when I come back. In USA, it depends on the students. I hope 
I can be a effective teacher some day" (AI, Interview #2) 

The mid- and end of the semester evaluations had very good comments about 

AI's teaching skills. 

He does not give answers immediately; challenges students; classes are very 
interesting. (AI, mid-semester student evaluation) 

He has good knowledge for the topics. He is organized and ready to go. He gives 
students help if they need it. (AI, mid-semester student evaluation) 

He writes on the board and explains things well. (AI, mid-semester student 
evaluation) 

He makes a difficult class interesting. He challenges the students to think on 
their own and come to their own conclusions" (AI, final student evaluation) 

He is prepared for class and always willing to help. It is really great to see a TA 
that is interested in the students' progress" (AI, final student evaluation) 

The criticism only showed up when the students commented on his English in 

the mid-semester evaluations. At the final evaluation, however, there were only two 

students who were still complaining about AI's low L2 oral skills; thus, his 'poor' oral 

skills generated student concerns only in the beginning. 

Sometimes it is hard to understand him because of his accent. He also speaks 
English too fast. (AI, mid-semester student evaluation) 

He is a very good professor, but his English is very hard to understand. 
Sometimes it is frustrating." (AI, mid-semester student evaluation) 

He doesn't speak in English a lot, but when he does, he has a strong accent. 
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and sometimes I wish we had a teacher who could speak English well." 
(AI, mid-semester student evaluation) 

The only problem I have is that sometimes since English is his 
language (or whatever) language, I have a hard time understanding 
his speaking" (AI, mid-semester student evaluation) 

Despite the negative comments AI got regarding his oral skills, he was 

considered a good teacher by his students, and his mid and end of the semester student 

evaluation means show that; the evaluation means increased from 4.2 in the mid-semester 

to 4.S out of a possible 5.0 in the final evaluation, reinforcing the fact that his overall 

teaching skills improved. Also, since the student evaluation deals with organization, 

presentation skills, rapport/respect, and overall teaching effectiveness, we know that AI 

has improved in them as his overall mean increased. 

Although the class got off to a bad start because of his pronunciation, it has 
become much better as the semester went on. He does a good job teaching this 
class. He is a fair grader and makes certain we understand the material. He is 
always accessible for any help needed. Overall, he is a very good teacher. 
(AI, final student evaluation) 

I think the instructor is excellent. He gives us a very good amount of 
information. It is evident that Mr. AI enjoys teaching and tries his best to help 
out. (AI, final student evaluation) 

AI did an excellent job. We had a rough start, but his improvement throughout 
the semester was tremendous and admirable. Good classes, prompt return of 
assignments. (AI, final student evaluation) 

AI's improvement could be a reflection of the impact/effects of the IT A 

Program supporting the findings by Stelzner (1987) and Sprague & Nyquist (1989) that 

state that enhanced teaching requires intensive up front support followed by continued 

support throughout the teaching term. In assessing his experience with the IT A 
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Program, AI shared in our last interview what he had learned, 

"Well, the ITA classes are helpfiil for ...uh...familiarizing me with the American 
College system, especially the freshman classes. I liked the chance. . . to do 
presentation and feedback from teacher and students. It's very good to watch 
videos and the class observations helped me to understand the American system. 
It helps me understand the behavior of the American students and makes more 
comfortable talking English." (AI, Interview #3) 

Although AI's oral English skills were low, this nested case study confirms 

Bailey's (1982) findings that ITAs need to be able to speak English beyond the basic 

level, but they can often make up for linguistic deficiencies by using appropriate 

nonverbal behaviors, adopting an interactive teaching style, establishing good teacher-

student rapport, planning and organizing lessons, monitoring student learning, and having 

a sense of humor. Thus, competent cross-cultural communication between IT As and 

their American students is usually more important than the language difTerence itself 

(Bernhardt, 1987). Also, this nested case shows that an ITA may benefit from linguistic, 

intercultural and pedagogical support (Bailey, 1982), and that after specific training 

programs, IT As learn more about the American academia, and improve their 

pronunciation as well (Gokcora ,1989). AI's improvement in his SPEAK scores (from 45 

in the pre-SPEAK to 50 in his post-SPEAK), and his receiving only two complaints from 

his students regarding his 'poor' oral skills in his final student evaluation are evidence of 

his improvement. 
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5.3.2. The Challenged Undergraduate Teacher 

PP, a 30-year-oId male from China had been living in the States for 29 months. He 

was attending the U. A. to pursue his Ph.D. in Electrical and Computer Engineering. He 

had scored 593 on the TOEFL and 45 on the SPEAK test three times before he joined the 

IT A Program. Feeling fhistrated with his inability to score any higher on the SPEAK 

and upon recommendation of his academic advisor, PP decided to sign up for the IT A 

Program. It was only when he came to sign up for the classes that he learned for the first 

time that he might have a speech impediment. PP was quite surprised when I referred him 

to the Speech and Hearing Clinic at the University of Arizona. He was then diagnosed 

with having an auditory problem coupled up with a lisp and an inability to produce 

certain sounds ahogether, especially [r], and [1], and was assigned weekly speech 

therapy. He had always thought (and had been told by his professors and colleagues) that 

his problem was the strong accent that he had. 

Because PP's challenges with the language were quite different than those of 

the other participants in this study, besides attending the IT A Program, PP and I met one-

on-one once a week for one hour throughout the semester while he continued attending 

his speech therapy sessions twice a week. I decided to work with him on building his 

confidence and on developing compensatory strategies, such as the constant use of visual 

support via the written word and/or diagrams to accompany the spoken word. It was 

quite difficult for me to help PP to speak more slowly so that he would sound more 

intelligible. 

What is always very impressive about PP is his resilient determination. 
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For two years, PP worked as a grader and a Research Assistant in the E.C.E. Department, 

but he wanted to be able to teach. In our first interview, PP said he had hated his job as a 

grader "because most students do not prepare for the exams" and "research assistant was 

good, but I want some teaching experience since I do not icnow about my future" 

(Interview #1). 

Learning about his speech impediment and knowing that he would have to do 

much more than just attend the free ITA Program, i.e., attend speech therapy and pay for 

them ($1S an hour) never detracted him from his goal. In Spring/2000, he started his 

work as a lab tutor and decided to join the ITA Program to "make sure he was on the 

right track," and, as he pointed out, 

"I really have to work on my pronunciation. I have enough vocabulary, but I 
need to use it efficiently. I don't have problems in normal conversation, but I 
don't speak perfect English, and I love to meet people and learn cultural things. 
Also, when you make mistakes, nobody corrects you, they don't care, they will 
say it is part of your speech, accent or something, so I want to improve my 
English" (PP, Interview #1). 

PP's journal entry on "metaphors to describe language learning" shows his 

excitement over the experience. 

Learning a language is like climbing or hiking a mountain, because you have to 
work hard to get going and all the time you encounter new landscapes where 
you have never been before. Anyway, on the path you choose your experience 
becomes limited or defined - it depends on you. Learning a language is like 
exploring an unknown land. (PP, journal entry) 

PP lived with four American roommates, and spoke in English most of the 

time. Regarding the amount of English he used on a daily basis, HP wrote. 
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Hard to specify a figure. I have to speak a lot during the day and the evening 
because I teach in English and I work with Americans and other international 
students and I live with American roommates, so maybe I speak 12 hours. I 
listen to the radio and watch TV maybe 2 hours, and write (do my homework, 
read papers and write my research) another 4 or 5 hours. 
(PP, pre-questionnaire) 

Referring to his daily LI use, PP stated that he barely used any Chinese on or off 

campus, "because I can speak English with no problem, except my pronunciation" 

(PP, pre-questionnaire). In this respect, PP was somewhat of an exception, because in my 

experience, it is not common to find a Chinese student who does not speak in Chinese 

most of the time. 

Maybe I speak it 25 minutes and I don't read or write a lot in Chinese (only 
emails to my family - maybe 5 minutes), and I listen to Chinese very little (10 
minutes maybe). (PP, pre-questionnaire) 

Also in the pre-questionnaire, PP stated that his reason for being in the U.S. was to 

study and get a degree, and he expected he would never have to leave this country; he 

would study hard, get a lot of experience, apply for a job and get a green card. He 

claimed having problems with his spoken English, "I need to work on my pronunciation. 

I have enough vocabulary, but I would like to use it more efHciently" (PP, pre-

questionnaire). 

When describing himself as a student, PP felt really confident and said; 

"Hardworking. Well, 1 am always a good student. In fact, I am so good that 
people better watch out. I am responsible and cooperative. I like what I am 
studying" (PP, Interview#I). 
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PP also shared that he did not have any major problems with his coursework, but 

he felt he was improving, 

"I get between 'B' and 'A' normally, and my grades are getting better. 
My professors always say I have good content, but I have some problems with 
grammar sometimes, and they give me a lot of feedback even technical papers. 
Last semester, I went to the Writing Center for correcting grammar. In my oral 
presentations, my feedback is usually that I speak too fast and have strong accent, 
something like that, (pause) And with these classes and my speech therapy I am 
better. 

I still have problems with my intonation and some speech sounds, but the 
problems is less than before (PP, Interview #1) 

Regarding his interaction with his professors, PP said, 

"I feel comfortable because they are very nice. No problem at all. I don't go to 
my advisor's office often... maybe once a month. Sometimes I have questions, 
sometimes I go to check something. But I go to my professors' office probably 
everyday to ask questions about my research" (PP, Interview #3) 

In assessing his L2 oral skills and his motivation and attitudes towards English, PP 

stated he liked English 'a lot,' and justified his rating by writing. 

Rating Comment from Questionnaire 

(S) It is a great tool to learn new knowledge, and you can talk to 
almost anyone in English (PP, pre- and post-questionnaires) 

In both the pre- and post- questionnaire, PP said he would like very much to 

sound like an American because 

Rating Comment from Questionnaire 

(5) Of course, the higher, the better. To speak a good English is 
very important for me to find a job in US after my graduation. 
(PP, pre- and post-questionnaires) 
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Moreover, PP was the only participant in the study to rate his liking of Americans 

and the U.S.A. as a'S' in both the pre- and post-questionnaires. 

Rating Comment from Questionnaire 

(5) Americans are friendly and they respect others'opinions. The 
United States give a lot of opportunities to people from other 
countries. I want to live here forever: liberty and technology. 
(PP, pre- and post-questionnaires) 

PP was definitely aware of his long-term problems with his spoken English; 

however, from the start, he never perceived his physical disability as a deterrent, and 

rated his oral proficiency in the beginning of the course as a '3' ("Because I have some 

pronunciation problems") and a '4' at the end (" I think I improved a little my 

pronunciation skills"), and rated his oral presentation skills as a '2' in the pre-

questionnaire ("1 didn't have too much experience doing presentations. And before I had 

never talked to anybody about what I can do to improve my skills") and a '3' in the post-

questionnaire ("The good training in the IT A program is helping me to address the 

teaching issue with satisfactory strategy"). His justification for his rating regarding his 

oral presentation skills show that he perceived the ITA Program as having a positive 

impact in helping him bridge the gap between his handicap and his teaching. In addition, 

PP's answers reveal that his high level of motivation and positive attitudes are much 

stronger than his auditory and speech handicap, which I would then attribute for his 

success as a graduate student and lab tutor. His motivation is verified by his very good 

grades, and by the high mean evaluations he received in his students' evaluation of his 
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teaching (4.4 in the mid-semester and 4.5 in the final evaluation out of a possible S.O), the 

students' comments on his performance, and the 'Award for Excellence at the Student 

Interface' PP got in the end of the semester in appreciation for his special efforts to serve 

the College of Engineering and Mines' students well. 

When rating his readiness for teaching in the American class, PP gave himself a 

' I' ('very unprepared') in the pre-questionnaire, and a '4' ('prepared') in the post-

questionnaire. His initial low rating was justified by his perceived language barrier and 

his lack of experience in teaching (only two months of teaching experience as a math 

tutor for the Tau Beta Pi-National Engineering Honor Society at the U. A.). At the end of 

the Program, however, PP stated he feh prepared to teach. 

