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ABSTRACT 

This study examines the usefulness of an adjunct course 
(Precourse) that was taught by a language teacher who 
accompanied her students to an undergraduate history course 
at the university level. Qualitative methods and 
quantitative measurements were employed to: (a) assess the 
effectiveness of the Precourse on improving the 
participants' proficiency level, and (b) examine the effect 
of such a course on improving the students' academic 
competence and performance. Special attention was paid to 
the influence of the first social and academic culture of 
the participants on their process of learning English as a 
second language. 
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CHAPTER I 

INTRODUCTION 

Every eight weeks students from different parts of the 

world pour into the Center of English as a Second Language 

(CESL) at a university in the Southwestern of the United 

States to learn English. Their arrival is due to the fact 

that language classes start for eight weeks. Besides 

learning in a classroom, they benefit from the daily contact 

with native speakers and the American culture. Arab 

students especially from the rich Gulf states come in large 

numbers. CESL is one of the most popular language 

institutes among Arab students. Its popularity is due to 

the weather of Arizona which is much like the weather of the 

native countries of these students. In the Spring of 1996, 

Arab students constituted almost one third of CESL's 

enrollment. The total population of CESL was one hundred 

fifty six, and the number of Arab students was fifty. 

Thirteen students came from Kuwait and another thirteen came 

from Oman. There were sixteen students from Saudi Arabia 

and seven from the United Arab Emirates (UAE). Only one 

student came from Qatar. 

Needless to say, learning English as a second or a 

foreign language poses a heavy burden on Arabic speakers. 

The difficulty of learning English by Arab students can be 
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explained by different factors: linguistic, cultural, and 

pedagogical. They are manifested in phonology, syntax, 

semantics, writing style, and cultural barriers. In this 

case study I focus on the cultural perspective because I am 

an Arab who has struggled through many difficulties learning 

English and personally experienced cultural transitions. So, 

I became very interested in investigating the difficulties 

that Arab students face in learning English. 

Cultural issues in learning ESL have been raised 

recently by Delgado-Gaitan & Trueba (1991) who believe that 

teachers should consider the first culture of the minority 

students who learn English, the language of the dominant 

group in the United States. They claim that cultural 

conflicts may decrease the minority students' motivation and 

performance. So, cultural mismatch may create conflicts, 

incidents of miscommunication, and frustration that may 

decrease the opportunity to learn English. Although 

Delgado-Gaitan and Trueba are concerned about minority 

students in the US, their concern is applicable to the case 

of the international students who study English in the 

United States. I believe that transfer of the first culture 

is likely to happen when students learn a second language. 

The students' behavior will be influenced by their first 

culture. Therefore, incidents of miscommunication will 

occur. 
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Reviewing the literature regarding problems facing Arab 

students learning English made me realize that many problems 

are cultural more than linguistic. For example, the 

following study discusses cultural mismatch that affects the 

process of learning English among minority groups in the 

United States. Fillmore, Ammon, McLaughlin, and Ammon 

(1993) conducted a study of Chinese and Hispanic students 

learning English in the United States to see the 

effectiveness of the communicative approach on different 

group learning styles. They found that Chinese students 

prefer teacher directed environments of learning that are 

tightly controlled. In contrast, Hispanic students favor 

"group centered, cooperative learning in somewhat more open, 

socially-oriented classroom environments" (Fillmore et al, 

1993, p.18). 

So, I will devote one chapter to cultural analysis. 

The analysis will include the impact of the first culture on 

all language skills, listening, speaking, reading, and 

writing. The influence of the Arabic culture in learning 

English will be presented and analyzed to give an insight 

about challenges Arab students face in learning English. 

Since the 1980s, ESL institutions have followed the 

communicative approach which is based on Krashen's monitor 

model to teach English. It has been developed specifically 

for second/foreign language teaching and learning. It 



supports the development of communicative competence which 

leads to communicative performance through unconscious 

acquisition rather than through conscious learning. 

"Acquisition comes through meaningful interaction in a 

natural communicative setting" (Mclaughlin, 1987,p. 20). 

Therefore, the communicative approach had been developed to 

provide natural settings for second language acquisition. 

The communicative approach prepares students for 

interactional needs, but not for academic demands (Cummins, 

1993 ; Freeman & Freeman, 1992; Snow et al, 1989) . These 

authors, and especially Cummins, are concerned with helping 

minority children in the United States to learn English 

better. According to Cummins, students need two years to 

develop Basic Interactional Communicative Skills (BICS) to 

communicate successfully with their native speakers peers. 

Second language learners could develop conversational skills 

through peer interaction and play groups. However, 

Cognitive Academic Language Proficiency (CALP) needs five to 

seven years to be acquired. CALP includes the ability to 

acquire academic skills, think logically and demonstrate 

educational progress. Therefore, special attention should 

be paid to minority children in the United States to succeed 

academically at schools. Although the circumstances of the 

international ESL learners are different, Cummins's concern 

is applicable. Through the communicative approach, 
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international students who study in American colleges and 

universities can develop interactional skills. However, the 

necessary learning strategies to cope with academic demands 

are neglected. Students are not trained to analyze and 

synthesize information. Critical thinking which is crucial 

at the college level is not addressed. Therefore, ESL 

specialists and scholars have started searching for 

alternatives to teach language and help learners develop 

academic skills. As a result, content-based instruction 

(CBI) was developed to meet the needs of the students in 

terms of coping with the academic demands. The instruction 

is carried out by integrating language and content, and all 

language skills, listening, speaking, reading, and writing. 

Since language and content are integrated, the necessary 

learning strategies such as summarizing and note-taking are 

introduced. The aim is to help students employ appropriate 

strategies to understand the content and to improve their 

language proficiency. It is assumed that students not only 

learn content, but also develop language proficiency 

(Krashen, 1985). There are five examples of content-based 

instruction for teaching English as a second language; 

theme-based, sheltered, adjunct, immersion, Cognitive 

Academic Language Learning Approach (CALLA). Detailed 

description of these models are in chapter II. 

The purpose of this case study is to examine the 



effectiveness of integrating language and content in 

teaching English as a second language through the adjunct 

model to Arab international students in a U.S. university. 

Besides language proficiency, developing appropriate 

learning strategies will be investigated. I decided to 

focus on a group of Arabs who are attending the adjunct 

course at CESL to investigate the problems facing them 

learning English, mainly cultural problems. When I heard 

about the class in the Fall of 1995, I wrote a proposal to 

CESL to allow me to investigate the effectiveness of the 

adjunct model by focusing on the Arab students. That 

proposal included the purposes of the research, its 

rationale, and a detailed procedure for data collection. 

Chapter II, HISTORICAL BACKGROUND, THEORETICAL CLAIMS, 

and TYPES OF CONTENT-BASED INSTRUCTION (CBI), starts with a 

historical background to the development of CBI in teaching 

English as a second language. This section includes a 

discussion of the advantages incorporating learning 

strategies to help ESL learners understand the content and 

learn English better. Some research studies are cited to 

show the significance of the learning strategies and the 

need to be part of the instruction. The rationale behind 

the current trend of adopting content-based instruction in 

ESL programs will be in the section on theoretical claims. 

A review of the five major models that stemmed from the need 
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for helping ESL students to learn English better will be 

included. This chapter will also include comparisons among 

these models. The aim is to show the focus of each program 

and how it is different from the rest. The differences will 

include the circumstances that led to the emergence of the 

models. 

Chapter III, DATA COLLECTION, QUALITATIVE AND 

QUANTITATIVE METHODS, describes the process of data 

collection throughout the semester. It shows the 

qualitative methods such as observation, note-taking, 

interviews and other methods that were employed for data 

gathering. 

A detailed description of the adjunct course which 

serves as a Precourse constitutes Chapter IV, COURSE 

DESCRIPTION AND IMPLEMENTATION. The adjunct course is 

taught jointly by a language teacher and a content teacher. 

The ESL students join the native speakers in the content 

course, but they attend the ESL class separately (Adamson, 

1990 and 1993; Brinton & Snow, 1989; Brinton et al , 1989; 

lanca, 1993) . The Precourse is the adjunct model that is 

designed to be a preparatory course for ESL students who are 

interested in taking academic classes at the university 

level. Class informat•on in terms of materials, policies, 

teachers, and subjects constitute the first section. The 

second part will show the implementation of the Precourse at 
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CESL in the spring of 1996. My role as a participant 

observer will be presented. A general overview of the 

course's implementation will be presented. 

Chapter V, NARRATIVE DESCRIPTION OF THE SUBJECTS, DATA 

ANALYSIS, AND DISCUSSION introduces the four subjects to 

show their backgrounds and experiences in the Precourse. 

Data analysis will be the second part and will include a 

comparison between the research participants in terms of 

achievement. This comparison will show common aspects and 

attitudes toward their learning experience in the adjunct 

course. Personality type and motivation are factors for 

comparison. 

Chapter VI, CULTURAL INTERPRETATION, will show the 

influence of the Arabic culture in learning English and 

understanding the American culture, in general, and the 

American academic culture specifically. Examples of social 

and academic miscommunication will be provided in this 

chapter. While miscommunication incidents with the tutors 

fall in the social category, students' presentations are 

examples of academic miscommunication. Written examples 

will also be analyzed to show the effect of the Arabic 

culture on Arab students writing English. 

Chapter VII, PEDAGOGICAL IMPLICATIONS, will present the 

effectiveness of the Precourse. Since the course oriented 

more toward language development than preparing students for 
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future academic needs. Final conclusions will be drawn for 

future implementation of the adjunct model. 
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CHAPTER II 

CONTENT-BASED INSTRUCTION 

HISTORICAL BACKGROUND, THEORETICAL CLAIMS, 

and TYPES OF CONTENT-BASED INSTRUCTION 

Historical Background 

As mentioned above, the most popular methodology of 

second language teaching is based on Krashen's monitor model 

(Leki, 1992; Mclaughlin, 1987). Krashen builds up his model 

on five hypotheses: learning versus acquisition, the monitor 

use, the natural order hypothesis, comprehensible input, and 

the affective factors. 

Krashen distinguishes between formal learning and 

acquisition (Ellis, 1994; Krashen 1982; Mclaughlin, 1987; 

Rivers, 1994). He claims that natural acquisition is 

carried out subconsciously through natural interaction and 

communication. Therefore, he believes in providing natural 

communicative contexts for language acquisition. 

The monitor hypothesis refers to error detection and 

correction, which occurs mainly in foirmal settings of 

language teaching. Krashen believes that error correction 

has little effect on promoting language acquisition. His 

claim is based on first language acquisition. Parents' 

correction of children's errors does not have a great effect 

on the development of the children's speech (Krashen, 1982). 
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They may continue making the same errors in spite of their 

parents' correction. He also believes that learners acquire 

language without knowing rules. Therefore, Krashen's 

hypothesis deemphasizes error detection and correction in 

language learning and teaching. 

The natural order hypothesis is concerned particularly 

with structural order (Mclaughlin, 1287). Krashen builds 

his hypothesis on the findings of the morpheme studies. 

These studies have shown that second lancpaage learners, 

children as well as adults who come from different 

linguistic backgrounds, had a similar sequence of morpheme 

acquisition. Although these studies had been done by 

different people and on different age groups, they were 

criticized for being cross sectional. So, some people argue 

that cross sectional studies do not represent the 

acquisition of the morpheme studies, because the researchers 

do not follow the development of using these morphemes in 

natural communicative settings. 

Comprehensible input reflects the stages of difficulty 

in language acquisition (Brinton & Snow, 1989; Edwards, 

Wesche, Krashen, Clement and Kmidenier, 1984; Flowerdew, 

1993; Hauptman, Wesche, and Ready, 1989; Krashen, 1982; 

Krashen, 1985). It starts from the current stage to a more 

complex one. Insufficient input leads to fossilization. 

This means that language learners can no longer go beyond 



the current developmental stage of language acquisition. 

The extent of exposure to the target language and its 

culture guarantees the development of the second language. 

This exposure is represented by having more opportunities 

for developing the four skills, listening, speaking, 

reading, and writing. 

The affective filter includes the social and 

psychological factors for language learning (Krashen, 1985; 

Mclaughlin, 1987). Attitudes toward the target language and 

its speakers, motivation and psychological readiness are 

examples of the affective filter. Krashen claims when the 

filter is up, the possibilities of language acquisition are 

few. It means when language learners are tense or anxious, 

they cannot learn the language successfully. 

Based on Krashen's theory, the communicative approach 

was developed for teaching English as a second language. 

Applying the communicative approach in second/foreign 

language classrooms guarantees the development of the 

learners' oral skills. Emphasis is on message rather than 

form. Error correction is not essential. Comprehension 

precedes production. While listening precedes speaking, 

writing comes after reading. Krashen built his claim on 

first language development. In spite of the parents' 

corrections to the language mistakes of the children, they 

continue repeating these mistakes until they finally master 
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the language by continuous interaction. So, language skills 

were taught separately. 

However, criticism has been raised lately against some 

principles of Krashen's theory. For example, he was 

attacked constantly for his rigid distinction between 

learning and acquisition. Krashen does not clarify how the 

two different processes work, what kind of input they need 

and how they react to different kinds of input (Ellis, 1994; 

Rivers, 1994; Trampe, 1994; Yorio, 1994). They claim that 

Krashen says nothing about the internal acquisition 

mechanism. These authors emphasize the role of learning. 

They believe that learning could play a much more 

significant role in the learning process and L2 pedagogy 

more than Krashen believes. River (1994) supports his claim 

indicating the results of studies on French Immersion 

classes in Canada. Results show that learners of French 

failed to develop full mastery of French as native speakers. 

Yorio (1994) provides an example of a self-teaching case 

study. The example is on Marks who delivered a paper in the 

TESOL convention in 1979 who reported about his experience 

learning Portuguese from a housekeeper whose English was 

incomprehensible. Mark started eliciting lexical items from 

her with the help of a Portuguese grammar book to construct 

little sentences to say to her. Mark was able to 

communicate with the housekeeper on household chores after 



several months of highly monitored language learning 

situations. As a result of the findings of the studies, 

River (1994) and Yorio (1994) indicate that communicative 

activities must be supplemented by other techniques to 

increase language accuracy in cases of academic and 

professional need. 

The principle of focus on meaning rather than form 

was also criticized by River (1994) and (Trampe). Trampe 

(1994) raised the issue of pidginization and fossilization. 

Pidginiza-tion as an early stage of second language 

acquisition, implies that L2 learners go through a process 

of combining their first language and second language. They 

usually use vocabulary of one language with the grammar of 

the second. Fossilization occurs when L2 learners do not 

demonstrate progress in their second language proficiency. 

The incorrect forms at some level of interlanguage are 

retained. Both phenomena are characterized by the use of 

incorrect and inadequate language. Although he acknowledges 

the effectiveness of focusing the message, he claims that 

certain aspects of morphology should be emphasized. 

Similarly, River (1994) believes that L2 learners need 

access to the syntactic, lexical, and pragmatic resources of 

language. 

Ellis (1994) raised some questions exclusively about 

the Natural Order Hypothesis. He claims that multiple 
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orders are expected in the performance data of L2 learners. 

This variety of orders is due to the nature of the language 

processing involved in different types of discourse events. 

For example, he reported about his findings on seventeen 

intermediate ESL learners on three different tasks; planned 

writing, planned speaking, and unplanned speaking. Ellis 

mentioned that he found three different orders for the past 

tense morphemes. Ellis also cited Larsen-Freeman's study to 

prove his claim of multiple orders may emerge rather than 

one. Larsen-Freeman followed twenty five adult learners of 

ESL using a variety of tasks such as reading, writing, 

listening, imitating, and speaking. Two orders were 

apparent. Trampe (1994) adds if the natural order 

hypothesis is evidence of acquisition and the acquired 

knowledge could be used consciously, then, the natural order 

might occur when conscious teaching with focus on form is 

carried out. 

The comprehensibility of Krashen's theory was also 

attacked. Trampe (1994) states that the Monitor Model is 

indifferent to two important areas of language learning, 

pronunciation and vocabulary. Gregg (1994) adds that 

Krashen's theory does not account for the acquisition of 

sociolinguistics, discourse, and phonological rules. 

Therefore, a more comprehensive theory is needed to cover 

all aspects of language, linguistics and sociolinguistics. 
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While linguistics covers syntax, semantics, and phonology, 

the sociolinguistics would cover the social aspects and the 

discourse rules. 

Trampe (1994) went further in his criticism by 

considering the Monitor Model as simplistic and 

unscientific. Its simplicity refers to Krashen's failure to 

take the complexity of language and learning processing into 

account. Trampe (1994) thinks that the theory is 

unscientific because it is based on unfalsifiable claims 

such as the morpheme studies, the acquisition of first and 

second language are subconscious processes, and whenever the 

natural order occurs, this can be taken as evidence of 

acquisition. 

Criticism against the communicative approach has also 

been raised due to the fact that developing the necessary 

learning strategies such as summarizing, analyzing, and 

synthesizing information for academic success is neglected 

(Cummins, 1993: Freeman & Freeman, 1992; Snow et al, 1989) . 

Theoretical Claims 

Krashen's input hypothesis is one basis for the 

content-based approaches (Krashen, 1985). Krashen (1985) 

claims that subject matter teaching can not only teach 

subject matter, but also language. Besides the input 

hypothesis, the affective filter hypothesis is essential for 
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language acquisition (Flowerdew, 1993; Hauptman, Wesche, and 

Ready, 1989; Krashen, 1982; Krashen, 1985). The affective 

filter includes psychological issues such as motives, needs, 

and emotional states. When the language learner is tense, 

the filter is up, and when s/he is relaxed, the filter is 

down. Krashen (1985) claims that the affective filter 

blocks language acquisition when it is up. In contrast, 

more input is guaranteed when the filter is down. 

According to Krashen, second language acquisition 

results from comprehensible input which starts from the 

current level of the students and provides little difficulty 

above their current level. Krashen (1982) also notes that 

second language acquisition occurs subconsciously. He 

distinguishes between formal and informal language learning. 

While formal learning is applied by providing rules, 

informal learning is carried out subconsciously through 

natural interaction and communication. Therefore, language 

learning becomes incidental (Mohan, 1979 and Krashen, 1985) . 

"Language is learned most effectively for communication 

in meaningful, purposeful social and academic contexts (Snow 

et al, 1989, P. 202)." In reality, people use language to 

talk about things they know and things they want to know 

more about. 

Integrating content and all four language skills, 

listening, speaking, reading and writing helps ESL learners 
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"to develop academic competence as well as communicative 

competence" (Freeman & Freeman, 1992, P. 162). 

Communicative competence which was mentioned by Canale and 

Swain includes linguistic, sociolinguistic discourse, and 

strategic competence for appropriate language use in 

different social contexts and to different registers 

(Adamson, 1993). Appropriateness refers to the choice of 

appropriate expressions for a suitable topic in an 

appropriate social context. The concept of registers 

represents different people from different social classes or 

positions. Pragmatics includes conversational rules, turn 

taking, and the ability of changing the subject of the 

conversation. Thus, the assumption behind integrating the 

language skills is to help ESL students not only to 

communicate effectively and appropriately in the second 

language, but also to take notes, summarize information, and 

ask questions. 

Content-based instruction fits the criteria of the 

comprehensible input in terms of the degree of difficulty 

and the informality of the learning process (Edwards et 

al,1984). It also helps in lowering the affective filter by 

reducing the tension of the ESL students when the content 

material is relevant to the learner's needs. Content can 

provide a motivational incentive and a cognitive basis for 

language learning because meaningful, purposeful, and 
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relevant materials are provided (Snow et al, 1989) . 

CBI advocates assume that content-based instruction 

facilitates language learning because the focus is on the 

message rather than the form. However, critical scholars to 

Krashen's theory voiced some doubts (Rivers, 1994; Trampe, 

1994). They raised the issue of fossilization. Trampe 

(1994) indicates that focus on message is more effective on 

vocabulary than on certain aspects of the morphology. So, 

it would be beneficial to focus the learner's attention on 

form sometimes. Rivers (1994) pinpointed the results of the 

French Immersion classes in Canada. Although the 

participants demonstrated big improvement in their language 

proficiency, they retained many morphosyntactic errors in 

their speech after years of content-based immersion classes. 

Linguistic and cultural adjustments are needed to help 

ESL students to understand the content (Krashen, 1982) . In 

addition, students have the opportunity to learn the 

required study skills such as note taking, test taking, 

summarizing and synthesizing (Adamson, 1990; Shih, 1986; 

Oxford, 1993). Shih, 1986 (P. 629) adds since the tasks 

require students "to restate and recast information and 

ideas from readings, lectures, and discussions on a topic", 

these strategies can help them succeed in their academic 

work. Adamson (1990 & 1993) mentions that the results of 

some case studies suggest that academic skills should be 



taught with authentic content material. They also show the 

negative effect of the lack of the effective academic skills 

on the ESL students' achievement. 

Cummins (1993) distinguishes between two proficiency-

principles of language, the conversational and the academic. 

He calls the conversational principle the Basic 

Interactional Communicative Skill (BICS), and the academic 

the Cognitive Academic Language Proficiency (CALP). ESL 

learners need two years to develop their conversational 

skills at the level of the native speaker and five to seven 

years to develop their academic skills (Cummins, 1993). ESL 

students can develop their communicative skills through peer 

play and interaction with the native speakers. Cummins 

(1993) claims that communicating effectively with the native 

speakers by mastering the surface structures of standard 

English does not guarantee acquiring academic skills such as 

note-taking and reading comprehension, thinking logically, 

and showing educational progress at school. While the 

conversational skills (BICS) could be developed by direct 

interaction with the native speakers, the cognitive skills 

need to be instructed consciously to help ESL students cope 

with cognitively demanding assignments. Therefore, strategy 

training is important to help ESL learners acquire the 

information easily. Training ESL students to summarize or 

analyze articles consciously is crucial. 
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Cummins' ideas provide theoretical basis for 

considering the integration of language and content to 

achieve the CALP level (Chamot & O'Malley, 1987; Oxford, 

93). These authors distinguish between two contexts of 

Cummin's work, context embedded, and context reduced. 

Context embedded includes the contextual cues of the 

communicative situation such as facial expressions, 

gestures, and visual aids. Context reduced refers to the 

tasks that have little contextual support for the learner to 

derive meaning from the oral or the written texts. Oxford 

(1993) claims that cognitive academic tasks are more context 

reduced and more intellectually demanding. The academic 

task is based on two fundamental things: the cognitive 

difficulty of the task, and the amount of context in which 

language occurs (Chamot & O'Mally, 1987; Oxford, 19 93). 

The cognitive difficulty ranges from cognitively undemanding 

tasks, such as reading road signs, to cognitively demanding, 

like writing an academic paper. 

Krashen (1985) and Mohan (1979) add the success of 

integrating subject-matter in first language teaching is 

another evidence for the usefulness of the content-based 

methods. The applicability is due to the contribution of 

the content-based instruction in terms of providing the 

students with the necessary cognitive abilities that had 

been mentioned by Cummins. Krashen (1985) mentions that 



subject-matter teaching in the first language provides the 

child with cognitive abilities such as the ability to 

utilize language to learn and discuss abstract ideas. 

Another rationale for integrating language and content 

in language teaching was mentioned by Chamot and O'Malley 

(1987) . These authors claim that language develops 

separately from content. In fact, they believe that there 

are two separate components for language and content 

development. Their rationale is based on Anderson's 

cognitive theory which claims that there are two kinds of 

knowledge, static and dynamic. Static knowledge is also 

called declarative which includes concepts, facts, words, 

and rules. The second type is the dynamic. It is called 

procedural knowledge and involves the ability to perform 

various mental procedures, to understand and generate 

language, and to apply knowledge of rules to solve a 

problem. Based on Anderson's theory, learners proceed from 

the declarative knowledge to the more automatic 

proceduralized stage through three stages of skill 

acquisition; the cognitive, the associative, and the 

autonomous. At the cognitive stage, the learners are 

instructed how to do the task, observe an expert performing 

it, or attempt to figure it out and study themselves. This 

stage involves conscious activity on the part of the learner 

and could be described verbally by the instructor. At the 
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associative stage, learners begin to resemble expert 

performance, but they may still be slower and errors may 

still occur. The performance becomes increasingly finely 

tuned and errors that inhibit successful performance of the 

sill disappear at the autonomous stage. 

Although I do not agree with Chamot and O'Malley's 

claim that language learning is conscious, I agree with 

their ideas about the importance of learning strategies in 

teaching ESL. I believe that learning strategy training 

helps students to be autonomous in the process of learning 

English. 

Types of Content-Based Instruction 

Integrating language and content in second language 

teaching is manifested in three major ways: theme-based 

courses, adjunct model, and sheltered programs (Adamson, 

1990 and 1993; Brinton & Snow, 1989; Brinton et al, 1989; 

Oxford, 1993) . Immersion programs are the fourth model. 

CALLA is the fifth example. 

Theme-Based Courses 

Theme-based courses are organized around popular topics 

(Adamson, 1990 and 1993; Brinton & Snow, 1989; Brinton et 

al, 1989; Oxford, 1993) such as family customs, drugs, child 

abuse, and human rights issues. Brinton and Snow (198 9) 



add that the topic could be major and includes sub-topics. 

For instance, marketing serves as the major topic and 

includes sub-topics such as advertising strategies, and 

consumer behavior. Adamson (19 90) suggests that selected 

academic subjects like sociology, biology, and economics 

could be used for ESL students. 

This type is most applicable to beginning classes of 

ESL at the college level. The aim is to provide students 

with language and content. The integrated content may 

motivate students and reduces their tension because the 

focus is on the message rather than the form. 

The theme-based approach guarantees skill integration 

(Oxford, 1993). Students who might be required to read an 

article about child abuse can develop their listening and 

speaking abilities by taking part in the group discussion 

about the topic. They also have the chance to practice some 

writing activities to improve their writing abilities. 

Summarizing the article in their own words and writing their 

reaction are examples for improving their writing. The 

theme-based approach is applied in ESL classes under the 

assumption of gaining better results in terms of language 

proficiency than traditional classes. For example, 

Lafayette and Buscaglia (1985) report the results of a 

fourth-semester experiment at Indiana University in the US. 

The experiment included a theme-based group and a regular 



course for teaching French civilization. The researchers 

indicate that the students in the theme-based courses made 

significant gains in listening, speaking, and writing. The 

results show that the students in the traditional group made 

significant gains in listening and writing. The theme-based 

students reported positive attitudes toward the study of 

French. Authentic texts from magazines and newspapers could 

be used. In addition, selected chapters from academic 

textbooks could be covered in the theme-based courses. 

Theme-based courses are the most common (Adamson, 1990) 

because they could be implemented in any language 

institution and the selected topics could match students' 

interests. Oxford (1993) adds that this type is highly 

adaptable with heterogeneous groups of learners at different 

proficiency levels. 

Teachers are responsible for topic selection, 

activities, and practices. Instructors should be "with wide 

general knowledge, many interests, curiosity, imagination, 

and a willingness to continue learning (Adamson, 1990, P. 

121) " . So, teachers must fit the requirements of this class 

by demonstrating general knowledge about the selected 

topics, follow up discussions, and the required activities. 

Teachers' flexibility in choosing the topics is essential 

to meet the students' needs and expectations. For example, 

if the students do not show interest in the selected topic. 



37 

the instructor should be willing to change it. He may give 

the students the chance to decide the topic by vote. 

Teachers are also responsible for encouraging intensive and 

extensive reading (Adamson, 1990). 

I believe that theme-based courses are good examples of 

integrating language and culture. The topics might be 

excellent examples for cultural awareness. For instance, 

the nuclear pattern of families in the United States might 

be a new concept for students from the Middle East. So, 

introducing such a topic makes international students 

familiar with the native speakers' culture. Although this 

type provides authentic materials and guarantees the 

integration of language skills, listening, speaking, 

reading, and writing, the topics are not connected. 

Students may improve their communicative skills, but may not 

learn the content in depth. 

The Adj linet Model 

The adjunct model is carried out through pairing a 

content course such as "American History" or "American 

Literature" with an ESL class. The ESL students join the 

native speakers in the content course, but they attend the 

ESL class separately (Adamson, 1990 and 1993; Brinton & 

Snow, 1989; Brinton et al, 1989; lanca, 1993). 

The objective of this model is to help high 
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intermediate students (Oxford, 1993) to cope with the 

authentic readings and lectures in the content course with 

the help of the language instjructor. Besides demonstrating 

at least intermediate knowledge of English, these students 

must be aware of the culture. 

This model serves as a bridge between language classes 

and the academic course. The aim is to expose students with 

more authentic material with necessary skills for academic 

success (Adamson, 1990; Brinton & Snow, 1989; Brinton et 

al,1989) . As Adamson (1990) notes, this model is an 

excellent setting for developing academic strategies such as 

note and test taking, and writing papers. Brinton & Snow 

(1989) point out that this model is a transition because it 

familiarizes students with the requirements of the academic 

course. lanca, 1993 adds that using this model can "raise 

student morale by providing a different context for learning 

English (P. 20)". 

Assignments in the ESL class are based on the content 

course. The aim is to help students understand the content 

in depth. For example, the first assignment in the language 

class would be introducing the textbook of the content 

class. The goal is to familiarize the students with the 

components of the book such as the table of contents, index, 

and references. This assignment would help the students to 

use the book easily. 
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There is no specific selected content course to serve 

as adjunct. Adamson states the strength of the students and 

the institute determine the selection of the content course. 

For example, an elective course in the Behavioral Sciences 

such as the Geography of the Middle East, could be an 

appropriate course for intermediate students. ESL students 

who demonstrate a high level of English proficiency may take 

a course of English literature from the English department. 

Besides the benefit of content, the adjunct model is a 

source of motivation because students want to succeed in a 

credit-bearing academic course. In addition, they want to 

feel part of the college life. Moreover, ESL students have 

direct relationship and interaction with native speakers 

because the non native speakers join the native speakers in 

the content course. 

The responsibility of the ESL instructor is dual 

(Brinton & Snow, 1989; Brinton et al, 1989). Besides 

providing instruction for language development, s/he needs 

to familiarize the students with the material of the content 

class. For example, the ESL teacher is responsible for 

providing the definitions of the new terms of the content 

course. In addition, s/he should focus on the study skills 

such as time management and note taking. As a result of 

this dual responsibility, s/he needs to deal with the 

demands of the language syllabus and the additional demands 
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of the content course. 

The Summer Freshman Program (SFP) at the University of 

California (UCLA) is an example of a successful adjunct 

course. Students come to the (SFP) from language minority 

and majority backgrounds (Brinton & Snow, 1989; Brinton et 

al, 1989) . These students lack the essential academic 

skills like synthesizing lecture and text materials. In 

addition, their proficiency level of English does not meet 

the requirements of the academic level. Therefore, the 

objectives of the course were not only limited to improve 

the students' proficiency in English, but also to train 

students to use the academic skills. 

The students expressed positive attitudes towards the 

FSP in terms of preparing them academically. They reported 

that the course not only helped them to use the academic 

skills such as note-taking, but also familiarized them to 

the campus life. Brinton and Snow (1989) conclude that the 

adjunct model is appropriate for students who come to the 

university with weak language and academic skills. 

Although the findings of the FSP show that the adjunct 

course is very helpful for ESL students to cope with 

language problems and academic obstacles, providing an 

adjunct model is not easy (lanca,1993). lanca (1993) states 

that applying this model at the Liberal Arts College in 

Oregon was problematic at the beginning because tensions 
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arose between students and their instiructors. The tension 

was due to the fact that students focussed on the content 

class and neglected the language skills. It took the 

organizers two years and a half of modifying and constant 

changing to reach the level of their expectations. Besides 

lanca's comment, Adamson (1990) states that the adjunct 

model could be dangerous if students do not demonstrate a 

high level of English proficiency. 

I think that the adjunct model could be very useful for 

intermediate students because of the joined instruction. I 

believe that the selection of the content course should be 

one of the elective courses for their degrees, because it is 

impossible to find a course that matches the majors of all 

ESL students. 

Sheltered Courses 

Sheltered courses are content courses (Adamson, 1990) 

that are designed for ESL students. They are provided to 

non-native speakers in an educational institution such as a 

high school, community college, and a university (Brinton & 

Snow, 198 9). They are offered in settings where there is 

access to content courses and content teaching staff 

proficient in the target language. The major aim for 

providing this model is to improve language skills through 

exposure to authentic language in use (Brinton et al, 1989) . 
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Sheltered courses are similar to the immersion classes in 

the elementary schools (Brinton & Snow, 1989). 

Krashen's comprehensible input and affective filter 

hypotheses are behind the immersion and the sheltered 

models. As mentioned above, optimal input is guaranteed by 

integrating subject-matter and language in language 

teaching. In addition, it is assumed that subconscious 

learning helps in lowering the affective filter because the 

focus of the students and the instructor is on the message. 