Rating Comment from Questionnaire 

(4) These IT A training classes helped me to know how to present and 
what to present, so I feel I am a better teacher now (PP, post-
questionnaire) 

It was fascinating to observe PP working as a lab tutor, and by reviewing the 

videotaping of PP's classes, I could verify the notes I had taken from the two class 

observations I made of him (02/08 and 03/21). In both instances, PP revealed himself as 

quite encouraging, helpful, friendly and available to students before and after class. 

He established good contact with his students, by maintaining good eye contact and 

approaching them whenever they had questions. He tried to involve all of the seventeen 

students in the class, and he called his students by their names. In the first class I 

observed (02/08), he used transparencies with the main points of the lab, and in his 

second class (03/21), he used powerpoint to show the agenda for the class, and once 
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again to list the main points of the class together with some important definitions of 

terms. PP also used simple examples to illustrate his points, and was able to answer his 

students' questions - sometimes from the first time the question was asked, sometimes 

the second or third time; nevertheless, he was always patient toward his students, and so 

were they toward him. Because PP spoke slowly and used audiovisual materials to back 

up his presentation, the lessons were clear. 

It was interesting to notice how critical of himself PP was. He always found 

something wrong even when everything was OK. For example, in both instances when 

we met to discuss the labs I attended, he told me, "Marcia, the class was not good." 

(meeting after class observation). 

PP's mid-semester and final student evaluations were overall very good and 

acknowledged his efforts to do a good job. Some of the students made references to PP's 

language barrier, but it did not seem to be a major concern for any of them, and they 

never perceived and/or referred to it as a handicap; 

Very fair, reasonable and tolerant. Always came prepared for labs and presented 
fairly well. The instructor has maintained my interest (PP,mid-semester student 
evaluation) 

Pretty good instructor. English is a little hard to understand though, but he 
explains stuff very well (PP, mid-semester evaluation) 

Good at coming around and helping; easy to get to for questions, especially over 
e-mail. He is also very prompt at returning exercises (PP, mid-semester student 
evaluation) 

Sometimes difficult to understand because of his accent, but he asks for help with 
his pronunciation and tries hard to overcome this. Other than that, the lectures are 
clear, concise and detailed. I was impressed with his eagerness to 
teach (PP, final semester evaluation) 
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Excellent effort and instruction. Language barrier a minor drawback. Very 
knowledgeable and prepared for lab. Comments on graded reports were very 
helpful (PP, final student evaluation) 

PP keeps our attention. Funny, intelligent. Excited about the projects. Cool. 
(PP, final student evaluation) 

In our last interview, PP assessed his experience with the ITA Program, what he had 

learned, 

"You know, what I like about the ITA classes is somebody that correct my 
pronunciation...some people that can tell me which part I have problem or 
something that I can correct next time. I liked that we practice pronunciation and 
presentation over and over and over again. I liked the repetition. I need that." 
(PP, Interview #3) 

This nested case study also verifies Bailey's (1982) findings that by mentoring 

IT As to use appropriate nonverbal behaviors, adopt an interactive teaching style, 

establish good teacher-student rapport, plan and organize lessons, monitor student 

learning, and develop a sense of humor, IT As are usually able to make up for linguistic 

deficiencies. Although PP's struggles with his spoken English had a rather different 

cause than the ITA in the previous nested case study, PP also gained from linguistic, 

intercultural and pedagogical support (Bailey, 1982), as shown by his improvement in the 

SPEAK (from 45 to 50), and from getting the 'Award for Excellence at the Student 

Interface' in appreciation for his special efforts to serve the students in the College of 

Engineering and Mines well. 

As Beime-Smith & Deck (1989), Fairweather & Shaver (1991) and Nelson & 

Lingnugaris/Kraft (1989) point out, college and universities professors are increasingly 
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prone to having students with physical, learning and/or psychological disabilities in their 

classrooms and laboratories. Many professors, however, are not prepared to work 

effectively with students with disabilities and wonder about the kinds of help that are 

available on campus, the types of special considerations those students might require to 

succeed in their classes, the types of instructional strategies that should be used to meet 

their needs, and what the instructor's obligations to those students are (Rojewski & 

Schell, 1994). Although almost all colleges and universities have an Office of Disability 

Services that provides assistance and support to students with disabilities, the variety and 

kind of services available vary considerably from institution to institution. At the 

University of Arizona, for example, there are various resources available, such as the 

"Disability Resource Center" (DRC), the "Learning Center," the "Strategic Alternative 

for Learning Techniques" (S.A.L.T.), and the Department of Hearing and Speech. In 

order that the professors determine their initial instructional strategies and needed 

modifications, it is important to make an initial assessment of the student's disability by 

consulting with him/her privately, and, if needed, referring the student to the appropriate 

unit that deals with that kind of disability. It is also necessary to maintain close contact 

with that unit in order to reassess the strategies being used in the classroom. 

After pursuing therapy treatment and participating in the IT A Program, PP was 

able to slow doAvn his rate of speech (which really helped listeners understand him more 

clearly) and get somewhat better in his enunciation (but not much). However, what really 

made the difference was PP's willingness to work very hard on his teaching skills to 

compensate for his language challenges. His department knew what a brilliant graduate 
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Student he was, but they were very nervous about hiring him as a TA. Here is when 

ethical dilemmas arise because 

our universities do have the contractual obligation to offer orally 
comprehensible teaching, and yet we cannot discriminate on the 
basis of disability; [thus] based on our philosophy of equal access 
to all, we want to find ways to include rather than exclude, even in 
competitive environments like graduate school and academics. (...) 
In American universities we have ethical dilemmas about when 
and how we can intervene and whether we are forcing or 
suggesting treatment, or whether we are intruding on a person's 
privacy/autonomy (Petro, 2000 - email to ITA-Listserv -12/14/00 
- used with permission) 

As it turned out, giving PP a chance proved to be a very wise decision. 

Nevertheless, a word of caution is in order here; each student is different and so is each of 

the disabilities they might bring with them. It is important to maintain an open mind and 

provide the ITAs that have any kind of disability with the various resources available on 

campus. It is also crucial to be willing to work with them individually if the case requires 

it. In that same IT A class I taught in Spring/2000, there were two other FTAs with less 

severe speech impediments; YW, a discussion leader who stuttered a little and PL, a 

grader who sometimes did not pronounce the last syllable of the words. Neither of these 

ITAs were nearly as incomprehensible as PP, and the IT A Program was all they did. I 

saw both of them individually for a couple of times every month throughout the semester, 

and they seemed to have improved, as their self-evaluation, SPEAK scores and teacher 

evaluations demonstrate. 

Working with IT As is sometimes very challenging because of the cultural, 

linguistic, and pedagogical differences they bring with them. Adding the disability 

component - physical, learning and/or psychological - the challenges could increase 
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exponentially, especially if the ITA had never been aware of such a disability. "If 

effortless oral comprehensibility is a physical impossibility, then [the ITA] should be 

placed in a teaching situation where he can communicate effectively by other means," 

such as email contact, one-on-one tutoring and/or conferences with compensating 

strategies for both speaker and listener (Messinger, 2000 - email to the ITA-Listserv -

12/13/00 - used with permission). In addition, the IT As with a disability may also find 

that it is very possible to overcome their limitations when they are open about their 

disability with the students and have effective instructional skills. 

S.3.3. The Insecure Undergraduate Teacher 

Zukowski/Faust (1984) claim that ITAs often experience difficulty projecting 

confidence and establishing authority in the classroom. Although this is true of some 

IT As, there are many others who think they do not project confidence and authority 

because they perceive themselves as unprepared for taking on the responsibility of 

teaching American undergraduate students. KI, for example, a twenty-nine-year-old 

Korean male pursuing his Ph.D. in Management and Information Systems, had 

received very good scores on his TOEFL (617) and SPEAK (50), and did not need to 

be in the ITA Program (which was usually attended by ITAs with a SPEAK score 

between 40-45), but he decided to join it. Although he thought he was fine as a 

graduate student, he felt his English skills were far below what they should be in 

order to competently fulfill his role as an undergraduate teacher. He explained that he 

could not understand some of what his students said, and he sensed that for that 
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reason, the students would not understand and/or like his teaching. KI's insecurities 

as an undergraduate teacher transpired ever since our first interview, 

"Marcia, I need your help. I am not good enough, and I think the students 
cannot understand my explanations. Also, I do not know slang, and my 
students use it all the time. I do not understand a lot of things they say." 
(Interview # I). 

KI shared that he was quite surprised and sometimes felt shocked on his first 

months in this country because of the picture he had portrayed of the U.S.A. while he was 

still in his home country, 

"I realize my English was bad and all my training in Korea was a 
waste. I couldn't make myself understood in the beginning. I was 
surprised and shocked. The behavior of Americans was not 
shocking because we see movies, and the food was OK because in 
Korea, many food is Westernized - not a problem. Getting my 
apartment and going to the bank was difHcult, I asked questions 
again and again. In our country I thought there was a lot of crime 
and theft in the U.S.A. because of the movies, but it is peaceful, 
calm and clean" (Interview #1) 

KI felt very comfortable as a graduate student. In the pre-questionnaire, KI 

stated that his only reason for being in the U.S.A. was to study and get a degree, and he 

anticipated that it would take him at least four more years to complete his studies. His 

expectations regarding the IT A Program were to speak English better and improve his 

teaching skills. 

When describing himself as a student, KI said; 

"I study more here.. culture and atmosphere and things like that...and the 
pressure is also very different. I get more pressure than when I was in 
Korea, so I study more...three times more...and also I am very aggressive 
and I ask many questions here. I think that if I go back to Korea as it is, I 
would be called very aggressive person. They don't like aggressive person. 
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They don't ask many question in the seminar ...just presenting" (TK, 
Interview#!). 

KI also shared that he did not have any major problems with his coursework here; 

"Yeah. I'm getting a pretty good score in all the courses I am taking. All As. I 
think my writing is not good...because the professors focus on grammar not my 
content. It is fhistrating, but my reading is good." (KI, Interview #2) 

Regarding his interaction with his professors, KI said, 

"I always feel comfortable because they are helpful and give me good advice, but 
in the beginning I did not ask questions. I was afraid of making mistakes and 
sounding dumb. Now I am more comfortable and confident" (KI, Interview #3) 

In our first interview, KI compared himself as a student here and back in his home 

country, 

"I study more here.. .culture and atmosphere and things like that.. .and the 
pressure is also very different. I get more pressure than when I was in Korea, so I 
study more...three times more. ..and also I am very aggressive and I ask many 
questions here. I think that if I go back to Korea as it is, I would be called very 
aggressive person. They don't like aggressive person. They don't ask many 
question in the seminar ...just presenting." (KI, Interview #1) 

In assessing his L2 oral skills and his motivation and attitudes towards English, 

KI stated in both the pre- and post-questionnaires that he liked English 'a lot', and 

explained. 

Rating Comment from Questionnaire 

(S) English increases my possibilities of knowledge and general 
culture, also of communication with more people (KI, pre-
questionnaire) 

KI also said he would very much like to sound like an American ('S' in the pre 
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and post-questionnaire) because he wanted to communicate efficiently, "For 100% 

conmiunication." 

In the beginning of the semester, KI rated his oral proficiency skills 

as a '2' ('very low proficiency') because he felt his English skills were far below what 

they should be mostly because he could not understand some of what the students said. 

In the post-questionnaire, in contrast, KI rated his oral proficiency skills as a '4' 

Cproficient'), and justified his rating by writing that the ITA Program had had a positive 

impact/effect on him through practice and emotional support. 