Immersion programs have been applied in the elementary 

schools to teach minority students the language of the 

majority group. In these programs, the non native speakers 

are taught separately from the native speakers. The aim is 

to modify the language and the content to the level of the 

ESL students. The teacher and the textbook are the only 

sources of the second language for the students (Brinton et 

al, Edwards et al, 1984; Krashen, 1995) . The content 

teacher and the language teacher are one and the same (Snow 

et al, 1989) . 

There are two kinds of immersion classes, early 

immersion and late immersion (Krashen, 1985). Early 

immersion occurs in the kindergarten class when the students 

learn a second language in total immersion like teaching 

French in kindergarten for English speakers in Canada. 

Late immersion is carried out after kids have at least one 
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year of instruction in the second language. Reports confirm 

that immersion students acquire high levels of competence in 

the second language, do well in the subject-matter, and do 

not fall behind their peers in first language development 

(Brinton, Snow, and Wesch, 1989; Edwards et al, 1984; 

Krashen, 1985) . However, the authors indicate that students 

in the immersion program may not reach native-like levels. 

Sheltered ESL courses at the university level are 

provided in a simplified English tailored to the students' 

language level (Brinton and Snow, 1989; Brinton et al, 1989; 

Hauptman et al, 1988; Oxford, 1993). They are taught under 

the assumption that non native speakers benefit from the 

teacher's modification of content and simplification of the 

language. For instance, the instructor may recommend a 

simplified version of a history book for a sheltered history 

course. S/he may make some linguistic adjustments to help 

students in listening comprehension. For example, s/he may 

repeat some concepts to emphasize them. 

The class requirements must also be modified to reduce 

the tension of the students. For instance, weekly or 

biweekly exams may replace the final. In addition, mini 

papers that range from three to five pages can substitute 

for a research paper. 

The course is carried out with the help of a language 
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teacher who meets with the students for 15 to 20 minutes 

before each lecture to go over the material (Brinton et al, 

1989). Teachers are also responsible for planning for 

language growth as an integral part of content instruction 

(Snow et al, 1989). The instructor's responsibility is to 

ensure that the students understand the material by 

encouraging low anxiety in the learning situation and by 

building on the students confidence to use the second 

language for real purposes. Brinton et al (1989) conclude 

that the instructor must be a facilitator, an advisor, and a 

tutor. 

Students must demonstrate a high level of English 

proficiency to enroll in the sheltered course (Brinton et 

al, 1989; Oxford, 1993). Brinton et al (1989) state that 

this model is like a substitute for advanced ESL classes. 

It provides a bridge between the second language classroom 

and the real world. Edwards et al (1984) add that sheltered 

courses could be alternative to advanced ESL courses. 

Sheltered psychology classes at Attawa University in 

Canada provide evidence for the usefulness of this model at 

the university level. Psychology courses are offered in 

English as second language for French speakers and in French 

as a second language for English speakers. The focus was on 

the development of listening and reading comprehension 

skills that are necessary for understanding the lectures and 
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the readings (Brinton et al, 1989). The comparative groups 

take the same course in their languages. Studies of this 

method indicate that strong gains were obtained in both 

subject matter and language skills (Edwards et al ,1984; 

Hauptmann et al, 1988). The results also show a significant 

drop in anxiety towards using the second language (Hauptman 

et al, 1988) . 

Snow et al (1989) and Adamson (1993) express their 

concern of the risk of repetition in instruction that may-

lead to stagnation in learning across grades. I believe 

that the success of the immersion programs at the elementary 

level and the sheltered courses at the college level provide 

an evidence to the usefulness of this type in second 

language teaching. 

The fifth model was developed by Chamot and O'Malley 

called Cognitive Academic Language Learning Approach (CALLA) 

which provides academic language development through 

content-area instruction in science, mathematics, and social 

studies (Chamot & O'Malley, 1994). Their rationale is based 

on the cognitive theory of Anderson which claims that 

declarative and procedural knowledge are developed in two 

separate components (Chamot & O'Malley, 1987; Flowrdew, 

1993). Declarative knowledge is static information that 

means what we know about. It includes concepts and facts 

related to the content subjects develops in the content 
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component. The procedural knowledge is dynamic and 

concerned about how to do with the static knowledge. In 

other words, it is the ability to perform various mental 

procedures, to understand and generate language, and apply 

our knowledge of rules to solve problems. It involves 

vocabulary, grammar, and learning strategies. Chamot and 

O'Malley (1987) reported that they have applied Anderson's 

theoretical principles to the CALLA model in the following 

preliminary way: the content component, the language 

development component, and the learning strategies 

instruction component. The first component represents 

declarative knowledge which includes the concepts, facts, 

and skills underlying science, mathmatics, and social 

studies. The language development component of CALLA aims 

to teach the procedural knowledge that the students need to 

use language in academic contexts. The learning strategies 

instruction component of the CALLA model suggests ways to 

foster the autonomy of the students in their learning. 

Based on the discussion of the developers of CALLA, 

this type is designed to help students of limited English 

proficiency (LEP). It is intended to be a bridge between 

bilingual or ESL instruction and academic mainstream 

classes. The aim of this approach is teach language, 

content, and learning strategies. 

Unlike Krashen who believes that language acquisition 
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occurs subconsciously, Chamot and O'Malley build their model 

on the assumption that language is acquired consciously. 

Although I do not agree with Chamot and O'Malley's claim of 

conscious language learning, I believe that their ideas 

about learning strategies should be considered in teaching 

ESL especially in advanced levels to prepare ESL learners 

for academic demands. 

Learning Strategies 

Integrating learning strategies in ESL classrooms has 

been raised lately by other researchers such as Oxford, 

Chamot and O'Malley, and Cohen. For example, Oxford 1986, 

Oxford et al 1990, and Oxford 1991 identify learning 

strategies as operations taken by individuals often 

consciously to enhance their learning. O'Malley et al 1985, 

O'Malley and Chamot 1990 add that learning strategies help 

students comprehend, learn, keep, store and retrieve 

information. For example, when a second language learner 

uses guessing or inferencing, s/he employs this strategy to 

help her/him to understand the meaning, to learn it, store 

it and try to use it when s/he has an opportunity for 

practice. O'Malley and Chamot add that learning strategies 

are actions taken by the learner to facilitate the learning 

process, make it faster, more enjoyable and self directed. 

For instance, when the language learner is self directed and 
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has the ability to use the strategy of planning or self 

evaluation, s/he enjoys the learning activity more because 

using the appropriate strategy facilitates the learning 

process and s/he has the chance to enjoy the activity. 

Ellis (1985) indicates that learning strategies are 

responsible for how we learn and not what we learn. 

The discussion of O'Malley and Chamot is based on 

Anderson's Cognitive Theory of Learning, They claim that 

second language acquisition can't be understood without 

addressing the interaction between language and cognition. 

Memory representation which is short and long memory, and 

the process of acquisition are aspects of the Cognitive 

Theory of Learning. Short memory refers to active working 

memory that holds modest amounts of information only for a 

brief period. Long memory is the sustained storage of 

information. New information is acquired through four 

stages: selection, acquisition, construction, and 

integration. The first stage is applied by focusing on 

specific information and transferring it into working 

memory. The second stage occurs when learners actively 

transfer information from working memory for permanent 

storage. Construction is carried out when learners actively 

build internal connections between ideas contained in 

working memory. Integration happens when the learner 

actively searches for prior knowledge in long term memory 
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and transfers this knowledge to working memory. This 

framework and the two-stage framework of memory 

representation had been applied most regularly to problem 

solving, vocabulary learning, reading comprehension and the 

acquisition of factual knowledge (O'Malley and Chamot, 

1990). However, it does not explain the full range of 

phenomena that form the totality of language. 

Classification of the Learning Strategies 

O'Malley and Chamot (1990) have classified the learning 

strategies into three types: metacognitive, cognitive and 

social mediation. The highest rank type involves strategies 

which describe knowledge about the cognition such as 

planning and self evaluation (O'Malley 1985). She adds that 

planning for learning, monitoring of comprehension or 

production are taking place before or during the learning 

task, while self evaluation is taking place after the 

learning activity. Metacognitive strategies help the 

learners "to arrange and plan their language learning in an 

efficient, effective way" (Oxford 1990, P. 136). This type 

of strategy is applicable to presentation preparation. 

Students are expected to plan for their presentations in 

advance to give effective speeches. The second type 

includes strategies employed directly for specific learning 

tasks such as inferencing, note taking, and grouping. They 
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entail direct manipulation or transformation of the material 

of the target language by the learner (O'Malley & Chamot 

1990; Oxford 1990). 

The third type includes strategies of social 

interaction. Social affective strategies help the learner 

to learn through interaction and by asking questions and 

cooperating with others. Cooperation between the learner 

and other peers, classmates or learners and clarification 

for meaning are examples of social affective strategies. 

They refer to emotions, attitudes, rules and motivation 

(Oxford 1990) . For instance, when the learner interacts 

with others meaningfully, s/he is involved emotionally in 

the task. Motivation is reflected by a willingness for 

interaction. Through interaction, the learner acquires the 

rules of conversation. 

Oxford (1986, 1990) has classified learning strategies 

into two broad categories, direct and indirect. Direct 

strategies include three types: memory, cognitive and 

compensation. Arranging things in order, making 

associations and reviewing are examples of memory 

strategies. Cognitive strategies operate directly in the 

language. Compensation strategies help the learner to use 

the new language for comprehension or production in spite of 

their knowledge limitations. Placing new words that have 

been heard or read into a meaningful context is an example 
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of compensation strategies. 

Indirect strategies support and manage language 

learning without involving the language directly. Indirect 

strategies are divided into two categories, metacognitive 

and affective social. While planning, monitoring, and 

evaluating are examples of metacognitive strategies, 

cooperating with others and requesting for clarification are 

considered social strategies. 

Range of Strategies Among Second Language Learners 

Second language learners tend to use cognitive 

strategies more than metacognitive (O'iVIalley et al 1985, 

O'Malley & Chamot 1990; Oxford 1990). The following 

findings support this claim. 

O'Malley et al (1985) conducted a study on beginning 

and intermediate level ESL students to identify strategies 

that students can use to improve second language learning. 

The findings showed that cognitive strategies were the most 

dominant (66.2%) among students at both levels. Cooperation 

and questions for clarification were the second most 

frequent strategies. Strategies which require active 

involvement with the learning materials were among the least 

frequent ones. Translation and imagery were usually used by 

beginning students. In contrast, intermediate students 

tended to use contextualization or placing words in 



52 

meaningful language sequence. 

The percentage of metacognitive strategies was 22 .1% 

and the combined ones were seven percent. Results also 

showed that intermediate level students tended to use more 

metacognitive strategies than students with low level of 

proficiency. The task determines the type of the strategy 

(McGroarty 1989). Oxford (19 90) adds that good language 

learners tend to use strategies that are appropriate "to 

their stage of language learning, personality, age, purpose 

for learning the language and type of language" (P.3). The 

intermediate students are more experienced in language 

learning and are ranking in an advanced level comparing to 

beginning levels. So,their choice depends on their 

proficiency level and the task. The researchers point out 

the potential of transferability of social communication 

strategies to outside of the classroom. 

O'Malley's research study has logical validity, and the 

reader can follow the article easily. Using Spanish for 

beginning students was also useful for presenting the real 

situation. However, the study is based mainly on verbal 

report data, self-report and observation. Relying on verbal 

report data may lead to data inaccuracy. Verbal report 

measures may limit the generalizability of the findings 

(Cohen 1991). For example, subjects vary in their verbal 

ability. Some may be more experts than others in giving 
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appropriate verbal data. In addition, the students' limits 

of memory capacity may provide inaccurate data. Cohen adds 

that teachers' feedback is unclear, inaccurate and 

unbalanced. Teachers and observers cannot observe the 

cognitive processes that the students employ. Therefore, 

there is a possibility of inaccurate data in this study. 

Furthermore, findings showed that the teachers were unaware 

of the students' strategies. 

The Importance of Learning Strategies 

Oxford (1986) and Oxford et al. (1990) emphasize the 

importance of learning strategies on language learning. 

Oxford mentions four key reasons to affirm the importance of 

learning strategies and their relation tc successful 

language learning process. 

First, appropriate learning strategies are related to 
successful language performance. Second, using 
appropriate learning strategies enables students to 
take responsibility for their own learning. Third, 
learning strategies are teachable. Fourth, addressing 
learning strategies in their program gives teachers an 
expanded role (p.3). 

Oxford claims that appropriate learning strategies have 

a positive effect on language learning. McGroarty (1989) 

supports Oxford's claim. She conducted a study called 

"Good Learner" of English in two settings. The aim was to 

determine the correlation between learning strategies and 

effective learning. The first study compared university 
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students and students in a community extension program who 

were enrolled in the same advanced inter-mediate course and 

took the same end-of-course exam. Findings showed that 

students who made efforts to guess meaning from context did 

better on listening. They tended to use strategies 

frequently out of class for meaningful interaction. 

Listening to the radio and watching TV were sources of 

input. For reading, they tried to take the initial 

impression without understanding each word, and used 

dictionaries when it was possible. It is significant to 

mention that strategies used for improving listening and 

speaking are not correlated positively on reading and 

writing. The task determines the choice of the strategy. 

As a whole, they employed direct and indirect strategies to 

master English as a second language. 

The second study aimed to identify the strategies and 

attitudes of intermediate and advanced students in a large, 

publicly funded community adult school. Additional 

information was provided for comparison of three major first 

language groups (Chinese, Japanese, and Spanish) enrolled in 

the intermediate and advanced courses. Findings indicated 

that the students made efforts to guess meaning and paid 

attention to the written form of the new language. The 

students who were involved in natural language interaction 

made attempts to comprehend the meaning of others and 



clarify their own meaning. Students used some 

clarifications such as using gestures or spelling or writing 

things. These clarifications demonstrated negative 

association with achievement. 

The strategies were listed and ranked from the most 

frequent to the least. The lists were very clear and easy 

to follow, understand and draw conclusions. However, the 

writing skill was almost neglected. All the listed 

strategies were related to listening, speaking and reading. 

Strategy Training 

Strategy training is important because learning a 

language "requires strong self-direction, high motivation 

and positive attitudes on the part of learners" (Oxford et 

al, 1990, P. 200). 

Strategy training is needed to help the students to be 

autonomous, self-directed and independent. For example, 

when the learners have the chance to assess their learning 

strategies and be aware to the most effective strategies, 

they will have the opportunity to use better strategies for 

better learning. They become more autonomous and 

independent and do not rely on their teachers. 

O'Malley et al (1985) conducted an experimental study 

to examine the effects of strategy training and language 

learning tasks which included vocabulary learning, listening 
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comprehension, and making a brief oral presentation. 

Students were randomly assigned to one of the three 

instructional groups in each school. The metacognitive 

group received training in the use of one metacognitive 

strategy (i.e., a strategy related to self-evaluation, 

attention, or planning) and up to two cognitive strategies 

(e.g., such as grouping, note taking, or imagery). The 

cognitive group was trained in cognitive and socio affective 

strategies, but not metacognitive. Students in the control 

group were told to perform the task as they ordinarily do 

without any training. In general, results showed that the 

strategy training for listening and speaking tasks was 

implemented without any major difficulties. The 

metacognitive and the cognitive groups outperformed the 

control group on several but not all of the listening tests. 

The two groups obviously outdistanced the control group in 

speaking. However, strategy training was not statistically 

significant in the vocabulary learning class. 

When the strategies are teachable, the teacher's role 

will be changed from instructor to facilitator. Oxford et 

al. (1990) provide six situational studies which show the 

teacher's role as a strategy trainer to help the students to 

learn more effectively. The strategy trainer makes efforts 

to deal with students' attitudes, beliefs and motivation. I 

will review Cohen's situational case study as one of the six 
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studies. 

Cohen is a strategy trainer for learners of Hebrew at 

Ulpan-Akiva (an institute for teaching Hebrew as a second 

language in Israel). Cohen used to give formal talks about 

how students could be responsible for their own language 

learning. His monthly visit to the Ulpan included two 

formal hour-long talks, one in English and the other in 

Hebrew for more advanced students. He focused on 

stimulating their awareness of self-directed learning. He 

also led two informal sessions, one in Hebrew and one in 

English. Students utilized informal settings as coffee 

breaks and meals to ask him questions about exploring their 

learning strategies and self direction. Cohen inspired the 

students to incorporate and use better techniques. 

The students responded positively by reporting that 

they had begun to learn more systematically. They also 

reported that strategies helped them to promote their self 

understanding. He helped them to become aware of a wide 

range of strategies with different functions in a variety of 

settings. 

Although Cohen's case study is naturalistic and 

descriptive, it seems unclear and inconclusive. For 

example, Cohen mentioned nothing about the content of these 

formal and informal talks. He did not give any example from 

his talks or the students' questions. Delivering the talks 
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for less able learners in English helped the students to 

understand his talks more and follow his instructions. 

In sum, learning strategies are important to enhance 

the learning process. The above discussion was supported by 

several articles and research studies such as Chamot and 

O'Malley's, Cohen's, and McGroarty that indicate appropriate 

use of learning strategies has a positive effect on the 

students' progress and achievement. They also emphasize the 

potential teachable strategies have to help the students 

become autonomous, self-directed and independent. 

As a result of the above discussion, CBI is receiving 

the attention of researchers and educators in second 

language teaching because instruction is carried out by 

integrating language, content, and learning strategies. 

Emphasizing learning strategies is important to understand 

the content and to prepare ESL learners for academic demands 

is crucial. The success of some programs and classes that 

based on integrating language and content raises the issue 

of its effectiveness in second language classrooms. 
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CHAPTER III 

DATA COLLECTION 

QUALITATIVE AND QUANTITATIVE METHODS 

This chapter describes the methods that I utilized to 

gather the data of the research. It starts with an 

introduction about the qualitative methods that were 

employed and continues with a detailed description of my 

role as a researcher. It concludes with information about 

the quantitative measurements that were used. 

Based on the recommendation of Merriam (1988), data was 

collected chronologically and will be analyzed topically. 

Methods of ethnographic research were employed to enable an 

in-depth, qualitative examination of the exemplary 

Precourse. Field notes, interviews, informal 

conversations, audio taping, video taping, reading logs, 

writing samples, surveys and questionnaires constituted the 

data. The advantage of utilizing a variety of ethnographic 

methods is to provide a detailed description of the 

naturalistic contexts of the case study. As a researcher, 

one of my main objectives was to understand if the 

instructional techniques helped the students to improve 

their language abilities and learning skills in an academic 

context. A variety of methods was employed to enable 

triangulation of data and to avoid relying on one source of 

information that might mislead me in data analysis. In 
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addition, I tried to avoid student bias that could be a 

serious problem in qualitative data. According to Patton, 

1990, students tend to highlight their strengths and hide 

their weaknesses. Therefore, different questionnaires and 

surveys besides the interviews were developed to have more 

information about the students. Having a discussion group 

with the students allowed me to be an insider and minimized 

the effect of any student biases and to correct my biases 

and prejudices. 

Field notes were taken continuously from observation. 

Formal interviews were conducted with the subjects, the 

instructors, the tutors, and CESL's administrative 

secretary. Collecting samples of class handouts, class 

materials (books), and the students' written work was part 

of the procedure. Reading logs were given to students every 

week to keep a record of their reading. There was a reading 

log for every required textbook. Besides that, I kept a 

diary to record my observations that were not in the field 

notes. 

Since the emphasis was on the process rather than the 

product, the research was to be mainly qualitative. 

However, some quantitative measures would be included such 

as pre-post TOEFL and pre-post academic skills tests. The 

aim was to compare the results before and after the research 

to examine its effect on the subjects' level of language 
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proficiency. 

Participeuit Observation 

Participant obseirvation was the primary technique for 

collecting the data in this study. During observation, I 

tried to be a moderate participant (Spradely, 1980). I 

usually sat close to the subjects and took notes in the 

three settings: the history class, the language class, and 

the group discussion session. During the history lecture I 

chose to sit by one or another of my subjects every week to 

observe their note taking methods as well as their behavior 

in class. The arrangement of seating was usually made in 

advance. My objective was to show my willingness to help 

them, to gain their trust, and to provide a comfortable 

atmosphere for mutual cooperation. After the class, I 

usually discussed my observations with the students and 

offered my help if he had any difficulty. In the adjunct 

course, I usually chose a seat that allowed me to observe 

the students as well as their teachers. Although I tried to 

keep my role as an observer during group work, I took part 

in the discussions sometimes, either to facilitate the task 

by explaining the requirements or to add my perspective. 

During the Friday group discussion, I sat in the back row of 

seats and took notes. When the TA gave students questions 

to be answered or maps to be filled, I helped them to find 
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the exact pages in the book. My role was very limited 

because I tried to avoid bothering the TA and the American 

students in the session. 

Through time my role shifted. I became an active 

participant observer (Spradley, 1980) because I was more 

involved in helping the subjects in the class assignments, 

language, and vocabulary. As I mentioned in Chapter III, I 

became fully involved, giving presentations about learning 

strategies to help CESL students cope with the requirements 

of the Precourse. Besides that, I offered my help when it 

was needed to the Arab students to understand the material 

of the content class, vocabulary, and task requirements. I 

tried to develop a collaborative relationship to better 

understand the dynamic of the involved issues and factors 

during the semester. Therefore, I took the initiative, 

conducting a discussion group every Thursday before the 

weekly quiz on the book An American Tragedy. This 

discussion session gave me an idea about who did the reading 

and who did not. It was an opportunity to learn more about 

them as people as well as students because of the 

informality of the setting. 

I would like to note the precautions that I took in my 

relationship with the Arab students. I offered my help and 

tried to have close relations with them in order to have an 

insider's perspective and to understand the factors that 
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contributed to the success or failure of the Precourse. I 

gave them the impression that I was available for help as a 

researcher who was aware of their problems learning English, 

but I kept a distance socially. I never visited them or 

invited them even for a cup of coffee or lunch. I took this 

stand to avoid cases of misunderstanding and 

miscommunication. Culturally, Arab women are expected to be 

housewives and stay home. In addition, Arabs do not 

appreciate friendship between men and women. Therefore, I 

tried to be distant from them socially and to be close 

academically. 

Field Notes 

Field notes were detailed and richly descriptive. 

Besides the description of the setting, the activities were 

recorded in detail. For example, I recorded the time of the 

beginning and the end of each activity, the participants, 

the interaction between them during the activity, and the 

role of the teacher. The use of the blackboard was also 

recorded. All of the notes were written on a three ring 

binder note book. The goal of taking very descriptive notes 

was to understand the dynamics of the program. I used 

Spradley's guideline to describe the setting, the 

activities, and the actions of the subjects (Spradley, 

1980) . 



The following are samples of my notes during CESL's 

class and the histoory lecture. The initial of the first 

names of the participants and the instructors are used. 

Since some students shared the first initial of their first 

names, the second letter was included. 

Figure (3.1) 

A Sample of Notes at in the Lsinguage Class 

2/9/1996 

2:00 Mu Absent Attendance 
Ad Reaction papers/ write about one 

thing 
2:07 Dr. N./ voc. on the board 

legislators-people who write the laws 
tolerance-accept other people's acts 
corruption-frickled dealings of 
the government/Mexico's politicians 
bribery-the giving or taking of bribes 

2:09 Eliciting the meanings of the above 
words from the students. She says an 
incomplete sentence or a statement 
that needs a word and wants them to 
figure it out. 
-A judge was accused of 
because he took money from the 
defendant. A word starts with a b. 

Na bribery 
Dr. N. good 

Dr. N. -A lot of among Mexico's 
politicians/ a word starts with a c 

Ma corruption 

Doing the same thing for the other 
two words, then Dr. N. asked them 
to write the words and their 
meanings in their note-books 
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2:22 Dr. N. reinforcing the material of 
this morning incooperating the voc. 
with the Qs that the TA asked about 
SC (Supreme Court Cases) and the 
history of blacks after the CW, 
during the Rec. Dr. N. is reading 
the Qs and trying to elicit the 
answers, but the students don't 
cooperate with her. So, she is 
giving the answers. 

2:40 Returning the Exams/ marked only the 
right answers/ Dr. N. "from now on, 
I'll ask about things that I didn't 
talk about to see who reads and who 
does not." 

For next week-read seven more 
chapters. 
For M-read Ch. 21 and answer the Qs. 

2:45 Dr. N. is giving the sum. of Book 
II. 
Reading, stopping at the end of the 
paragraph to discuss it. 

During the history lectures, I took notes using mainly 

the two column method. Dates and abbreviated topics were in 

the first column and details in the second. The following 

sample is taken from the lecture of March 25, 1996. 
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Figure (3.2) 

A Sample of Notes in the History Lecture 

1942 Murder in LA- Mexican Am. 

Roosvelt Two goals-1) winning the war 
-2) establishing the UN 

1941 Ger attacked USSR & Stalin asked 
for opening another front in the 
west. R. promised Stalin, but he 
sent the troops to NA. 

1943 R. promised again 

Interviews 

I conducted two formal interviews with the subjects as 

well as the instructors, Dr. Nir and Dr. Levine. The 

interviews were held at the beginning and at the end of the 

semester. The aim was to elicit their reactions, 

reflections, and thoughts about the course throughout the 

semester (Seidman, 1991) . In addition, I interviewed Martha 

Martins, the administrative secretary at CESL, and the 

tutors of the Arab students, Edna, Sara, Lucy, and Maria 

once during the semester. I conducted an interview with 

Mrs. Martins on March 26, 1996 to have her perspective on 

the process of student recruitment to the Precourse. The 

aim of interviewing the tutors was to have their 
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perspectives on the tutoring sessions' success or failure. 

Their input was important for cultural interpretations. 

Except for Dr. Levine, the interviewees gave me 

permission to tape the interviews. Questions for the first 

interview addressed the objectives, expectations, and fears 

of the instructors as well as the subjects. For example, I 

prepared twenty-six questions for students and started 

interviewing them beginning the third week of the semester. 

The first interview was on Feb. 2, 1996. The main objective 

of the interview was to have the students' perspectives on 

the instructors, their styles of teaching, the activities, 

and the assignments. Although the questions were decided 

before the interviews, they were open-ended and 

conversational to provide the interviewees a comfortable 

atmosphere. Some questions were developed during the 

interview. The interviews were mainly conducted in English 

with the participants; however, I switched to Arabic when 

they had difficulty. 

The second formal interviews with the participants were 

at the end of the semester, starting April 17, 1996 to 

examine if their initial expectations and objectives were 

met or not, and why. The students were asked about their 

satisfaction, achievement, difficulties, and suggestions for 

teaching the class again in the future. The questions were 

prepared for each student separately. I prepared the 
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questions after I looked at the students' answers in the 

questionnaires such as the "Reading Strategy Questionnaire", 

the reaction papers, the reading logs, and my observation 

throughout the semester. I also looked at their books to 

see the strategies they used for reading. For example, I 

wanted to see if they used highlighting or underlining to 

emphasize important issues and how they learned the new 

words. Questions also touched their relationships with the 

tutors. The last question asked students to give their 

final perspective on the Precourse as a whole. 

The instructors were also interviewed twice throughout 

the semester to obtain their objectives for the experimental 

class. I conducted the first interview with Dr. Nir on Feb. 

7, 1996 to have her perspective on the course and its 

development. The questions addressed her teaching style, 

policy, and expectations from the Precourse. I prepared the 

questions based on my observations in the first three weeks. 

The second interview was conducted on May 24, 1996. The 

aim was to have Dr. Nir's criteria for evaluation of the 

Precourse. I also needed her perspective on the guest 

speakers, movies, and other assignments in the adjunct 

class. 

After I became acquainted with Dr. Levine's style of 

teaching, I interviewed him on Feb. 14, 1996. Questions 

addressed mainly his style of teaching because he never 
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followed the books and he taught through themes. Since he 

gave the impression that he is an authoritative instructor, 

his comments on that were important. The second interview 

was conducted on May 1st, 1996 to have his evaluation of the 

experimental adjunct course. Questions addressed his final 

conclusions about the experiment and his suggestions for 

repeating the experience. 

Informal Conversations 

Besides fo2rmal interviews, informal conversations were 

usually held with both groups, subjects and instructors. I 

usually walked out of the auditorium where the history class 

was held with the students discussing the content of the 

lectures. Sometimes they asked me for clarification if they 

did not understand Dr. Levine. Other times, they asked me 

for the meaning of some words, especially in CESL's class. 

I gave them my phone number in case they needed help. Mahdi 

called me once asking help preparing for his presentation. 

Since I worked collaboratively with Dr. Nir, we talked 

frequently to discuss unofficial matters. For instance, we 

discussed students' behavior, attendance, changing policies, 

and activities. For example, she prepared the attendance 

policy after Amenda and I discussed the issue with her. 

Besides that, she adopted my idea of developing personal 

dictionaries after we discussed the issue. 
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Video Taping 

Since the auditorium was very big, I decided to video 

tape one history class to have a better idea about the 

setting. It is helpful for documenting nonverbal behavior 

and communication, such as facial expressions and emotions. 

It is "particularly valuable for discovery and validation" 

(Marshall & Rossman, 1995, p. 91). The video taping took 

place on Feb. 26, 1996 for fifteen minutes. I started from 

the back of the seats, focusing on the instructor who was 

standing on the stage. Then, I moved to the left side 

focusing on the students who sat on the left side. Later, I 

stood on the stage beside Dr. Levine, focusing on CESL's 

students who usually took the first two rows in the middle. 

Finally, I turned the video camera to the right side. 

Audio Taping 

In addition to the detailed field notes that were taken 

in CESL's class, audio taping the subjects in natural 

settings was dominant throughout the semester. Systematic 

recording is appropriate and facilitates data analysis 

(Marshall & Rossman, 1995) . Audio tape recordings took 

place in natural settings such as group work, presentations, 

class discussions, and spontaneous speeches during the 

sessions. To obtain the validity of the speech as naturally 

occurring (Wolfson, 1976) , I tried very hard to avoid 
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taking part in the discussions, especially when students 

worked in pairs. 

Apart from Dr. Levine, all the interviewees were audio 

taped. Audio recording included the tutoring sessions and 

the discussion session that I conducted every Thursday to 

prepare the Arab subjects for the exam on seven chapters on 

the novel, An American Tragedy. I gave five empty tapes to 

every tutor. 

Sixty tapes were recorded by the end of the semester. 

While fifty-five were sixty minute tapes, five were ninety 

minutes. Every tape had the date, the names of the 

participants, and the time. Since the recordings of CESL's 

classes matched the field notes, they facilitated the task 

of describing the Precourse and giving a general overview 

about the course in Chapter III. When I decided the 

organization of the third chapter, I selected the clear 

tapes of the pair and group work activities, the 

participants' presentations, and the presentations of the 

guest speakers, and the interviews with the instructors, 

participants, and the tutors. 

The tapes of the interviews were very important to give 

me more information about the subjects, their objectives for 

attending the class, and their perspectives on the 

Precourse. These tapes will be helpful in writing Chapter 

V, because they provide detailed descriptive data about the 
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subjects. The recordings of the tutoring sessions are an 

asset because they add another angle to my data, especially 

the cultural perspective. They are very important for 

analyzing the data and writing Chapter VI. 

Reading Logs 

Starting Feb. 2, 1996, I distributed three reading logs 

every week. One reading log was for the three required 

textbooks, ̂  American Tragedy. The American Nation, and 

American Vistas. Students were expected to indicate how 

much time they spent on reading every day and how many pages 

they read. Each log had four questions. The first question 

asked students to record their impressions on the readings, 

stating if they were boring or interesting. While question 

two expected students to write a sentence that impressed 

them either negatively or positively, the third question 

asked them to write the most difficult sentence they had 

read that week. Students were required to write the new 

things that they had learned from the reading of that week 

and how it reminded them of their culture. See Appendix A 

for more information about the reading log. 

My main objective in preparing the reading log was to 

keep a record of the students' constancy of reading. Their 

impressions were important to give me an idea about their 

reading habits and difficulties. Since the cultural issue 



was addressed in my research from the beginning, the fourth 

question was very important to give me ar insight about 

cultural differences. 

Writing Samples 

Writing samples were collected continually throughout 

the period of the research study. In addition to copies of 

the subjects' class notes, I took copies of every written 

assignment such as reaction papers, and exams. I also 

collected samples from the other participants to compare 

their writing progress with my subjects. The aim of 

collecting writing samples was to follow the students' 

progress in writing as a result of their reading and 

reflections on the reading materials. Although writing was 

not emphasized, these samples will be analyzed to provide a 

sense of writing development. The analysis will include 

content, organization, and accuracy. A comparative analysis 

between early collected samples and late ones will be 

carried out to examine how the subjects were improving their 

writing skills. 

Since portfolios can help students follow their 

accomplishments, I tried to help the subjects develop their 

own portfolios. I asked students to write their objectives 

for the semester in Arabic and to write their comments on 

their exams. Unfortunately, students were overwhelmed by 
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the requirements of the class and did not cooperate with me 

in this matter. 

Surveys emd Questionnaires 

Besides language learning, academic skills were 

emphasized to see the effect of the precourse in improving 

the students' abilities in taking notes, and summarizing. 