Rating Comment from Questionnaire 

(4) Because of the amount of exercises during this course and 
the encouragement provided by the instructor (KI, post-
questionnaire) 

Interestingly enough, it seemed KI didn't feel very insecure when interacting 

with native speakers and was open to taking risks. In fact, when asked to rate his degree 

of comfort around native speakers, he rated it as a '3' ('OK') in the pre-questionnaire, 

and justified it by writing, 

I interact with native speakers fi'equently even if I made many mistakes. I am 
not afraid of not being understood. (KI, pre-questionnaire) 

In the post-questionnaire, KI mentioned being more confident, and rated his 

degree of comfort as a '4,' and backed it up by explaining his confidence had increased, 

I feel more confident about interacting with native speakers because I now 
have more tools for speaking with them. (KI, post-questionnaire) 

KI thought he improved his presentation skills (from a '3' ('OK') in the pre-

questionnaire - "Little practice" to a '4' ('very good') in the post-questionnaire - "I feel 
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more confident with the practice in the IT A classes. In my classes I use powerpoint and 

overheads. The students like it a lot and understand the classes." (KI, post-questionnaire) 

Despite his enthusiasm and passion for English, KI was the only participant in 

the study who rated his liking of the U.S.A. and of Americans at a' 1'= 'not at all' in the 

pre-questionnaire) and he justified his grade by writing, 

"I miss my country and my people. I am a Korean in America. I have a strong 
sense of being Korean and I cannot be mixed like oil and water. I will not let 
my kid grow old as Americanized Korean" (KI, pre-questionnaire). 

It is interesting to detect KI's positionality in the way he perceived his identity 

and his world. His comments voiced his pride in being who he was and his concern (and 

anger to some extent) about the danger of'becoming Americanized.' Maybe he felt that 

if he liked the U.S.A. and its people, he might end up giving up and/or losing his own 

identity. 

KI lived with his wife and his 3-year-old son, and spoke Korean for many 

hours everyday with his family and friends especially on the weekends, and always ate 

Korean food for dinner. In addition, the community of Korean students living in his 

apartment complex was quite extensive and they always gathered together in his 

apartment on a weekly basis. Regarding the amount of Korean he used on a daily basis, 

KI wrote, 

I speak and listen to Korean at least 3 hours a day during the week because of my 
wife and son, and friends, but on the weekends probably about 9 hours. I read and 
write very little in Korean. I read some Korean news articles everyday on the 
internet (15 minutes), and I use Korean when I write emails to my family. 
(KI, pre-questionnaire) 
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In relation to the amount of English he used daily, KI said that because he spent at 

least 9 hours on campus everyday. He said that he probably listened to English for about 

7 hours because of the classes he attended and the class he taught, and spoke it for about 

5 hours when interacting with his professors, classmates, students and some American 

fnends. KI also stated that he only used English when he was on campus or running 

errands. He added that he had much to read and many papers to write for his classes, so 

he probably read and wrote for at least S hours everyday. 

When evaluating the impact/effects of the IT A Program on him as a graduate 

student, KI stated, 

"My biggest improvement happened when I took the classes and interacted with 
my classmates. My English improved in the pronunciation classes, but I still have 
a little hesitation delivering myself, but they understand better...and...I can speak 
my intention more precisely, clearly. I now talk more with my professors and 
when I don't understand something, I ask to a professor to clarify it. I am not shy 
anymore. I am aggressive. My class presentation becomes better and better 
because we practiced again and again" (KI, Interview #3) 

KI was very hardworking and loved the English language. In his journal entry on 

"what learning a language is like," KI allowed his character and his subjective theories of 

learning and teaching to come out very strongly. 

Learning a new language is a great experience to me. It is like many long-term 
projects, such as writing a Ph.D. dissertation, building a house, etc. You need to 
work hard on it day by day, month by month, year by year. You also need a good 
advisor, careful planning and strong commitment because they are keys to 
the success of the life project. It is also like performing in front of other people. 
You need courage to open yourself to others, to expose your shortcomings, to 
acknowledge your mistakes and try your best to correct them. (KI, journal entry) 
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When KI shifts his focus from his role as a graduate student to the one as an 

undergraduate teacher, his insecurities are revealed. For example, when rating his 

readiness for teaching in the American class, KI gave himself a '3' in the pre-

questionnaire. His justification for the rating was given by his lack of knowledge of the 

American academia and his perceived low oral proficiency. 

Rating Comment from Questionnaire 

(3) I am not sure what kind of teaching style is appropriate for 
American students, and language obstacles for sure. 
(KI, pre -questionnaire) 

Despite all the effort and hard work KI puts into his teaching, he felt he was 

never good enough. For example, in our second interview, KI said he was not an 

effective teacher because of his communication skills, which "weren't quite developed 

yet," but he thought he organized "an interesting courseand that it took him about 10 

hours to prepare for every class he taught (approximately 40 hours a week including 

office hours and correction of exams) because of the quizzes, slides and handouts he used 

for each class, and the amount of work he put into updating his website on a daily basis. 

He also told me that he saw himself 

"as 60% teacher and 40% student because technically teaching is my priority, but 
teaching takes so much time! (sigh) Because it has to have better presentation and 
clarity in conveying something. Teaching is a totally new awakening experience." 
(KI, Interview #2). 

When I asked KI what kind of teacher he was, he told me he was fnendly, 

encouraging, open to new ideas, fair, organized and helpful in and out of the class. 

Nevertheless, he was very concerned because he was also always very tense, somewhat 
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impatient, strict ("I control tightly everything in my class; time, class activities..." 

Interview #2), and overly serious, 

"Students like me. I may intimidate my students (laugh). Uh...in the beginning I 
say I ...I expect very high...I say I will apply very strict rules in grading...and...I 
don't give very good grades, and such like that." (Interview #2). 

When asked if that was true, KI continued "that... is true in the beginning" (laugh). 

KI told me that he liked to be very strict with his students in the beginning of the 

semester, so that they would respect him, but as the semester unfolded, he got more 

relaxed. KI also told me that although he was somewhat strict, he was also a good and 

rather fair instructor; he said he was always available for his students inside and outside 

of the class, and always made sure everybody understood his lectures. Moreover, he felt 

that the American undergraduate students had many more advantages over the Korean 

ones: 

"From my experience in my undergraduate program, uh...ok...uh...students are 
better served in the U.S.A. They get the syllabus, get the handout, and...get the 
quiz... very fast feedback and office hours... so sure they pay more tuition to this 
university, but the service they get and the attitude from the instructor...is...better 
than in my country." (KI, Interview #1). 

His statements concerning his teaching methodology clearly shows some more of 

his subjective theories of teaching and learning informed and influenced by his own 

cultural values. 

Among the positive comments his students wrote about him on the mid-semester 

evaluation, KI's personality was described as being "patient, fun, easy going, 

understanding and 'an instructor who really cares about us'." 

Some students complained about his oral skills in the mid-semester evaluation, but 
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the comments were more related to the way he spoke; too softly (some could not hear 

him well), and too fast at times (making it harder to grasp the technical concepts he was 

teaching). From the first observation I made on KI (02/10), later verified by the review 

of the videotaped session, I did concur with his students' comments in the mid-semester 

evaluation. When confronting him about his speaking too softly, KI said, 

"Even when I speak in Korean my voice is not loud enough. 
While I was dating my wife, she never complained about it, but 
after engagement, she burst; "I can't stand it anymore. Speak 
loud!" (Informal talk after first observation) 

His students also requested that he provide them with more examples to 

support his lectures and interact more with the class asking questions of students to 

ensure more interaction between him and the students. So, when I asked him the reason 

for his not calling on students, KI's cultural assumptions, translated into his subjective 

theories came into play again when he told me that he did not want to humiliate his 

students, "What if they don't know the answer? They will feel bad." 

The second time I went in, though (03/23), I was amazed at how interactive KI 

had become in such a short period of time. During the 50-minute class, KI told at least 

three jokes related to the material he was covering, knew his students by their names, 

asked them questions and was using overheads and powerpoint as opposed to the 

chalkboard, the only visual aid he used in the past. 

KI's insecurity showed up in both times we met after his class to talk about the 

strengths and weaknesses of the classes I observed. He confessed feeling uncomfortable 

and tense even after I had told him he had done a good job. He said he was very self-

conscious in terms of using grammar correctly, at least in the beginning of the semester. 
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I asked him if that happened only when I attended his sessions or if it happened all the 

time. He said that the fact that I was observing him made him more nervous, but he is 

usually very careful when speaking because he does not want to make mistakes, 

"What will the students say... what will they think? I am from another country 
and I need to be very, very good to teach them" (Informal talk after second 
class observation) 

KI also said that being a TA provided him with more than a fixed income, 

"I have great interaction with my professors and advisors. And I found that I 
get a lot of pleasure teaching and when students leam. I was also very happy 
when my methods of teaching proved effective in my teaching environment." 
(KI, Interview #3) 

Despite his insecurity, and only two years of teaching experience in Korea, KI 

was highly regarded and praised by his "Introduction to Business Program" students. In 

fact, he was the participant in this study who received the highest student evaluation 

means in both the mid-semester and in the final evaluation (4.6 and 4.9, respectively on a 

5.0 scale). Among his students comments in the final evaluation, KI was considered to 

be 

very detailed and clear on instructions and explanation. Great website and 
handouts! (KI, final student evaluation) 

easy to understand. Very good teaching and managing of class time. (KI, final 
student evaluation) 

available at all times. He encourages us to come to him for help. He makes an 
otherwise boring subject quite flin. (KI, final student evaluation) 

approachable and easy going. Does very well with lectures and always helps 
us. He makes things Am and not a difficult procedure. (KI, final student 
evaluation) 
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In assessing his experience with the IT A Program as an undergraduate teacher, KI 

shared in our last interview what he had learned, 

"ITA classes are very good. All the help...and the class bservations.. .videotaping, 
and teaching tips,... and the knowledge about American students. I am confident 
because I am more prepared. I now look to my students' eyes, and I can 
understand the atmosphere whether they are understanding or not. (pause) 
Well .. .1 am happy my department gave suggestion of taking the classes. I hope I 
can ask you to come to my classes and videotape me and give me feedback next 
semester, OK? " (KI, Interview#3) 

Mentoring IT As can be challenging for professionals in higher education because 

international students often face a number of psychological, emotional, and academic 

stress caused by language and cultural differences (Charles & Stewart, 1991; Selvadurai, 

1992; Wan et al., 1992). These factors make many ITAs feel very insecure about their 

capability of fulfilling their roles as graduate students and undergraduate teachers in 

American academia. Moreover, as this nested case shows, ITAs benefit fi'om linguistic, 

intercultural and pedagogical support (Bailey, 1982) because they can learn more about 

competent cross-cultural communication (Bernhardt, 1987), and American academia 

(Gokcora, 1989), so they feel more confident and more prepared as students and teachers. 

5.4: Chapter Summary 

International TAs have usually been educated in instructional settings that are 

often very different from the American context, and they bring with them varied 

educational models, individual differences and cultural backgrounds. In fact, as Bauer 

(1996) points out, "Although the TA role is uniquely characteristic of the American 

higher education system, IT As interpret it based upon their own cultural fi'ame of 
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reference" (p. 86). These differences become unique assets and challenges to the 

graduate students, their professors, advisors, supervisors, and students. 

The three nested case studies described in this chapter provide a closer 

look at the wide variety of challenges an IT A Program faces on a constant basis. The 

main goal for examining these three participants more in-depth was to provide a wholistic 

view of three of the participants, whose overall issues are similar to greater or lesser 

extent to all of the other participants and to examine my four research questions more 

closely. 

The first case study dealt with AI and his struggles with his spoken 

English. In the beginning of the semester, despite his excellent teaching methodology, 

his students complained loudly about his 'poor' oral English skills. AI's improvement 

towards the end of the semester reflect the impact of the IT A Program which provided 

him with intensive linguistic, intercultural and pedagogical support followed by 

continued support in the same three areas throughout the teaching term (Stelzner, 1987; 

Sprague & Nyquist, 1989). This made it possible to compensate for linguistic deficiencies 

through competent cross-cultural communication between himself and his American 

students (Bernhardt, 1987). 

In the second case study, I examined an issue which is now increasingly 

emerging in institutions of higher education: dealing with students with disabilities. 

Many faculty and staff, however, are not prepared to work effectively with students with 

disabilities and wonder about the kinds of help that are available on campus as well as the 

legal implications and obligations they have towards these students, especially when they 
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are from another country. For example, while in the U.S.A. should international students 

be afforded the same equal opportunities as the domestic ones? Many ITAs are not 

aware of their disabilities simply because it is not common practice in their home 

countries to diagnose those, especially certain physical disabilities (such as 

communicative disorders), learning and psychological disabilities (hidden disabilities). 

Also, once a physical disorder of communicative nature has been diagnosed, 

how should it be treated at the time of the TSE/SPEAK test? In other words, should it be 

treated "as a minor distraction that a native speaking teacher might also have, or should 

SPEAK raters consider what specific role the speech disorder plays in comprehensibility? 

(On a SPEAK test, for example, how many points off for a stutter, etc.)" (Petro, 1998 -

email to ITA-Listerv - 11/18/98 - used with permission). Should the ITA not be allowed 

to teach? Should the ITA be given limited duties? It seems fair to think that if an ITA 

"truly has a disability, and meets the criteria that a national TA must meet to be teaching, 

then it seems like he is entitled to accommodation and should assume his teaching duties" 

(Panvini, 2000 - email to ITA-Listserv - 12/13/00 - used with permission). 

It is very important that each case be examined individually in order to better 

assess the degree of interference a hearing and/or communicative disorder might have on 

the ITA's lack of oral comprehensibility, and to what extent that might be in direct or 

indirect connection with his/her overall fluency of English. Also, as the findings in this 

study show, the impact/effect of the ITAs' motivation and attitudes is significant on the 

ITA's oral performance and student evaluation of teaching (Chapter 4). Although PP was 

somewhat incomprehensible at times, his willingness to work very hard on his speech 
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impediment and on his teaching sidlls to compensate for his language challenges were 

crucial for his success in the classroom. 

Working with ITAs has many times been considered a very challenging task, 

and the American institutions were basically concerned with the cultural, linguistic, and 

pedagogical differences that the ITAs brought with them. Nevertheless, we are now 

moving into a new era, where the ITA's physical, learning and/or psychological 

disabilities are also coming into play. It is each institution's responsibility to decide how 

they are going to deal with that in order to meet their criteria for hiring ITAs and 

maintain their standards of excellence, and still not be discriminatory against 

international students. Empirical and theoretical research of IT As with disabilities is 

non-existent and it requires follow-up studies in the area. 

Most IT As worry about their English proficiency in the American classroom, 

mainly when they are fulfilling the role of teachers. They are afraid they will not 

understand their students' questions, remarks and/or jokes. IT As also fear 

mispronouncing English words and not having the appropriate vocabulary when they are 

lecturing and talking to students inside or outside of the class. KI, our participant in the 

third nested case study, depicts the insecurities described above. As seen in that case 

study, and in Chapter 4, ITAs need more than just mentoring in the areas of language, 

culture and pedagogy. The results reported in this dissertation show that ITAs need 

reassurance and encouragement throughout the mentoring process, and, at the end of the 

Program, they need to know they are capable and ready to fulfill their roles. 
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As seen from the findings in this study, IT As need specific kinds of mentoring 

and support that differ fi'om that of their counterparts, American Teaching Assistants 

(ATAs). The issues applicable to IT As encompass more than developing appropriate 

and efficient teaching behaviors because individual needs exist and need to be addressed 

properly. ITAs' success in the classroom is, indeed, enhanced by closer mentoring and 

more specialized assistance, reinforcing the need for ITA Programs in American Higher 

Education. 
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CHAPTER 6: FINAL DISCUSSION AND CONCLUSION 

6.L Introduction 

As stated in Chapter 1, the main objective of this dissertation was to investigate 

the impact of the ITA Program at the University of Arizona on twenty-three IT As in the 

multiple roles they fulfill as graduate students and teaching assistants. More specifically, 

this multi-case study provided an emic perspective on the ITAs' perceptions and 

definitions of teacher "effectiveness" together with those of their undergraduate 

students', and the communication skill and teaching behavior changes the ITAs 

experienced after participating in the optional semester-long ITA Development Program 

during the Spring 2000 semester. 

The extensive data for the present study collected from various sources - SPEAK 

scores, questionnaires, journal entries, individual interviews (Mason, 1997; Spradley, 

1979), classroom observations (Spradley, 1980) and student evaluations - were analyzed 

using quantitative and qualitative methods. These approaches allowed the researcher to 

triangulate the data of this multi-case study. 

The results of the analyses of data in this mixed-design study indicate that the 

ITAs in the study received very positive benefits, and greatly improved their language, 

cultural and teaching competencies after completing the ITA Development Program. 

Overall, the major contributions of this study lie in supporting the need of ITA Programs 

to be available nationwide and in helping determine whether or not ITA-specific 

Programs should be made mandatory. 
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6.2. Final Discussion of Results 

Evaluating the impact of an IT A Development Program is very complex since 

there are few variables related to TA mentoring and development that can be isolated and 

precisely measured, making this the major reason why a multi-case study format was 

chosen. 

The results reported here to answer each one of the research questions in this 

study have some interesting implications for school administrators and IT A developers. 

This study comes at a time when there has been an ever increasing interest in the quality 

of undergraduate education. It is also a time when the number of international graduate 

students who become TAs in American universities nationwide has been steadily rising, 

while the number of domestic TAs in mathematics, the physical sciences, and 

engineering has been declining steadily since fewer U.S. students are pursuing these areas 

at the graduate level (Jenkins, 1998). According to the National Research Council (1995), 

48.9% of doctorates in engineering and 36.4% in mathematics and the physical sciences 

were awarded to international students in 1994. 

As Burkhalter et al. (1992) point out, international graduate students "are sought 

after not only because of their competence as students and researchers but because of the 

knowledge, skills and international perspectives they bring to the teaching of 

undergraduate students" (vii). Nevertheless, mentoring of IT As can be a challenge for 

professionals in higher education because international students often face psychological, 

emotional, and academic stress caused by language and cultural differences (Charles & 

Stewart, 1991; Selvadurai, 1992; Wan et al., 1992). Moreover, as Bauer& Tanner 
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(1993), Bernhardt (1987), and Stevenson & Jenkins (1994) suggest, competent cross-

cultural communication between ITAs and their American students can be more 

problematic than the language difference itself. Bailey (1982) points out how important 

it is for IT As to have linguistic, intercultural and pedagogical support, and this 

dissertation describes and analyses the positive benefits IT As get from an IT A 

Development Program that addresses all of those areas of concern in order to better 

prepare ITAs for the multiple roles they fulfill in the American academia. 

Since little theoretical and empirical research in the area of ITA mentoring and 

program development is available, this muhi-case study was designed to investigate 

international graduate students in their multiple roles of graduate students and teaching 

assistants by specifically answering four questions; 

1. What constitutes 'effective' teaching behaviors in the American College class; 
a. according to the IT As? 
b. according to their undergraduate students? 

2. Does the University of Arizona ITA Development Program impact the 
ITAs as teaching assistants? In what ways? 

3. Does the University of Arizona ITA Development Program impact the 
IT As as graduate students? In what ways? 

4. To what extent do the ITAs' individual differences (age, length of stay in the 
U.S.A., TOEFL scores, previous teaching experience, use of LI, use of L2, and 
motivation/ attitudes,) account for the variation in the impact of the ITA 
Development Program on them? 
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6.2.1. Defining an 'Effective' College Teacher 

The findings in this dissertation indicate that for the most part, the adjectives 

selected by the ITAs to describe an 'effective' professor in their home countries were 

quite similar to those one would expect from a native speaker describing an 'effective' 

professor in the American academia; 'knowledgeable,' 'well prepared,' 'organized,' and 

interactive.' Moreover, the results of the qualitative analyses of the data show that the 

major differences reported by the participants seem to lie on the formal relationship 

professors and students have in other countries, and on the higher teacher expectations 

professors outside the U.S.A. hold for their students. As shown from the data collected, 

the education in other countries is more teacher-centered, and the teachers are more 

demanding of their students and push them to study very hard. The results also show that 

in the United States, on the other hand, it is more common to find a more relaxed and 

informal relationship between professors and students. In addition, the findings indicate 

that it is common practice for professors to foster a lot of independence and encourage 

critical thinking skills of their students, the latter being not only allowed, but also 

encouraged to ask questions and actively participate during classes. 

The ITAs' students in this study (N=312: 78% (=243) freshmen, 22% (=69) 

sophomores) instead of using adjectives like their IT As did, used action verbs to define 

'effective' teaching and ranked 'listening to students' and 'being open to new ideas' as 

the top characteristics of an 'effective' professor for them. These traits are usually 

challenging for the ITAs to attend to, since in many of the IT As' home countries, 

especially in Asia, teachers do a lot of lecturing and their students have a more passive 
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role. In addition, IT As sometimes avoid allowing their students to talk much in the class 

for fear that their limited language skills will prevent them from understanding what is 

being said, and/or preclude them from responding accordingly. On the other hand, IT As 

are often "willing to help [students] in and out of the class" (240=77% of the total 

responses); "care about their students" (240=77%), and "go out of their way to be there 

for the students" (218=70%). Moreover, it is usually not a problem for ITAs to fulfill the 

affective-related expectations that the undergraduates in this study have of the instructors 

they consider 'effective;' most ITAs are "caring," "aware of students' needs," "fnendly," 

"encouraging," "understanding," "inspirational" and "patient." 

Some potentially problematic items that the undergraduate students in this study 

pointed out as also important traits of an 'effective' instructor reside in precisely defining 

and explaining to ITAs what "being down to earth"(265=85% ) means since the 

expression carries such an intrinsic cultural value. Also, IT As may have trouble with the 

item "avoiding busy work" (valued by 218=70% of their students) since in the IT As' 

minds, teachers usually know what they are doing and the purpose of what they are 

doing. Therefore, many IT As, especially the Asian ones, have trouble understanding that 

their students are allowed to criticize the assignment given and/or perceive it as a waste 

of time. "Being able to level with students"(218=70%) might also pose a problem simply 

because most IT As are used to seeing the professor in a higher level than the one their 

students are in, and it may be difficuh for ITAs to be as forthright as their students would 

like them to be. Many IT As have only been exposed to educational systems with very 

little interaction between instructors and students, and are used to more passive roles in 
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the classroom as listeners and note-takers (Pica, Barnes & Finger, 1990). In addition, 

during pre- and in-services, IT As are often bombarded with warnings about the dangers 

of incurring in acts that might be perceived as sexual harassment, so many would rather 

opt for a more hierarchical teacher-student relationship. Thus, the degree of informality 

that the undergraduate students expect inside and outside the class is a challenge to many 

ITAs (Bauer, 1996). 

A surprising finding provided by the results obtained from this study is that some 

of the traits many ITAs see as very important characteristics of an 'effective' teacher 

show up at the bottom of the list generated from the data gathered from the undergraduate 

students - i.e., "being prepared" (78=25% of the total responses), and "being 

knowledgeable" and "being organized" representing each only 15% (N=47) of the total 

responses. However, a word of caution is in order here; ITAs are usually older and more 

mature than their undergraduate students; therefore, it is only natural that their list of 

priorities be different. In addition, the list derived from the group of students in this study 

reflects the perceptions of the group, and is particular to that group; therefore, it is not 

intended to be exclusive. 

The results reported here on the characteristics that the ITAs and their students 

perceive as important in an 'effective' college teacher have some very interesting 

implications for school administrators and ITA developers. By acknowledging and being 

aware of what the ITAs' different subjective theories are - including how they define an 

'effective' teacher, and how effective they perceive themselves to be - their needs and 

concerns can be more directly addressed. It is also important to learn about the ITAs' 
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prospective students' expectations as well, since by knowing their audience, they are able 

to more readily understand and attend to their needs and expectations. It is true that the 

undergraduate students, especially the ones in the lower-division classes, seem to have 

less tolerance for international instructors and need to be educated about them, too. It is 

also true that class dynamics change from class to class, so it is important to conduct an 

assignment in which the IT As and their students know from the beginning of the semester 

how each other defines 'teaching effectiveness,' so that more useful and efficient 

teaching and learning may take place in and out of the class, and some potential problems 

may be avoided. 