Therefore, surveys and questionnaires were distributed to 

learn about the subjects' characteristics, attitudes, and 

beliefs (Marshall and Rossman, 1995). Besides that, they 

might give additional information about the students' 

backgrounds, and experience in learning English, previous as 

well as current. 

At the beginning of the semester, Amenda and I prepared 

a three page questionnaire, called "Background 

Questionnaire." We distributed this questionnaire on Jan. 

18, 1996. It had twenty-four questions that asked about the 

students' personal data such as name, age, sex, country, 

native language, and other languages. The second question 

asked about their educational level before coming to the 

United States. Other questions sought information about 

their experience learning English in and out of schools. 

The aim of preparing such a questionnaire is to learn about 

the students' backgrounds and experience in learning English 

or other languages. For more information about the 
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questionnaire, see Appendix B. 

The second questionnaire, "How to Make a Speech," was 

distributed on Feb. 23, 1996. It had twelve questions on 

two pages. Since information about the academic culture in 

the home countries is valuable for cultural interpretation 

and comparison, this questionnaire was prepared to have an 

idea about the students' previous education. Students were 

asked to write about their experience giving speeches in 

their countries and their feelings toward giving 

presentations as a requirement of the Precourse. The last 

two questions asked students to write about their experience 

of hearing a strong speech and a boring one and to explain 

their answers. 

"Reading Strategy Survey" was distributed on Feb. 29, 

1996. It had sixteen questions. A group of questions asked 

students about their experience in using strategies before, 

during, and after reading in their native language and in 

English. Another group of questions sought information 

about the students' habits of reading novels, magazines, and 

essays in their native language. The objective was to 

have an idea about the students' literacy background. Since 

I am aware of the fact that reading is not promoted in the 

Arabic culture, I needed this question specifically to have 

valid and accurate information rather than to rely on my 

impressions. It is important to enhance the reliability of 
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qualitative data (Patton, 1990). Another survey of three 

questions was given on April 12, 1996. The questions asked 

specific strategies that students use before, during, and 

after they read. It was given as a review of reading 

strategies that day. The aim was to remind students of the 

importance of reading and the significance of employing 

effective strategies. 

On March 28, 1996, the "Midterm Questionnaire" was 

distributed. It had eighteen questions and asked mainly 

about the students' reactions and opinions about the variety 

of activities in CESL's class. Other questions asked about 

their difficulties in the history lectures, and their 

experience with the tutors. The "Final Questionnaire" was 

given on May 8, 1996. It had seventeen questions that 

sought information similar to the background and the midterm 

questionnaires. Students were expected to express their 

opinions about the Precourse and to compare it with other 

classes that they were taking. They were also expected to 

compare it as an example of an academic setting to the 

educational settings in their countries. Similar to the 

"Background Questionnaire", students were required to report 

about their previous TOEFL exams, mentioning the type of 

TOEFL, date, and scores. While question seventeen addressed 

their motivation throughout the semester, question eighteen 

asked students to estimate the percentage of the assigned 



reading that they had actually read. 

On April 17, 1996, a survey and a questionnaire that 

addressed the academic culture were distributed. The title 

of the survey was "How Does Your Academic Culture Compare". 

It had six questions; each had a line for rating that 

started with zero, "completely different," and ended with 

five, "exactly the same". Students were expected to make a 

mark to indicate how similar or different American academic 

culture is from the academic culture in their country. The 

students were required to compare Dr. Levine's informal 

teaching style, his criticism of the government, and his 

reaction to students coming late, to the behavior of 

instructors in their countries in similar cases. Since the 

TA used to ask students to leave when they came without 

doing the reading, one of the questions addressed this 

issue. The last question asked students to rank the 

similarity or difference of teaching and of practicing 

religions in schools in the United States and in their 

native countries. The aim of distributing that survey was 

to see the comparison between the native academic culture of 

the students and the American culture. Similarly, it had 

questions that addressed the same issues. However, students 

were expected to write more details in answering the 

questions to show the similarities and the differences. A 

new question asked about mixed learning settings of males 
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and females. Another one asked about the type of high 

school they finished, private or public. This question was 

prepared under the assumption that private schools prepare 

students better academically than the public ones. The aim 

was to have more details about their educational 

backgrounds. 

Another midterm questionnaire was prepared specifically 

for tutors, to have their perspectives on the tutoring 

sessions. The aim of preparing this questionnaire was to 

have in-depth analysis of the tutors' reactions to the 

tutoring sessions, students' behaviors, responses, and 

extent of cooperation. Since I avoided drawing 

generalizations based on the interviews and the tutors' 

written reports, I prepared the questionnaire. It was 

prepared under the assumption that some areas might not be 

covered in the interviews or the reports. The midterm 

questionnaire for tutors had twenty-one questions that 

sought information about how the sessions were dealt with 

and how the students cooperated with the tutors. A group of 

questions attacked any improvement either in language 

proficiency or academic skills that tutors may have noticed 

during the fifteen hours of tutoring. Tutors were also 

asked to express their opinion about the Precourse and to 

give their suggestions to improve the Precourse for the rest 

of the semester. 
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Tutors' Written Reports 

Dr. Nir expected her graduate students in English E6 90, 

"Language for Specific Purposes", the tutors of CESL 

students, to submit a written report on the tutoring 

sessions as part of the requirements. The reports included 

the number of hours that they spent tutoring CESL students, 

how they helped them, and what reading material they used. 

Tutors reported about students' motivation and cooperation. 

They also mentioned miscoramunication incidents that occurred 

with the students regarding time, preparation, and style of 

study. Some tutors expressed their satisfaction from the 

experience and others expressed their frustration. More 

information about these reports will be in Chapter VI as 

examples of miscoramunication and cultural conflicts. These 

reports are very valuable because they gave me the tutors' 

perspective. They covered incidents that were mentioned 

neither in the interviews nor in the midterm questionnaires 

for tutors. 

Diary 

Besides the above qualitative methods for data 

collection, I kept writing a diary throughout the semester 

to record incidents, students' behavior, and comments inside 

and outside the classroom that I couldn't record in the 

field notes. My main objective was to record every detail 
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about the course and the participants to obtain fair and 

representative conclusions rather than relying on partial 

impressions. The diary also helped me to look at the 

students' motivation and effort as variables of data and 

crucial factors for success. For example, on Feb. 21, 1996, 

I recorded in the diary that Nadir, one of the Arab 

students, approached me after Dr. Levine's class seeking my 

advice. He asked me how he could avoid having friends in 

his apartment during the week days because he assigned these 

days for studying. I told him to keep a note on the door 

stating when he was not available, and giving a time when 

visitors could call or stop by. Recording this incident in 

my diary reinforced my initial impression about Nadir that 

he is a motivated student who looks for ways to keep himself 

focussed on his studies. More examples of the diary content 

will be part of data analysis in Chapters, V and VI. 

QUANTITATIVE MEASUREMENTS 

Since the Test of English as a Foreign Language (TOEFL) 

is a standardized test that is used to assess the 

international students' English proficiency and a decisive 

factor for university admission, I decided to use it as a 

means of examining the effectiveness of the Precourse. 

Besides the TOEFL, Amenda and I prepared pre-post academic 

skills tests to compare the students' gains of academic 
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skills, mainly note-taking and summarizing. The tests 

included (a) taking notes while listening to a lecture, (b) 

summarizing a reading selection, (c) writing a short essay 

that required synthesis of information from the listening 

and reading selections. 

In general, the TOEFL tests are designed to assess 

students' proficiency in listening comprehension, 

grammatical competence, and reading comprehension and 

vocabulary. Although TOEFL is a standardized test and it is 

against my belief to rely on results of standardized tests 

to evaluate students, I thought that giving two TOEFL tests 

throughout the semester might be helpful to see if CESL 

students raised their scores as a result of the treatment in 

the Precourse. Therefore, when Amenda and I were preparing 

for the research in the Fall of 1995, we contacted Dr. 

Kantor, TOEFL service. Educational Testing Service in New 

Jersy, about the possibility of sending us two free versions 

of TOEFL tests to be administered at the beginning and at 

the end of the semester. Dr. Kantor agreed to send us tv/o 

free tests. He sent the copies through an instructor at 

CESL who is in charge of all kinds of testing at CESL. 

During preparation, Amenda and I also wanted to have a 

comparison group from other level 70 classes. We expected 

students of this comparison group to take the pre-post TOEFL 

and the pre-post academic skills tests. Our objective was 
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to compare their scores in both exams with CESL's students 

in the Precourse to examine its effectiveness. However, the 

enrollment was very low that semester at CESL. Eight 

students took the pre- TOEFL and four took the post-TOEFL 

exam. Only three students took the pre-post academic skills 

tests. 

Using a combination of qualitative methods allows the 

researcher to explore "relationships between classroom 

processes and student learning outcomes" (Chaudron, 1986, p. 

712). Using other instruments to evaluate the students' 

English competence and performance would help us obtain 

objectivity and fairness, and gain in-depth understanding of 

the contribution of the Precourse in improving students' 

language abilities. Therefore, I was thinking of having 

statistical analysis to examine the effectiveness of the 

precourse and its impact on raising the students' scores. 

However, since the number of students who took the TOEFL 

tests was less than thirty, I changed my mind about running 

statistical analysis as quantitative measurement to evaluate 

the strengths and the shortcomings of the Precourse. In 

fact, a total of fifteen students took the pre-test and 

twelve took the post-test. Seven students from the 

Precourse took the two exams; among them were the four Arab 

subjects. The pre TOEFL test was given on Jan. 25, 1996 and 

the post test was given on April 25, 1996. Both tests were 
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administered by experienced proctors at CESL. The 

instructor at CESL took care of sending the copies to the 

Educational Testing Service in New Jersey. Since all the 

subjects raised their scores at varying rates, I will 

mention the results of the two TOEFL exams as a proof of the 

Precourse on improving students' language proficiency. 

The Pre-post TOEFL Exeons 

In general, the TOEFL exam has three sections: 

Listening Comprehension, Structure and Written Expression, 

and Vocabulary and Reading Comprehension. Multiple choice 

format with four possible answers was the structure of the 

questions. 

The first section is the Listening Comprehension which 

has three parts: listening to short statements, listening to 

short conversations, and listening to long conversations. 

In the first part, test-takers listen to short statements 

and choose the best answers about their meaning from four 

options. In the second part, they listen to a short 

conversation between two people first. Then, a third 

speaker asks a question about what was said and test-takers 

choose one of the four available answers. Similarly, test-

takers listen to a longer conversation in the third part and 

the third speaker asks different questions. Test takers 

have to choose the best of the four possible answers for 
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each question. 

The second section. Structure and Written Expression, 

tests competence in structural and grammatical patterns of 

standard written English. This section consists of two 

types: completing sentences and identifying the errors. 

The first type has incomplete sentences that need to be 

completed from four possible words or phrases. The second 

type has sentences with four underlined words or phrases, 

one of which needs to be corrected to have a well-structured 

sentence. Test-takers have to identify this error. 

Section three is Vocabulary and Reading Comprehension. 

It tests the understanding of standard written English. 

Two types of questions are in this section. The first type 

includes sentences, each with an underlined word or phrase 

and followed by a multiple-choice question about the meaning 

of the sentence. The second type consists of several 

reading passages, each one followed by several questions. 

Test-takers have to choose one possible answer of the four 

for each question. 

Pre-post Academic Skills Test 

For testing the students' academic skills, Amenda and I 

prepared two tests which included listening, reading, and 

writing an essay. The aim was to examine the effect of the 

adjunct course on the students' ability of note taking and 
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test strategies. The listening part was adopted from a book 

called Bridge to College Success: Intensive Academic 

Preparation for Advanced Students. Dr. Nir recommended this 

book because she used it before with advanced students at 

CESL. So, we used the first two chapters for the listening 

part, chapter one for the pre-test and chapter two for the 

post-test. The pre-test was given on January 23, 1996. 

Only ten students took the test. They were seven students 

from the Precourse and another three from the other 70 level 

CESL classes. In the listening section of the pre-test, 

students listened to an audio recording of a lecture of 

seventeen minutes on higher education in the United States. 

The speaker talked about colleges and universities, 

including community colleges, in the United States. She 

also talked about the registration procedure for admission 

and different degrees, undergraduate and graduate, given by 

American universities. The speaker had many valuable 

recommendations for international students in terms of 

choosing schools and subjects. While they were listening, 

they took notes on another sheet of paper that had twenty-

five lines for that. Students were aware of the fact that 

this sheet would not be scored. After listening to the 

lecture, they had twenty minutes to write a brief summary 

using another clean sheet of twenty-five lines. To 

facilitate the listening task, we listed four vocabulary 
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words with their meanings and six abbreviations of degrees 

such as "AA" for "Associate of Arts". 

The reading part was adapted with minor changes from 

The Los Angeles Times by Amy Wallace, the Times Education 

Writer, Nov. 29, 1995. The title of the article was 

"Proposal to Tighten Cal State Admission Standards Softened" 

and the content was related to the listening part. To help 

the subjects in reading, three vocabulary words with their 

meanings were given. Four comprehension questions followed 

the article. The third section asked for a short essay of 

twenty-two to twenty-five lines discussing what should be 

done for students academically unprepared for higher 

education. We gave students paper for both a rough draft 

and a final copy. A copy of the pre-academic skills test is 

included in Appendix C. 

Similarly, the post-test was prepared following the 

format of the pre-test. The listening part was about 

culture shock that international students pass through when 

they come to study in the United States. The reading 

section was also adapted from the Los Angeles Times. It was 

an article about stereotypes against immigrants to the 

United States. The writing part required students to write 

an essay about the negative and the positive aspects of the 

assimilation of immigrants into another culture. Students 

had the choice to discuss the issue regarding the United 
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States or their native countries. 

Amenda and I administered the two tests. At the end of 

the first session, we gave the test to Akito and Hikoon, the 

students who left the Precourse at the end of the first 

eight weeks. For rating the answers of the students who 

took the academic skills test, Amenda and I prepared an 

answer key using Jacobs et al.'s (1981) composition rating 

scale for grading the academic skills tests. We adapted the 

rating answer key with minor changes to fit the exam. For 

rating the listening part, we came up with thirty main ideas 

for the listening part; every idea equaled one point. For 

scoring the organization of the lecture summary, a criterion 

of three point ranges was developed: excellent to very good, 

good to average, and fair to poor. If the student stated 

ideas clearly, organized the summary very well, and 

sequenced it logically, the point range would be excellent 

to very good or eight to ten points. Good to average or a 

point range of five to seven was given to a loosely 

organized summary that included some main ideas. The third 

category, fair to poor, ranged from two to four points. It 

was the evaluation for a disconnected summary that lacked 

logical sequencing and development. A similar criterion was 

developed for language use. Excellent to very good ranged 

from eight to ten points and was given to a summary with few 

errors of agreement, tense, number, and word order. Good to 
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average, which was five to seven points, was an evaluation 

given to a summary with several errors of agreement, tense, 

number, and word order. The last criterion, fair to poor or 

two to four points, was given to a summary with frequent 

errors of agreement, tense, number, and word order. 

For rating the reading section, we provided the raters 

with the possible answers to the four comprehension 

questions, and instructions for rating. Full credit should 

be given to a correct complete answer and partial credit for 

an incomplete answer. For rating the writing part, writing 

an essay, three components comprised the score: content, 

organization, and language use. Every component had three 

possible ratings: excellent to very good, good to average, 

and fair to poor. Good to average ranged from twenty-two 

points to thirty points to rate the content of the essay 

with a thorough development of thesis. The second rating, 

good to average, ranged from thirteen to twenty-one points 

for a limited development of thesis and a content that 

lacked details. Fair to point, four to twelve points was 

given for inadequate development of the topic. The same 

criterion that was used to evaluate the summary sheet was 

employed to rate the organization of the essay and its 

language use. A sample of the answer key for the pre-test 

academic skill is in Appendix D. 

The rating sheets were given to two raters to obtain 
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objectivity. One of them was an ESL teacher in the night 

program at CESL, and the second was a graduate student in 

ESL. Their rates were very different. The ESL student's 

rates were very low. Therefore, we calculated the 

correlation between the scores of the two raters using 

Pearson's Bivariate Correlation. We found a high 

correlation between them. For example, the correlation 

efficient of the listening scores in the pre-test was 0.57 

and 0.89 for the post-test. Although the correlation of the 

scores was high, we decided to have a third rater who had 

more experience with ESL instruction. We made this 

decision based on the low scores that the ESL student gave. 

We had the impression that since she was a student, she 

might have high expectations from international students. I 

would like to mention that the students complained about the 

difficulty of the reading section in the post-test. Their 

complaints will be counted for data analysis. 

In summary, this chapter describes the qualitative and 

the quantitative methods that were employed for data 

collection for research. It provides detailed description 

of every method such as field notes, interviews, audio 

tapes, and questionnaires. It also shows the rationale 

behind using each method. 
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CHAPTER IV 

DESCRIPTION AND IMPLEMENTATION OP AN ADJUNCT COURSE 

Class Information 

This chapter describes in detail the adjunct course 

that was implemented at CESL in the Spring of 19 96. It 

starts with the process of selecting the content course. 

Next, class information is presented to include the 

instructors, the syllabi, the policies, the required 

textbooks, and criteria for evaluation. Finally, a 

description of how the class was taught will be last. 

It is important to mention that pseudonyms are used for the 

names of the participants, the instructors, the tutors, and 

the institution. 

This research project was completed over a period of 

the spring 1996 semester. The class was taught with the 

language teacher. Dr. Nir, and the history teacher. Dr. 

Levine whose names and the names of the participants are 

pseudonyms. Dr. Nir has a Ph.D in English literature from 

the a university in the Southwest of Arizona. Currently, 

she is teaching English to international students at CESL 

and she is teaching graduate courses for the English 

Language and Linguistics Department. She has received all 

her college education in the United States. She finished 
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her bachelor's degree in English and French at Indiana State 

University in 1957 and her master's degree in Education at 

Harvard in 1963. She has thirty years' experience in 

teaching English as a second language. She taught English 

at different levels in Israel for twenty three years. Her 

experience ranges from high school to the Teacher Training 

Division at the Hebrew University. Dr. Nir worked at a high 

school and at the university level for ten years. Dr. Nir 

was the head of the English Department at the Hebrew 

Gymnasia. Due to her publications in the field of ESL, 

pedagogical and literacy issues, she became a very well-

known ESL professional in Israel. In 1988, she was the 

selected candidate for the office of Teaching Inspector. 

Dr. Levine is a professor of history at a university in the 

Southwest of Arizona. He has been teaching at the 

university level since 1958. 

Based on the positive findings of previous research in 

CBI in general and the adjunct model specifically. Dr. Nir 

started looking for a content class in the fall of 1995. 

Her interest was particularly based on the positive 

findings of the research that Dr. Ahmad Muhammad conducted 

the previous year. Dr. Muhammad was a graduate student of 

Second Language Acquisition and Teaching program in 1994 at 

a university in the Southwest of Arizona. He designed an 

adjunct course called Precourse to teach language, content. 
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and academic skills for international students who were at 

level 70 at CESL. Dr. Muhammad took his ESL students to an 

American Literature course, English 207D for eight weeks. 

His students were expected to listen to the lecturer of the 

literature course, take notes, read the required materials, 

and do the assignments. Dr. Muhammad the language teacher, 

and the TAs who worked for the literature instructor helped 

them understanding the readings. Results show that students 

demonstrated significant gains in language proficiency. 

Besides the participants' positive attitudes toward the 

class, they acquired necessary techniques for academic 

success such as note-taking and summarizing. 

Based on Dr. Muhammad's results, CESL decided to adopt 

the adjunct model and as part of CESL's program for level 

70, the advanced level. Dr. Nir was the candidate for 

teaching such a course. So, she started looking for an 

appropriate content class in the Fall of 1995. She observed 

three content classes at a university in the Southwest of 

Arizona, psychology, literature, and history. Finally she 

chose the history class. This choice was based on the fact 

that such a content is rich in language and vocabulary. In 

addition, ESL students may encounter this type of language 

and vocabulary every day by hearing the news, reading the 

newspapers, or watching TV. Dr. Nir also liked Dr. Levine's 

way of lecturing that day. He talked about America entering 
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World War II. The instructor put three questions on the 

board and spent the whole lecture answering these questions. 

The literature course was excluded from the beginning 

due to its heavy load of reading. Dr. Nir thought that the 

course is too demanding for ESL students. The psychology-

course was dropped from her consideration due to its highly 

specialized language. So, Dr. Nir thought that ESL students 

would not gain much from that class. 

History 107 

Besides CESL's students in the adjunct course, three 

hundred forty two students from a university in the 

Southwest of Arizona attended History 107 every Monday and 

Wednesday, from 9:00 am to 9:50 am. Since the enrollment 

was very big, the class was held in the auditorium in 

Harvill building, Harvill 150. Dr. Levine lectured on 

Mondays and Wednesdays, and his four teaching assistants 

worked with the students on other assigned days. CESL 

students attended the Friday morning discussion section 

which was in the Psychology Building, Room 104, from 9:00 to 

9:50. 

Required Textbooks 

Two textbooks for the history course were required: 1) 

The American Nation. A Histojrv of the United States Since 

1865. vol.2, 8th edition which was written by John A. 
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Garraty. 2) American Vistas. 1877 to the Present. 7th 

edition. Oxford University. It was edited by Leonard 

Dinnerstein and Kenneth T. Jackson. 

The American Nation has seventeen chapters and starts 

with a chapter titled "Reconstruction of the South", and 

ends with "Our Times". The book begins with the Civil War 

in 1865 and ends with events in 1993. Every chapter has a 

portfolio which is a collection of pictures that matches the 

content of that chapter. For example, the portfolio of the 

first chapter, "Reconstruction of the South", is called 

"Blacks in Slavery and Freedom". It is a collection of four 

pages, 454-459. While the picture on page 457 portrays how 

slaves were bought and sold as any other kind of property by 

the white owner, the picture on page 459 shows how a black 

family lived after the slaves were freed. 

Besides the portfolio, pictures of presidents, 

important people, and scenes of events are included. For 

instance, there is a picture of Booker T. Washington in page 

468, a black man who called for accommodation of blacks in 

1895 as a means of ending racial segregation. 

The book ends with a supplement. The first two parts 

are The Declaration of Independence and The Constitution of 

the United States. The third part has tables of 

Presidential Elections, 1789-1992, Vice Presidents and 

Cabinet Members by Administration. Justices of the Supreme 
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Court is the fourth section of the supplement. It is a 

table of the names of the chief justices, their terms and 

years of service. Territorial expansion and population from 

1790-1990 constitute the fifth section. They are condensed 

into one page. Section six is called "Picture Credits". 

It is divided by chapters, and acknowledges the sources of 

the photographs. The supplement ends with the "Index". 

American Vistas is a collection of twenty one articles 

that covers a wide variety of topics such as minority 

issues, women's problems, and the presidency of Theodore 

Roosevelt. 

The articles are thought provoking in terms of 

presenting different issues that traditional history books 

would deny. The articles challenge the readers to look at 

the negative sides of the American history. For example, 

the second article is "Schooling the Hopi: Federal Indian 

Policy Writ Small, 1887-1917". This article talks about the 

attempt of the federal government of schooling the children 

of the Hopi Indian tribe. It shows how the federal 

government tried to impose the values and customs of 

education of White American on the Hopi children. The Hopi 

students were forced to cut their hair, to wear uniforms 

with pockets, and to change their Hopi names to American 

ones. Implementing this policy of uprooting the Hopi 

children from their culture and imposing new values failed. 
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Students went back to their homes resenting these policies 

by the federal government. 

Mapping American History, A Guide For Beginning 

Students is written by Gerald A. Danzer of the University of 

Illinois at Chicago. It was required as a supplement to the 

book The American Nation. It is "a free map workbook for 

each copy of the text purchased from Harper Collins" 

(Garraty, 1995, xviii). Gararaty continues, saying the 

"exercises are designed to teach students to interpret and 

analyze cartographic materials as historical documents" (p. 

xviii). 

The Discussion Session 

The three hundred forty two university students were 

divided into sixteen discussion groups. There were four 

teaching assistants (TAs). Each one was responsible for 

four sessions. The TAs were expected to handle the sessions 

on their own in terms of preparing questions or assignments. 

Appendix E, the syllabus of History 107, includes more 

information about the role of the TAs. 

The Precourse students attended the Friday morning 

discussion session from 9:00 o'clock in the morning through 

9:50. Besides CESL's students, the teaching assistant had 

twenty five. She conducted the class by herself. She used 

mainly Mapping American History, helping students to 
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understand the maps which were linked to the content of book 

The American Nation. 

Class Evaluation 

Besides the TA's evaluation, which constituted 25% of 

the final grade, three exams were assigned to be taken on 

February 19, April 10, and May 10. While 20% of the earned 

credits were allotted to each of the first two exams, 35% 

were assigned for the final examination. However, students 

had the option of not taking either or both of the first two 

exams. When a student missed the first exam, the final 

counted 55% of the final grade and it accounts 75% when the 

student missed both. 

The syllabus has information about the final 

examination only. It had two parts: multiple choice and 

essays. However, the essay had no official value for the 

final evaluation. It could be used to improve the students' 

final grade. If the student was close to reaching the 

higher grade, the essay would be read by the TA. Appendix 

E, the syllabus of the content class, gives you an idea 

about the criteria of evaluation. 

The Adj linet Course at CESL 

Dr. Nir met with CESL students another seven hours a 

week in room 215 at CESL's building for the first session. 
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During the second session, which started officially after 

the spring break, the class was held in room 213. She met 

with them one hour on Monday, Wednesday, and Friday, from 

2:00 to 3:00. The meeting on Tuesdays and Thursdays lasted 

two hours, from 2:00 through 4:00. These hours were 

dedicated to help CESL students understand the content of 

the history class. 

Figure (4.1) 

The Schedule of the Adjxinct Course 

Monday Tuesday Wednesday Thursday Friday 

History 9-9:50 9-9:50 9-9:50 

ESL 2-3:00 2-4:00 2-3 : 00 2-4 : 00 2-3:00 

Dr. Nir required the students to read a novel called An 

American Tragedy by Theodore Dreiser. This novel is a story 

of the corruption and destruction of one man, Clyde 

Griffiths, who forfeits his life in desperate pursuit of 

success. The novel portrays the American values that shaped 

Clyde's ambitions and sealed his fate. It represents the 

harsh realities of American life and of the dark side of the 

American dream. 

This novel was an invaluable source for international 

students to expose the American culture and the American 
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dream. In addition, Dr. Nir wanted her students to do a 

massive amount of reading and to be exposed to different 

genres. During my infonnal conversation with Helen on Nov. 

22nd, 1995, she said the aim of including this novel is "to 

better prepare students for academic work. The theory 

behind that is Krashen's comprehensible input and reading as 

a springboard for reading, writing, and grammar. Besides 

content, language skills, vocabulary building, and American 

culture will be emphasized." So, this novel represented 

fiction and the required textbooks were nonfiction. 

Dr. Nir chose this novel in particular because it 

matches the historical events that the student will learn 

about in the content class. Besides that, she highly 

literature important in teaching English. 

Based on the syllabus (Appendix F), students were 

expected to go to all lectures and take careful notes. 

They were also expected to hand in reaction papers on 

Fridays. Student can reflect their feelings about the 

class, ask questions, complain about difficulties, or write 

suggestions about what should be or should not be in the 

Precourse. An example of a reaction paper was given to 

students in the first week of the semester to give them an 

idea about what a reaction paper might be. Fridays were 

also assigned for vocabulary quizzes. The vocabulary quiz 

was "on the new words of the week and on the new facts that 



100 

were covered that week" (Syllabus, 1996,p. 2). While 

vocabulai-y quizzes were taken on Fridays, tests on the novel 

An American Traaedv were given on Thursdays. 

In addition, the syllabus required doing a summary of 

one of the chapters of An American Traaedv. and giving a 

speech about a person, an event, or a process in American 

History. Participation in a debate on a controversial issue 

in American History was also required. 

However, there were some changes due to the development 

of the class throughout the semester. An attendance policy 

was given on Jan. 29, 1996 because the instructor noticed 

that some students were not attending the class regularly. 

She also decided to put an attendance sheet on the wall 

beside the door so students could sign in when they came to 

class. 

Answering questions on the chapters of the history 

textbooks The American Nation and American Vistas was 

decided on Feb. 1, 1996. Dr. Nir's decision was based on her 

observation as well as ours that the student do not read the 

assigned chapters of the history books. Handing in answers 

to the questions started on Jan. 29, 1996, when Dr. Nir 

asked them to answer the questions on chapter twenty three 

in The American Nation. Weekly quizzes on the required 

books An American Traaedv and The American Nation were 

scheduled starting Feb. 9, 1996 because she wanted to force 
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them to read. Besides that Dr. Nir dropped the idea of 

writing a summary for one of The American Nation chapters. 

Due to my recommendation for introducing some changes 

to help the students own the process of learning, Dr. Nir 

asked her students to develop their personal dictionaries 

starting April 5, 1996. They were expected to choose any 

ten words they liked from the readings, from the lecture of 

Dr. Levine, or from Dr. Nir's class. The students were to 

keep these words in a folder. The last two vocabulary 

weekly quizzes were based on these personal dictionaries. 

Students' Recruitment Procedure 

The recruitment of students started in the Fall of 

1996 when CESL's Council decided to implement the adjunct 

model as part of the curriculum. Their decision was made 

based on the positive findings of Dr. Muhammad's research on 

the adjunct model. I took part in the preparatory meeting 

of CESL's Council in November 22, 1995. Dr. Smith, CESL's 

Director, Dr. Nir, Susan Fox, the student advisor at CESL, 

and Martha Martins, CESL's main secretary attended that 

meeting. Student recruitment was the meeting's agenda. 

The participants agreed to invite level 60 students who were 

qualified to be in level 70 in the Spring for a meeting on 

November 30th, 1996. I went to that meeting which started 

at two o'clock. Dr. Nir talked about the class and what 
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students might expect. She mentioned the main advantage of 

such a class, that it prepares students for academic 

classes. She recommended it to students who think they will 

study in the United States. Since Dr. Nir tried to be as 

objective as she could, she was not positive all the time. 

She mentioned that the class was going to be very demanding 

in terTTis of reading. However, it was going to be fun, too. 

Because CESL's enrollment fluctuates, the 

administration was hesitant to decide that the class would 

be held. Usually, the enrollment is settled after the first 

two weeks of the semester. By the beginning of the Spring 

semester, only six students registered for class and the 

minimum enrollment was eight. So, Mrs. Martins was in 

charge of informing the new level 70 students about the 

class. After she explained that to them, two new Arab 

student were eager to register. 

Finally, nine students from different nationalities 

registered to take the Precourse, eight male students and 

one female. Six of them were Arabs from the Gulf states, 

Mahdi, Adham, Muhammad, Nadir, Ahamd, and Munim. Mahdi 

came from United Arab Emirates (UAE) and Adham came from 

Oman. The other four students were from Kuwait. 

Mahdi, Adham, Muhammad,and Munim were continuing 

students, but Ahamd and Nadir were new arrivals to CESL. 

This was the second year for Mahdi being at CESL. 
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Muhammad, Adham, and Munim have been at CESL since August 

1995. 

The other three students were Martha, Hikoon, and 

Akito. While Martha is a female Mexican student, Hikoon is 

a Thai male student. Akito is a Japanese male. 

In the second eight weeks, Hikoon left CESL because he 

was admitted to a graduate program in another university in 

the United States. Akito dropped the class due to its 

difficulty. However, the enrollment increased when Romisio, 

Jorge, Michale, and Kim joined the class. Since these three 

students had finished level 60 and they were expected to 

choose classes from level 70, they chose the Precourse. 

While Romisio was a Brazilian student, Jorge was Mexican. 

Michael came from Switzerland. Although Romisio liked the 

class a lot, he was forced to return to his country before 

the end of the Spring semester. Kim, a Korean male student, 

joined the class late in the second session of the semester, 

on March 25, 1996. Besides that, he did not attend the 

class regularly. 

Although I had six Arab participants at the beginning 

of the semester, I ended up with four, Adham, Ahamd, Mahdi, 

and Nadir. Muhammad quit the course on Feb. 15, 1996 when 

he got 500 on the TOEFL. He thought that he had the 

guarantee card to enter the university. Although I tried to 

convince him that this class was an excellent opportunity 
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for him to experience the American academic culture, he left 

the United States for Kuwait to come later in the Fall. 

The decision to drop Munim from my research was made 

due to the lack of his cooperation. I did not succeed in 

interviewing him. We agreed to meet three times, but he 

never showed up. His response usually was "Inshallah," 

which means "If God wants," or "with the will of God." 

Besides that, he did not attend the class regularly and 

missed most of the exams. I finally gave up and decided to 

drop him after consultation with my committee members. 

Course Evaluation 

The final grade had three components, oral activities, 

quizzes, and mid-terms and finals. Oral activities included 

class participation and presentations and constituted the 

first third of the final grade. Vocabulary quizzes and 

weekly quizzes on The American Nation and An American 

Tragedy constituted the second third. The average of the 

two mid-terms and two finals on The American Nation and An 

American Tragedy was the third component of the final grade. 