6.2.2. The Impact of the ITA Program on the IT As as Teaching Assistants 

The resuhs of the extensive data obtained qualitatively and quantitatively 

(Chapters 4 and S) show that the ITA Program impacted the participants very positively 

in the three areas of most concern in ITA training; ITA pronunciation, intercultural 

communication and effective teaching behaviors. 

The findings in the post-questionnaire indicate that because of the self-confidence 

and skills ITAs had gained in the Program, fourteen of the participants (60.1%) fek 

'prepared' for their teaching tasks (as opposed to only five (21.7%) in the pre-

questionnaire), whereas four of them (17.4% ) considered themselves 'very prepared' (in 

contrast to 0% in the pre-questionnaire). As the participants reported in the post-

questionnaires and interview #3 (Chapter 4), through the ITA Program, they were able to 
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practice and improve their L2 oral skills and learn and/or refine presentation and 

communication skills. 

The results from the statistical analyses of all of the four variables that had pre-

and post-scores, such as the self-report of oral skills (p=.000), self-report of teaching 

skills (p=.000), the SPEAK scores (p=.000) and the student evaluation of teaching 

(p=.001), were all significant at .01 alpha level (p<.01). These results indicate that the 

participants in the IT A Program improved in their oral and teaching skills, reinforcing the 

fmdings that the Program had positively impacted the participants as undergraduate 

teachers. 

In addition, the results of the quantitative and qualitative data reported and 

discussed in Chapters 4 and S demonstrate that the Program equipped the IT As with a 

chance to have a better grasp on college learning and teaching in the U.S.A., and the 

SPEAK scores, student evaluations, and self-report of oral and presentation skills of the 

ITAs in the Program improved significantly from the beginning to the end of the 

semester. The participants also stated that the IT A Program was a positive experience and 

helped them improve their L2 spoken, intercultural communication and college teaching 

skills since it provided them with a place to address issues that they were not, for the 

most part, ready to deal with. These topics include, for example, the differences present 

in the educational environment in the U.S., which involves teaching in a more culturally 

diverse and student-centered environment, and understanding the teacher-student and 

student-student interaction and the certain degree of informality expected in American 

academia. In summary, the findings of this study show that the Program significantly 
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impacted the participants positively as teaching assistants after they completed the 

semester-long ITA Program at the University of Arizona. 

6.2.3. The Impact of the ITA Program on the ITAs as Graduate Students 

The findings obtained via quantitative and qualitative methods demonstrate that 

the ITA Program also impacted and affected the participants very positively as graduate 

students. The results of the quantitative data gathered through two paired t-tests on the 

variables of SPEAK and self-report of oral skills were both significant (p=.000) at .01 

alpha level (p<.01) suggesting ITAs' improvement mainly in the areas of aural-oral L2 

interaction and oral presentation. 

In addition, in some of the qualitative data gathered for this study, collected via 

interviews, pre- and post-questionnaires and journal entries, the IT As stated that the ITA 

Program had impacted and affected them as graduate students. The participants reported 

feeling more comfortable with the language and more confident in their aural-oral skills. 

They also stated that the oral presentations they were making in their graduate classes 

were much better due to the communication and audio-visual techniques they had learned 

in the Program. Moreover, the participants said that at the end of the ITA Program they 

were interacting more often and more comfortably with their professors and native 

speaker classmates because of their perceived improved aural-oral skills and better 

understanding of the American culture as reported by the IT As' answers in the post-

questionnaire, interview #3, and last journal entry (Chapter 4, pp. 136-145). 
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The participants backed-up their self-perceptions of improvement with the oral and/or 

written evaluations they got from their professors, advisors, and colleagues. 

6.2.4; The Role of Individual Differences on the Impact of the ITA Program on 
the ITAs 

Theoretical and empirical studies have showed that individual characteristics of 

learners may be directly or indirectly related to their achievement in language learning 

(Domyei, 1994; Ehrman & Oxford, 1995; Gardner, 1985; Green, 1993). In addition, 

Ellis (1994) claims that the differences learners possess are ultimately responsible for the 

manner and rate of learning L2, as well as the ultimate achievement they achieve. This 

study was particularly concerned with how certain individual differences, namely age, 

length of stay in the U.S.A., previous teaching experience, TOEFL scores, use of LI, use 

of L2, and motivation/ attitudes impacted and affected the different learning outcomes of 

the participants in the ITA Program. The results obtained qualitatively and quantitatively 

to investigate the above research question were quite revealing and have very important 

implications for the context of ITA mentoring and development. 

Among the individual learner factors, the question of age in relation to L2 

learning has been cited as a highly debated issue in language teaching theory (Krashen, 

1975). Thus, the ITAs' ages were considered for investigation in this study. However, 

the results in this study indicated that the age variable did not seem to play a major role in 

the impact of the ITA Program on the participants. The findings are invigorating for ITA 

Program Coordinators and teachers since the international graduate student population is 
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often times composed of older students just like the three that were part of this study; YC 

(44), DM (44) and WW (45). 

It was somewhat surprising to determine that the IT As' length of stay in the 

U.S.A. and previous teaching experience did not play any major roles in accounting for 

the variation in impact of the Program. However, it once again presents the ITA 

Developer with the reassuring possibility of successfully mentoring ITAs who have just 

arrived in the U.S.A. and who have barely had any teaching experience, both conditions 

of which are usually true of most IT As that take part in ITA Development Programs 

nationwide. 

An important implication of the findings of this study is the verification of the 

lack of correlation between the TOEFL and the SPEAK/TSE scores - validating the idea 

that the TOEFL scores should not be used to evaluate and/or predict oral proficiency of 

ITAs. The results found here have an important implication regarding ITA testing since 

there are two questions that Administrators and Program Coordinators constantly ask 

themselves in institutions of higher education nationwide. The first one has to do with 

whether or not the TOEFL (Test Of English as a Foreign Language) can predict future 

academic success. The answer given by ETS (English Testing Services) is very clear: 

"The TOEFL test is a measure of general English proficiency. It is not a test of academic 

aptitude or of subject matter competence, nor is it a direct test of English speaking or 

writing ability. (...) Do not use TOEFL test scores to predict academic performance" 

{TOEFL Test & Score Manual, p.25-27). The second one has to do with the possible 

correlation between TOEFL and TSE/SPEAK scores; however, the lack of correlation 
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between the TOEFL and the SPEAK/TSE scores found in this study reinforces the idea 

that the TOEFL scores must not be used to evaluate and/or predict the oral proficiency of 

ITAs. 

The results in this study also indicate that one of the worries that IT A trainers 

have regarding the amount of LI that the ITAs use on a daily basis does not seem to 

account for the variation of the impact of the IT A Program on the participants. It is 

important that the ITAs be exposed to and practice their L2, but not, it seems, at the 

expense of the dramatic reduction and/or elimination of the use of their LI contrary to 

what many researchers and educators believe. Being away from their home countries and 

family and fnends, the ITAs use their LI as a way to still feel connected to their roots. 

Also, some ITAs bring their families along with them, and it is only natural that they 

speak in their mother tongue when they are around them. 

Moreover, according to the findings of this dissertation, the increase in the 

amount of L2 daily usage that took place as the semester unfolded did not account for the 

variation of the impact of the IT A Development Program on the ITAs. A possible 

explanation for this phenomenon may reside in the fact that all of the participants in the 

program are graduate students living in the U.S.A., which makes them exposed to L2 in a 

somewhat linear fashion from the beginning to the end of the semester; i .e., because the 

ITAs are graduate students who have a somewhat similar and regular routine throughout 

the semester, their exposure to and use of L2 tends to be the same. Although fifteen 

ITAs (65.2% in the post-questionnaire) as opposed to eight (34.6%) in the pre-
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questionnaire) spent between 12-19 hours using English on a daily basis, that increase 

was not enough to account for the variation of the impact of the Program on them. 

The large impact that motivation/attitudes had on the participants' SPEAK scores 

and student evaluation of teaching support the theoretical and empirical fmdings that 

attitude and motivation are key components among the major variables present in 

language learners and their environments, " operating directly or indirectly as stimulators 

or mediators" (Gardner, 1988). In this study, two multiple regression analyses were run 

on the two correlations found to be high, namely the independent variable of 

motivation/attitudes and the dependent variables of SPEAK and student evaluation of 

teaching. In the first regression, the independent variable was motivation/attitudes and 

the dependent variable was the SPEAK test score. The model summary on Table 4.22 

indicates that the value for the stepwise regression is S.662, which is significant at <.05 

alpha level (p=.027). The R-square of the regression is .212, which means that 21.2% of 

the variances in student evaluation of teaching can be explained by the variances in 

motivation/attitudes. The Beta value for motivation/attitude is .461, which means that 

with one unit change in motivation/attitudes, there will be .461 unit change in student 

evaluation of teaching. Thus, IT As' motivation/attitudes highly correlates with the IT As' 

SPEAK scores, which means that the IT As with more positive attitudes and higher levels 

of motivation scored higher on the SPEAK test. 

In the second multiple regression, the independent variable was once again 

motivation/attitudes and the dependent variable was the student evaluation of teaching 

(Table 4.23). The model summary shows that the value for the stepwise regression is 
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11.981, which is significant at < 01 alpha level (p=.005). The R-square of the regression 

is .521, which means that 52.1% of the variances in student evaluation of teaching can be 

explained by the variances in motivation/attitudes. The Beta value for motivation/attitude 

is .722, which means that with one unit change in motivation/attitudes, there will be .722 

unit change in student evaluation of teaching. Hence, motivation/attitudes highly 

correlates with student evaluation of teaching, and the IT As with higher levels of 

motivation and more positive attitudes obtained higher student evaluations. The results 

of both multiple regression analyses reinforce findings of previous studies (Schumann, 

1987b; Clement, 1980;Giles and Byrne, 1982; Krashen, 1985; and Gardner, 1985) that 

show that the positive attitudes towards the L2 language and L2 community and higher 

level of motivation (integrative and instrumental) can, indeed, affect the outcome of 

second language learning. 

6.3. Pedagogical Implications 

The number of nonresident aliens in the graduate population has been rising 

steadily (Pae, 2001) for the past 30 years. In addition, there has been an increasing 

interest in the quality of undergraduate education leading, therefore, a large number of 

U.S. institutions of Higher Education to focus their attention on the qualifications and 

careful preparation of International Teaching Assistants (ITAs) (Tang & Sandell, 2000). 

The findings of this study indicate that taking and passing the SPEAK/TSE test is 

not enough to equip the ITAs with important cultural, pedagogical and psychological 

tools (especially confidence) they need to be truly successful in American academia. In 
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fact, the SPEAK/TSE do not measure the ITAs' oral effectiveness in the classroom. The 

SPEAK/TSE are to be seen as relatively fast, cheap and effective screening devices. 

Thus, they may never take the place of a teaching demonstration and IT A classes. 

Nevertheless, once the theoretical and empirical reasons for implementing an IT A 

Program on campus have been established, a large number of IT A Program Coordinators 

and teachers face some important concerns and dilemmas, which include the following 

issues; 

1. Attitude: What is the university's and departments' attitude towards teaching? 

Also, what is the ITA's attitudes towards teaching? Does it really matter to the 

IT As and to their Departments? Is it rewarded? 

2. Budget: Who funds the ITA Program - The college for undergraduate 

education? The graduate college? The provost? Different academic departments? 

3. Staffing Patterns: What is the employment status of the ITA staff - Tenured 

faculty? Non-tenured faculty? Administrative and Professional staff? Other? 

4. Location: Where is the Program housed - In the ESL Program? In the Teaching 

Center? In an Academic Department (such as the English Department? The 

Speech and Hearing Department? Other?) 

5. Logistics: How do you get students to seriously attend a fi'ee, voluntary, non 

credit, all semester long ITA Program when you are competing with the numerous 

demands that the ITAs face (e.g., studying, teaching, doing research/labwork/ 
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homework, taking care of family, eating, sleeping, and socializing, just to name a 

few of the factors that play a crucial role in their daily lives)? 

6. Content: What do you need and/or want to include in the Program to efTectively 

prepare ITAs for the roles they fulfill? 

American universities nationwide would answer the preceding questions very 

differently, and this accounts for the extensive variety of ITA Programs across the U.S.A. 

Some departments in American universities around the country require that all of their 

graduate students be TAs before they complete their graduate programs; others can only 

provide their graduate students with any kind of financial help through a teaching 

assistantship offering. Many departments only make research assistantship positions 

available after the students' second semester or year in their graduate programs, to allow 

them time to get to know the professors' research areas and interests. In addition, many 

departments run out of money for research assistants, and only have teaching 

assistantships available. International students are usually, sooner or later, faced with the 

requirement and/or need to confront the challenging tasks that a teaching assistantship 

involves, it is crucial that an ITA Program be in place in all American institutions where 

TAships are available. American institutions of higher education owe it to the 

undergraduate students they serve, and to the large number of international students they 

get and/or recruit every year to take learning and teaching seriously. This means 

meeting the international students' cultural, linguistic, and pedagogical needs before and 
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during the time they are in the classroom in both of the roles they fulfill as graduate 

students and undergraduate teachers. 

For most ITAs, their English language ability is a major concern, and successful 

communication with American students in English is what worries them the most. Even 

when IT As are native speakers of a foreign language they are teaching, they still need to 

make use of English in their various interactions with the students before, during and/or 

after classes, and their ability to communicate their knowledge could be limited by the 

English language, cross-cultural communication, and pedagogical competency they 

possess. Therefore, cross-cultural misunderstandings that sometimes occur in the 

American classroom can be prevented, or at least diminished if specific training and 

cultural-awareness sessions are available. ITAs benefit as both a graduate student and a 

teaching assistant fi-om a semester-long ITA Program that includes Academic Language 

Proficiency Courses, Conversation Hour, and Teaching College Classes (Appendix B). 

Hence, ITA-specific Programs should be made mandatory and, preferably, be taken at 

least one semester prior to the term the ITA is assigned to teach. 

6.4. Limitations of the Study 

This work contributed to the research in the growing area of ITA development 

and supervision. Nevertheless, it is important to acknowledge and address the limitations 

to the study. 

First, although all of the twenty-three participants were hired as teaching 

assistants, they performed different roles, each of which entailing very different and 
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specific duties (30.4% were class instructors, 13.0% were lab instructors, 8.7% were 

discussion leaders, 4.3% was a lab tutor, and 43.5% were graders). Within this myriad of 

roles, ITAs' performance and student evaluation are also very different, making it harder 

to generalize the results obtained, and probably affecting the overall results obtained in 

this study. 

Second, due to the large size of the group, only three students from the twenty-

three participants included in this multi-case study were selected for the nested 

component of this research. Moreover, they were all males. It would have been very 

interesting to include a larger number of IT As of different ethnicities and genders to 

compare/contrast the results obtained. 

Third, there were only four S-Likert scale questions in the pre- and post-

questionnaires that assessed the students' motivation and attitudes. Results would 

probably have been more precise had I included a larger number of items which 

replicated themselves by stating the same question in both the affirmative and the 

negative manner to confirm the student responses. 

Lastly, because of the naturalistic approach used in this study, it may be difficult 

to apply these findings to all other contexts. However, since differences rather than 

similarities characterize individual situations, in order for readers to determine the extent 

to which the findings are applicable to their own contexts, I tried to provide "sufficient 

descriptive data to make such similarity judgments possible" (Lincoln & Cuba, 198S, p. 

298). Applying the working model presented in this research study to other contexts is 

not impossible, but one must take into account that The University of Arizona and 
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Tucson are unique contexts, and so are the IT A classes, the IT As themselves, and their 

undergraduate students. 

6.5. Recommendations for Future Research 

Based upon the findings and the limitations of the present study, many 

recommendations can be made for future research in the areas of IT A testing, training 

and development. First and foremost, more theoretical and empirical studies in the areas 

just mentioned are needed. 

Second, there was no control group to compare the participants in the study 

against in order to more precisely determine the impact of the Program on the IT As. 

Since there were so many confounding variables that may also have played a key role in 

the ITAs' improvement of their L2 aural/oral skills, such as the longer amount of time 

they had spent among Americans in the U.S.A. by the end of the semester. In addition, 

the ITAs' increased familiarity with American academe might also have been important 

in getting the ITAs to interact more with their professors and American classmates, and 

feel more comfortable around their students. Thus, it would be interesting to design a 

study utilizing the same research methodology involved in this dissertation, but including 

a control group with ITAs who did not take part in the IT A Program, and compare/ 

contrast their pre- and post- oral and teaching skills with the ones fi'om the participants 

who took part in the classes to better assess the impact and effects of the classes on the 

ITAs. 
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Third, a follow-up study could be designed to get further insights into the 

impact/effects of the ITA Program. This longitudinal study would use the resuks of the 

data gathered in this dissertation and use it as a pre-evaluation of IT As oral and teaching 

skills. This follow-up study could include interviews with the [TAs' professors, advisors 

and colleagues to better assess the impact of the Program on the ITAs as graduate 

students and teaching assistants. The researcher would then administer the same and/or 

similar questionnaires and interviews a semester and/or a year later to capture longer-

term impact/effects of the Program on the participants. 

Fourth, since Teaching Assistants in general (ATAs and ITAs), just like many 

college teachers, usually enter the classroom without any formal knowledge of 

instructional pedagogy or structured teaching experience (Sprague,1990), it would also be 

interesting to interview and administer questionnaires to new AT As, new IT As, and new 

faculty and their students in one specific department to compare and contrast each 

group's definitions of teaching effectiveness, and the student evaluations of their 

instructors teaching the same content/level classes. 

Fifth, to better understand the individual linguistic, cultural and pedagogical needs 

of students of specific ethnicities, a muhi-case study could be designed using the same 

methodology applied to this study, but involving only ITAs of the same ethnicity. 

In my first interview with the participants in the present study (all international 

students) I asked them how they felt about having a non-native professor. Much to my 

surprise, 50% of them reacted the same way most American students do and said, 

"Some speak English very fast, and I don't like their pronunciation." 
(JH, Interview#!) 
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"Some of Indian and Chinese are barely understandable."(YC - Chinese!!, 
Interview #1) 
"Sometimes is hard to understand their English." (TO, Interview #1) 
"It is a little bit hard for some to communicate due to accent." (IB, Interview #1) 

Thus, my sixth suggestion would be to carry out a study to assess international students, 

IT As and international faculty attitudes towards international professors and compare 

those to the ones domestic students, AT As and faculty have towards international 

professors. 

Lastly, as seen in Chapter 5, more research studies need to be designed for 

understanding and addressing the individual needs of IT As with learning and/or physical 

disabilities since theoretical and empirical research is lacking in the area of ITAs with 

disabilities. 

6.6. Conclusion 

For most ITAs, their English language ability is a major concern, and successful 

communication in L2 is their major goal. The results of this study show that ITAs' 

ability to communicate their knowledge as both graduate students and undergraduate 

teachers is sometimes limited by the language, cross-cultural communication, and 

pedagogical competency they possess. The findings of this study concur with research 

that shows that competent cross-cultural communication between ITAs and their 

American students is a more pressing issue than the language itself (Bauer& Tanner, 

1993; Bernhardt, 1987; Constantinides, 1989; Gillespie, 1988; Halleck& Moder, 1995; 

Meyers, 1987; Rounds, 1987; Sequeira & Constantino, 1989; Smith et al., 1992; 

Stevenson & Jenkins, 1994; Weimer, Svinick, & Bauer, 1989). 



269 

Furthermore, the large impact that the motivation/attitudes variable had on the 

participants' SPEAK scores and their student evaluation of teaching reaffirms the 

theoretical and empirical findings (Schumann 1987b; Clement, 1980; Giles and Byrne, 

1982; Krashen, 1985; Gardner, 1985) that attitude and motivation are key components 

among the major variables present in language learners and their learning environments, 

"operating directly or indirectly as stimulators or mediators" (Gardner, 1988). 

In addition, the findings of this research reinforce the importance and need for an 

ITA Program to be in place (Bauer, 1996; Hill & Lakey, 1992; Rice, 1979) setting 

regulations and guidelines for ITA testing, hiring and development so that when the ITAs 

go to their classes as graduate students or undergraduate teachers, they may experience 

more useful and efficient learning and teaching. 

Also, the results of this study indicate the need for ITA Programs to acknowledge 

and respect the ITAs' subjective theories and provide them with compensatory skills and 

strategic competence which can help them bridge the language limitation gaps they 

experience in the classes they sit in as graduate students and the ones they work in as 

undergraduate teachers. 

The findings reported in this dissertation indicate that ITAs' success in the 

classroom as both graduate students and undergraduate teachers is improved by closer 

mentoring and more specialized assistance that addresses language (linguistic, 

sociolinguistic and strategic competencies), culture (cross-cultural awareness), and 

teaching pedagogy issues (use of audiovisual equipment to compensate for low language 
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skills, use of non-verbal cues to highlight key points and to establish rapport with 

students, etc) in order to prevent or at least diminish cross-cultural misunderstandings. 

Finally, the results in this dissertation clearly indicate that ITAs have a variety of 

specific needs that should be addressed properly. For instance, ITAs often experience 

difficulty projecting confidence and establishing authority in the classroom 

(Zukowski/Faust, 1984). Nevertheless, as Gokcora (1989) points out after specific 

training programs [ITA Programs], ITAs learn more about the American academia, and 

improve their pronunciation as well. Therefore, ITA Programs must be as comprehensive 

as possible, and address L2 language, culture and pedagogy issues. Thus, although pre-

service and in-service programs offered by universities and/or departments where ITAs 

teach may be available, ITA Programs are extremely important because they explore key 

issues, such as assumptions about the role of TAs, familiarity with American educational 

settings, familiarity with interactive teaching approaches, interpretation of undergraduate 

student behaviors, teaching and communicating in a nonnative language with students, 

and perceptions of undergraduate student feedback (Bauer, 1996). 

Several researchers (Amada, 1994; Ballantine & Risacher, 1993; Pascarella, 1980; 

Terenzini & Pascarella, 1980; Volkwein, King & Terenzini, 1986) have found that the 

teacher-student relationship can have positive effects on student development, including 

academic achievement, intellectual development, persistence in higher education, 

personality development, and educational aspirations. Thus, since there has been a 

steady increase in interest in the quality of undergraduate education, and a strong focus 

on learner-centered teaching, undergraduate students ought to be invited to actively 
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participate in ITA Training and Development Programs, as it is already happening in 

certain institutions of higher education around the country, such as The University of 

Utah, and the Ohio State University, just to mention a few. Undergraduate students 

provide the IT As with an opportunity to know and understand them better, while giving 

the undergraduate students, a chance to learn more about diversity and tolerance for 

difference. 

The findings in this study demonstrate that ITA Programs can have very positive 

impact on ITAs by equipping them with the confidence and the linguistic, cultural and 

pedagogic preparation they need to better fulfill the multiple roles they have as graduate 

students and undergraduate teachers. Therefore, ITA Programs should be made 

mandatory and, preferably, be attended by the IT As at least one semester prior to the term 

they are assigned to teach. 
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APPENDIX A: SUBJECT'S CONSENT FORM 

RESEARCH PROJECT TITLE 
Inteniational Teaching Assistants (ITAs) in Multidimensional Positionalities: The Impact and Effects of 

Developmental Teacher Mentoring Programs on ITAs' Effective Learning and Performance in the 
American College Class."^ 

I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE THAT I AM 
INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF HOW I Wtt.L PARTICIPATE 
IN IT. IF I CONSENT TO DO SO. SIGNING THIS FORM WILL INDICATE THAT I HAVE BEEN 
INFORMED AND THAT I GIVE MY CONSENT. FEDERAL REGULATIONS REQUIRE WRITTEN 
INFORMED CONSENT PRIOR TO PARTICIPATION IN THIS RESEARCH STUDY SO THAT I CAN 
KNOW THE NATURE AND RISKS OF MY PARTICIPATION AND CAN DECIDE TO 
PARTICIPATE OR NOT PARTICIPATE IN A FREE AND INFORMED MANNER. 