The criterion for evaluating class participation in 

terms of oral activities was fluency rather than accuracy. 

It was based on the student's ability to convey the message. 

Since presentations were the second part of the first third 

of the final grade, dates were assigned on February 7, 1996. 
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A list of topics related to the history of the United 

States was passed. However, Dr. Nir gave them the chance to 

choose their own topics. The criteria for evaluation were 

based on speaking clearly and fluently, using good 

vocabulary, understanding the content, and having good eye 

contact. 

Students had six vocabulary quizzes throughout the 

semester. Students were expected to know the meaning of ten 

words, pronounce them, and put them in sentences. Dr. Nir 

dictated the ten words for the first four quizzes only. 

She went from one student to another to listen to their 

pronunciation. Since students were asked to develop their 

own personal dictionaries starting April 5, 1996 , they had 

to choose their own ten words. Amenda, Sara, and me helped 

her in the last two exams. Each of us sat with two 

students, and reviewed the twenty words they marked; then we 

dictated ten out of these twenty. Students were expected to 

write the meaning of these word and put them into sentences. 

Ten quizzes of the chapters of the novel, An American 

Tragedy were given throughout the semester. They were 

usually given in the last half hour on Thursdays. Since 

questions on the assigned chapters were given in advance, 

oral discussion answering these questions preceded every 

quiz The first quiz was on Book One which had 145 pages. 

However, the other quizzes were each based on seven chapters 
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only. Every quiz had ten statements that usually ended with 

the word "because" and students were expected to write the 

reason. Other questions included small details from the 

novel. The aim of these quizzes was to encourage students 

to read the novel and let them know that class discussion is 

not enough. 

Five quizzes on the book The American Nation were given 

throughout the course. The first quiz which was given on 

February 1st, 1996, and covered three Chapters, seventeen 

through twenty- one. Questions for the other four quizzes 

were based on one chapter each. The decision to giving 

quizzes on Chapters twenty one, thirty, thirty one , and 

thirty two was made to encourage the students to read the 

chapters. Study questions were also given to help students 

understand the chapters. Oral discussion took place every 

Tuesday some minutes before taking the quiz. Quizzes were 

usually taken in the last half hour of the Tuesday class. 

In general, questions asked about names such as Henry 

Kissinger and main events like the "sit in". However, three 

essay questions were asked on Chapter thirty two and 

students were required to choose one. The questions were 

about the last three presidents of the United States, 

Reagan, Bush, and Clinton. The questions were written in a 

way that made students analyze incidents and write their 

conclusions. For example, the first question asked about 
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the reasons behind Reagan's popularity and challenged 

students to write their own judgement about his presidency. 

The grade was based mainly on the students' knowledge rather 

than the accuracy of the structure of the answers. The 

average score of these quizzes and the six vocabulary 

quizzes was the second third of the final grade. 

The two midterms and finals of An American Tragedy and 

The American Nation constituted the third part of the final 

grade. The mid-term was given on Friday, March 7th, 1996. 

On May 3rd, 1996, the final test on An American Tragedy was 

given. In this open-book test, students were required to 

answer two of the four questions in one half to one page. 

They were recommended to check spelling and pay attention to 

sentence structure because language counts. The first 

question was a comparison between the film and the movie in 

terms of portraying the main character's girlfriend. She was 

named Sondra in the book and Angelica in the movie. The 

second question stimulated their responses to the difference 

between the name of the movie A Place in the Sun, and the 

book, ̂  American Tragedy. Their answers should include 

their perspectives on the motives of the author and the 

movie maker. The third question included a sentence that 

Clyde's mother said; the students were expected to analyze 

the reason behind this sentence. The fourth question 

touched the issue of morality that was discussed many times 
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in the class. Students were expected to choose one case and 

discuss it. Besides that, they had to provide their 

perspective on abstract morality. 

The mid-term on The American Nation was on February 

8th, 1996. Students were expected to answer one of the 

three essay questions, writing an essay of one to one and a 

half pages in fifty minutes. The essay was to start with a 

topic sentence that stated the student's beliefs. The body 

of the essay was to be supported by facts as evidence. A 

conclusion was also expected. Unlike the quizzes, English 

use was considered in this exam. The final was given on May 

3rd, 1996. It was a review of the most important topics of 

the history class. The requirement for writing an essay was 

the same as the mid-term's. Students were asked to choose 

two of the four questions. The first question required 

students to analyze the reasons for the significance of the 

Supreme Court within the United States Democracy. The 

second question asked about immigration as a controversial 

issue and how it has changed American life. The development 

of the civil rights movement and its impact was the third 

question. Finally, students had the choice of writing about 

one American president, including life, times, and the 

historical judgement. 

Dr. Nir decided from the beginning not to require her 

students to take the exams of History 107. Since the 
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emphasis of the course was on language, this decision was 

made. Dr. Nir did not want to intimidate her students by-

memorizing so many names and facts. However, she encouraged 

them to take the tests as an authentic experience of exams. 

Their scores were not included in her criteria of the 

Precourse evaluation. Hikoon was the only one who took the 

first exam in History 107. Adham and Ahamd took the 

midterm. Chapter V will include more information about the 

reasons that Ahamd and Adham decided to take the midterm. 

Tutoring Sessions 

Since Dr. Nir was teaching English 5990 , a graduate 

course for ESL students called "Language for Specific 

Purposes," she required these students to tutor the students 

in the Precourse. The tutoring requirement was mentioned in 

the second page of the syllabus of that course, along with 

participation and presentations. The following paragraph is 

cited from the syllabus of that course and describes the 

instructor's expectation of the graduate students tutoring 

the Precourse's students. 

You will spend 15 hours of eight weeks tutoring an 
ESOL student from the CESL adjunct class and 
noting the academic strategies of the student. 
Such strategies may include: note-taking, 
vocabulary acquisition, extensive and intensive 
reading strategies, test taking, study techniques, 
and approaches to communication. It will work 
best if you begin the project with one or more 
research questions. During the process, keep a 
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journal that you can later reorganize and hand in 
at the end of your tutoring work. (Syllabus of 
English 5990, p.2, 1996). 

The graduate students were expected to attend a 

conference with the subject matter instructor as well as 

with the ESOL instructor and to report on these conferences 

in their tutoring report. They were also expected to try to 

attend the content class or the adjunct precourse at CESL. 

The schedule for both classes was provided. 

In general, the tutors helped CESL's students 

understanding of the required readings, particularly An 

American Tragedy. They couldn't meet the expectations in 

terms of helping the students in learning the necessary 

techniques such as note-taking and test taking. Only Sara, 

Adham's tutor, accompanied him in all classes. Some of them 

managed to attend the precourse and the content class. None 

of them managed to do a conference with the history 

instructor. More information about who attended and what 

kind of help they offered will be in chapter V. 

Guest Speakers 

Three guest speakers were invited in CESL's class 

throughout the semester. Dr. Nir's perspective on that is 

"to make the material more meaningful and interesting" (Nir, 

May 27, 1996) . Mara, an instructor at CESL, had done a 

previous project about the history of the United States and 
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she had gone to Germany to talk about it. Since Dr. Nix was 

aware of that, she thought that it might be a good idea to 

ask Mara to talk in the class. Mara reviewed in half an 

hour the history of the United States until the Civil War. 

The lecture was in the first week of the semester, on 

January 16, 1996. It started at 2:30 and ended at 3:00. 

The second guest speaker was Peter Hoffman, a history 

teacher at one of Tucson's high schools which is part of 

Amphitheater Public Schools. Dr. Nir invited him because 

she read an article called "History Teachers Keep Passing on 

the Past" by Sara Henry, in The Arizona Daily Star of Feb. 

8, 1996. Mr. Hoffman's picture was on the right side of the 

article and the following was written under it; "Canyon del 

Oro's Peter Hoffman goes over social Darwinism". So, Dr. 

Nir invited him to lecture about Social Darwinism on 

February 15, 19 96, but Mr. Hoffman apologized two days 

before the lecture and he was rescheduled to talk on Feb. 

22, 1996. His lecture lasted for one hour, from 3:00 

through 4:00. 

Mr. Hoffman started his lecture by listing seven key 

points on the board. The title was Social Darwinisim. 

1) There is a "natural order" of things. 

2) Life advances from simple to more complex. 

3) Nature is neutral. 

4) Survival of the species (not the individual) 
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5) Mutation-"change" 

6) Survival of the fittest 

7) Evolution of species over million of years 

He began with the sociologist, Graham Summer, who 

converted Darvin's scientific theory to political, 

economical, and social ideas. While the need for votes to 

win represents the political idea, supply and demand 

represents the economical one. The social vision is 

manifested by the idea that people will fight and continue 

to fight. The lecturer gave examples of the seven points 

and emphasized the sixth one "The Survival for the Fittest". 

He simplified that by saying "Only successful businesses 

survive", and continued saying "No charity for the poor" 

(Hoffman, Feb. 22nd, 1996). 

His voice was very clear and his ideas were organized. 

He stopped after discussing each point and asked the 

listeners if they had any questions. The broad concepts of 

Social Darwinism were simplified by examples from the 

history of the United States. For example, Mr. Hoffman 

linked his discussion to the treatment of blacks in the 

United States. He said if blacks were treated well and 

given the help, they would rise by themselves and become 

strong, which the whites opposed. He also gave examples 

from other parts of the world, such as Israel and Mexico. 

Besides that, his English was understandable and he didn't 
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use complex words. The students showed interest by-

listening and they asked questions about what should be done 

to help the poor people. There was no follow up activity 

after the presentation. The effect of this lecture on the 

students will be discussed in chapter V. 

The second guest speaker was a Hopi graduate student at 

the a university in the Southwest of Arizona who gave 

himself an American name "Bryan" to make life easier for him 

at the university. He is an artist whose posters are sold 

all over the United States. One of his paintings is in the 

space station in Florida. Although Dr. Nir tried to contact 

him even before the beginning of the Spring semester, Bryan 

came to speak late in the semester on April 25, 1996, from 

2:00 to 3:00. Dr. Nir tried to invite him to speak early in 

the semester to match the content of the History class. 

Unfortunately, it was very difficult to find him and finally 

she scheduled his speech for April 25. 

Bryan talked about the history of the Hopi tribe, 

customs, style of life, and its distinctiveness compared 

with other native cultures. He emphasized the point that 

American native cultures are different from each other and 

he used the Navajo culture as a contrast to the Hopi. The 

guest started with the history of the Hopi tribe, mentioning 

that the population was forty million before the Europeans 

came. Now, there are five million Hopis who are spread 
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throughout the United States, Canada, and Mexico. The 

population of the Hopi tribe in Northern Arizona is 10,000. 

He also stated that the Hopi people were defeated by a 

disease and 40% of them died. The disease spread easily 

because some Europeans encouraged the spread of the disease 

by sending their infected people to live in the Indian 

tribes. 

Then, he showed slides, commenting that these slides 

give an image of the natives as weird, very bizarre and 

never smiling. His comments included the customs of having 

long hair, different hair styles, and riding horses. Then, 

he talked about mobile homes that are taken apart very 

easily; they are well designed for that area. 

Later, he showed a slide of a Native American woman 

from Alaska. He said that details of the picture tell 

Hopis that this woman is unmarried, past puberty age, and 

has had the puberty celebration. Besides that, she is at 

the marriageable age. Her style of hair, worn in big round 

circles, gives the information that she is unmarried. 

After marriage, she has to put her hair into two braids. 

Bryan continued talking about the social structure of 

the tribe, showing the distinctive role and status of women 

in the Hopi tribe. He stated that Hopi society is 

matriarchal because children get the mother's clan, women 

choose the husband, and women own all the material goods 
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such as the car and the house. Men are in charge of 

religious and spiritual aspects. If the woman decides to 

divorce her husband, she puts his personal belongings such 

as shoes and clothes outside the house. In the Hopi 

tradition, men do the weaving. In contrast, on the Navajo 

reservation women weave. 

The guest speaker continued his lecture about the Hopi 

language and religion. He mentioned that the Hopi language 

is still taught. The Hopis build their religious rooms 

which are called Kivas, under the ground because the most 

secret place is inside the earth. 

Bryan ended his lecture by giving examples of cultural 

aspects. For instance, competition in classrooms is not 

appreciated. The Hopis do not show obvious enthusiasm in 

sports. So they do not cheer if they win a game. Looking 

straight at people means showing anger. 

Although the lecture was delivered late, it was very 

informative and interesting. The students were very 

attentive and interested. They asked questions mainly about 

the status of men. The effect of this lecture will be 

discussed in Chapter V. 

Movies 

The students watched four movies throughout the 

semester, Roots, A Place in the Sun. What Is Expected from 



116 

Foreign Students in the United States, and The Long Walk 

Home. Roots was shown for ten minutes only. A Place in the 

Sun was shown episode by episode to match the events of the 

novel, An American Tragedy. At the end of the semester, the 

students had the chance to see the entire movie at one 

sitting. The Long Walk Home was shown to illustrate certain 

events of the Civil Rights Movement. About showing the 

movies. Dr. Nir commented "I simply tried to integrate them 

into the content in order to make the material more 

meaningful and interesting" (Nir, May 27,1996). 

Roots was produced by the executive producer, David 

Wolper, in 1977 and published by Warner Communication 

Company. The movie touches the history of African Americans 

in the United States and shows how badly the blacks were 

treated during slavery. The white owners treated them as 

part of their property. The movie was shown on January 18, 

1996 for ten minutes only from 3:20 and through 3:30. Dr. 

Nir introduced the word "roots" and explained its meaning. 

Then, she asked students to give examples about their roots. 

Later, she asked them to watch the movie and to look at 

three ways that Blacks were treated like animals. Then, she 

wrote the word "Dehumanization" on the board and elicited 

the answers from the students. Finally she ended up with 

the following: buying and selling (looking at a slave's 

teeth and hair), and the slave auctioneer's comments "here 
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is another item for sale", and "she's going to be for your 

pleasure". Dr. Nir went over them again explaining the last 

comment in particular. She told students that female slaves 

not only were exploited in work but also as a sexual object. 

Some episodes from the movie A Place in the Sun were 

shown throughout the semester. This movie was produced and 

directed by George Stevens in 1951. It was published by 

Paramount Picture Corp. The well-known American actress, 

Elizabeth Taylor, took the role of the main character. Dr. 

Nir chose particular episodes to match the development of 

the novel. For instance, when she turned on the VCR on Jan. 

19, 1996, she asked the students to pay special attention to 

the places, signs, and people. She meant to direct their 

attention to the preachers of the street with the little kid 

who was singing religious songs, and Clyde's response to 

that. The aim of that activity was to give an introduction 

to Clyde, the main character of the novel, who as a child 

had accompanied his parents against his will for preaching 

in the streets. 

Sometimes Dr. Nir asked the students to compare between 

the novel and the movie. For example, on Feb. 27, 19 96, she 

showed the scene where Clyde and Roberta met and asked the 

students to compare between the movie's version of the 

meeting with the book's. Although she meant to reinforce 

the material, the movie was confusing sometimes. Students 
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were confused about the movie and the book because the names 

and the events were different. The students' perspective 

will be in chapter V. 

Since we worked collaboratively with Dr. Nir, I 

substituted for her on March 27th, 1996 when she went to the 

TESOL conference. A week before she gave us the plan and 

she asked me to show a thirteen minute and twenty second 

movie about the academic culture in the United States called 

What is Expected from Foreign Students in the United States. 

The film was produced by the Audiovisual Center of the 

University of Iowa. It is specifically about Raj, a foreign 

graduate student from India who spoke about his personal 

experience studying in the United States and how it is 

different from his country. For example, he talked about 

the extensive amount of reading in the American system, the 

relationship between professors and students, and the 

relations between the students themselves. Raj emphasized 

reading at the college level in the United States. In 

contrast, students get the materials from the lectures in 

India because professors are the source of knowledge. 

Students are not required to look for books and articles by 

themselves. Raj also mentioned his early perception about 

the relationship between professors and students in the 

United States. He thought that students did not respect 

their teachers because they ate and chatted during the 
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session. It took him a while to understand that American 

students respect their teachers in a different way than 

Indian students do. The concept of friendship among 

students is different. While friendship is emphasized in 

Raj's culture, American students' concern is the grade. So, 

they form study groups to work together to raise the chances 

of getting an "A". 

This movie was very good for CESL students to reinforce 

the learning strategies that they were given in the course. 

It also showed the students that reading is the key for 

college success in the United States. Students had time to 

discuss Raj's experience and learn from it. 

On April 11th, 1996 students saw the ninety-eight 

minute movie The Long Walk Home . which was produced by 

Siskel and Ebert in 1991. Academy Award nominee Whoopi 

Goldberg, and Academy Award winner Sissy Spacek were the 

main female characters. Whoopi Goldberg was Odessa Cotter, 

a dignified black maid who worked in Merriam Thompson's 

house. Sissy Spacek took the role of Mrs. Thompson. These 

women put their lives in danger for civil rights. During 

the years, they managed to develop a deep respect and 

lasting friendship. They discovered a common ground in 

spite of their racial divisions. 

The movie was shown for all CESL's students. The plan 

was to use CESL's auditorium, but due to construction at 
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CESL, it was shown in Room 203. The room was very crowded 

with CESL's students as well as teachers. Dr. Nir gave an 

introduction about the movie mentioning the Alabama bus 

boycott in 1955. The boycott began when Rosa Parks, who was 

expected to sit in the back of the bus, refused to give up 

her front seat to a white man. So, blacks decided to 

boycott riding busses until this law was changed. Students 

were asked to watch the movie and be prepared for class 

discussion the next day. 

The movie was very powerful in terms of showing the 

injustice toward blacks in general. The effectiveness was 

manifested particularly in presenting the life of a black 

family and a white family. The black family struggled to 

make ends meet, while the white one had a luxurious life. 

The black mother worked as a maid in the white family's 

house. While she took care of the daughter of her 

employers, she had no time to look after her own kids. By 

the time she arrived home, she was very exhausted and she 

went immediately to bed without taking her supper sometimes. 

The turning point of the movie started when the bus 

boycott began and the white woman felt sympathetic toward 

her maid. Her sympathy was translated to action by taking 

the maid twice a week when she went to the market. Then, 

she offered her hand to help the black people in their 

struggle and started taking not only her maid, but also 
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other black women in her car daily. Although the police 

used to issue tickets to people who carried black people to 

work, she continued doing it. The film ended when her 

racist husband knew and came with his white male friends to 

stop her. After a quarrel with her husband, she and her 

little daughter left the group of whites to join the black 

women singing in a circle. 

This movie had a great impact on the students. Some of 

them left the room with tears in their eyes. Besides 

presenting social injustice, it is a good example of showing 

how it is hard for human beings to stand up for their 

beliefs and to go against their culture. The movie was 

discussed for nineteen minutes the next day. Dr. Nir 

started the discussion by asking the following question. 

"What do you think of the film?". If a student answered one 

word, she asked him/her for elaboration to include an event 

that especially affected him. Students had a common idea 

that the film was very interesting and the end was very 

powerful. Then, Dr. Nir started talking about the tensions 

between blacks and whites in the 1950's. 

In general, the three movies were very good for 

teaching students about certain periods in the history of 

the United States. Roots and The Long Walk Home were very 

powerful in terms of conveying the message of social 

injustice and stimulating responses about racism and racial 
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divisions. However, there was not enough time to elaborate 

on the ideas of the movies, especially in writing. The 

fourth movie What to Expect from Foreign Students in the 

United States was also appropriate to familiarize CESL's 

students about the academic culture of the American 

universities. It reinforced the expectations of the adjunct 

class, especially in terms of the importance of reading. 

Chapter V will include the responses of the students on 

these movies. More information about how movies could be 

better integrated in teaching will be in chapter VI. 

Learning Strategies 

Since I was teaching "LRC 197a," "Investigating 

Learning Strategies," I offered my help to expose the 

students of the experimental group to the learning 

strategies needed to succeed in the academic environment. 

LRC 197a provides students with a variety of techniques, 

skills, and strategies to assist them in the process of 

adjustment to the academic demands. The topics range from 

note-taking and time management to critical thinking. When 

I informed Dr. Nir about LRC 197a and what I was doing in 

that class, she asked me to prepare a presentation about 

note-taking to be given in the second week of the class. 

Besides note-taking, I gave presentations about time 

management, delivering an effective speech, and reading 
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strategies. Amenda prepared a workshop about test-taking 

strategies. 

Since the students were expected to take notes in the 

history class, note-taking was the first strategy to be 

presented. It was delivered on January 31, 1996 and followed 

up by an activity on February 1st. I started with the 

outlining organization, using the content of the previous 

lecture which was about the Civil War. In the outlining 

method, students should write the main idea and list the 

subordinate details under it. This stage might be repeated 

due to the number of main ideas in the lecture. The outline 

should end writing a summary or a conclusion. It is 

preferred to write a summary of the lecture mentioning the 

facts that were presented, decisions or feelings that the 

student had, and his/her own conclusion. 

The two-column method was the second technique. While 

the main ideas, dates, and names are in the left side, 

details are in the right one. The three column method was 

discussed next. It is similar to the two column one, but 

the third column is used for comments or questions. The 

advantage of these methods is helping students to be 

organized during the lecture an to follow their notes after 

the lecture. 

Other techniques such as mapping, clustering, and 

channeling were introduced briefly. Then, the stapled 
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handouts were distributed and the last page was reviewed as 

a summary of the presentation. See Appendix G to have more 

ideas about the discussed note-taking methods. The examples 

of the appendix were collected from the Learning Center at 

the a university in the Southwest of Arizona. 

The pre-note stage and the note-taking stage were 

mentioned to show the students what they need to do in order 

to be better organized in their note-taking process. Before 

taking notes, students have to make sure they write the date 

and page number on top, and use a pen, and clean,loose-leaf 

paper. During the note-taking stage, students have to leave 

ample space between lines and on the sides of the paper, 

highlight important points, separate main points from 

details. The aim is to have better organized notes. To 

take fast notes, students have to write in phrases rather 

than complete sentence, and use acronyms and abbreviations. 

Since Dr. Levine was mentioning frequently the acronym WASP 

which stands for White Anglo Saxon Protestant, I used it as 

an example. Students were also reminded of Dr. Levine's 

examples of abbreviation such as "SC" for "Supreme Court" 

and "CV" for "Civil War". 

Due to the importance of note-taking at the college 

level, the methods were reviewed on February 1st, 1996. 

First, I reviewed the above mentioned methods on the board 

with the help of the students. Second, Amenda prepared an 
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activity to practice the method that the students feel 

comfortable with. She divided them into two teams and asked 

them to look at their history notes that were taken on the 

previous day. On Wednesday, Amenda told the students to 

bring their notes for the activity on Thursday. She asked 

them to choose one method they like best and to adapt their 

notes tot hat method by using transparencies. Then, they 

were asked to show their adapted notes on the overhead 

projector. Adham represented one team that adapted the two 

column method. Years and names were in the left side, and 

details were on the right side. Ahamd presented on behalf 

of the second team who also adopted the two column method. 

This team put names, acronyms, and abbreviations in the left 

margin and details on the right. For instance, they wrote 

"I.C.C" in the margin and parallel to it in the right they 

put "Interstate Commerce". 

The activity was repeated on April 8, 1996,at the end 

of the semester. The collection of handouts about different 

methods of note-taking was given to the new students who 

joined the class for the second eight weeks. Again, 

students were asked to bring their notebook. They sat in 

three groups, chose their topic, and decided the note-taking 

technique. Besides rewriting their notes on the approved 

method, they were expected to discuss the advantages and the 

disadvantages of the chosen method. Martha, Mahdi, and 
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Adham formed the first group. They chose civil rights to be 

their topic and the overview system as their method. They 

put the name of their topic, "Civil Rights", in the middle 

circle and drew lines to connect the core with the circles 

on the side. For example, the first circle to be connected 

with the middle was "students' protest" which was connected 

with "Kent University" and then "four students were killed". 

Ahamd, Jorge with the help of Sara worked on the second 

group. Their topic was "Watergate" and their method was the 

two column. On the left side, they had three points, "Break 

in", "Covering up", and "Reported". The details for the 

first point were in two lines. While there was only "June 

72" in the first line, the second line had more details. 

They wrote "5 men broke into Democratic party office". The 

second point was elaborated on the right side by two words, 

Nixon denied. The name of the people who exposed the 

scandal, "Woodward and Bernstein" were the facts regarding 

the second point which was followed by the word 

"impeachment". They added "Nixon resigns before he can be 

impeached". 

Michale, Nadir, and Kim chose Vietnam War as their 

topic, and adopted the two column method. The right side 

had only years starting with 1870 and ending with 1968. 

Details were parallel to the years in the right side. The 

notes started with the French taking over Indochina until 
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1940 when they were replaced by the Japanese. The last note 

included information about the number of American soldiers 

in Vietnam. In general, students were much more comfortable 

using the two column method for note-taking. More 

discussion about the students' improvement in terms of note 

taking will be discussed in chapter V. 

When I interviewed the Arab students, I realized that 

they do not manage their time very well. In fact, they do 

not value the time as it should be in the American academic 

culture. Socializing was one of the most essential 

activities in their lives. Since we worked collaboratively, 

I told Helen about it and suggested time management to be 

the second presentation. It was given on Feb. 6th for fifty 

minutes. The presentation started at 2:20 and ended at 

3:10. The source of the presentation was a chapter about 

time management from Ahamdce Hamachek's book "Coping with 

College". 

To familiarize them with the concept, I started with 

long term planning. I asked them to look at the calendar 

that Dr. Nir gave at the beginning of the year as an example 

of planning for one semester. Then, they could see the 

monthly, weekly, and daily planning. Later, I emphasized 

the fact that being a college student means having a similar 

plan. Since students have their weekly schedule and class 

syllabi, they could write the requirements of the classes as 
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they appear in the syllabi to have a detailed plan for one 

semester. 

Dividing the weekly activities to categories of fixed 

and flexible was the second point of discussion. Class 

hours, sleeping, eating, attending religious ceremonies, and 

doing other routine activities fall in the fixed category. 

The flexible one is a result of subtracting the total hours 

of the fixed activities from the total hours of the week. 

Socializing, watching TV, and practicing are examples of 

flexible activities. I showed them an example on the board 

and asked them to do this exercise in three minutes. 

The idea of daily priorities was introduced second. I 

suggested having a "to do" list as a daily guide to list the 

necessary things to be accomplished that day. The list 

should be prioritized and divided as to personal and 

academic activities. The accomplished activity should be 

crossed out. The list should be checked every night to see 

what was accomplished, and what was not could be prioritized 

again for the next day. The things that were not 

accomplished today should be included first in the list. 

When I was talking about the "to do" list, Amenda raised her 

own folder to show the students how she organizes her daily 

schedule. The folder had the name "To Do", which was 

written in a thick red mark, and a monthly schedule. The 

students not only looked at it, but also asked Amenda where 
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they can find such a calendar. 

Suggestions for better time management was discussed 

last. For instance, wait and commute time could be used 

effectively for word memorization. It is suggested that 

students take a vocabulary test to the laundry while they 

are waiting for their clothes to be washed. The time spent 

on waiting for public transportation is an example of 

commute time. This time could be used for listening to 

tapes related to academic topics, for organizing daily 

schedules, and thinking about ideas for academic papers or 

projects. Then, the discussion included setting deadlines 

and working toward completing the assignments and sticking 

with these deadlines. Procrastination was also mentioned as 

a bad habit that may make students unstructured and lag 

behind the academic requirements and expectations of their 

professors. Finally, "say no" to every request that does 

not contribute to your goals was discussed. I emphasized 

this point by giving a simple example to show Arab students 

when they can say no. For example, suppose a friend 

persistently asked you to accompany him when you were coming 

to class. First, you should know the destination and the 

purpose before you say yes. You should have the courage to 

say no unless it is a case of emergency. Although the 

strategies of time management were not reviewed in class, I 

usually reminded my students about the importance of proper 
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time management, especially on the weekend. More discussion 

about time management will be in data analysis,chapter V 

,and in the cultural interpretation chapter. 

On Feb. 13, 1996, a fifty minute workshop about test-

taking techniques was held because the first examination for 

the content class was scheduled on Feb. 19, 1996. It 

started with answering a survey of twelve questions about 

test-taking strategies that Amenda and I prepared. The 

survey asked about the nature of test questions in their 

country such as multiple-choice, identificat-ions, or 

essays. The last two questions asked about the successful 

methods and the less successful one that they use when they 

study for exams. This survey was used as a method of data 

collection. We wanted to know about their experience in 

these matters in detail for academic cultural comparison and 

to introduce them as topics. After answering the questions, 

students stood up and talked with each other about the 

methods that worked for them. Then, they formed groups of 

three to summarize the best strategies they use to prepare 

for exams. They were asked to review the notes they took 

from Dr. Levine's class that morning. The three groups used 

the two column method of note-taking to organize the 

content. They put names, dates, and headlines on the left 

side and listed the details on the right side. Amenda 

preferred to conduct a workshop rather than lecturing on 



131 

test-taking methods because she wanted the students to be 

more involved and to value their own experiences. However, 

she did not introduce any idea regarding to test-taking 

strategies. 

Since students were expected to present orally about a 

topic related to American History or to the history of their 

cultures, I gave a presentation entitled "How to Make A 

Speech" On Feb. 23rd, 1996. The date of this presentation 

coincided with the expected date of the students' 

presentations. Starting Feb. 27th, 1996, CESL's students 

were expected to deliver their speeches, one student a week. 

Amenda and I prepared a two page questionnaire that had 

twelve questions about their background in giving speeches. 

Besides requesting information about their previous 

experience regarding presentations, two questions were asked 

about a powerful speaker and a boring one. The aim was to 

stimulate their thinking about what a good speech might be. 

After collecting the questionnaires, I put a 

transparency on the overhead projector which was printed as 

a handout too. The content was a summary of an article 

called "How to Make a Speech" by George Plimpton which was 

taken from a book called Investigating Learning Strategies. 

This book is a collection of articles related to learning 

strategies. 

First, three stages of the data collection process were 
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discussed: researching the topic, checking sources out of 

the library, and getting in touch with experts. Visiting 

the library is crucial for researching the topic on Sabio, 

Eric, or other data base information. The second step is 

taken by checking the library for facts, quotes, books, 

magazines, and other sources such as documents and movies. 

Contacting experts was emphasized to have the perspective of 

these knowledgeable people on the subject. This 

introduction was supported by a sentence from the article. 

"The more you sweat in advance, the less you'll have to 

sweat once you appear on stage (Plimpton, 1995, p.53)". 

Organizing and writing the presentation was the second 

point which had three details. Listeners were recommended 

to take the audience into their consideration when they 

organize and write the content of the presentation. It is 

better to set the mood of the audience by starting with a 

smile, greeting, or a quote. Telling jokes was not 

recommended at all because it may distract the attention of 

the listeners. Students should also think about the purpose 

of the presentation. In general, speakers have to ask 

themselves if they want to entertain, instruct, persuade, or 

inspire the audience. Specifically, the aim of CESL's 

presentation is to instruct the audience by giving facts, 

statistics, and examples. For better organization, students 

were informed to write the main points on 3" X 5" cards. 
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Eye contact was also emphasized to have a successful speech, 

besides raising the pitch of the voice when it is necessary. 

Effective speakers raise their voices when they want to 

emphasize something. 

Rehearsal was the third point of the handout. It is 

very important to practice in advance to master the content 

of the speech and to meet the time expectation. Students 

were recommended to practice their presentations in front of 

a mirror in the bathroom where no body can see them talking 

to themselves. Since twenty minutes were allotted to each 

presentation, students should do the practice and stop at 

the assigned time. The presentation was ended by a quoted 

sentence from the article. "The more familiar you become 

with your speech, the more confidently you can deliver it 

(Plimpton, 1995, p. 54)". 

Besides this presentation. Dr. Nir passed a two page 

handout on February 7, 1996 named "What To Do About Your 

Presentation". It had three subheadings: Before you 

present. When you present, and After the presentation. The 

information was listed in numbers after each subheading to 

give the students a clear idea about what to do in order to 

present effectively. For example. Dr. Nir listed nine 

requirements under the first subheading. It started with 

choosing a topic and ended with making out a shore quiz on 

that topic. This section also told the students to search 
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the topic in the library, to practice the presentation, and 

to make an outline. The second list gave students an 

organized outline to follow when they presented. For 

instance, it suggested having an outline, speaking clearly, 

writing on the board, showing visuals or pictures. The 

outline ends with a comment reminding the students to smile. 

Since students were asked to prepare a quiz for the 

presentation, they were expected to mark the quiz. Marking 

and returning the quiz were listed under the last section 

"After the Presentation". The effect of my lecture and Dr. 

Nir's outline regarding presentations will be discussed in 

chapter V and VI. 