PURPOSE 

I am being invited to participate voluntarily in the above-titled research project. The purpose of this project 
is to e.\plore the potential benefits an ITA may get as both a graduate student and a teaching assistant from 
a semester-long ITA Program that encompasses Teaching Woricshops, Academic Language Proficiency 
Classes and Conversation Hour. 

SELECTION CRITERIA 

1 am being invited to participate because I am a present or future International Teaching Assistant (ITA) at 
the University of Arizona. Approximately 20 subjects will be enrolled in this stutfy. 

PROCEDURES 

If 1 agree to participate, I will be asked to consent to the following: to complete a set of questionnaires 
twice, to be observed twice, and be interviewed three times during the semester. I will also be asked to 
write periodic journal entries that reflect my role as a graduate student and a teaching assistant to 
undergraduate students. In addition, I agree to having my SPEAK test and teaching audition scores, and 
my TCE (Teacher Course Evaluation) at the end of the semester, and any other kind of student evaluation I 
might get through the semester examined by the researcher. 

RISKS 

There are no known risks associated with participation in this research project. 

BENEFITS 

No dircct benefit to participants can be guaranteed. Participants in the study may learn more about 
themselves in the multiple roles they fiilfill as both a graduate shidem and an undergraduate teaching 
assistant. Moreover, participants' pronunciation, cultural and teaching skills may improve after taking the 
Developmental Teacher Mentoring Classes. 

CONFIDENTIALITY 

All materials will remain confidential. Letters and/or numbers will be used as identifiers. Interviews and 
classroom observations will be conducted by the researcher. The researcher and faculty advisor will be the 
only ones who will listen to the tapes and review the videotapes made, and at the end of the stw^ all of the 
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tapes will be erased. All data will remain confidential and will be reported without names or other personal 
identities. 

PARTICIPATION COSTS AND SUBJECT COMPENSATION 

There are no participation costs, and subject will not be compensated for participation. 

CONTACTS 

1 can obtain further information from the principal investigator. Marcia Helena Coimbia. Ph.D. candidate at 
(520) 626-8071. If I have any questions concerning my rights as a research subjea, I may call the Human 
Subjects Committee office at (520) 626-6721. 

AUTHORIZATION 

BEFORE GIVING MY CONSENT BY SIGNING THIS FORM, THE METHODS, INCONVENIENCES. 
RISKS AND BENEFITS HAVE BEEN EXPLAINED TO ME AND MY QUESTIONS HAVE BEEN 
ANSWERED. I MAY ASK QUESTIONS AT ANY TIME AND I AM FREE TO WITHDRAW FROM 
THE PROJECT AT ANY TIME WITHOUT CAUSING BAD FEELINGS OR AFFECTING MY 
MEDICAL CARE. MY PARTICIPATION IN THIS PROJECT MAY BE ENDED BY THE 
INVESTIGATOR OR BY THE SPONSOR FOR REASONS THAT WOULD BE EXPLAINED. NEW 
INFORMATION DEVELOPED DURING THE COURSE OF THIS STUDY WHICH MAY AFFECT 
MY WILLINGNESS TO CONTINUE IN THIS RESEARCH PROJECT WILL BE GIVEN TO ME AS IT 
BECOMES AVAILABLE. THIS CONSENT FORM WILL BE FILED IN AN AREA DESIGNATED BY 
THE HUMAN SUBJECTS COMMITTEE WITH ACCESS RESTRICTED TO THE PRINCIPAL 
INVESTIGATOR. MARCIA HELENA COIMBRA, PH D. CANDIDATE. OR AUTHORIZED 
REPRESENTATIVE OF THE SLAT DEPARTMENT. I DO NO GIVE UP ANY OF MY LEGAL 
RIGHTS BY SIGNING THIS FORM. A COPY OF THIS SIGNED CONSENT FORM WILL BE GIVEN 
TOME. 

Subject's Signature Date 

Parent/Legal Guardian (if necessary) Date 

Wimess (if necessary) Date 

INVESTIGATOR'S AFFIDAVIT 
I have carefully e.\plained to the subject the nature of the above project. I hereby certify that to the best of 
my knowledge the person who is signing this consent form undorstands clearly the nature, demands, 
benefits, and risks involved in his/her participation and his/her signature is lej^y valid. A medical 
problem or language or educational b^er has not precluded this understanding. 

Signature of Investigator Date 
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APPENDIX B: ITA Program Course Description (cont) 
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APPENDIX C: REGISTRATION FORM FOR ITA PROGRAM 

Name: ^Student ID: 

Courses you are interested in taidng: 

Countiy of Origin; 

Native Langiiage(s); 

Gender 

Age: 

Degree and Program at the U.A; 
•How far in the Program are you? 

Home Address: 

Telephone Number(s): 

E-mail Address: 

English language background (when, where, how long): 

What are the roles you would like to fulfill in your Department (Teaching Assistant Research Assistant 
Grader. Lab. Assistant other)? 

How did you learn about the ITA Program? 

Highest TOEFL Score(s): 

Number of times taken: 

Date(s) taken and Scores obtained: 
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Highest TSE/SPEAKScore(s); 

Number of times taken; 

Dates taken and Scores obtained: 

Next time scheduled; 

Teaching Audition(s); YES NO 

If yes. Dates ; 

Number of times ; 

Next time scheduled; 

If no. 
Do you plan to have one? 

WhyAVhy not ? 

Have you ever taught before? 

HOW LONG? WHERE? WHEN? WHAT 
SUBJECTS)? 

ARE YOU PRESENTLY TEACHING? YES NO 

SINCE WHEN? 

COURSE. LOCATION AND SCHEDULE OF CLASSES YOU ARE CURRENTLY TEACHING; 
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Please list your supervisor's name, department, e-mail address and phone number 

Please list all of your jobs as a TA or RA at the University of Arizona (make sure you include dates as 
well): 

Have you ever had any kind of ITA training? YES NO 

Where? 

When? 

What teaching-related issues are you most concerned about? 

What kind of assistance would you like to get from us? 

SCHEDULE OF CLASSES YOU ARE CURRENTLY TAKING; 

MONDAY TUESDAY WED. THURSDAY FRIDAY SATURDAY 
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DAYS AND TIMES WHEN YOU ARE AVAILABLE: 

MONDAY TUESDAY WED. THURSDAY FRIDAY SATURDAY 

COMMENTS / SUGGESTIONS: 

FIRST VTSIT/INTERVmW WITH ITA COORDINATOR: 

ITA COORDINATOR RECOMMENDATION: 

RESULTS; 

EXIT DATE: 
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APPENDIX D: TEACHING COLLEGE CLASSES SYLLABUS 

SPRING 2000 
Wednesdays 12-2 PM 
CCIT 337:Presentation Area 

Instructor; Marcia Coimbra 
E-mail; marciap@u.arizona.edu 
Office; University Teaching Center (office phone number; 621-2440) 
Office Hours; TTh 10-12 or by appointment 

Course Description: 

This course is designed for international students who score 40 or higher on the SPEAK 
test and are seeking to become a teaching assistant and/or qualifies for a teaching 
audition. IT As who are presently teaching in a class or lab, and would like to improve 
their communication, cultural and pedi^ogical skills are also recommended to sign up for 
the Teaching College Classes. 

Some of the topics covered in the workshops include instructional design, syllabus 
design, academic discourse, audio visual aids, and cultural issues. The main purpose of 
the course is to address specific needs of the ITA's spoken English, while exploring 
cross-cultural awareness, and teaching techniques in the U.S. College setting. 

Instructional Objectives: 

Learners will; 

1. develop an awareness of the linguistic, cultural and pedagogical issues related 
to non-native speaker professionals in their fields; 

2. explore and try various teaching strategies and techniques that promote 
learner-centered teaching while comparing and contrasting them with the ones 
used in their home countries; 

3. take part in video-taped teaching sessions; 

4. get and provide peer feedback while doing micro-teaching; 

5. build a professional conmiunity among native and non-native speaker 
professionals. 
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Course Policies: 

* Attendance and participation are expected so we can successfully achieve our 
instructional goals listed above. YOU MAY ONLY MISS 3 CLASSES OR YOU WILL 
BE DROPPED FROM THE PROGRAM. If you have to miss a class, please make sure 
you get in touch with your classmates or me to check about missed class/homework 
activities. 
*Every week you will have at least one written assignment to turn in, and a short 
presentation (S-10 minutes long) to prepare for. 
*Please keep all of the handouts you will be given each class in a 3-ring binder. 
*Also, as part of the ITA Program, you need to attend the Academic Proficiency Classes 
(T/Th 12:30-2:00) in CCIT 311 (Computer Lab) to improve/perfect your spoken English. 
You also need to come to our Conversation-Hour every Friday at noon (CCIT 337). It is a 
great chance for you to meet with the other FT As and TAs and practice your language 
skills! 

SCHEDULE: 

January 12: Introductions; Course overview; Syllabus discussion 
Profiles of Students and Teachers in the U.S. A and in the ITA's Home 
Countries 

January 19: Syllabus Design 

January 26: First Day in the Classroom 

February02: Presenting in the Class 

February 09: Presenting in the Lab 

February 16: Leading Class Discussions 

February 23: Fielding Student's Questions 

March 01: Active Learning / Learning Styles 

March 08: Using Audiovisual Aids / Verbal and Nonverbal Communication 

March 15: Spring Break 

March 22: Problems in the Classroom and How to Solve Them 
*Mid-Course Assessment and Feedback 
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March 29; Preparing tests. Grading and Record Keeping 

April 05; Preparing for 20-minute videotaped microteaching 

April 12; Videotaped microteaching with group feedback and individual conference 
with me to discuss strengths and improvements (Group 1) 

April 19; Videotaped microteaching with group feedback and individual conference 
with me to discuss strengths and improvements (Group 2) 

April 26; Videotaped microteaching with group feedback and individual conference 
with me to discuss strengths and improvements (Group 3) 

May 03; Final Assessment and feedback 
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APPENDIX E: SAMPLE TSE/SPEAK 

FOR THE TSE TEST — A SAMPLE TEST 

The TSE test is ^tesigned lo measure proficiency in comaumicatmi to 
spoicea English. Because spotei language profideaqr caa be achieved 
oaljr after a relatively lo^ period of stady ttd tnuch practice, an 
atuxnpt to study English for (be first time sboctly before taidng Ae test 
will not be very helpful 

To beip you bea^ Cuniliar with the TSE test, pncdce questioos 
from a sample test are provided below. 

OM THE DAY OF THE TEST 

Oti the day of the test yM will be given a test book and asked to listen 
to and read the general direcaons ^ore you begin. It is a good idea to 
become fiuniliar with the directions before the day of the Iml 
The practice ({aestioia b^ow ate similar bia not idea^cal 10 qoestioiu 
you will find in the acoial test. Therefoce, responses to diese practice 
q u e s t i o o s  m a y  n o c  b e  a c c e p t a b l e  o n  a n  a c t u a l  t e s t  D u c t n g  t h e t e s t  
your responses will be tewrded on tape, b might be helpful to record 
your practice responses on tape, then listen to hear bow your rpeech 
acttaUy sounds. 