A lecture on reading strategies was delivered on 

February 29th, 1996 to help students use effective 

strategies. Amenda, Sara, and I prepared that lecture in 

advance. Dr. Nir was not available that day and we 

substituted for her. Amenda passed the reading strategies 

survey at 3:15. The three-page survey had sixteen questions 

that asked students what they do before reading, during 

reading, and after reading. The survey also included 

questions about the three required textbooks for the course 

in terms of difficulty and similarity to textbooks in their 

languages. Questions thirteen through fifteen asked about 

different genres of prose that students read in their 

languages. The last question asked about the student's 
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preference in reading English. This survey was used as a 

tool for data collection to give us a better insight about 

the familiarity of strategies that the students have. 

Sara started talking about prediction at 3:37. First, she 

gave the forecast weather and election polls as examples of 

prediction. Second, she asked the students to open the book 

The American Nation. Chapter twenty seven and look at the 

pictures and headlines. Then, she elicited the answers 

about their predictions of the pictures. There was a list 

of topics on the left side of the second page in chapter 

twenty seven. In fact, these topics are the subheadings of 

the chapter. They were listed in a green box while a red 

star was on the top. Sara asked them to look at the 11th 

which was called Roosevelt and the "Nine Old Men". She 

chose this topic on purpose because the students already 

knew that the number of the supreme court judges is nine. 

The students did not disappoint her; they predicted the 

right answer. Sara summarized her presentation stating that 

prediction is based on the students' background knowledge 

of the content. She added that pictures and subheadings are 

clues for right predictions. 

I talked about pre-reading strategies, during-reading 

strategies, and after-reading strategies from 3:50 through 

4:00. Scanning, reading summary outlines, and reading the 

graphics were introduced as pre-reading strategies. They 
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are used to help the reader to have an idea about the 

content of the reading material. I suggested using a 

combination of double read and written recall strategies 

during reading. Students can recall things from the 

selection by placing the book down and writing these things 

on a piece of paper. Students are recommended to put the 

information in order and to think about the selection again 

to correct the information. Then, students are recommended 

to re-read the selection to include any important 

information that might have been forgotten and to correct 

the errors. Later, they are expected to organize the 

information on an outline. 

About-Point, PIE, and Summarizing were discussed as the 

three self-test strategies that maybe used after reading. 

About-Point is a technique of four steps that asks students 

to state the general topic of the selection in one sentence. 

Then, the sentence should be supported by facts and 

examples to be followed by a list of important details. 

PIE refers to Proof, further Information or Examples. 

Readers are recommended to write a statement as a key 

generalization or main idea on the bottom of the page. The 

main idea should be substantiated by further information or 

examples to support the statement. The main ideas should be 

written in the space provided at the bottom of the page. 

The strategy of reading and outlining summaries was the last 
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to be discussed. I recommended reading the summary that is 

provided at the end of the chapter or any reading selection 

to have a general idea about the reading. The main points 

should be outlined using the form of I., II., III...etc. 

Then, the important details should be added to the outline 

using the form a., b., c., ...etc. For more information, 

see Appendix H. 

The above mentioned strategies were discussed by using 

the overhead projector. While pre-reading strategies were 

discussed orally, transparencies of strategies for during-

reading and after-reading were shown and printed to serve as 

handouts. I took this collection of four handouts from a 

colleague. 

Since I had ten minutes to present these strategies, I 

couldn't support them by examples from the reading 

selections of the history of the United States. The lecture 

was abstract and the students did not interact. They did 

not even show interest because Dr. Nir was absent that day 

and they asked us to excuse them at three o'clock after the 

first hour of the class. The next day one of the Arab 

students, Adham, apologized to me for not showing interest 

admitting that the strategies are important but they 

preferred to be dismissed early since Dr. Nir was absent. 

Information about this kind of immature behavior will be 

discussed in chapter V and chapter VI. 
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Due to the importance of reading strategies, we 

prepared a second survey of three questions on April 12, 

1996. The three questions of the survey asked students to 

list the possible prereading, inreading, and after reading 

strategies that students might use when they read. First, 

students were asked to answer the questions individually. 

Then, they had to talk with others discussing these 

strategies and add them to their lists. 

Tutoring Arab Students 

Since the Arab students complained a lot about the 

extensive amount of reading, I offered my assistance to help 

them understand the reading material. They asked me to help 

them reviewing the chapters of the novel. An American 

Tragedy for the weekly quizzes. We met six times in my 

office in the Education Building, room 104B on Thursdays 

from 11:00 to 12:00. We usually answered the questions of 

the assigned chapters that Dr. Nir had given them. More 

information about this tutoring session will be discussed in 

chapter V. 

IMPLEMENTING THE ADJUNCT COURSE 

In general, the adjunct course is taught jointly by the 

language instructor and the content teacher. However, Dr. 

Nir taught this class almost by herself. There was little 
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cooperation between them. When she decided to take History 

107 as the content class, Dr. Levine helped her only by 

lending her the books The American Nation and American 

Vistas. Dr. Nir refreshed her memories of the history of 

the United States by reading these books before the semester 

started. She usually attended the history class and took 

notes. Based on these notes, the class activities were 

developed. The instructors never discussed the content of 

the lectures or the coming lectures. Since Dr. Levine was 

the director of the Judaic Studies besides his teaching 

position. Dr. Nir assumed that he didn't have time for her. 

She decided to teach the class on her own and preferred not 

to bother him. 

Following the Precourse's design. Dr. Nir and her 

students went to Harvill 150 every Monday and Wednesday 

morning from 9:00 to 9:50 where Dr. Levine was lecturing. 

The auditorium is divided to three sections, the right, the 

middle, and the left. There are narrow paths between the 

sections. 

Dr. Nir usually sat either in the first or the second 

front row to be close to the lecturer. However, she sat in 

the back of the middle section when she was late and so did 

her students. Following Dr. Levine's policy of late 

arrivals. Dr. Nir and CESL's students chose to sit in the 

back when they arrived late. Amenda, Sara, and I 
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accompanied the students to the lectures. We usually sat by 

our students. I, personally chose to sit beside one of my 

subjects every week to observe their progress in note-

taking. 

Dr. Nir usually took notes constantly. Her notes 

included names, events, important facts, and new vocabulary. 

She usually wrote down vocabulary words that Dr. Levine 

used under the assumption that they are difficult for CESL's 

students. 

Questions for discussion were not allowed during the 

lectures because of the large number of students. However, 

questions could be asked during the discussion sessions. 

Dr. Levine did not distribute handouts or questions. He 

used a microphone while he was lecturing on the stage in 

front of the students. 

At the beginning of the semester, the lecturer spread 

fear among students by shouting at students who were reading 

a newspaper or talking to each other. When he talked about 

the policy for late arrivals to find seats in the back rows, 

he was very tough. For instance, he spent the first ten 

minutes of the first class on January 17, 1996 talking about 

seating and coming late. He emphasized that students should 

sit on the chairs and not the floor. Students who came 

early and sat in the back rows should sit in the middle 

chairs of the row. The seats from the left and the right 
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should be left empty for people who came late. The 

instructor gave the impression of being very authoritative. 

His reason for giving that impression is to stop students 

from bothering him (Levine, Feb. 14, 1996) . 

The lectures of History 107 were based on themes such 

as "governmental aid, who should take it and who should 

not", "Supreme Court acts", and "attitudes toward minority 

groups". Dr. Levine never followed the sequence of the 

books. He justified that by saying "American students don't 

care about the knowledge, they do care about the grade" 

(Levine, Feb. 14, 1996). He added, "Therefore, they will 

not care about the sequence of events". He assumed that 

students should do the reading before coming to class 

because attending only the lectures would not help students 

to understand the content of the course. 

Dr. Levine commented about his lecturing style by 

saying "I chose this style to fit my personality" (Levine, 

Feb. 14, 1996). Throughout the semester I developed an 

impression that he is a very critical as well as objective 

intellectual. He believes that the practices of the 

American politicians and presidents contradict their 

rhetoric. For instance, he mentioned on Feb. 14, 1996 that 

although all presidents talk in favor of the masses, they 

side with the employers in cases of strikes as means of 

protesting wages or conditions of labor. President 
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Roosevelt was the only one who sided with the labor unions 

and understood the farmers and their demands. 

He also has liberal views in favor of the disadvantaged 

such as minority groups, women and children, and disabled 

people. He does not believe in concentrating the wealth in 

the hands of a few people. His aim was to challenge the 

students' preconceived concepts about the history of the 

United States. Since history is taught traditionally in 

high schools, he challenged the students by presenting not 

only the positive side of the United States, but also the 

negative sides. For example, he spent the whole lecture on 

January 30, 1996 explaining three critics of free 

enterprise. The first criticism regarded fraud in big 

businesses. The second criticism was on governmental aid to 

businesses and its effect on the lives of the masses. He 

mentioned a book by Richard Eli called State Aid is an 

Indispensable Condition of Human Progress to support his 

argument that free enterprise doesn't provide minimal needs 

for everybody. His third criticism was directed to the 

unfair single taxation system that some politician try to 

implement which means every body pays the same percentage of 

his income. For example, if the government decides the 

percentage to be ten, everybody who earns income pays ten 

percent of his/her income. 

He provoked students' thoughts regarding minorities and 
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immigrants by saying the dominant culture is always afraid 

to be undermined. He talked about the history of 

discriminating against the Irish immigrants in the late 

1800s. For instance, some people labeled Irish immigrants 

lazy and like rabbits because they had many children. Dr. 

Levine tried to convey the message that prejudice against 

different groups has always existed in the United States. 

Although he was critical of prejudice, he stated that this 

exists everywhere and not just in the United States. He 

added that although many people are prejudiced in the United 

States, they are much more tolerant than many people in 

other countries in the world. 

Dr. Levine rarely used the board. Sometimes, he wrote 

some names and dates in cursive. Names included people and 

acts of the Supreme Court, and other historical events. 

Many times his writing was not only in cursive, but also 

abbreviated. The following is an example of the lecturer's 

abbreviated cursive style of writing. When he was talking 

on the Second World War in March 25, 1996, he wrote the 

words "Allies" and "Axis" horizontally. Then, he listed 

vertically "US," "GB," and "SU" under "Allies," and "Ger," 

"Japan," and "Italy" under "Axis." It was very difficult 

for CESL students to follow him due to his style of 

lecturing and handwriting. The impact of that difficulty 

will be analyzed in chapter VI. 
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The discussion groups were assigned for questions, 

discussions and clarifications. They were expected to 

reinforce the material of the history class in that session. 

As mentioned above, CESL students attended the Friday nine 

o'clock discussion group in the Psychology building, room 

104. It is assumed in the adjunct model (Adamson, 1990) 

that nonnative speakers benefit from communicating with 

native speakers in the class. However, this discussion 

group was not much help to the CESL's students. The chairs 

were fixed and students did not form groups for discussion. 

The teaching assistant (TA) discussed almost nothing. 

Although she welcomed the CESL group, she never made any 

attempt to pay particular attention to them. Besides that, 

the session was canceled four times, twice without any 

notification. 

At the beginning of the semester, she usually wrote 

questions on the board and asked the students to answer 

them. In the middle of the semester, starting Feb. 28th, 

19 96 she distributed the questions on Wednesdays to the 

students to be prepared for Fridays. Students were 

permitted to leave when they finished. On Feb. 2nd, she 

distributed a blank map of the United States and asked 

students to locate the following: directions, cattle trails, 

railroads, and major rivers. CESL students took part in 

that activity and they handed in the maps to the TA. The 
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maps were given back on Feb. 16 and there were no grades on 

them. 

The TA was really helpful on April 5th when she 

prepared the students for the second examination that was 

scheduled on April 10th. She listed some years and names on 

the board and reviewed them one by one. The topic was the 

Vietnam War and the role of the United States in that war. 

On April 19, the session was also very interesting because 

she explained some terms of post World War II, such as "Pop 

Culture Sc Sex", and "Suburbanization". Since TAs had the 

right to give quizzes when they felt it was necessary, this 

TA gave a quiz of ten multiple-choice questions on April 26, 

1996 . 

In general, although the discussion group was an 

authentic setting, it was not helpful to CESL's students. 

They did not have opportunities to take part in the class 

discussions. American students were busy either answering 

the questions or listening to the TA. CESL students usually 

sat in the back row. Although the session became more 

interesting toward the end of the semester, the CESL's 

students' motivation was already declining. Their opinion 

about the session of the discussion group will be included 

in chapter VI. 
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CESL's Class 

In this section I will describe in detail the 

implementation of the Precourse. A general overview of the 

opening of a typical class will be given. Then, the section 

will show how Dr. Nir helped the students to understand the 

content of the textbooks and to reinforce the lectures. 

The aid that Dr. Nir gave in terms of reading will be first. 

The reading part will start with the text books of the 

history class, The American Nation and American Vistas. 

Then, an overview of reading the novel An American Tragedy 

will follow. The second part will describe the activities 

concerning listening and speaking. Later, vocabulary 

instruction will be provided. Although writing was not 

emphasized, the final part will discuss the writing samples 

that were expected in the Precourse. 

In general. Dr. Nir started the class with taking 

attendance and giving announcements. When she noticed that 

some students did not come to class regularly, she 

distributed an attendance policy on Jan. 29th, 1S96, two 

weeks after the beginning of the semester. The words "all" 

and "every session" were underlined and capitalized to 

emphasize attendance not only in the CESL class, but also 

the history lecture as well as the Friday discussion 

session. Attendance was considered a criterion for deciding 

the final grade. For example, it was stated clearly in the 
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policy that getting an "A" required that students not miss 

the classes more than three times throughout the semester. 

Students could not be absent more than five times to get a 

"B" and seven times to get a "C". The attendance policy was 

handed in again in March 20th, 1996 for the new students 

who joined the class for the last eight weeks. 

Since Dr. Nir is an experienced teacher in the ESL 

field in the United States as well as other countries, she 

decided to provide a protective environment to the students, 

especially at the beginning. She is aware of the fact that 

the amount of reading might scare the students, so she 

decided to help as much as she could. Although she had very 

good intentions to facilitate the reading task to her 

students, they relied on her help by reading the summaries. 

The impact of these facilitating strategies will be 

discussed in Chapter VI to include the subjects' opinions 

and recommendations. 

Reading 

Dr. Nir worked very hard to help the CESL students 

understand the content of the lectures. At the beginning of 

the semester, she summarized the assigned chapters of the 

two required textbooks in the history class. Although her 

aim was to help the students understand the texts, she 

reduced the authenticity of these texts. The summary 
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included some wh-questions to reinforce the material. 

Vocabulary with page numbers was also given to the students. 

Since she was very open and cooperative with us, Amenda 

and I, she took our advice of not giving the students the 

summaries. After inteirviewing them, we had the impression 

that they did not read the texts and they relied on the 

summaries. So, we asked Dr. Nir to change the strategy 

starting Feb. 7, 1996. By that time, students had gotten 

the summaries of chapters seventeen, eighteen, nineteen, and 

part of twenty. So, Dr. Nir decided to give questions for 

every assigned chapter to be answered and handed in. To 

facilitate this task, a list of vocabulary was given, and 

the questions were accompanied with page numbers. In 

addition to the words and questions, a list of important 

people to remember was given sometimes. The purpose was to 

make sure they made an attempt to read the chapters. In 

contrast, most of them looked for the answers without 

reading the whole chapters. I found that out through 

informal conversations. More information about the 

students' reading experience will be given in Chapter VI. 

The same strategies were used for reading Driesser's 

novel. An American Tragedy. To introduce the novel. Dr. Nir 

provided the summary of the first book as well as a 

vocabulary list, and questions on January 19, 1996. Book I 

had seventeen chapters in one hundred and forty five pages. 
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The vocabulary list included page numbers of the words. The 

number of the page preceded the vocabulary word. The number 

of words on every page also varied. For instance, there was 

only one word under page number thirty four and four new 

words under page thirty eight. The list included the word 

and its meaning. The meaning was either one word or more to 

give an explanation. The word "secretly" was given to the 

word "surreptitiously". "Smiling contemptuously" was 

explained in a number of words, "smiling in a mean way when 

you look down on people". 

The characters of chapter one were introduced in four 

pages. Every character was described in one paragraph, 

except the bell boys who worked with the main character, 

Clyde, in the Green-Davidson hotel. Their names were listed 

and one sentence was written to introduce them as co-workers 

and friends of Clyde. Questions on Book I were given for 

all the chapters. The number of questions varied, based on 

the length of the chapter. While two questions were asked 

on chapter three, seven questions were listed for chapter 

thirteen. "W"-questions were dominant and the majority of 

the questions started with "what". For example, seven 

questions were asked on chapter 13 of Book I, four of them 

started with "what". The second frequent questions started 

with "why" and sometimes a yes/no question was provided and 

followed by "why" or "why not". The aim was to help the 
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student reading the chapters. 

Routinely, the chapter questions for both books, An 

American Traaedv and The American Nation were pasted on the 

wall one by one and students were asked to answer them 

orally. Every student was expected to invite a partner and 

talk about the questions and the answers together. Later, 

they were asked to pick a question that they would like to 

answer or a difficult question that they could not answer. 

Sometimes, Dr. Nir asked if anyone needed an answer to the 

question and gave the chance of answering to the student who 

raised a hand. If none of the students raised a hand, she 

would give the answer. Other times, she started from 

question one and reviewed all the answers. The purpose of 

this activity was to reinforce the material of the assigned 

chapters and to prepare students for the quiz. 

Due to time constraints. Dr. Nir could not take my 

advice on changing the type of questions to challenge the 

students more. I suggested that she start giving more 

challenging questions in terms of giving opinions and 

responding to events or quotes. For instance, students 

could choose to write about a president they liked or an 

historical event that stimulated their interest. They would 

be expected to write why they chose this president and to 

write about his strengths as well as weaknesses. My idea 

was supported by Adham, one of the Arab subjects who wrote 
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on the reading survey, "We need questions to use our minds". 

She could not do that because of shortage of time. More 

infoinnation about my suggestion will be found in Chapter VI. 

In-class reading was also practiced throughout the 

semester. It was carried out either by reading aloud or 

having a mini jigsaw activity. For example, a two page 

article about Theodore Roosevelt was given to students in 

March 5, 1996. The article started with his childhood and 

family background and ended with the end of his political 

life. Every student read aloud one paragraph and talked 

about it. 

On March 19, 1996, another three-page article about 

Franklin Delano Roosevelt (FDR) was handed out. Dr. Nir 

read the article aloud by herself this time talking about 

things that FDR achieved such as safe wages and limited 

working hours. The second page of the article included some 

of the words that have been used to describe FDR, such as 

dynamic, energetic and tireless. Half of the article talked 

about his wife, Eleanor Roosevelt who became her husband's 

legs and right arm. This section challenged the students' 

perception regarding women's position. The center of the 

discussion was about women entering politics and public 

life. More information about this argument will be in 

chapter VI. 

Mini jigsaw was carried out in April 3, 1996 when Dr. 
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Nir divided the students into groups of three and called 

them A, B, C. Then, all the A's, B's, and C's sat together. 

Since the amount of reading was very short, only one 

paragraph, the activity was called mini Jigsaw. Three slips 

of paper were passed to students that had information about 

the Iran-Contra Arms Deal, the war in the Persian Gulf, and 

the end of the cold war. First, students were expected to 

read the slips by themselves. Second, they had to talk 

about the content without looking at their slips. Students 

went back to their original groups to discuss the three 

issues together. Again, they were expected not to look at 

their slips. 

Listening and Speaking 

Monday and Wednesday afternoon classes were allotted to 

discuss the morning lectures. Listening and speaking skills 

were practiced in a variety of oral activities and 

exercises. Pair work and group work were dominant. 

Besides the above-mentioned activity of inviting a friend to 

answer the questions, pair work was carried out in many 

ways. The activities were carried out by using cards, 

handouts, slips of paper. The cards usually had questions 

to ask about names of people such as Rosa Parks, Malcolm X, 

and Khrushchev. Lists of names of people, places and ideas 

to remember were distributed as handouts. Slips of paper 
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that included information about an historical event were 

passed sometimes and students were asked to put them in 

order following the events of that incident. 

The activities were used to introduce new things, warm 

the students up, and reinforce the material. To introduce 

the history subject in general. Dr. Nir did the following 

activity in January 16, 1996, the first day of the semester. 

She asked the students to think back over their life and 

choose the most important event. Then, she gave them two 

minutes to write about one plan or hope that they have for 

the second six months, the next five years, and the next ten 

years. Later, they sat in pairs to tell each other about 

their plans. 

The warming up activity was a kind of fun. The aim of 

that activity was to stimulate the attention of the students 

and to create a relaxed atmosphere. For instance. Dr. Nir 

gave three pieces of M&M candy to some students to tell 

something about themselves. They were allowed to eat these 

three pieces only after they told the rest of the class 

about one experience in their lives. Two minutes later the 

students sat in two groups and the students who were absent 

the day before had to tell the group about their reason for 

being absent. 

Answering questions about the weekend activities that 

were written on cards was another type of warming up 
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activity. On February second, some cards were distributed 

to students that had questions such as "Did you cook over 

the weekend", "what", "when" and "why"? Students were 

expected not only to answer the question, but also to talk 

more about how they spent the weekend. 

To reinforce the lecture of Dr. Levine that morning, 

Dr. Nir usually started with the question, "What important 

facts do you remember from Dr. Levine's lecture?" In 

addition, other activities were prepared to help CESL's 

students follow the topics of the lectures of Dr. Levine. 

For example, when Dr. Levine talked about immigration, and 

the attitudes of the American people toward immigrants on 

Feb. 5,1996, Dr. Nir prepared some activities to help CESL 

students understand the topic of immigration as a 

controversial issue in the United States. She read a 

paragraph about reasons for immigration to the United States 

between 1800 and 1900. Students were asked to write a 

sentence about the main idea and to compare this sentence 

with a partner. Then, she wrote "Between 1800 and 1900" to 

be the topic for discussion and asked the students to list 

the reasons. Students came up with three reasons, "food 

shortages", "religious persecution", and "political 

persecution". Later, she distributed a handout that 

included an introduction about immigration, a graph, and 

some questions. The paragraph introduced the subject 
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immigration in general and summarized the graph. The graph 

showed immigrants from Northwestern Europe and Southeastern 

Europe from 1870 and 1920. On the left side, the number of 

immigrants was listed. Five simple questions about who 

immigrated in a specific year or which section of Europe had 

the smallest immigration were asked. 

The previous activity was followed by another one to 

discuss restricting immigration. Dr. Nir read another 

paragraph regarding this issue and started the discussion 

with the sentence "Because Americans believe..". She asked 

students to complete the sentence. Every student added 

words to this sentence till they formed the following 

sentence: "Because Americans believe that immigrants didn't 

fit and threatened their jobs, they wanted the United States 

to pass laws restricting the number of immigrants". Then, 

she put a line on the board that started with "America 

should restrict immigration" and ended with "America's doors 

should be open to immigrants". Students were asked to put 

their names on that line to represent their opinions 

regarding immigration and she commented that this is a 

controversial issue. Then, students were asked to explain 

their positions on immigration. Nadir, a student from 

Kuwait, linked his position of opposing immigration to his 

country. He said that foreign workers bring problems with 

them such as taking drugs and drinking alcohol. 
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Tuesdays were assigned to discuss the chapters of the 

book The American Nation. Besides answering the questions 

orally, other activities were applied to help the students 

understand the chapters and to follow Dr. Levine's argument. 

Since the politics of civil rights was one topic of chapter 

29 and Dr. Levine mentioned that topic in his lecture, Dr. 

Nir prepared an activity to reinforce the issue of social 

justice. On April 2nd, at 2:27, Dr. Nir handed out a 

handout that included ten circles about dreams in general 

and one empty circle. One circle says "all dreams are 

fools" another states "people are different from animals 

because they dream". Students were expected to agree or 

disagree with the content of each circle and to add their 

own sentence in the empty one. Then, students were asked to 

pick one circle every time and to talk about it with one 

student, then to cross it. Then, Dr. Nir asked every 

student to read what he/she wrote in the empty circle. 

Later, she talked about a case she saw with her own eyes 

thirty years ago as an example of change. She said that a 

white woman was polishing the shoes of a black man. 

At 3:09, Dr. Nir read the following paragraph from the 

US Declaration of Independence. "We hold these truths to be 

self-evident, that all men are created equal, that they are 

endowed by their creator with certain unalienable Rights, 

that among these are Life, Liberty and the pursuit of 
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happiness" (The US Declaration of Independence, 1776). 

After students read this paragraph, another handout was 

distributed. It had some excerpts of Martin Luther King's 

most famous speech, "I Have a Dream", that was delivered on 

Aug. 28, 1963. Students sat in pairs and read the excerpt 

to each other. Then, they put the words that needed 

explanation on the board and Dr. Nir explained them. At 

3:21, students were asked to turn the handout over to fill 

in the blanks of another excerpt from that famous speech. 

This excerpt was like a poem that had some words deleted and 

students were expected to guess these words based on their 

reading of the first text. At 3:30, after reading the 

second script. Dr. Nir turned the movie on to show the Civil 

Rights March at the Lincoln Memorial in Washington, D.C. At 

3:40, a discussion began about what makes Dr. King's speech 

so strong. Then, Dr. Nir asked them to elaborate on equity 

issues between blacks and whites nowadays. 

Part of Friday classes were assigned to review the 

discussion group of that morning. On Feb. 9, 1996, when the 

TA talked about the Supreme Court decisions after 1877 that 

curtailed the rights of blacks in the morning. Dr. Nir 

reviewed them that afternoon. She put names of four 

decisions: Dred Scott V.Sandford 1857, Hall V. De Cuir 1877, 

Civil Rights Cases 1883, and Plessy V. Ferguson 1896. Then, 

she asked the students to explain these decisions mentioning 
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the incidents that led to them. 

Since the novel.An American Tragedy was discussed on 

Thursdays, similar activities were carried out to introduce 

new things and to reinforce the message of the novel. The 

following activity was implemented on January 19, 1996, to 

introduce the characters of the movie A place in the Sun. 

Dr. Nir divided the participants including Amenda, Sara, and 

me into two teams of seven, so that every participant had a 

partner. The VCR and the TV were on to show little pieces 

of the movie A Place in the Sun which was based on Drieser's 

novel. An American Tragedy. One team sat turning their 

backs to the TV, and the second team told them what was 

going in the movie. Two minutes later, the teams switched 

seats and the second team started telling the first one 

about the movie. The purpose of this activity was to help 

students talk freely about things they saw and hear. 

Another type of activities was used on March 21, 1996 

to prepare the students for the movie. A paper of eleven 

circles about lies and lying, was passed to students before 

turning the movie on. Ten circles had sentences about lying 

and one circle was empty. Nine of them were about lying in 

general and one about Clyde, the main character of the 

novel. Students were expected to agree or disagree and to 

discuss their answers with each other. Then, they had to 

fill in the empty one presenting their views about lying. 
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"Clyde simply must lie to Roberta" was the tenth balloon's 

sentence to let students pay attention to Clyde's lies to 

Roberta. 

Another handout was passed after we watched the movie. 

It was divided into three columns and every one was divided 

into eleven rectangles. The first column included 

information about the movie that needed to be completed such 

as "Clyde tells Sondra that...or Sondra feels that they...". 

The second two columns were labeled "A" and "B", and 

students were expected to pick one to complete the sentence 

in the first column. After completing the sentences 

individually, the instructor reviewed the sentences with the 

students. A discussion was held in case of disagreement on 

choosing the answer. 

To reinforce the information in the novel, Dr. Nir used 

a variety of activities accompanied by handouts or slips of 

paper. For example, on Feb. 8,1996, she distributed a 

handout that had eight items and asked students to tell what 

items belong to the characters of the novel. For instance, 

the list had a Bible, a note pinned to a pillow, and a fancy 

coat. The Bible belonged to Clyde's father, Asa, and the 

note belonged to his sister Esta who fled from the house. 

The fancy coat belonged to his girl friend Hortense who used 

him to buy her materialistic goods. The aim of this 

activity was to generate a discussion about the main 
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character, Clyde, and how these items affected his life. 

The second activity of that day began when Dr. Nir 

passed out fifteen slips of paper with an event from the 

novel written in each one. Some students got one slip and 

others got two. They were expected to read their slips and 

to talk with each other about the events to put them in 

order. The purpose of this activity was to remind them of 

the sequence of the events. 

Activities related to cultural issues were prepared to 

provoke students to take part in oral discussions. Based on 

the plot of the novel in which Clyde and his girlfriend, 

Roberta, had sex before marriage and she became pregnant, 

the following group work activity was prepared. A handout 

of ten statements was handed to students who were expected 

to judge each as acceptable or unacceptable. Their 

judgement should be based on their cultural beliefs. They 

were expected to discuss that with the other group members. 

"A man lives with a woman he is not married to" was one 

example of these statements. 

Activities related to moral issues took place 

sometimes. For example, on April 4, 1996, students were 

asked to range six characters of the novel on a ladder of 

morality which starts from one to five. Students were 

expected to share their judgements by talking to each other 

after doing that individually. Then, the instructor 
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reviewed the judgement which created some discussion on the 

ranking. Students were required to state reasons for their 

j udgement. 

VoceUDulary 

At the beginning of the semester, Dr. Nir explained to 

students that one strategy of effective reading is looking 

up the words that are obstacles for understanding the text. 

This strategy was emphasized in almost every meeting. 

Besides that, she asked the students to keep a special 

notebook for vocabulary words they encountered through 

reading or in classes. However, vocabulary was controlled 

by the language instructor. She usually gave a list of 

words for the chapters of the two required textbooks. 

At the outset. Dr. Nir tried to involve the students in 

choosing the words to be remembered. So, in Jan. 29, 

1996,she asked if one of the students was willing to write 

some of the difficult words that he met when he was reading 

the first chapter of The American Nation. Ahamd 

volunteered and wrote the following seven words: 

"worshipfully:, "Hallelujah", "messiah", "resentment", 

"readjustment", "consciousness", "die hard", and 

"prosoutherners". Dr. Nir gave the meaning of these words 

and analyzed the structure of the words worshipfully and 

readjustment. She gave the root of the words and explained 
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the effect of the suffix "fully" and the prefix "re". The 

aim was to give the students clues about the structure of 

words in English. Dr. Nir was disappointed by Ahamd's 

choice of the words, especially Hallelujah and die hard. 

Therefore, she decided to use the strategy of providing 

contextualized words through discussion. 

Based on the above mentioned experience. Dr. Nir 

started putting a list of words on the board from Dr. 

Levine's lecture. The list was decided based on her 

judgement of the difficulty of the words. For example, on 

Feb. 1, 19 96, she wrote ten words on the board that Dr. Dr. 

Levine mentioned in his lecture to be reviewed. "Tariff", 

"corruption", "bribery" and "capitalism" were among that 

list. First, she asked the students to explain the words 

one by one. When none of them raised a hand, she put the 

word into a sentence and let them guess the meaning. For 

example, she said "Corruption is common in Mexican politics" 

and looked at Martha, the Mexican student in the class. 

Martha guessed the meaning immediately. 

Vocabulary was incorporated with the content when Dr. 

Nir interviewed the material. For instance, a list of eight 

words was on the board on Feb. 9, 1996 that had "racism", 

"tolerance", and "legislators". These words were integrated 

in reviewing the Supreme Court Acts regarding blacks in the 

United States that the TA discussed in the morning. The 
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words "racism" and "intolerance" were integrated in the 

discussion of reviewing the "Dred Scott V. Standford" in 

1857 and "Hall V. De Cuir" in 1878. The first act decreed 

that a black man lacked standing in court because he lacked 

citizenship. The second act was passed to throw out state 

law forbidding segregation on river boats. So, the word 

"racism" was explained as the reason for passing the act in 

1857 and "intolerance" was behind the second act. The word 

"legislators" was guessed from its context when the 

instructor asked students who wrote these acts. 

Involving students by guessing the meaning and giving 

examples was a common strategy of teaching vocabulary. For 

example, when Dr. Nir mentioned the word "warn" and realized 

that some students did not understand its meaning, she put 

it in a sentence and asked students to do the same. 

Students came up with "don't go out at night" and "don't 

drink alcohol". To facilitate the meaning. Dr. Nir used 

another strategy while she involved the students in the 

guessing process. For instance, when she mentioned the word 

"convert" on Feb. 26, 1996, she asked the students to give 

her the meaning of the word "money". Ahamd said "credit" 

and Nadir said "currency". Then, the instructor asked them 

to give the name of their currency in Kuwait and continued 

by saying "We convert dollars to Ryals". 

Similar strategies were used to discuss the new 
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vocabulary words in An American Tragedy. To review the 

meaning of "affluent", "anonymous", and "secular", the 

instructor asked the students to contrast the Griffiths in 

Denver and Lycurgus On Feb. 15, 1996. She put the Denver 

branch, Clyde's family, parallel to the Lycaugus branch, his 

rich uncle's family, and asked students to describe both by 

giving one word. Students came with a list that described 

the Griffiths in Denver as weak, poor, religious, and 

humble. A long list that included rich, famous, respected 

and secular described the Lycurgus branch. Then, the 

teacher drew lines between "poor" and "affluent", "famous" 

and "anonymous", and "secular" and "religious" to show that 

they are opposites. 

Vocabulary exercises as well as oral activities took 

place in different ways. Cards and handouts were used to 

review the meanings of the new words. Dr. Nir put ten words 

on ten cards and gave them randomly to students. "Juvenile 

delinquency", "perennial", "inconsequential" were among 

these words. Then, students were expected to read the word 

loud and give its meaning. If one student did not know the 

meaning of the word on his/her card, help was provided 

either by the instructor or other students. Later, the 

teacher gave the meaning and asked the student who had the 

word to raise the card. For instance, she first said "Who 

has the word that means 'crimes committed by young people'". 
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The student who had the card was expected to go to the board 

and write the word silently. Then, the instructor asked 

"What's this word and what does it mean?". 

Two kinds of handouts were passed to review the 

vocabulary. The common one usually had circles with words 

such as "strike", "German immigrants", and "Hull House". 

Students were expected to write what the content of the 

circle reminded them of and share that with others through 

walking and talking to classmates. The second kind was a 

fill-in the blank activity. After reviewing the vocabulary 

on the board, the instructor distributed a handout of ten 

sentences with missing words or names. Ten words were at 

the top of the page. Students were asked to find a partner 

to fill in the blanks. However, they were not expected to 

write on the paper until they sat down and did that 

individually. Finally, every student read at least one 

sentence and they discussed their choices for filling in the 

blanks. 

Pronunciation of the new words was emphasized. When 

Dr. Nir introduced new vocabulary, she usually pronounced 

the word and asked the students to repeat after her twice or 

three times. If a student mispronounced a word, she usually 

pronounced it and asked him/her to repeat it after her. 

Then, she asked the class to repeat it as a whole. When she 

reviewed the vocabulary on Feb. 15, 1996, she asked the 
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students to repeat after her emphasizing that the word 

"corruption" had a double "r" and "tariff" had a double "f". 

Dr. Nir paid specific attention to pronunciation when 

students gave their presentations. She usually took notes 

during the presentations and waited until students finished 

presenting and answering questions. Then, the instructor 

asked them to write some words on the board. Later, she 

asked them to repeat the correct pronunciation after her. 

Writing 

In general, writing was not emphasized. Answering 

questions or completing sentences were the common writing 

activities. However, students were expected to write in 

their reaction papers in one paragraph to a page every 

Friday. Writing techniques were never discussed. Amenda 

and me raised the writing issue with Dr. Nir one week before 

the first exam for the History class. Since writing an 

essay was required, we suggested integrating writing essays 

in the activities. Due to time limits, she apologized and 

told us to ask her colleague, Susan who was teaching writing 

for academic purposes. Since all the students in the 

Precourse were taking the writing class with Susan, we 

decided to approach her with the idea. Susan welcomed our 

idea although she expressed her concern about her 

disfamiliarity with the content. Amenda, Dr. Nir, and me 
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held a meeting with Susan on Feb. 14, 1996 for half an hour. 

Susan agreed to integrate the content of the history class 

in her teaching, however, she asked Dr. Nir to comment on 

the content of the essays. 

After the meeting, Susan prepared a handout entitled 

"How to Answer an Essay Question" which told students to 

start with a clear opening statement, to state reasons, and 

to support them by details. Dr. Nir prepared a question to 

Susan about Jane Addams's claim that it is impossible for 

individuals to do well in life without the support of their 

government. The question also asked students to include the 

perspective of others who disagreed with Addams's claim. In 

addition, students were expected to take a position and 

support it by examples. Susan explained the steps of 

writing an essay following the handout. 
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CHAPTER V 

NARRATIVE DESCRIPTION OF THE SUBJECTS, 
DATA ANALYSIS, AND DISCUSSION 

There are two parts to this chapter. The first part is 

a detailed description of the four Arab subjects, Adham, 

Ahmad, Mahdi, and Nadir. The order of the students is 

alphabetical. It begins with common background information 

and experiences. Then, detailed description is given for 

each individual, including personality type, motivation, and 

achievement in the Precourse. Data analysis is in the 

second part of this chapter. The qualitative data methods 

are organized topically: listening and note-taking, oral 

participation, reading, and learning strategies. Writing 

will be excluded because it was not emphasized at all. 

Neither free nor direct writing were practiced. Later, the 

results of the quantitative methods follow. The analysis 

starts with the results of the pre-post TOEFL exams and ends 

with the results of the pre-post academic skills tests. 

Discussion of both results is the last section. It includes 

the students' reactions, attitudes, and opinions on the 

Precourse. 

The following table is a summary of background 

information about the Arab subjects. It includes their 

names, age, countries, education level prior their arrival 
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at CESL, and the time being at CESL prior the beginning of 

the course. The table shows that they attended classes at 

CESL immediately after finishing high schools in their 

countries. 

Table (5.1) 
Backgroxind Information of the Ared) Participants 

Name Age Country Education Time at CESL 

Adham 18 Oman High School Four Months 

Ahmad 18 Kuwait High Schhol Two Days 

Mahdi 20 U.A.E. High School Fifteen Months 

Nadir 19 Kuwait High School Two Weeks 

Four of them were sent by their governments to CESL to 

learn English before they apply for university admission in 

the United States. The main objective of the four Arab 

participants for attending the Precourse was to raise their 

TOEFL scores to be admitted to the university. The 

students who had taken classes earlier at CESL, Adham and 

Mahdi, chose the class specifically because they knew that 

Dr. Nir was going to teach it. They had very positive 

attitudes toward her and they believe that she is an 

excellent teacher. Although they attended the course by 

choice, Ahmad, Mahdi, and Nadir complained that they did not 

like history. 

Their English teachers in their countries were mainly 
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Arabs, Egyptians and Palestinians. However, the Kuwaitis, 

Ahmad and Nadir, took a TOEFL preparation course for three 

months in Kuwait prior to their coming to CESL, and their 

teachers were Americans. 

They mentioned in the "Background Questionnaire" that 

listening is the easiest skill for them and reading is the 

hardest. Apart from Adham who attended a private school 

from first grade through eighth, they attended public 

schools in their countries. As a result of attending a 

private school, Adham studied English for twelve years and 

the rest studied English for eight years. All of them 

indicated in the "Background Questionnaire" that their 

chances for practicing English were slim back in their 

countries. In general, they did not read English magazines 

or newspapers and they did not listen to radio broadcasting 

in English. However, they stated that they watched movies 

in English in their countries. Adham and Ahmad had chances 

to practice their oral skills by talking to native speakers 

of English. Adham mentioned that he spoke English with 

Americans or British people in the shops. Ahmad had a 

different experience speaking to native speakers. He wrote 

that he travelled to England twice during the summer 

vacations and he spoke to English people in the park. 

It is important to mention that the four Arab subjects 

live off campus with Arab roommates. Although they were 
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aware of the benefit of living with American students in the 

dormitory, they justified their decision based on the 

cultural differences between them and the American students. 

I discussed this issue with them in an informal manner. 

Adham volunteered to answer saying: 

Listen, I know that I can learn from American 
roommate. I can speak English more. But, 
Americans do not like Arabs. They do not respect 
us. My friend from my country told me. He lived 
one semester in the dorm with American student and 
this student was criticizing Arabs all the time, 
he even not white, he is Vietnamese. My friend 
told me that this student gave him hard time. 
When my fried told me, I decided not to live with 
American students in the dorm. 

Mahdi added: 
We can't. We are Muslims and they bring beer or 
other drinks to the room. We can't pray and 
drinks in the same room. 

Ahmad commented: "No, we can't. We different from them." 

Nadir had a similar opinion. He said: "No, we can't share 

rooms with them. I came to study here and better to live 

with a friend from my country". 

Since it was the second semester for Adham at CESL, he 

adjusted to the course very quickly. Adham articulated very 

well at the beginning of the course. He had the ability to 

express himself fluently and accurately. He spoke English 

confidently and sought help when he needed. 

Adham was very motivated, persistent, and well 

organized. He attended the three settings, CESL's class, 

the history lecture, and the TA's section regularly. He 
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missed classes when he was sick. He also showed very 

positive attitudes toward the class by taking notes 

constantly in the lecture, taking part in the discussion, 

and doing the assignments in the TA's section. He usually 

volunteered to give answers at CESL's class, but he did not 

try to dominate it. This impression about Adham was 

confirmed by the report of his tutor, who wrote: 

I selected him as the student I wanted to tutor 
because I thought he was one of the most capable 
and assertive students from the beginning of the 
course. I still think so, and I especially like 
his quiet, persistent way. 

Unlike the rest of the group of Arab students in the 

Precourse, Adham's motivation was also reflected in the 

amount of reading that he managed to do throughout the 

semester. It was obvious that Adham was dependable in 

reading the required chapters of both books. An American 

Tragedy and The American Nation. His active participation 

in CESL's classes showed that he was knowledgeable. During 

the discussion group that I held every Thursday to discuss 

chapters of the novel An American Tragedy, his answers were 

thorough. He gave me the impression that he was doing the 

reading. Again, Sara confirmed this impression in her 

report. She mentioned "he is a good reader, and fairly 

diligent" (Richman, 1996, p.l). 

Adham was different from his Arab classmates in the 
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level of maturity. First, he completed the fifteen hour 

tutoring sessions with his tutor without any problem. He 

even succeeded in developing good relationship with her. 

Second, he seemed to be understanding the content of the 

lectures, especially the foreign policy of the United States 

after World War II. Although he did not take any stand 

either for or against the presence of American troops in the 

Gulf, he was aware of the role of the United States in that 

region. I heard him once explaining to Nadir that the 

United States interfered in the Gulf War not to help Kuwait, 

but to put its hands on the reserve of the oil. He not only 

was able to understand the content of the lectures and the 

message of Dr. Levine, he also was able to compare the 

history of his countiry to the history of the United States. 

The other three Arab students usually refused to do so, 

claiming that their countries were different and there was 

nothing to be compared. Adham mentioned, "the Americans 

were similar to the Arabs before 70 years" (Questionnaire on 

the Academic Culture, 1996, p.3). When I asked him to 

explain his comment during the second formal interview he 

said: 

Having sex before marriage is not allowed in 
Islam, and this was illegal in American too when 
the writer wrote this novel. 

Ahmad, a Shiite student who belonged to the minority 

group in Kuwait, was supported financially by the Kuwaiti 
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government to study English at CESL first and to study-

Computer Engineering later at the University of Arizona. 

He got the governmental scholarship because his father was 

killed during the Gulf War resisting the Iraqi occupation. 

He was a very shy student who rarely volunteered to talk. 

When he answered questions or talked to anybody, he usually 

lowered his eyes and talked very softly. It was difficult 

for me sometimes to follow him because his voice was very 

low. He was very motivated at the beginning of the 

semester; however, his profile of motivation declined after 

the first two weeks of the Precourse. He justified that by 

writing, "I worked hard but never get good grades" (Final 

Questionnaire, 1996, p.3). The content of his first 

reaction paper showed that he was interested in the course 

and motivated. For example, he wrote: 

Well I don't know what to say but I'm going to say 
that it was a very interesting week and A very 
hard one too. First the part about interesting. 
It is interesting because I learned a lot and it's 
too hard cause the assignments are a lot and there 
is no time to study all materials. The stuff that 
we are taking at the C.E.S.L are helping me in the 
mean while they are preparing me for the academic 
studying. I feel already the differences between 
the first day until now. Although its hard. I'm 
happy with the results. 

However, he started complaining about the amount of 

reading the second week of the course. He wrote me a note 

in Arabic after the second week, complaining that the focus 
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shifted from oral discussion to reading. He mentioned that 

he preferred having more opportunities for talking. He also 

wrote that it was very difficult for him to read the one 

hundred forty five pages of the first book of the novel, An 

American Tragedy. In the second reaction paper he commented 

about the amount of reading by the following: 

This week was A very hard week. This week we had 
to read the American Tragedy. It was 145 pages 
with a story of one man tragedy. 

His complaint also appeared in answering question ten in the 

"Reading Strategies Survey". The question asked "Which is 

the most difficult of the three texts, and why?". Ahmad 

answered, "Am. Nation because it hard the words and the 

text". For answering the questions on the chapters of the 

history text, he sought help from his tutor, Edna Greter. 

I looked at his book. The American Nation, to have an 

idea about the strategies that he used such as underlining 

and looking up the meaning of words. I found out that he 

was reading word by word and did not try to understand the 

concepts. I think that he was frustrated by the huge number 

of difficult words. For example, he underlined twenty nine 

words in the first thirty lines. He continued with this 

process for the first three pages, then he stopped. He 

underlined words such as "considered", "messiah", and 

"communism" and looked up the meaning of seven words only. 
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My impression about his difficulty in reading the history 

text was confirmed by Edna who wrote in the second page of 

the tutoring report: 

His reading ability in English is limited given to 
the fact that he has a limited English vocabulary 
and that e tends to read word-by -word. Through 
out the different sessions that we worked 
together, I challenged him to find the most 
important words in a sentence, to paraphrase the 
meaning of a sentence, and to organize the 
information of a paragraph into meaningful chunks 
of ideas utilizing key words such as transition 
words, verbs, and noun. All these proved 
to be rather confusing and tiresome for him. 

For reading the novel. An American Tragedy, he did much 

better by trying to read at least two chapters every week. 

He usually turned in the reading logs of the novel 

indicating the pages he had read. Besides that, he usually 

was an active participant in the discussion group on 

Thursday, answering the first two or three questions that I 

asked about the first two chapters. After that, he sat 

quietly, holding a pencil and the sheet of the questions and 

he wrote the answers on the sheet. 

Although Ahmad attended classes regularly, he did not 

take notes constantly during the history lectures. His 

participation in discussion at CESL's class was 

satisfactory. He usually volunteered to answer questions 

when he knew the correct answer. Ahmad gave me the 

impression that he was an auditory learner because he relied 

heavily on Dr. Nir's discussions of the content of the 



177 

history book. The American Nation. Although he did not do 

the reading, he usually remembered the names of the cases of 

the Supreme Court and the circumstances that led to them. 

For example, Dr. Nir mentioned the Supreme Court decision 

"Brown VS the Board of Education" at the beginning of the 

course, and Ahmad was the only one of the four Arab 

participants to recall it on April 3, 1996. He also was the 

only one who remembered the meaning of the word 

"filibuster". In fact, Dr. Nir relied a lot on his answers 

in class and she was very satisfied with him in this regard. 

Although she wanted him to attempt more reading, she 

usually praised him due to his ability to remember so many 

details. It is important to mention that Ahmad completed 

only seven hours of tutoring. He was not interested in 

continuing the tutoring sessions. 

Mahdi had been hanging on at CESL for one year and 

three months. He had repeated level 70 twice. He was 

planning to study Business Administration at the University 

of Arizona if he could attain a score of 500 on the TOEFL. 

He took the TOEFL test more than five times during the last 

two years and his highest score was 420. Although the TOEFL 

results show that his language proficiency is low, Mahdi 

communicated very well orally. He spoke English fluently. 

Mahdi had a smiling face and gave the impression that 

he was always relaxed. He was always dressed up with fancy 
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clothes. He had a strong smell of perfume. He was very 

gentle in dealing with others, and he spoke very nicely. 

However, he used to break his promises. For example, we 

agreed to meet one day at 11:00 at CESL, but he did not show 

up. When I asked him in the afternoon, he smiled and said, 

"I will wait for you tomorrow Inshalla (if God wills). I 

immediately responded, "This time it should be my Inshalla, 

not yours." Mahdi gave the impression that his maturity 

level was low for his age. His tutor, Lucy Smedley, 

confirmed that impression in her report. She believed that 

he was not mature enough because he was not involved 

seriously in his education. Besides that, he attended only 

seven hours of tutoring. Lucy complained that he did not 

show up for some of the sessions and he never apologized for 

that. In addition, he usually came to the tutoring session 

without any specific agenda. 

Based on his answers in the interview, he took the 

class specifically because Dr. Nir was the teacher in spite 

of the fact that he did not have any special interest in 

American history. At the beginning of the course he had 

positive attitudes toward the class. The following is his 

first reaction paper that reflected his feelings. 

Dear my teacher, 
I would like to talk in this letter today about 
the reaction of this class. This class is very 
interesting and I like it, but there is more 
activities. I like to go to other classes in the 
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University of Arizona to lessen the dictor while 
he explaining for the student. This help us to 
know what is the different between the classes her 
and on the U of A. and other universities. Also 
this teach us How to take Notes while he 
explaining for the student. Also I learn many 
thing about American Histoiry and the difference 
between white and black people. 

Although Mahdi had this positive attitude toward the 

Precourse, he did not come to class regularly at the 

beginning of the semester. When Dr. Nir asked him about his 

frequent absences, he didn't answer, but he smiled. He 

usually sat quietly and never volunteered to answer any 

question. When Dr. Nir encouraged him to talk and asked 

questions of him specifically, he responded with a smile. 

He always had an object in his hand such as a pen or a 

pencil and kept looking at it. Neither his level of 

attention nor his level of participation in class was 

satisfactory. His contribution to group work was low too. 

He usually kept silent and waited for the answers from the 

other members of the group. 

Although Mahdi spent fifteen months at CESL before 

attending this course, he did not realize the importance of 

reading to improve his English proficiency. He thought that 

reading the summaries that Helen gave was enough. Mahdi 

dedicated the second reaction paper to thank Dr. Nir for 

giving them the summaries. He wrote: 

Dear Helen 
I glad today to write to you the reaction of this 
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class. Really, I was happy after finishing the 
story because it teach and I learned many thing. 
Also I want to thank you for your summairy which 
help me alot especially the important events. I 
hope you will feed us by your summary in the NExt 
part of the story and other books. 

However, he liked the novel, An American Tragedy, very 

much and he tried to read some chapters every week. He 

usually turned in the reading logs of the novel with some 

information and comments. In the reading log of the week of 

Feb. 2 to Feb. 12, he expressed his reaction to the reading 

of the novel by saying: 

This story attract the person to read more and 
more to know what happen to Clyde and his family? 

In contrast, he turned in the reading logs of the book. The 

American Nation, with little information or else he wrote, 

"I didn't read". In the reading log of the same week for 

the history book, he indicated that he read one page only, 

from 624 to 625. He recorded his impressions by writing the 

following: 

It was interesting and little a bit difficult because 
there were some word I don't know what does it mean. 

When I looked at his book, I was not surprised to see that 

Mahdi never underlined any main idea or any word. I agree 

with his tutor in this matter that Mahdi was never used to 

this kind of demanding work. 

Mahdi missed the first two meetings of the discussion 

group. Then, he showed interest and started coming with his 
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Arab classmates to know more about the story. Unlike his 

peers, he came without a notebook or a pencil. He usually 

sat quietly smiling and listening for the answers. 

However, he was involved in answering or asking questions on 

the chapters that he had read. 

Nadir came to CESL with financial support from his 

government because his Grade Point Average (GPA) on high 

school matriculation exams was relatively high. He 

graduated with eighty nine points out of one hundred. Nadir 

had a very different personality from his Arab classmates. 

He was very enthusiastic, self-motivated, and eager to learn 

English as soon as possible. Nadir wrote me in Arabic his 

objectives for attending the course focusing on his 

willingness to work hard to learn as much English as 

possible. He expressed his interest in taking the TOEFL as 

many times as needed to be admitted to study Petrolium 

Engineering at the university. His high level of eagerness 

was reflected in his first reaction paper. He wrote: 

This weak was diffcult for me because it's the 
first weak for me, when I came here I was thought 
that I can leam english in a few days but now I 
understand that its wrong. 

His tutor, Maria Barbeito, shared my initial positive 

impressions about Nadir. She thought that he was very 

committed to his studies and he was actively involved during 

the tutoring sessions. She added that he was self-confident 
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and very eager to learn. Nadir finished fourteen hours of 

tutoring sessions. 

Besides that, he was very outspoken and he never cared 

about making language mistakes. He always volunteered to 

answer questions and to participate in oral activities. It 

was very important to him to show his counterparts and his 

teacher, Dr. Nir, that he was involved, and he worked hard 

to achieve his goals. His eagerness to participate orally 

without hesitation might be linked to his previous 

experience in this field. He told me that he was involved 

in preparing "Poetry Contests" for high school students on 

the Kuwaiti television. 

Nadir expressed his feelings and reflected his thoughts 

toward the class honestly in his three reaction papers. For 

example, he complained about his difficulty understanding 

Dr. Levine's lecture in the first reaction paper. In the 

second one, he emphasized the need to learn more vocabulary 

and language. He did not hesitate to express his opinion, 

stating that reading The American Nation was not useful. 

He wrote: 

The second week was easy, nothing important we 
took, every thing about the American Nation 
without doing any thing that can improve our 
language or skills. I think we need not to study 
the facts in American Nation. I think we should 
study how can we improve our language. we should 
do everthing to help us to improve our language. 
Some of the homeworks are not important in my 
opinion "sorry" I think it is only lose the time. 
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In the third reaction paper he was more positive 

and he mentioned that Dr. Levine's lectures became 

enjoyable. However, he questioned how he could make the 

TA's class more useful to him. He expected more interaction 

with the TA and the native speakers who attended the 

discussion session. 

Nadir said he was not interested in the history of the 

United States. This attitude was apparent when he read the 

history textbook, The American Nation. When I looked at his 

book, I found that he underlined some lines, using a pencil. 

I realized that he had underlined the answers to the 

questions to hand to Dr. Nir. Maria reported that he had 

copied the exact words from the book to answer the 

questions. In the first reading log, he reported that he 

read seven pages, from 493-500, and reflected on his 

readings by the following: 

I didn't read too much in this book but this kind 
of topics is boring for me because it talk about 
something that I didn't no anything about it, and 
there is a lot of vocabulary that I didn't know, 
If I take my dictionary with me I think I will 
finish two pages in one weak. 

In contrast, he enjoyed reading the novel. An American 

Tragedy, and he commented on that in his reaction papers, 

reading logs, and the questionnaires. For example, he wrote 

in the second reaction paper: 

I think American Tragedy is better than American 
Nation because we learn how can we read fast and 
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learn more vocabulary, we don't want to do this 
again in American Nation. I think what we do in 
American Tragedy is enough, then we should find 
some way that help us to improve our language. I 
think American Tragedy help us to improve our 
language. I think American Tragedy help us to 
improve our reading and vocabulary. 

His interest in reading the novel was reflected in the 

tutoring sessions. Maria reported that Nadir was interested 

in discussing the novel specifically. He also attended most 

of the discussion groups on Thursday and he was an active 

participant. Unlike Adham who managed to read the assigned 

seven chapters most of the time, Nadir rarely came having 

read them all. He usually came having completed at least 

four chapters. Although he was highly motivated, it seems 

that the amount of reading overwhelmed him and he simply 

could not read the whole amount. During the session. He was 

very attentive and wrote every word I said answering the 

questions. I think that he enjoyed reading the novel 

because it evolved around one theme and only few characters 

were involved. 

Although Nadir showed much interest in learning and in 

adjusting himself to the demands of the Precourse, he faced 

difficulty understanding the broad concepts of American 

history such as "Deregulation" and the evolvement of "Social 

Darwinism". I believe that the concepts were too abstract 

for him. I usually talked with him immediately after Dr. 
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Levine's lecture and he always expressed his amazement about 

the role of the government. He was also shocked when he saw 

an old man on the street looking for food in a garbage can. 

I tried to explain to him that the United States is a 

country of two hundred and fifty million people and he can't 

compare it to a rich tiny country like Kuwait. The 

inappropriateness of comparison is also due to the political 

systems that both countries adopt. Since the Koran (The 

Holy Book) is the constitution of Kuwait, it is 

automatically a charitable country. The constitution 

dictates the charitable policies of the government. 

Nadir's strong positive attitudes and emotions toward 

his country constituted another obstacle to comprehending 

the abstract concepts and the messages of Dr. Levine in 

terms of social justice. Nadir's emotional stand was a 

major obstacle in adjusting to the American academic 

culture. Unlike Adham who was able to compare his country 

with the United States, Nadir was not able to carry out such 

a comparison. I think that he took such a stand because he 

was young and inexperienced. 

Besides what I mentioned above, Nadir had a very 

conservative mind, academically and socially. He cared more 

about grades than knowledge. For example, he expressed his 

frustration to his tutor when he got 80% in the first exam 

of the novel. He expressed his satisfaction when he got 
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100% in the exam. Reporting about his grade was the first 

thing to be discussed in the next tutoring session. 

Nadir's comments in class, and his behavior with me and with 

his tutor proved to me that he was very conservative. For 

example, when Dr. Nir asked the students to rank the 

characters of the novel. An American Tragedy, in terms of 

morality. Nadir ranked Sondra very low. When I discussed 

with him that Sondra had never done anything to hurt others, 

he justified his ranking by saying that she went out and 

danced with male friends. I explained to him that this was 

acceptable in her culture and he shouldn't judge her based 

on the norms of his culture. 

Nadir did not object to the fact that I telephoned him 

twice at the beginning of the semester. However, he asked 

me not to call when an Arab roommate moved to live with him. 

His tutor, Maria, called him once to complete the fifteenth 

hour of tutoring and left him a message to call her. She 

was surprised that after that fruitful fourteen hours of 

tutoring, Nadir left for Kuwait without calling her back to 

make an appointment to finish the last hour or at least to 

thank her. Nadir's behavior with both of us gave me the 

impression that he not only had conservative outlooks, but 

that he also did not appreciate our help. He was very nice 

when he needed us. 
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QUALITATIVE DATA ANALYSIS 

To facilitate the process of data gathering and 

analysis, I kept the data in eight three ring binder 

folders:four folders for the subjects, one folder for each, 

a folder for the content class and another for the history 

course. The seventh folder contained all the information 

and data about the qualitative measurements, the pre-post 

TOEFL exams and the pre-post Academic Skills Test (AST). 

All memos that I wrote were kept in the eighth folder. The 

students' folders included all pieces of information about 

them, their background, and their experience in learning 

English. So, the folders contained the journals, exams, 

surveys and questionnaires, and the tutors' reports. The 

syllabus, the handouts, the summaries of the assigned 

reading chapters, and all other pieces of paper that were 

distributed in the content class were filed in the sixth 

folder. Similarly, the syllabus of the history course, 

samples of the exams, and the handouts that were distributed 

in the discussion session were in that folder. 

For data analysis, I followed the process of Miles and 

Huberman (19 92). They suggest a process of three phases; 

data reduction, data displaying, and drawing conclusions and 

verifications. Data reduction refers to selecting, 

focusing, simplifying, and transforming the data. To decide 

the general and the specific topics for data analysis, I 
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reviewed the raw data several times by reading the field 

notes, the questionnaires, the surveys, the reading logs, 

and the students' reaction papers and listening to the 

tapes of the interviews, the presentations of the 

participants, and the oral activities. The general topics 

were language skills, learning strategies, and cultural 

aspects. The specific topics were the students' 

interactions, performance, motivation, and frustrations from 

the class. Each topic, either general of specific, had a 

folder and a check list of the appropriate information that 

should be included in the folder. 

At the beginning, the language skills topic included 

the four skills: listening, speaking, reading, and writing. 

Then, the first three language skills were selected for 

analysis and the fourth one, writing, was dropped from the 

account because it was not emphasized in the Precourse. 

Then, the categories were reduced to include five major 

categories: Listening and Note-Taking, Oral Participation, 

Reading, Learning Strategies, and Cultural Interpretations. 

The topic of Learning Strategies included Time Management, 

Giving an Effective Speech, and Reading Strategies. A 

coding system was developed to identify all these categories 

and the people involved in the research such as the 

students, instructors, and the tutors. This system was kept 

in a separate coding sheet. For example, the code "L & NT" 
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represented the category Listening and Note Taking. I used 

the initials of the first names and the last names of the 

people involved to identify them. 

Then, I transcribed the presentations of the four 

subjects, the interviews with the students and the 

instructors, and some tapes that included clear natural oral 

activities. The transcripts were typed in WordPerfect 5.1. 

The transcription of the presentations, interviews, and the 

tapes was distributed in the related folders. For example, 

a copy of every participant's presentation was included in 

the folders of oral participation and cultural 

interpretation. Copies of the interviews were in every 

folder because they included information about all topics. 

The second phase was data displaying which was carried 

out by creating files to organize the data that permits 

drawing conclusions. The files of the students were 

restructured to include the coded sequenced data. The new 

files were divided into sections following the organization 

of the data analysis. For example, each file started with a 

coded checklist of the content and the data that would be 

needed to complete the file. The coded sequence of the data 

was the following; "L & NT" (Listening and Note-Taking, "OP" 

(Oral Participation), "R" (Reading), "LS" (Learning 

Strategies), and "CI" (Cultural Interpretation). The sub

topics were "SM" (Student Motivation) and "SF" (Student 
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Frustration). These were recorded where they appeared, with 

a color marker. Sometimes, a piece of data might include 

information from more than one category, so the code of the 

other topics was listed on the margin in a red pen with a 

star on top of it. For example, if a tutor's report 

included information for more than one topic, the report was 

filed under the most inclusive topic, and the other topics 

were coded in a red pen with a small star to highlight their 

importance. This code also appeared in the checklist of the 

other category to indicate that more information was 

available in the second topic. In addition to this display, 

all memos were kept in a separate file. Finally, I drew 

tables to record the results of the reading exams, the pre-

post TOEFl and the pre-post AST tests in order to have a 

better display of the data and to be ready for the third 

phase of the process, the data analysis. 

Since I followed Spradley's (1980) guideline to 

describe the setting, the activities, and the actions of the 

students using three different colors, black, red, and blue, 

it was very easy to follow the field notes. While the field 

notes were written in black, the red pen was used to 

indicate the time of the beginning and the end of each 

activity, its kind and number using the left margin of the 

page. The blue colored pen was used to write comments and 

questions for further investigation in the right margin of 
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the paper. The students' participation was recorded in 

their initials. The date was recorded on the top of the 

page. Following such a guideline allowed me to have an 

organized sequence of notes that was easy to retrieve and to 

see the connections between the activities and the dynamics 

of interaction in the observed class. 

Reading the field notes and looking at the organized 

files several times allowed me to carry out the process of 

data analysis easily by building a chain of evidence, making 

contrasts and comparisons, and drawing connections between 

the findings. The aim was to see plausibility and to make 

sense of the findings. Then, I rechecked the initial 

results to confirm and to verify them by going back to the 

related data again and again to confirm the findings. To 

verify the hypothesis, the findings were tied with its 

conceptual and theoretical foundation to draw some 

pedagogical implications. 

Listening and Note-Taking 

Apart from Nadir, the three Arab subjects indicated 

that listening was the easiest skill for them, they did 

quite well listening to the instructor. Dr. Nir, the guest 

speakers, and the movies. However, they faced difficulty 

listening to Dr. Levine. 

Their interaction in CESL's class was satisfactory 
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because they showed interest and participated in the 

activities that Dr. Nir prepared. They rarely asked for 

clarification or explanation. They gave the impression that 

they understand her very well. In fact, all of them 

mentioned on different occasions that they did not have any 

problem listening to Dr. Nir. When asked on the midterm 

questionnaire if they needed any clarification from Dr. Nir, 

their answers were negative. For instance, Ahmad and Majid 

wrote "nothing". Adham and Nadir also wrote "nothing" but 

Adham added "because she explains everything", and Nadir 

commented "everything is right". 

The Arab students were also attentive listening to the 

three guest speakers. Since Mara lectured about American 

history at the beginning of the course while the students 

were not settled, their reactions were not that positive. 

In fact, they were indifferent and they did not engage in 

asking questions. However, when Mr. Hoffman gave a 

presentation about "Social Darwinism", the students were 

much more attentive. Although some of the concepts were 

difficult for them to absorb, they showed interest and even 

asked questions. Immediately after the class, they were 

very inquisitive about how these things happen in America, 

the rich, powerful country. Their evaluation of Dr. Hoffman 

as a powerful speaker proved to me that they not only 

listened to him, but also understood his lecture. In 
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answering the last question of the survey "How to Make a 

Speech", which asked students to mention a powerful speaker 

and to state the reasons for their choice, Ahmad wrote: 

Yesterday when I listened to Mr. Hoffman. He was 
a good speaker he nows the subject that he told 
about. 

Mahdi added "hofeman he is good speaker he pronunciation 

is good" and Nadir commented: 

Dr. Hoofman because his speak is organized and 
clear, everyone can understand him. 

The subjects also had positive attitudes toward the 

third speaker, a Hopi named Gerald. They showed interest 

and they wanted to learn about the native Indians by paying 

full attention to the lecturer. 

Although the students complained many times about the 

difficulty they faced listening to Dr. Levine, their 

attitudes started changing during the semester. They 

complained about his accent, the unfamiliar vocabulary he 

used, and the order of the lecture. Dr. Levine has a New 

York accent. He used unfamiliar vocabulary to the students 

such as "indispensable, affirmative action, lynchings". To 

answer question five in the midterm questionnaire, "What 

particular difficulties have Dr. Levine's lectures posed for 

you?, Adham wrote: 

the difficult vocabulary he use, and the his voice 
is not clear, and also his handwriting is very 
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bad, that I could not understand what he is 
saying. 