CEHSRAL DCRECTIGN5 

In the Test of Spdun English, you will be able to demonstrate bow well 
yoQ speak English, The test will test approximately 20 minutes. You will 
be asked questionsby «aiatervieweronape.TIieqiiesti(xaaRpniued 
in the test book and the time you will have to answer each one is printed 
in parentheses after each question. You are encouraged to answer the 
questions as completely as possible in the time allowed. While most of 
(he questions on the test may not appear to be directly related (o your 
academic or professional Gdd. each question is desip^ to cell ttie 
raten about your oral language ability, liie raten will evaluate how well 
you communicate in English. 

As you speak, your voice will be recorded. Your score for the test will be 
based on your speech sample. Be sure to tpeak loudly enough for the 
machine to record clearly what you say. Do aoi stop your tape recorder 
at any time during the test unless you are told to do so by the test 
supervisoc If you ha ve a problem with your tape recorier. noofy the test 
supervisor immediately. 

TSE FRACnCS QUESTICNS* 
Brst. the interviewer will ask you three questioos. These questioos 
ate for practice and will not be scored, but it is impoitant that you 
answer them. 

Sample questions: 

What is the 10 oumber on the cover of your test book? (10 secoikdi) 

What is (he weather like today? (10 seconds) 

What are your plans for the rest of the day? (10 seconds) 

Then the test will begitL Be sure to speak clearly and say as much as you 
can in responding to each question. 

Imagine that we are colleagues. The map below is of a neighbori&g town 
chat you have suggested (visiL You wUl have 30 seconds to study the 
map. Then TU ask you some questions about iL 

Wasiiui$iom Kivtr 

Rsvenide Onve 

Sporeng 
GomStm Office g 

Prospect Avemc 

i 

Libvary 

1 

Candy 
Stoie 1 

Book 
Store 

Restaurant 
Movie 

Theater 

Oxford Avenue 

1. Choose one place on the map that you think t should visit and give 
me some reasons why you recommend to place. (30 seconds) 

2. Td like to see a movie. Please give me directions from the bus 
station to the movie theatet (30 seconds) 

3. (Tne of your favorite movies is playing at (he theater Please tell me 
about the sxme and why you like it (60 seconds) 

* Please note tiuu the j^rapluta uicd in ttie TSE practice que^Qoas are out 
the same size as those found in an actual test book. 

Duplicate co/fterof tltt tufoiwatfak' oa thii pcge 'and tiie' 
fMtowIng pa^Mn^jiowaload^ framing or; 

>^onferetl' (7tm ncHn6er'9S3352> ftQm toCFt/TS^Senrlca -
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Now pUase took at the su picaues beiow. I'd like you to tell me the story 
thai the pictures show, staitisg with picture oumber I tnd going through 
picture number 6. Please take one minute Co (cok at the pictures and think 
about the stoiy. Do not begin the story until you ate told to do so. 

10. The graph below presents the actual and projected pereenuge of the 
world populaiiba living in cities &om 1950 to 2010. Tell me about 
the information given in the graph. (60 seconds) 

4. Tell me the story that the pictures show. (60 seconds) 

5. What could the painten have done to prevent this? (30 seconds) 

6. Imagine that this happens to you. After you have taken the suit to 
the dry cleaners, you find out that you ne^ to wear the suit the next 
moniing. The dry cleaning service usually takes two days. Call the 
dry cleanen and try to penuade them to have the suit ready later 
today. (45 seconds) 

7. The man in the picaves is reading a oewspapec. Bodi newspaper 
and television news programs can be good sources of information 
about current events. What do you think ve the advantages and 
disadvantages of each of these sotirces? (60 seconds) 

Now I'd like to hear your ideas about several topics, fie sure to say as 
much as you can in responding to each question. After I ask e»h 
quesaon. you may take a few seconds to prepare your answe:; and then 
begin speaking when you're ready. 

8. Many people enjoy visiting zoos and seeing the animals. Other 
people believe tl^ animals should not be taken Com their natural 
suaoundings and put into zoos. Fd like to know what you thank 
about this issue. (M seconds) 

9. Tm not familiar with your Geld of study. Select a tenn qyrd 
frequently in your field and define irfor mie. (60 seconds) 

ICO-

90-

80-

8.70-

l«0-
I 30-

40-

30-

20-

10-

PERCENTAGE OF WORLD P0PULAn0^f 
UVINC Of OTTES 1950-2010 

1950 1960 1970 1980 1990 2000 2010 
Year 

11. What might this information mean for the future? (45 seconds) 

12. Now imagine that you are the president of the Forest Historical 
Society. A (hp to Washington. D.C has been organised for the 
members of the society. At the last meeting you gave out a schedule 
for the trip, but there have been some changes. You must remind the 
memben about the details of the trip and tell them about the 
changes indicated on the schedule. In your presentation do not just 
tead the i^ormation printed, but present it as if you were talking to 
I gnup of pmple. You will have one aunute to pin your presentation. 
Do aot be^ speaking until you are told to do so. 

FOREST cmr HI jTOMCAL scomr 
TMP TO WASHINCTON, D.C 

Oat*: Saturday. April / 

Transportation: Chartered Bus 

0«pM ^Consnuniiy Center partong lot 

ItinorarT: 10:30 a.m. — Guided Tour of White House 

I2J0p.ra. —Lunch* - Rock Creek Pari 

3:00 p.m. — National Museum of History and 
Technology ^«yej4jW p-.n.) 

Georgetown 

Rotynu 10;(X} p.ni. (approximately) 

Cost: (excluding admissions and dinner) 
tisoo 

* Bting your own 

(90scc3tuis) 
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APPENDIX F: PRE-QUESTIONNAIRE 

*PIease answer the questions beiow as complete as possible; also, make sure you include examples to better 
illustrate your points. Thanks. 

1. Why arc you here in the U.S.? 

2. How long have you been in the U.S.? 

3. How much longer do you plan to be in the U.S.? Why? 

4. What do you e.\pect to get from this class? 

5. In what situations do you speak English eveiyday? 
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6. Do you think you have major problems with your spoken English (in school. 
outside school)? Please give examples and explain: 

7. How many hours of English do you estimate you speak eveiyday? Why? 

8. How many hours of English do you estimate you listen to eveiyday? Why? 

9. How many hours do you estimate you read in English everydssy? Why? 

10. How many hours do you estimate you write in English everyd^? Why? 

11. How many hours do you estimate you speak in your native language eveiyday? Why? 
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12. How many hours do you estimate you listen to your native language everyday? Why? 

13. How many hours do you estimate you read in your native language eveiyday? Why? 

14. How many hours do you estimate you write in your native language everyday? Why? 

IS. Do you have any non-native (international) professors? How do you feel about that? 

16. Have you ever taught before? Where? When? How long? 

17. Are you a T.A. at the moment? What class (es) do you teach? 
W^t duties do you have? 
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18. On a scale from 1-5. how much do you like English? 

1 
Not at all 

WHY? 

5 
A lot 

19. On a scale from 1-5. how much do you like Americans and the United Slates? 

1 2 3 4 5 
Not at all A lot 

WHY? 

20. On a scale from 1-5. how much would you like to sound like an American? 

1 2 3 4 5 
Not at all A lot 

WHY? 
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21. On a scale from 1-5. how comfortable do you feel when you interaa with native 
speakers? 

1 2 3 4 5 
Very uncomfortable Very comfortable 

WHY? 

22. On a scale from 1-5. how would you rate your present oral proficiency? 

12 3 4 5 
Not proficient Veiy proficient 

WHY? 

23. On a scale from 1-5. how would you rate your presentation skills now? 

1 2 3 4 5 
Very poor E.\cellent 

WHY? 

24. On a scale from 1-5. how ready are you to teach in an American College class? 

1 2 3 4 5 
Very unprepared Very prepared 

WHY? 
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APPENDIX G: POST-QUESTIONNAIRE 

*Please answer the questions beiow as complete as possible; also, make sure you include examples to 
better illustrate your points. Thanks. 

1. On a scale from 1-S. how much do you like English? 

1 2 3 4 5 
Not at all A lot 

WHY? 

2. On a scale from 1-S. how much do you like Americans and the United States? 

1 2 3 4 5 
Not at all A lot 

WHY? 

3. On a scale from 1-S. how much would you like to sound like an American? 

1 2 3 4 5 
Not at all A lot 

WHY? 
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4. On a scale from 1-S. how comfortable do you feel when you interaa with native 
speakers? 

1 2 3 4 5 
Very uncomfortable Very comfortable 

WHY? 

5. On a scale from 1-S. how would you rate your present oral proficiency? 

1 2 3 4 S 
Not proficient Very proficient 

WHY? 

6. On a scale from 1-S. how would you rate your presentation skills now? 

1 2 3 4 S 
Very poor E.\cellent 

WHY? 

7. On a scale from 1-S. how ready are you to teach in an American College class? 

1 2 3 4 S 
Very unprepared Very prepared 

WHY? 
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8. How many hours of English do you estimate you speak eveiyday? Why? 

9. How many hours of English do you estimate you listen to everyday? Why? 

10. How many hours do you estimate you read in English everyday? Why? 

11. How many hours do you estimate you write in English everyday? Why? 

12. How many hours do you estimate you speak in your native language everyday? Why? 

13. How many hours do you estimate you listen to your native language eveiyday? Why? 

14. How many hours do you estimate you read in your native language eveiyday? Why? 

15. How many hours do you estimate you write in your native language eveiyday? Why? 
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16. What is your overall assessment of the ITA Development Program at the U.A. 
(content time, firequency and duration of classes)? Why? 

17. Has the Program impacted and affected you as a graduate student? In what ways? 

18. Has the Program impacted and affected you as a present/future undergraduate 
teacher? In what ways? 

19. Have your teaching beliefs and/or behaviors changed from the beginning of the 
semester? In what ways? 

20. Final comments (attitudes and reactions to the ITA Program), and suggestions 
for the future; 
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APPENDIX H: ITA Interview Protocol 

Interview# I (Januaiy 17-21) 

1.Where are you from? 
2. What is your native language? 
3. What degree and program are you in? 
4. Why are you in the ITA Program? 
5. In what situatioas do you speak English everyday? 
6. Do you have major problems with your spoken English (in school, outside school)? 

Please explain and give examples. 
7. What kind of student were you in your home countiy? Why? 
8. What kind of student are you here? Why? 
9. How do you define an 'effective' teacher in your home country and in the 

U.S.A? Why? 
10. Have you ever had any non-native speaker as a professor? How did you feel 

about it? 

Interview # 2 (March 13-17) 

1. How is your semester as a graduate student going? 
2. Can you follow your professors' lectures? How easily? 
3. How have you been doing in your written assignments this semester? 
4. How comfortable do you feel interacting with your professors? 

Why? 
5. Do you ever go to their ofRce? How often? Why do you go? 
6. Do you interact with native speakers in your class? Why or why not? 
7. Do you interact with other international students in your class? 

Why or why not? 
8. How is your semester as a TA going? 
9. What does your job entail? 
10. What sections do you teach? 
11. What kind of teacher are you? 
12. Would you like to add anything? 
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Interview # 3 (May 01-05) 

1. How did your semester as a graduate student go? 
2. How did you do in your written assignments this semester? 
3. How did you do in your oral presentations this semester? 
4. Did you get any feedback from your instructors? From your peers? 
5. How comfortable did you feel interacting with your professors in the 

beginning of the semester? Why? 
6. How comfortable do you feel interacting with your professors now? Why? 
7. Did you interact with native speakers in your class in the beginning 

of the semester? Why? 
8. Do you interact with native speakers in your class now? Why? 
9. Did you interact with other international students in your class in 

the beginning of the semester? Why? 
10. Do you interact with other international students in your class now? 

Why? 
11. How did your semester as a TA go? 
12. Has tiie Program impacted and affected yea as a TA? In what ways? 
13. Have your teaching bebaviors and/or beliefs changed from the beginning of 

the semester? In what ways? 
14. Has the Program impacted and affected you as a gradnate student? In what 

ways? 
15. What is your overall assessment of the ITA Program? 
16. Are there any other comments you would like to make? Anything else you would 

like to add? 

* All of the questions in bold have also been used in the pre- and/or post- questionnaires. 
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