Nadir had a similar opinion. The following is his answer. 

some words that he use in the lecture that I don't 
know what it is mean and these word is important 
to understand the sentence this make me angry 
because sometimes I know all the sentence except 
the main word. 

Ahmad and Mahdi did not have specific answers. Ahmad wrote 

the words "take notes" and Mahdi commented "some lecture 

talked about history". 

Students employed different strategies regarding the 

difficult words they heard from the history instructor. 

For example, Adham and Nadir told me that they write the 

word as they hear it and they try to figure it out later. 

However, Ahmad and Mahdi tried to ignore these words and 

continue listening. 

Since Dr. Levine lectured following themes and not the 

order of the book, it was very difficult for Arab students 

to follow him, especially at the beginning. When they 

became more familiar with the content and Dr. Levine's style 

of lecturing, they no longer considered that a problem. 

Four of them mentioned in the interview that they are more 

accustomed to his English and style of teaching and they 

understand him better. Ahmad even stated "I like his 

lectures." 

Although the students repeated their complaints many 



195 

times listening to Dr. Levine, they were eager to take notes 

as early as the semester. Adham and Nadir repeated their 

positive attitudes toward the effect of the history lectures 

on listening and note-taking many times. Besides the 

interview, they mentioned that in the midterm and the final 

questionnaire. Although Ahmad mentioned in the interview 

that he began to understand Dr. Levine more and more, he did 

not show any eagerness to his progress. His second reaction 

paper gave the impression that listening to Dr. Levine 

became a routine. For example, he wrote: 

The lecture with Dr. Levine is still like before. 
I did like usual coming to the lecture in the 
morning and take notes. 

Mahdi commented on the second interview: 

Dr. Levine class nice, sometimes he says the most 
important things are and this help me to know the 
main points better. 

In general, the four students applied the two-column 

method in which they put names of topics or persons and 

dates in the left column and details in the right one. 

Although they complained many times about the difficulty of 

taking notes, they demonstrated progress throughout the 

semester. They did not develop their own systems of 

abbreviation, but they showed progress in taking organized 

notes. The following description shows the progress of 

every individual. 

On Jan. 17, 1996, the second meeting of the history 
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class, Adham took notes of one page and a half. On the 

first page, he listed six main ideas, writing complete 

sentences. He skipped lines between the six main ideas to 

separate them. Some of the words were misspelled. He 

started with the 14th amendment and ended with the black 

code. The following are his first and last points. 

The 14th amndment is the most truthly amndment. 
After the civil war, the men must be equal, but 
some group of white men made some rules aganist 
the blacks the black code. 

On the second page he drew a tree with three branches 

to explain how the government functions in the United 

States. 

"U.S.A. government" 

judiciairy executive legiclative 

(president) (congress + senator) 

every state have at lease 2 

senetors 

Adham finished the second page with the following statement, 

"Survival of the fittest Charles Dairwin" . 

Adham's first notes proved that he understood the 

lecture. Although he wrote complete sentences and misspelled 

some words, he was able to take organized notes. Adham 

continued with this strategy of note-taking until Jan. 31, 

1996. He shifted his style of note-taking to the three 
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column method immediately after my presentation about note-

taking methods. On Jan. 31, 1996, he divided the page into 

three columns. Names of people such as "Richard Eli" and 

topics such as "state aid is an indistable condition" were 

in the first column and details on these names and topics 

were in the second column. No comments were in the third 

column. Adham even improved his strategy of note-taking in 

the following class by putting the words "idiea" on the top 

of the first column, "deetail" on the top of the second, and 

"question" on the top of the third one. He drew lines by 

hand to separate between the notes. Although he improved 

his note-taking style by writing more phrases than full 

sentences, the use of abbreviations was not dominant. 

Ahmad was not as successful as Adham in note-taking. 

He started taking notes two weeks after the beginning of the 

semester. He wrote three main ideas; 

wasp the #1 in U.S.A 
morill act 
who want what from the government 

These topics were not followed by any explanation. He 

continued with this brief style of note-taking until Feb. 5, 

1996. From that morning's lecture he started using the 

two- column method, writing names and dates on the right 

side and details on the left side. He kept a distance of 

approximately one inch between the topic and the details and 

started them with a dash. He also increased the amount of 
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note. He succeeded in covering three fourths of the page on 

immigration The following is an example of his notes on Feb. 

5, 1996. 

1. Immigration -colonial america=they come to 
philidalphia English 
-They feel differant. 
-phigiman franklin we must anglislis the 
Germans 
-4 genaration one we to simolated. 
-uganaiz they are frensh--JARVis 
-All the imigrans come to the us to educat 
exept the small one. 
-The largest imigrans are German (1854-
1892) 
-The Irish are the second large imagrants 
-people never like the immigrants 

1896+1970 South and Eastern 

-The two euarop imigrant (German + Irish) 
-The Poland and Russa were having troble 

-The Italians and Russa 
-The poland and Russa were having trable 
-people came to get jobs 
-The stronger immigrants going up, the 
smalirs were going down. 

Ahmad's organized notes show that he was able to 

separate between the main ideas and the details. They also 

demonstrate that he understood the reasons for immigration 

from European countries to the United Stated. However, the 

misspelled words affected understanding the content of the 

lecture badly. 

In the next lecture, Ahmad continued the strategy of 

using the two column method and he even drew a vertical line 

between the topic and the details to separate them. He 
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wrote the words "immigration", "reasons" and "growth of 

cities" in the left column. However, he wrote details only 

for the first topic, immigration. Then he stopped writing. 

Since I was sitting by him I immediately asked him if I 

could help him by writing the notes and his response was 

positive. So, I took notes for the topics "reasons" and 

"growth of cities". My notes were brief, about one or two 

words for each main idea. Ahmad thanked me at the end of 

the class and told me that he couldn't follow Dr. Levine, so 

he stopped taking notes. Ahmad continued taking brief notes 

using the two column method. Sometimes he used the diagram, 

putting the central idea in the middle and drawing lines to 

connect it with the subordinate ideas. Ahmad did not use 

abbreviations on his own; he copied the abbreviations that 

Dr. Levine used such as "WWII" for "World War Two." 

Nadir was as successful as Adham in taking clear, 

organized and understandable notes. He tried to take notes 

right from the start. At the beginning, his notes were 

brief and disorganized. Although he did not give me his 

note book, I succeeded to have an idea about his note taking 

style by sitting by him on Jan. 17, 1996. I also took his 

note book during the semester to record his improvement. 

On Jan. 17, 1996, he listed the topics. Sometimes, the 

topics were followed by further explanation. 

the Gilded Age 
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what is the role of governmnt? 
who needs help from governmnt and who don't need help? 

tarrif- this is a tax on goods coming to the contry 
The currency ish..-what to have gold silver or paper? 

His notes showed that he was able to understand part of 

the lecture and to indicate some main points of it. 

However, he used complete sentences to write the notes. 

This example of notes also showed the strategy that Nadir 

adopted dealing with difficult words. Since he did not 

understand the word issue, he wrote it the way it sounded to 

him. 

As far as the semester proceeded, Nadir demonstrated 

more progress by adopting the two column method and writing 

more notes. On April 22, 19 96, two weeks before the end of 

the semester, he divided the two pages of notes to two 

columns. On the first one he listed the topics and 

organized the information line by line in the second column. 

The details started with a star. 

savings and loans *property value down 
president Regean *Regean campaigned on that issue 

*Regean's popularity 
•hostage crisis 
•Republicans are the majority in 
the senate/easy to pass laws. 

COLA 
1982 
nafta *north america free trade agreement 

Nadir showed his ability of understanding Dr. Levine's 

idea that Regean took advantage of the decline of property 

value and use it an issue in his campaign. This example of 
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Nadir's notes also demonstrated that he knew the word 

"issue" and its spelling by the time. The notes were 

thorough in terms of the presented material that day. Nadir 

also succeeded in writing his notes in phrases rather than 

complete sentences. 

Mahdi complained a lot about the difficulty he faced in 

figuring out the main points. This difficulty was reflected 

in his notes at the beginning of the semester. The notes 

were incomplete and not organized. For example, on January 

31, 19 96, he wrote notes on one page and a half. He skipped 

lines between these notes to separate them. This is an 

example of his notes. 

there is deffrent between people 
*Who should get tax benifit? 
183 0 Indian was in Georgia 
president disagree and they push them to back 
WASP 
1960 

No explanation followed "WASP" and the year "1960." Mahdi 

continued with these disconnected notes, writing one word 

here and there until the end of the lecture. However, he 

showed some improvement on Feb. 5, 1996, by dividing the 

page into two columns and skipping one or two lines only. 

The names of topics such as slaves were in the first column 

and the details in the second one. The details were 

parallel to the topic. Again, the notes were brief but more 

understandable. 
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slaves from Russia and other country 

Shmet changing to sound English smith first was 
germeny why the people they came to find 
a Job, having industry? 
come to U.S.?. 

a. Should the government help people? 
b. How government help people? 
c. Who people should help?". 

Mahdi continued taking notes using the two column 

method until the end of the semester. Sometimes, he even 

succeeded in expanding his notes by writing more details, 

and other times he wrote incomplete notes, adding some dots. 

The best notes were taken on March 25, 1996, when Dr. 

Levine talked about the Second World War. He used the board 

to write the abbreviated names of the involved countries 

such as US for the United States and Br for Britain. Mahdi 

took two pages of notes. Years, names of people, and names 

of topics were in the first column. Details followed in the 

second one. This time he did not leave any date or name 

without some explanation. 

SuimnazY of Findings 

In general, the four Arab students showed progress in 

taking notes during the semester. However, their progress 

varied. While Adham and Nadir did very well, Ahmad and 

Mahdi tried hard with little progress. The comparison 

between Ahmad's first notes and the last ones demonstrated 
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his slow progress. Ahmad's and Mahdi's notes also showed 

that they were able to follow Dr. Levine's lecture to some 

extent. However, they needed to have more notes to cover 

the content of the lectures. 

Organizing their notes by adopting the two column 

method was striking. Using this method helped them to 

distinguish between the main topic and the details. 

However, misspelling was a serious problem in their notes. 

Although the Arab subjects showed progress in taking notes 

throughout the semester, they did not develop abbreviation 

systems on their own. When they used abbreviations, they 

copied them from the wall. 

Oral Participation 

The analysis of this section is going to be on the 

participation at CESL's class only because there was neither 

student-teacher nor student-student interaction in Dr. 

Levine's class. At the beginning, I thought that the 

discussion group class would be very beneficial in terms of 

oral discussion. I thought that this setting would be a 

golden opportunity for CESL's students to participate in the 

class discussion. Unfortunately, the TA did not make any 

effort to promote any oral discussion. I would like to note 

that I made several attempts to tape students talking 

naturally in the class, during group work and pair work. 
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Unfortunately, most of the tapes were not clear because the 

room was small and students were too close to each other. I 

was successful in transcribing some brief examples of pair 

interaction. However, transcribing the individual talks and 

the presentations was easy. 

Based on my observations, the Arab students were active 

participants in the class. They were the first ones to 

volunteer to speak in the class. In fact, they recommended 

many times that they needed more conversation in the class. 

They also mentioned that they did not hesitate to 

participate in the class because they felt comfortable with 

Dr. Nir. I refer their eagerness to participate actively in 

the oral activities to their first culture. The Arabic 

culture is mainly oral. For instance, people enjoy meeting 

in public places or cafes to talk. In addition, stories are 

told verbally by old people to children. There is more 

information regarding this point in the following chapter 

"Cultural Interpretation." 

Since Dr. Nir provided many oral activities, she 

provided a comfortable environment for oral participation. 

Students felt free to talk because she never stopped them to 

correct their English. She usually commented after they 

finished. In general, their participation was satisfactory. 

Nadir was the most outspoken in the group. He never paid 

attention to grammatical mistakes he made. He was eager to 
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talk even when he did not know the complete answer and he 

did not hesitate to guess the answers. Maria who visited 

CESL's class twice shared this impression about Nadir. She 

noticed that Nadir participated actively in the class. She 

wrote in the report: "His hand is always up and he seems 

very eager to take part in the class". 

Adham was the second most active participant among the 

group of the four Arab students. Ahmad and Mahdi did not 

volunteer to talk easily. As mentioned above, Ahmad did not 

hesitate to answer questions when he knev; the answers. 

Mahdi talked when either Dr. Nir asked him a specific 

question or when she insisted that he take part in the 

discussion. However, he participated voluntarily in 

discussing the novel. I would like to note that it was 

impossible to transcribe any example of Ahmad's talks in 

pair or group work because he talked too softly. 

The following examples of pair interaction were carried 

out on Feb. 15, 1996 when students were discussing the 

novel. Dr. Nir asked them to find partners and to identify 

the character Gilbert Griffiths and to explain his feelings 

toward his cousin Clyde. Nadir and Adham were partners. 

Dr. Nir: Who is Gilbert Griffiths? 
How does he feel towards Clyde? 
Why does he have such feelings? 

Nadir: Gilbert is Clyde's cousin. Gilbert did 
not like Clyde and Clyde did not like 
Gilbert because he put Clyde in the 
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prison, downstairs with moist. Gilbert 
thought that Clyde come here not to work 
but to have the business, but Clyde come 
here to work and work hard. 

Adham: Gilbert does not like Clyde because Clyde 
is handsome and the girls will like him 
more than Gilbert. 

Both of them gave the right answer about Gilbert's 

feelings towards Clyde. However, Adham was more precise 

explaining the reasons for Gilberts' feelings toward his 

cousin. Nadir not only did not provide an accurate 

explanation, he strayed away from the question by explaining 

Clyde's feelings toward Gilbert. He tried to say that Clyde 

did not like his cousin because he assigned him to work in 

the basement of the factory where it was moist and dark. 

Answering ten questions about the novel was the second 

activity. The students were expected to read the assigned 

chapters prior to class discussion. Dr. Nir randomly 

distributed the questions and asked the students to work in 

pairs, providing the answers to their questions. They could 

seek help if neither of them could answer the question. 

Mahdi and Adham were partners in this activity. 

Adham: What happens to Clyde when he arrives at 
his uncle's factory? 

Mahdi: His uncle gave him job in a factory. 
First, to see if he's doing well and his 
cousin...his uncle will give him high 
promotion. 

Mahdi: Why isn't Clyde very interested in 
Dillard's invitation? 
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Adhatn: Because Dillards wants to take advantage of 
him, of his name. 

This example showed that the students provided 

satisfactory answers to the question. The first question 

could be answered in different ways because many events 

happened when Clyde came to the factory. However, providing 

Clyde a job in the factory was an essential piece of 

information to the development of the plot. 

Giving such an answer indicated that students remember main 

ideas rather than small details. Adham expressed the idea 

that Dillards wanted to take advantage of the Griffiths name 

for social status precisely. The expression "take 

advantage" was very powerful conveying the message. 

I chose two examples of Nadir's spontaneous speeches, 

and the formal presentations of the three other subjects as 

examples of their oral participation in the class. The 

three students were fully prepared in their presentations. 

They were very well organized, using index cards and the 

board. 

On an oral activity on Feb. 2, 1996, Nadir was the 

first to volunteer. Dr. Nir introduced herself as Esta, 

Clyde's sister and asked the students to choose a character 

and to talk about themselves. Nadir volunteered to 

introduce himself as Clyde, the main character of the novel, 

An American Tragedy. The following is a transcription of 
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his spontaneous talk. 

I'm Clyde Griffiths. I'm a black man. I was born 
in a poor family with my parents. My mother is 
the strong woman, my father is...was weak and I 
feel bad in this family because I see there is 
different between me and other boys. I think that 
other families is better than my family because 
they can earn anything and they can get anything. 
Only my family they can't do anything for me and 
when I want to play or want to do something, I 
think it's a problem for me because my our 
religious. My father was praying a lot of time 
but he said that God will get me when I want 
anything but we didn't say anything...we didn't 
see anything. When...then I leave ray home and go 
to work in a hotel. Then, I know a lot of my 
friends and I go with him and know a girlfriends 
and then when I come back to the hotel at night I 
make an accident and I kill some... somebody... I 
kill one person. Then, I go to the Chicago. I 
change my name and my address and that's enough. 

This spontaneous speech proves that Nadir was eager to 

participate in the oral activities of the class without any 

consideration of his mistakes. Although Nadir made some 

informational as well as grammatical mistakes, his speech 

gave the impression that he knew basic information about 

Clyde and he explained the reasons for not being satisfied 

with the family. His message about his father's dedication 

to religion was clear. The audience understood his point of 

view. Nadir made a mistake when he introduced himself as a 

black man. He used the present tense instead of the past 

tense in the whole talk. He also misused some words such as 

different and religious. He even mispronounced the word 
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"religious" by saying [rellgous]. When he realized his 

mistake, he corrected it immediately. For example, when he 

said "I didn't say anything" for "I didn't see anything". 

Nadir showed some improvement in his oral presentation 

on April 29, 1996. Since he switched his topic at the last 

minute, from "Arab Immigration to the United States" to the 

"Gulf War", his speech was spontaneous. The improvement 

appeared in the level of proficiency and his ability to 

correct himself sometimes. Besides that he used more 

expressive vocabulary words. For example, he used the word 

"aggression" to express his objection to the Iraqi 

occupation of Kuwait. He also used the words "occupation" 

and "invade". He improved also in using more verbs in the 

past tense to talk about things that happened in the past. 

However, he continued using the present tense for some 

events happening in the past. The following is the first 

part of his presentation: 

I want to talk about the Gulf War, the crime. A 
lot of you don't know about, not you, not you, all 
of you didn't know about the Gulf War as well as I 
know. The crime for my country, for my religion. 
If something happened for your heart, for your 
country, the same for us. Ahmad one of the people 
who suffer from this war, his father died during 
this war. Why? What's the reason for that? 

First, I want to talk about the reason for that 
aggression. It was part of land, part of land in 
the north of my country. 

In spite of the fact that some sentences lacked a verb. 
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such as "The crime for my country, for my religion", Nadir 

managed to deliver his message of rejecting the occupation. 

He expressed his disapproval of the Iraqi occupation of 

Kuwait by saying "the crime for my country" and by giving 

Ahmad's case as an example. This time he pronounced the 

word religion correctly. His level of proficiency had also 

improved in terms of his ability to correct himself. For 

example, when he said: "500,000 soldiers from America come 

to the Gulf", he immediately corrected himself saying "they 

came to the Gulf". 

Adham was the second most active participant in the 

class. He was rarely as impulsive as Nadir, but he usually 

showed interest and answered Dr. Nir's questions when he 

knew the answers. In fact, his answers were thorough in 

terms of content and he made fewer grammatical mistakes than 

Nadir. His interaction in class showed maturity. For 

example, he was mature enough to question Dr. Nir on Feb. 2, 

1996 when she asked students to remember what happened on 

1917. 

Dr. Nir: Do you remember what happened on 1917? 

Adham: the Russian revolution 

Dr. Nir: Oh, thank you Adham, you reminded me of 
that. I meant to ask about the Second World war. 
It started in 1917. 

Adham: No, it started in 1914. 

Dr. Nir: Yes, yes, you are right, the United 
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States entered the war in 1917. I am not sure, I 
have to check that. 

Adham was not aggressive, but he got the information he 

wanted. He seemed not so interested in proving himself 

right, but in getting the facts straight. 

Adham's presentation was about World War II (WWII). He 

talked continuously about the reasons behind the war, Nazi 

Germany occupying most of Europe, and the controversy among 

American politicians about sending food and supplies to 

England. Later, he talked about the role of Japan and the 

Soviet Union. Adham gave detailed information about the war 

such as the number of American soldiers sent to Europe to 

fight against Germany and to the Philippines to stop the 

Japanese aggression. The following transcription represents 

the reasons for the war and the American involvement. 

Okay, today I am going to talk about World War 
II. I think all of you know World War II, but the 
problem, I don't know, the of you that knows 
what was the purpose of the World War II. Actually 
Germany was to begin World War II because they had 
a . from the first world war because they 
lost the first world war and again, when they were 
fighting against England and France, so they 
wanted to fight them and fight the people. Also, 
other reasons that, actually due to World War I 
Hitler was homeless in Austria so v/hat he was 
thinking that Germany had the, the military of 
Germany was not too well organized so he was, he 
had some ideas of organizing the army. So when he 
immigrated to Germany and entered the Nazi party 
there and became the leader of Germany in the 
1930's, so he became to make the German army more 
so, so when the German army he wanted to begin 
the war but he he didn't want Germany to be 
beaten . 
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So what did he do? He ordered some soldiers, 
German soldiers, to go to the border of Poland and 
Germany who already stationed there and were some 
Polish soldiers, and killed some German soldiers, 
some innocent German soldiers, that was on the 1st 
of December 1939. And all of the operation was 
photographed and so on the next day it was on 
national, German national TV and he showed these 
photos to all the world and he said that Poland it 
is war and the same day, December 1st, 193 9, 53 
divisional German troops were in Poland and 
England and France said that German troops were in 
Poland we will fight against them and when he 
entered Poland, World War II was beginning. 

Adham demonstrated a high level of language proficiency 

in his presentation. Although he stopped several times in 

the middle of the sentence, his speech was fluent and most 

of the sentences were grammatically accurate. His word 

choice was also expressive and powerful in such phrases as 

"the purpose of the war" and "the operation was 

photographed." Although he did not talk about the internal 

economic problems in Germany that caused the war, he talked 

thoroughly about the war and the involved countries. During 

the presentation he also used good effective vocabulary such 

as "aggressors", "destroyed", and "smashed". Adham showed 

full mastery of the content answering questions. 

Ahmad gave a presentation on April 17, 19 96 about John 

F. Kennedy, using note cards, he talked in considerable 

detail about Kennedy's life, both personal and political. 

Ahmad also mentioned the facts that JFK was the youngest man 

to be elected to the presidency at age 35, and that he was 
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the first Catholic to hold the office of President of the 

United States. Ahmad presented a favorable picture of 

Kennedy, characterizing him as highly intelligent, 

popular,and a good public speaker. 

His speech was organized chronologically. He started 

with the year of the event and continued with the details. 

The following is part of his speech 

Ok, today I'm going to talk about the 
assassination of president Kennedy. The first 
thing he was born in May 1917 in Mass... He was 
the second of nine children of his family. His 
father was a wood businessman and he served as 
ambassador for Franklin Roosevelt. In 193..he 
graduated from Harvard University. He wrote a 
book and this book was While England Slept. In 
1941, he joined War World II and he was the 
commander of the navy. He was a....after the war 
and served three terms in the house of the 
representative in 1947 until 1953. 

In the evaluation period following the presentation, 

most of the audience agreed that Ahmad had spoken clearly 

and fluently, and that his vocabulary was quite good. His 

language was clear and his vocabulary quite good; he used 

such words as "assassinated" and "graduated". However, he 

used the word "segregated" improperly when he said: "The 

Russians built the wall in Berlin that segregated between 

the East and the West." Dr. Nir explained the inappropriate 

use of the word "segregated" in this context. She added 

that the word "divided" is the best choice for such a 

context. The main adverse criticism was that he had spoken 
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far too softly. 

Mahdi was as well organized in his speech as Ahmad. He 

started the presentation by writing four points on the 

board: Introduction, His family, Beginning with politics, 

and Presidency. He followed these four points in delivering 

his speech about Theodore Roosevelt. This is the first part 

of his presentation: 

First, I'm going to talk about one of the greatest 
and youngest president of the United States of 
America, President Theodore Roosevelt. President 
Theodore Roosevelt was born in Maryland in 1852. 
He got his education at his home because most of 
the rich families, they got they didn't go to 
the schools because they have their own teachers 
and he was interested in collecting birds and 
insects and animals and he had two hundred 
different species of animals which he had it in 
his home, his museum, and he charged the adult 
people for the museum and it was free for 
children. And most of the people they think that 
he will be a scientist he became a science 
person because he was collecting all of these 
animals and insects. 

This part of the speech shows that Mahdi spoke quite 

fluently. Most of the sentences were accurate too. 

However, he used double subjects by saying "most of the rich 

families" and followed by "they ". Although Mahdi was 

very well organized in his presentation, he delivered few 

facts and information about Theodore Roosevelt's presidency. 

He could not even answer one question from the audience 

about the "trusts" that he mentioned in his speech. He 

could not identify the relationship between the term 
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"trusts" and the US economy. It appeared that he memorized 

some of the information without understanding. 

Summazy of Findings 

In summary, this class was an ideal setting for oral 

interaction between the students and the teacher and the 

students themselves. Oral activities were an essential part 

of the class and they were always prepared in advance. The 

students enjoyed participating in class discussions due to 

the fact that Dr. Nir provided a very comfortable atmosphere 

in the class. The active involvement of the Arab students 

in the oral activities of the class proved the claims of 

Edwards et al. (1984) and Krashen (1982 &. 1985) who claim 

that providing an informal learning environment lowers the 

affective filter and reduces tension. In addition, Arab 

students enjoyed taking part in conversations and they were 

eager to participate. Culturally, oral participation is 

highly appreciated in the Arabic culture. Therefore, they 

were always the first volunteers to talk and to answer 

questions. Although the extent of their participation 

varied, it was not a problem to involve them in any oral 

activity. Their oral presentations showed that they were 

able to express themselves very well and to deliver 

organized speeches. Apart from Nadir, they presented facts 

and supported them by details. Since Adham talked about 
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World War II, he provided more information that included 

cause and effect. His presentation required him to combine 

and analyze things because he talked about different issues 

involved in the war. Unlike Adham, Ahmad and Mahdi talked 

about two different presidents, including their social lives 

and political careers. Their speeches did not require high 

cognitive levels of analyzing and synthesizing information. 

Reading 

The analysis of this section will be based on my 

observations and their tutors', the information in the 

reading logs, and the results of the weekly exams on the 

books ̂  American Tragedy and The American Nation. 

In terms of reading logs, I gave the students fifteen 

logs for each book during the semester, but they did not 

return them all. Although I gave them a folder to keep the 

logs and I reminded them every Monday when I gave them the 

new ones, they did not cooperate very well in this matter. 

Table (5.2) shows the number of the reading logs for 

the three textbooks that the students turned in. Adham was 

the best in terms of returning logs with information. 

However, he turned in the reading logs of the week Feb. 5 

through Feb. 12 for the first two books with the comment "I 

did not read." He had the same comment on three reading 
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Name 
Name 

Table (5.2) 
The Nxoinber of the Reading Logs 

American 
Tragedy 

American 
Nation 

American 
Vistas 

Adham 

Ahmad 

Mahdi 

Nadir 

6 

6 

12 

3 

6 

5 

12 

3 

3 

1 

0 

0 

logs of the third book. Similarly, Ahmad commented "I did 

not read" on the three logs of that week, one for each book. 

Apart from the first reading log, he turned them with little 

information. He did not respond to the questions; if he 

did, his response was very brief. Although Mahdi turned in 

most of the logs, he commented "I didn't read" on eleven 

logs of the history book and two of the novel. Mahdi 

expressed his reflections on five logs of the novel and only 

one log of the history book. Nadir gave six logs back each, 

three for the history book and three for the novel. 

However, two of them had the comment "I didn't read" on the 

top of the log. He provided more information in the reading 

log of the novel. In fact, he answered the first question 

for the history textbook by complaining about its 

difficulty. 
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As mentioned above, the four subjects complained a lot 

about the extensive amount of reading. Adham, Ahmad, and 

Nadir mentioned in the "Reading Strategies Survey" that 

American Vistas was the easiest. However, Mahdi ranked that 

book as the most difficult. Mahdi did not give any 

explanation for his ranking of American Vistas. Based on my 

observations and his failure to return any reading log for 

this book, I think that he did not read it. 

Although the other three students agreed that the book 

American Vistas was the easiest, they did not consider 

reading it seriously. Their negligence with American Vistas 

was due to the lack of emphasis from Dr. Nir. She asked 

them to answer questions in that book only twice during the 

semester and she never prepared an exam. 

The subjects had similar opinions about the history 

textbook in answering question number ten in the "Reading 

Strategies Survey." The question asked about the most 

difficult text of the three required ones. Adham wrote: 

American Nation, because it has a lot of difficult 
vocabularies, and difficult expretion. 

Ahmad expressed his difficulty in reading that book by 

stating: 

Am. Nation because it hard the words and the text. 

Nadir commented on reading that book by writing: 

American Nation, because it has many facts that 
you should keep it, and many names and dates that 
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difficult to remember all of them when you read 
this make you lost. 

The students repeated their complaints about the difficulty of 

the history textbook in their reaction papers, and during the 

interviews. The reading logs also showed that the students 

faced difficulty in reading this book and some of them did not 

enjoy reading it. For example, Adham reflected his impression 

of the book in the reading log of March 19 through 25 by the 

following: 

It was interesting, but very difficult, but still 
not difficult as it was in the Biggning of the 
section. 

Adham explained to me that although reading the book became 

less difficult through time, it was still difficult. He 

commented in the reading log of the following week: 

Not very difficult, but a little bit boring because 
of the facts that the author is talking about. 

Ahmad did not have much to say. He commented by writing 

either "interesting" or "boring". In the reading log of 

March 25 through April 1, he wrote: "it was difficult but 

interesting." 

In contrast, the Arab students were hooked on the 

novel. An American Tragedy. Although most of them did not 

complete the seven chapters every week, they were eager to 

listen to the development of the story. They usually came 

to the discussion group on Thursdays. As mentioned above, 

Adham was the most diligent student attending and 



220 

contributing to the discussion. Nadir was the second in 

terms of participation. The other two at least showed 

interest by coming and taking notes. The four of them 

actively discussed the novel in class. The fact that they 

turned in more logs of the novel than of the history 

textbook indicates that they considered reading the novel 

more seriously than the history book. 

The tutors' reports also showed that the students 

showed interest mainly in reading the novel and sought help 

with the history book when they were required to turn in 

written answers. In general, the students liked the novel 

and preferred it to the history textbook. However, the 

reading logs showed that Adham and Mahdi were diligent in 

terms of fully responding to the questions. Ahmad and 

Nadir turned in the logs with brief information about their 

experience of reading the novel. 

Adham always reflected on his feelings toward the 

readings; he wrote the sentence that impressed him, and 

indicated new things that he had learned. Sometimes he 

responded to the third question which required students to 

write the most difficult sentence. Adham's logs gave me the 

impression that he not only enjoyed reading the novel, but 

also was fully involved in it. The answers of his reading 

log of Feb. 5 through Feb. 12 showed that he enjoyed reading 

the novel. For example, he recorded his impressions on the 
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readings by writing: 

It was little difficult, but I read it, and in the 
biggning it was boring, but by the chapter and 
facts comes up, the stoiry becomes more 
interesting. 

Adham not only recorded the sentence that impressed him 

in that reading of the week, he also mentioned the chapter 

and the page numbers. He also answered the fourth question 

which asked students to write about new things they had 

learned from the reading and how it reminded them of their 

culture. Adham wrote: 

that prostitotion was leggal in the U.S.A. 
Prostitotion is not allowed in Islam. 

Sara's report confirmed Adham's interest in reading the 

novel. She mentioned that Adham preferred discussing the 

novel and she dedicated the first four sessions to that. 

Based on Amenda's recommendation, she later changed the 

strategy, focusing more on The American Nation. 

Similarly, Mahdi recorded his reflections, wrote the 

most difficult sentence and the new things he had learned 

from reading the novel. However, he was not that diligent 

in writing down the sentence that impressed him. His 

reflections were almost the same in every log. He usually 

mentioned that the reading was interesting, difficult, and 

some parts were even boring. He related the difficulty to 

the unfamiliar words he encountered during reading. For 

example, he wrote the following in the reading log of March 
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25 through April 1st: 

little bit difficult because I don't know some 
words, part of the story was boring and the other 
is very interesting because sometimes it attract 
me and the reader to read and complete to know 
what happen actually in the interesting parts. 

Mahdi did not say much regarding new things that he had 

learned. He usually wrote "no" which was followed by some 

information about the novel. However, on the reading log of 

April 1 through 8, he wrote: 

I learned today that if I start lieing I can't 
finish from this way and should continue my 
lieing. So the Best thing to tell the truth every 
time and everywhere as our religion said that. 

Since the tutoring sessions did not go very well with Mahdi, 

he had little help in reading. However, his tutor mentioned 

that he preferred dealing with the novel rather than the 

history book. 

Ahmad and Nadir shared the experience of providing 

little information about their reading. Ahmad expressed his 

reactions by stating "interesting", "interesting and not 

difficult", or "boring". He even expressed ambivalent 

feelings in the reading log of April 1 through April 8. He 

responded to the first question by writing "interesting and 

boring". When I asked him about that in the second 

interview, he said: 

Interesting, because the story interesting, 
boring, because there is many names and many 
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Although Ahmad showed little interest in reading, he asked 

his tutor to help him in reading the novel. Her report 

showed that he did not have any interest in reading about 

the histoary of the United States, but he was more anxious to 

discuss the chapters of the novel. 

Since Nadir turned in only six logs, he did not give 

enough information about his reading of the novel. He 

answered the four questions only on the log of Jan. 2 9 

through Feb. 3. Regarding his reflections, he complained 

about the difficulty by stating: 

This story is interesting but there is some 
vocabulary is difficult I hope that you give us 
the vocabulary for each chapter befor we read to 
make it easy for us, and give us summary if you 
please. 

Although Nadir's logs gave the impression that he did not 

read enough in the novel, the tutor's report gave the 

opposite image. She mentioned that he preferred discussing 

the novel. He always came having done the reading, except 

one time, and he was ready to discuss the questions that Dr. 

Nir gave. Maria mentioned in the third page of the report, 

"As far as the methodology used for my tutoring classes, I 

feel that what I mostly did was talking and discussing with 

him about the novel." 

The results of the weekly exams on the books, The 
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American Nation and An American Tragedy, also showed that 

the students did much better with the novel. The results 

are displayed in the following two tables (5.3) and (5.4). 

The average is calculated on the number of the exams that 

the students took. 

Table (5.3) 
Results of the Exams on The History Textbook 

Exams on The American Nation Adham Ahmad Mahdi Nadir 

Quiz 1 91 74 56 90 

Chapter 21 50 65 

Chapter 3 0 60 40 25 60 

Chapter 31 96 84 68 

Chapter 32 70 65 70 

Average 79 62 50 71 

Table (5.4) shows that the students' exam scores on the 

novel were much better than the exam scores on the history 

book. The results of the exams prove my analysis that the 

students did not like reading the history textbook. 

Although they complained about the fact that the novel's 

vocabulary words were difficult, they enjoyed reading it and 

they managed to achieve better scores. 

The table also demonstrates that Adham achieved the 

highest scores and was followed by Nadir. While Ahmad was 
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the third, Mahdi was the fourth. These scores prove my 

Table (5.4) 

Results of the Exams on the novel 

Exams on "An American Tragedy" Adham Ahmad Mahdi Nadir 

1 100 75 65 80 

2 90 90 
...» 

100 

3 95 80 75 85 

4 100 85 65 75 

5 100 80 75 80 

6 100 75 75 90 

7 80 45 60 90 

8 100 90 70 100 

9 75 60 75 80 

10 89 84 67 

11 60 50 55 60 

Average 89.9 74 68.2 84 

previous argument that Adham was the most diligent student 

in terms of reading. His highest average shows that he not 

only read to fulfill his duty as a student, but he 

understood and demonstrated his understanding of the texts 

in the exams. Since Dr. Nir used to ask about specific 

details that only students who read the chapters could 
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answer, Adham's scores are evidence that he did the required 

reading. Nadir scored the second highest, proving my 

analysis about him at the beginning of the chapter. His 

scores showed that he was also diligent in reading the 

novel. His scores proved my initial impression that he 

always managed to read at least four chapters from the 

required seven every week. It is important to mention that 

both students, Adham and Nadir, got the most help from their 

tutors in terms of reading and reading strategies. Both 

tutors reported that they helped them to be faster readers 

by showing them how to focus on the main ideas. Sara also 

reported that she showed Adham how to scan for answering the 

questions. Besides that, the tutors read aloud with the 

students to discuss the novel. 

In general, Ahmad and Mahdi showed less interest in 

reading the required material of the Precourse. Their 

scores proved that they did not do as well in the exams as 

Adham and Nadir. Ahmad's grades ranged from forty-five to 

ninety. The fluctuation of his scores showed that sometimes 

he did some of the reading and other times he did not. 

Mahdi was consistent in his grades. They ranged from fifty-

five to seventy-five. This steady scoring implied that he 

did some of the reading every week and it reflected his 

efforts and understanding of the novel. Ahmad and Mahdi got 

help in understanding the novel only twice from their 
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tutors. 

Sxammazy of Findings 

This section showed that the amount of reading was very 

heavy for the students. It was very difficult for them to 

adapt to this type of a demanding course in terms of 

reading. The students' responses in the reading logs, 

questionnaires, and answers during the interviews indicated 

that they had a hard time reading the history textbook. The 

American Nation. It also showed that most of them were not 

even interested in the content of this book. This type of 

reading even reduced their motivation and changed their 

attitude to the class. In contrast, they were hooked on the 

novel, An American Tragedy. They did their best to read 

some of the assigned chapters every week with the help of 

the tutors. This was especially true for Adham and Nadir. 

LEARNING STRATEGIES 

The subjects' performance in terms of note-taking, 

reading strategies, and giving speeches indicated that they 

learned some basic skills for academic success. First, they 

were very enthusiastic to hear about academic skills. Apart 

from the "Reading Strategies" lecture, the students were 

very attentive. They liked the presentations about "Note-

Taking", "Time Management", "Giving an Effective Speech", 
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and "Reading Strategies." They were not attentive in the 

"Reading Strategies" presentation because Dr. Nir was not 

there and the lecture was after an exam in the last thirty 

minutes of the class. They expressed their satisfaction 

with these presentations in the interviews and in the 

questionnaires. For example, all of them wrote in the 

midterm questionnaire that the presentations about academic 

skills were "very helpful". 

The above three sections, note-taking, oral 

participation, and reading, showed that students became 

familiar with the required techniques for academic demands. 

For example, the four students were able to adopt either the 

two column or the three column methods of note-taking. 

Although Ahmad and Mahdi needed to take more notes to cover 

the content of the lectures, they were able to differentiate 

between the main ideas and the details. Based on Chamot and 

O'Malley's classification of learning strategies, note-

taking is an example of a cognitive type. The ability of 

the students to take organized notes proved that the 

students were able to use cognitive strategies by 

transforming the material. 

The examples of the students' notes showed that they 

made an effort to guess meaning from context. They wrote 

notes in spite of the difficulty they sometimes faced in 

understanding Dr. Levine's vocabulary. This finding is 
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compatible with McGroaty's finding of the research called 

"Good Learner" in 1989. She found a correlation between 

strategies and effective learning. The results showed that 

students did better on listening when they made an effort to 

guess meaning from context. 

Time Management 

The concept of time management was especially important 

for Arab students because they did not have any idea about 

how they could manage their time properly. They complained 

a lot about the fact that the class was very demanding and 

kept them away from socializing with their friends. At the 

beginning, they did not consider the weekend as time for 

studying. They assigned it for socializing and their 

consideration was nonnegotiable. The activity about fixed 

schedule and flexible time helped them to realize that they 

could manage their time having fun and studying at the same 

time. The four students told me in the second interview 

that they allocated some time in the weekend for studying. 

They mentioned that they relaxed on Friday and did the 

assignments on Saturday and Sunday. Their reading logs 

confirmed their use of the weekend. Since they indicated 

the time and the day of the reading, the weekend days had a 

portion of their reading time. Besides that, Adham wrote in 

the midterm questionnaire: 
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In the beggning, I knew it's going to be helpful, 
but I thought I am going to be busy all the time, 
but during the days gone, I realized that I can 
have time for every thing. 

The presentation about time management helped the students 

to realize the importance of time. Besides that, they 

became more efficient in taking advantage of their free time 

positively. Since they became more aware of how to use 

their time, they became more mature using metacognitive 

strategies such as planning efficiently (Oxford, 1990) . 

Giving an Effective Speech 

The oral presentations of Adham, Ahmad, and Mahdi gave 

the impression that these three students realized how to 

make effective speeches by preparing in advance, using note 

cards to be more organized, and writing the important facts 

on the board. Four of them went to the library and did 

research on the computer to choose books related to the 

topics of their presentations. They had a library tour with 

their tutors for that purpose, except Ahmad. It was obvious 

that Adham, Ahmad, and Mahdi rehearsed their presentations. 

The presentations proved that the students were able to use 

direct learning strategies such as improving memory (Oxford, 

1990). They were able to arrange things in order, make 

associations, and give examples. This ability supported 

Oxford's claim (1990) that direct learning strategies are 
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crucial for language learning. 

Although the students practiced their presentations in 

advance, they did not finish on time. They were expected to 

deliver speeches of twenty minutes, but Adham, Ahmad, and 

Nadir exceeded that limit, and Mahdi talked for eleven 

minutes only. Adham and Ahmad exceeded the limit by five 

minutes, and Nadir by twenty one minutes. Ahmad and Mahdi 

did not have good eye contact with the audience. They 

looked only at Dr. Nir during their speeches. 

Apart from Nadir, they were fully prepared for their 

presentations. They came to class with prepared note cards. 

They also used the board effectively, listing the main 

points prior to the speech. During the presentation, they 

also used the board to write names of people or important 

events. However, Mahdi gave the impression that he 

memorized the facts. Since Nadir's speech was spontaneous, 

it was not organized at all and it did not include facts. 

More information about Nadir's speech will be in the 

cultural interpretation chapter. 

Reading Strategies 

Dr. Nir made it clear from the beginning that there is 

no need to look up every word in the dictionary. She 

repeated the strategy of guessing the meaning from context 

several times. She even provided them with some lists of 
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vocabulary words to facilitate the reading materials for 

them. Apart from Ahmad, who tried to use the dictionary 

for every word, the three students adopted the strategy of 

guessing meaning from context from the beginning. The 

ability of the three students to guess words from context 

proved McGroarty's results (198 9) of a correlation between 

using effective strategies and effective learning. As 

McGroarty mentioned, good learners took an initial 

impression of the reading without understanding each word 

and used dictionaries when they couldn't go further in 

reading. 

Although they did not show interest in the lecture of 

"Reading Strategies", the comparison of their answers in the 

first survey, "Reading Strategies Survey" and the second 

one, "Strategies You Might Use" showed that they learned 

some reading strategies. The first survey which was 

distributed on Feb. 29, 1996, asked about strategies they 

used in their countries before reading, while reading and 

after reading. On April 12, 1996, the second survey was 

given to students, asking them to list the strategies they 

used during the semester for reading the assigned readings. 

The students' responses were very brief in the first survey. 

Adham wrote "nothing" to indicate that he did not use any 

strategy before, during, and after reading. In the second 

survey, his answers were more clear and they provided more 
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information. Adham wrote ten lines to list the prereading 

strategies he used. 

In my language, I always first number of the pages 
so I can manege my time, and during numbering the 
pages, I look over the pages, the pictures, the 
headlines, and sometimes If I look on something 
that interested me, I read it first. Also in some 
subjects like myth, or phisicas, I have the 
questions with me and I answerd them during the 
reading. Here, I read the questions and try to 
solve them. 

Adham's report on the inreading strategies in both 

questionnaires showed that he had changed during the 

progress of the semester. While his first answer was 

"nothing", his second answer included more information. He 

wrote the following to explain the strategy he used during 

reading: 

I memorise all the qeutions in my mind before 
reading, then when I read, I look for the answer 
of this question, and sometimes, by mistake, I 
skip one question, and I know that by finding the 
answer of the next qeustion. 

While Adham indicated that he had changed through the course 

by using more strategies before and during reading, his 

response regarding postreading strategies did not change. 

He reported in both surveys that he did not use any 

strategy, writing "nothing". 

Similarly, Ahmad mentioned that he did not use any 

prereading strategy in the first survey, but his answer in 

the second survey showed that he had improved by using 

several strategies. While his initial response regarding 
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prereading strategies was "nothing", he listed the following 

in the second survey: 

Read the headline 
watch pictures 
count the numbers of pages 
questions 
read samaries 

His answer to the second question which asked about 

strategies during reading also showed that he used more 

strategies during the semester than at the beginning. The 

first answer was: "underline the important". Besides 

underlining, he added "compare the question with the 

answers" in the second survey. In answering the question 

about postreading strategies, Ahmad also showed some 

progress in using more strategies by the second survey. For 

example, he stated in the first survey "try to save it in my 

mind and prepare for the class". He added more strategies 

in the second survey by listing the following four 

strategies. 

understand what I wrote 
semorize 
find diffecult word 
orginize 

However, he did not explain how he used these strategies. 

Mahdi and Nadir also gave short answers, but they 

elaborated more on the prereading strategies. However, 

Mahdi's answer shows that he did not understand the 

question. He wrote: 
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First I'll read the Hole assignment then I'll 
underline the main idea and most important thing. 
Also underline the difficult words. 

He repeated this answer to indicate what he does during 

reading. For postreading, he wrote "summarize it." His 

answers in the second survey were clearer and included more 

specific information. To give information about the 

prereading strategies he used, he wrote: 

Before I read I am looking through the pages to 
see how many pages, does it has some pictures. 

He meant counting the pages and looking at the pictures. 

For inreading strategies, he elaborated more by mentioning 

what he exactly underlined. He answered the question about 

inreading strategies he might use by the following: 

underlined the important thing, also some event or 
names, that would be by marker or a colour pen. 
Also I marked when I started and when I finished. 

Mahdi gave a different answer regarding the postreading 

strategies in the second questionnaire. He stated: 

I tried to answer the Question and answer it if I 
didn't know the answer I am going on it again. 

Similarly, Nadir gave an elaborated answer telling 

about his prereading strategies. He mentioned "only I read 

The topic Then I answer the questions." He wrote the word 

"underline" as a strategy while reading and "take notes" as 

another strategy after reading. In the second survey, his 

answers included more information about the strategies he 
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might use. To answer the question about the prereading 

strategies, he wrote: 

first I think about the topic and what I know 
about it befor I read for one day. then I open 
the book and start read. Sometimes before I read 
I look for summaries but often not. I always 
think about the time, how long it will take to 
read then I read. 

Nadir elaborated on the underlying strategy that he 

used. He mentioned that he underlined the important facts, 

dates, names, and the important events. He also explained 

the summarizing strategy he employed after reading. The 

following is his answer: 

I put many questions from my mind and I answered. 
I try to memorize and tell the story to my self 
that help me to remember specific things. I 
always put the important questions above the topic 
that help me when I want to reread. 

Adham and Nadir got particular help in reading 

strategies from their tutors. For example, Sara reported 

that she spent one session with Adham underlining the main 

points and writing the definitions of the difficult words in 

the margin. Based on her report, Adham did very well on the 

exercise that she gave him at the end of the session. He 

underlined the main points and looked up the meanings of 

some words and wrote them in the margin. Similarly, Maria 

mentioned that she helped Nadir to get the main idea first 

and then to look at the details. In contrast, Ahmad and 

Mahdi did not take reading seriously and the tutors' help 
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was limited. 

Sxunmazy of Findings 

In general, the presentations of learning strategies 

helped the students to figure out the appropriate techniques 

to cope with academic demands. They were able to transform 

the material by taking organized notes using the two column 

method. They realized the importance of time and time 

management. The strategies also helped students to deliver 

effective speeches. They became aware of the importance of 

preparing and organizing the presentation in advance. They 

also realized the importance of rehearsal to deliver an 

effective speech. Besides that, they became familiar with 

reading strategies such as guessing meaning from context and 

focusing on main points rather than details. 

The effect of the presentations of learning strategies 

proved the argument of Chamot and O'malley (1984), Oxford 

(1990), and McGroarty (1989) regarding importance of 

strategy training. The results of the students' use of 

reading strategies supported their claim that strategy 

training helps students to assess the strategies and be 

aware of the most effective ones. 
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QUANTITATIVE MEASUREMENTS 

Pre-Post TOEFL 

The following table (5.5) is the summary of the 

students scores in the pre-post TOEFL exams. The table 

includes abbreviations that refer to the sections of the 

TOEFL test. While "L" refers to listening, "G" represents 

grammar. "R" symbolizes reading. The pre-test is 

represented by "1" and the post-test is represented by "2". 

The table shows that all Arab students raised their 

total scores. The standard measurement of total scores is 

twenty eight (TOEFL Test and Score Manual, 1995-6). It 

means that if students raised their scores within the range 

of twenty eight points, their proficiency level has not 

improved. The table 

Table (5.5) 
Results of the Pre-Post TOEFL Exams 

Name Ll L2 G1 G2 R1 R2 Total-1 Total-2 Increase 

Adham 52 62 48 51 47 48 490 537 47 

Ahmad 54 56 41 47 38 45 443 493 50 

Mahdi 45 50 38 40 28 39 370 430 60 

Nadir 50 56 44 46 44 43 460 483 23 

shows that the students raised their scores more than 

twenty eight point except for Nadir who raised his score by 

twenty three points only. The initial impression of the 
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total scores indicates that the Precourse helped the three 

students to improve their proficiency in English by raising 

their scores considerably. The increase of the total scores 

showed that students with a low level of English proficiency 

were able to increase their scores. In contrast, students 

who had intermediate and advanced levels of proficiency did 

not raise their scores in a significant way. The increase 

in the total scores showed that it is easier for less 

proficient students to increase their scores significantly 

than advanced students. 

That increase for all of them appeared in the listening 

section. It is important to mention that construction at 

CESL affected the first six listening questions on the 

posttest. Although we reported that to the TOEFL testing 

section in New Jersey, there was no adjustment for that. 

The manual showed that the standard measurement for the 

listening section is 2.2. The difference between the 

results of the listening section of both tests indicated 

that Adham, Nadir, and Mahdi achieved high scores in the 

listening part. However, Ahmad raised his score two points 

only. Since the standard measurement is 2.2, he reached 

only the edge of that which means that he did not achieve 

great progress in listening, guessing meaning from context, 

and understanding messages. In contrast, Adham succeeded in 

raising his score in this section more than four times. 
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Mahdi was able to increase his listening score by double, 

and Nadir by three times. 

I see some correlation between the students' scores in 

the listening section and the results of the qualitative 

data. The data analysis showed that Adham was far ahead of 

his Arab class- mates in terms of taking fully organized 

notes. He was the only one who tried to cover the content 

of the lecture in the notes rather thoroughly. His notes 

were the most comprehensive among his Arab friends in the 

class. Nadir was ranked the second after Adham; he also 

was the second in terms of increasing his score by six 

points. There is also a correlation between Ahmad's slow 

progress in terms of listening and comprehending the history 

lectures and the results of the listening section in the 

post TOEFL. However, there is a contradiction regarding 

Mahdi because his notes showed that he progressed very 

slowly in note-taking and his achievement in the listening 

part raised his score by five points. 

Although four of them increased their scores in the 

grammar section, their increase was not significant because 

the standard measurement of this section is 2.3. The 

difference between the pre-post listening scores showed that 

Mahdi and Nadir raised their scores by two points which is 

less than the standard measurement. Adham's increase of 

three points was slightly more than the standard 
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measurement. Surprisingly, Ahmad's score increased six 

points which indicated that he increased his score by almost 

three times. Similarly, Ahmad succeeded in raising his 

score in the reading section by seven points which is three 

times the standard measurement (2.3) of this section. It 

is surprising because the qualitative results showed that 

the heavy load of reading frustrated him and he did not make 

a special effort to have more comprehensible input through 

reading. It seemed that his attempt to listen to Dr. 

Levine, Dr. Nir, and the TA helped him to acquire more 

English; he gave the impression that he was an auditory 

learner. The second surprise came from Mahdi who raised his 

score by 11 points. However, this increase was not 

reflected in the grammar section. Since both Mahdi and 

Ahmad tried hard to read some of the novel's chapters, it 

appeared that the amount of reading that they managed was 

sufficient to help them have better scores in the posttest. 

In contrast, the results indicated that Adham and Nadir 

were not as lucky as Mahdi and Ahmad in raising their scores 

in the reading section. While Adham increased his score by 

one point only. Nadir lost one point in the posttest. 

These scores contradicted the results of the qualitative 

analysis. The results showed that Adham was the most 

diligent reader, and followed by Nadir. 
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Pre-Post Academic Skills Tests 

The pre-post academic skills test were given to 

students at the beginning and at the end of the semester to 

have another insight into the effect of the Precourse on the 

students' language abilities in terms of listening and note-

taking, reading and writing an essay. The tests were given 

to two raters who had some experience in ESL. The first was 

an ESL teacher in the evening program at CESL, and the 

second was an ESL student in the MA program. The rating of 

the second rater was too low. Although the correlation 

between the two ratings was high, the tests were given to a 

third rater who had more experience in ESL. The results of 

the third rater were close to the first one in listening and 

speaking and close to the second one in writing. Therefore, 

an average of the two ratings was made. The scores for each 

section were based on fifty possible points. The following 

table (5.6) summarizes the results of the students' scores. 

Obviously, the students except Ahmad raised their 

scores in the listening and note-taking section. The 

analysis of the test taking strategies is based only on the 

observation of the third rater who have extensive experience 

in ESL. The other two raters left Tucson before I had the 

chance to discuss this issue with 
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Table (5 .6) 

Results of the Pre-Post Academic Skills Tests 

Name Sec, . I Sec. II Sec. III 

Listening & Note-taking Reading Writing 

Pre Post Pre Post Pre Post 

Adham 30 43 15 15 40 32 

Ahmad 28 15 0 8 21 27 

Mahdi 21 29 8 2 20 23 

Nadir 26 40 37 44 26 35 

them. The rater thinks that the students were more familiar 

with the topic of culture shock in the post test than the 

topic of Higher Education in the pretest. Besides that, the 

organization of the second lecture was more explicit. The 

speaker made the lecture clear by stating "the first stage", 

"the second stage", etc. 

The rater has very positive impression about Adham's 

performance in the listening and note-taking section. She 

thinks that he took very good notes using abbreviations and 

key words while listening to the lecture. He organized his 

notes according to the way ideas were presented in the 

lecture. She also reported that his summary was clear and 

he understood the lecture although his summary was not 

organized into paragraphs. She has a similar opinion 
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regarding the post test. She was even amazed by the 

clearness and the organization of the summary sheet of the 

post test. 

Ahmad did not give as positive impression as Adham did 

in his notes and summary sheet. According to the rater, 

Ahmad's notes indicated an understanding of the organization 

of the speaker's ideas. The summary included only the 

topics the speaker covered. He did not provide any examples 

or details. His performance in this section indicates that 

he didn't understand the concept of a summary or possibly he 

didn't understand the explanations that accompanied each 

topic. Ahmad performed similarly in the post-test. The 

note-taking consists of key words with very little 

explanation. The summary was poorly organized and barely 

intelligible. It appears that Ahmad reflected his prior 

knowledge about culture shock rather than what was said in 

the lecture. 

Based on the rater's analysis, it appears that Mahdi 

took fairly good notes during the lecture in the pretest. 

However, he misinterpreted most of the notes when he wrote 

the summary. She has the impression that much of the notes 

was lost in translation between notes and summary. 

Similarly, he wrote a fairly good skeleton outline while 

note-taking in the post test. He picked up most of the key 

words. However, he didn't express himself clearly or 



245 

explain the key words and main ideas clearly. The rater has 

a similar impression to the summary of the pretest. She 

thinks that he may have understood the lecture, but he was 

not able to translate that understanding into clear writing 

to show that he understood. 

The rater has the impression that Nadir was listening 

for words and phrases rather than for ideas and their 

organization in the pretest. The note taking page shows 

whole phrases of what he understood or thought he understood 

with no abbreviation. She also thinks that he was trying to 

write down every word he hears and missing at least half the 

talk because of this. The rater reported that Nadir tried 

to link his words together into sentences, but it's clear 

that he often missed the point. In contrast. Nadir wrote 

ideas and he didn't try to write full sentences in the post 

test. However, he didn't organize ideas while note-taking; 

apparently just tried to keep up with the speaker and get 

down in writing as many of the ideas as possible. He used 

notetaking shorthand. For example, he omitted articles and 

verb Be. His summary wasn't organized into paragraphs, but 

the organization is quite clear anyway because the 

organization of the lecture was clear. 

The rater has a general impression regarding the 

reading section. She thinks that the students are more 

familiar with content of the reading section in the pretest. 
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They may have more schema related to the adaptation in a new 

country than the topic remedial college courses and the 

dynamics of local politics. Adham's complaint regarding the 

difficulty of the reading text in the post-test matches the 

rater's interpretation. The results show that while Adham 

had the same score in both tests, Nadir raised his score by 

seven points in the post-test. Ahmad and Mahdi had very low 

scores. Mahdi even scored lower in the post-test. 

The rater believes that Adham tried to read the entire 

articles rather than using the strategies of skimming and 

scanning to answer the questions in both tests. There was 

not time to finish the answers. He used his own language 

rather than copying the answers from the text. In contrast, 

Ahmad appeared to have copied sentences from the article 

without having understood the questions or what he was 

copying. He used the guessing strategy for answering the 

questions. Since there were no marks on the text of the 

post-test, the rater assumed that Ahmad did not read the 

article. He either did not understand or did not care. I 

believe that he did not take the exam seriously as he took 

the TOEFL. 

Similarly, Mahdi chose phrases from the text containing 

words that were in the questions and copied those phrases in 

his answers. Therefore, his answers were unintelligible. 

Nadir's answers indicated that he performed similarly to 
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Ahmad and Mahdi in terms of copying the answers without 

understanding. His answers showed that he had a good use of 

scanning for answers. He did a good job of identifying 

where the answer was in the text, but he copied words 

without understanding their meaning. 

Apart from Adham, the students raised their scores in 

the writing section. However, their first scores were very 

low. The topic for the essay was based on the reading text 

which was unfamiliar for the students. Therefore, they had 

little to say in the first essay. Since the topic of the 

second essay was very cultural, most students over-

personalized the topic in their writing. The rater noticed 

that the students based their essays on their own experience 

or their previous discussions. Besides that, they did not 

do any pre-writing. They did not clarify their ideas and 

organization prior to writing. 

The rater believes that Adham had a fairly well-

developed in-class essay in the pretest. He seemed to have 

followed the essay model of introduction to present the 

problem, one paragraph for each proposed solution, and a 

conclusion. In contrast, he was apparently confused about 

the topic in the post-test. While the question stated 

clearly discussing the advantages and disadvantages of 

assimilation, he focused on why immigrants should become 

americanized. However, he did not clearly explained what he 
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meant by becoming americanized. The rater concluded that 

Adham didn't think sufficiently about the topic and he 

didn't plan out his essay before he began writing. 

It seems that Ahmad, Mahdi, and Nadir misunderstood the 

question of the essay. Three of them wrote advice to 

foreign students that based on their own personal 

experience. They also personalized the topic for the second 

essay. Since they had little prior information about 

remedial classes for unprepared students and they did not 

understand the concept of assimilation in the post-test, the 

content of their essays did not include enough information. 

The rater has the impression that Ahmad is not familiar with 

the organization of an academic essay. His two essays 

lacked a clear plan or organization. However, Mahdi and 

Nadir followed the guidelines of an academic essay in 

English by writing well-organized essays. 

DISCUSSION 

The findings above cause me to conclude that the 

Precourse was an excellent opportunity for the Arab subjects 

to learn English in a relaxed atmosphere. The class 

activities and the involvement of the students through pair 

work, group work, and teacher-student interaction provided 

an atmosphere of anxiety-free for learning indirectly. 

Besides that. Dr. Nir showed positive attitudes toward the 
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students and their culture. For example, she was very 

sympathetic with them during the month of Ramadan when 

Muslims fast daily from dawn to dusk. She usually put off 

demanding work until after the end of Ramadan. Berkowitz 

(198 9) argues that if the member of the target language 

displays cultural sensitivity and empathy towards the 

learners of the second language by trying to understand 

their culture, customs, and traditions better, the learners 

may feel more accepted. The positive attitudes that Dr. Nir 

showed and the dynamic of the students' interaction provide 

support to Berkowitz's argument because the students felt 

welcome in the class and behaved accordingly. 

Flanders (1970) classified oral interaction in two 

categories, initiative and response. Initiative refers to 

the idea of leading discussion or introducing concepts. 

Response means to take action after initiation by reacting 

to ideas which have already been expressed. Since Dr. Nir 

controlled all the activities by preparing them in advance, 

students responded to her initiatives by answering questions 

or commenting on the concepts she introduced. Content 

knowledge could be considered as a factor for oral 

interaction (Whyte, 1995; Zuengler and Bent, 1991; Zuengler, 

198 9). When the L2 learners have expertise in the content 

of the discussed topic, they demonstrate their knowledge by 

taking part in the conversation. Students' participation 
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answering the questions, especially about the novel, could 

be an example of that. Students were confident and 

enthusiastic in answering the questions when they knew the 

answers. 

The students' opinions and attitudes also proved 

Krashen's claims of the importance of lowering the affective 

filter and tension in the classroom by providing 

naturalistic settings for interaction. Integrating subject 

matter and language provided the opportunity for students to 

learn authentic material in a naturalistic setting. As 

Freeman (1989) notes, integrating subject matter and 

language helps students not only to develop communicative 

competence, but also academic competence. Based on my 

observation, this class provided an opportunity for 

communicating through student-student and teacher-student 

interaction. Since students took turns during pair and 

group work and worked collaboratively most of the time, they 

developed skills for communication based on mutual respect. 

This class also exposed them to students from different 

cultures because the class participants came from different 

countries. Since the group work was always culturally 

mixed, students were respectful of each other's opinions. 

They always discussed things quietly. I never noticed any 

tension between them. As Adamson (1993) stated, students 

can develop appropriate skills because they deal with 
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different registers in different social contexts. Although 

Arab students did not have the previous experience of 

learning in mixed settings of males and females, they showed 

respect to Martha, the only female student in the class. 

Besides that, they were very respectful to Dr. Nir. 

Although they felt very comfortable with her, they kept a 

distance and paid respect to her as a teacher. They knew 

that she was their teacher and there should be some 

formality in their relationship with her. 

However, the students were not always successful 

interacting with others. While Adham and Nadir succeeded in 

developing good relations with their tutors, Ahmad and Mahdi 

did not. Ahmad was frustrated by the amount of reading and 

he used to go to the tutoring session unprepared. He 

thought that it was the tutor's job to figure out how to 

help him. He caused misunderstanding with the tutor. 

Similarly, Mahdi went unprepared to most of the sessions. 

Both of them did not realize that they had to apologize for 

being late or unprepared. 

The academic competence appeared in the students' 

progress in listening, note-taking, reading, vocabulary, and 

acquiring the basic skills for academic success such as 

delivering cognitively demanding speeches. The high 

correlation between the results of the listening section in 

the TOEFL and the qualitative data proved that the Precourse 
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was a golden opportunity for the students to improve their 

listening skills in a short period of time. The fact that 

they were exposed to three different instructors, three 

guest speakers, their tutors, and the sound tracks of four 

movies, helped them to improve their listening abilities. 

Although Ahmad and Mahdi showed little progress in 

their notes, the four students were able to adopt the two 

column method which helped them to transform the material 

and distinguish between main points and details. The 

lectures also helped them to understand abstract concepts 

such as "Social Darwinism", "Social Justice", "Civil 

Rights", and "Civil Liberties". This point supported the 

argument of Krashen (1985) that comprehensible input through 

integrating subject matter and language provides students 

with cognitive abilities by utilizing language to learn and 

discuss abstract ideas. 

The notes of the students fall into two major 

categories, external storage and encoding. These categories 

were mentioned by (Miller, Galanter, and Pribram, 1960) and 

discussed by Divetan and Gray (1972) . External storage 

mechanism provides a resource for later study or reference 

by the learner. Encoding is the transaction between the 

learner and the material which assumes an active learner. 

The learner takes an active role by putting the material 

into long term storage. S/he transcribes associations. 
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inferences, and interpretations that occur during listening 

by linking the material to his/her existing cognitive 

structure. The analysis of the notes of the four subjects 

provides evidence that students transacted with the material 

and transcribed their comprehension. They organized their 

notes in the two column method for later reference. It is 

assumed that note-taking should lead to an increased level 

of recall for all types of information (Einstein, Morris, 

and Smith, 1985) . The participation of the students in 

discussing the content of the lecture proves this claim. 

The Arab students used their notes as reference for quick 

recall of the material when Dr. Nir asked about the content 

of the morning lecture. 

The results also proved some progress in reading and 

acquiring the necessary reading strategies. The students 

became aware of the importance of focusing on the main ideas 

rather than the details. Advocates of the psycholinguistic 

model of reading identify the process of reading as 

transaction between the reader and the text (Goodman, 1989; 

Rosenblatt, 1982). Transaction is "a two way system 

process, involving a reader and a text at a particular time 

under particular circumstances (Rosenblatt, 1982, p.268)." 

Reader, text and context are dynamically created in the 

meaning (Goodman, 1991; Goodman et al, 1987, Harste, 1984; 

Rosenblatt, 1985). Prior knowledge and experience are 
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important because the words of the text activate the 

reader's memory and areas of consciousness (Rosenblatt, 

1982) . However, the reading response theory avoids 

concentrating solely on the reader's contribution. Coady 

(1979) elaborates on the psycholinguistic model of reading 

to suggest a reading model for EFL/ESL readers. He claims 

that background knowledge interacts with conceptual 

abilities and process strategies to produce comprehension. 

Conceptual abilities refer to the general intellectual 

capacity of the students. Process strategies are various 

subcomponents of reading ability. Coady added that the 

subject of reading materials should be of high interest and 

relate to the background of the reader. "The interest and 

background knowledge will enable the student to comprehend 

at a reasonable rate and keep him involved in the material 

in spite of its syntactic difficulty (Coady, 1979, p.555)". 

Coady's ideas could explain the difficulty the students 

faced reading the book, The American Nation. Lack of 

interest and background knowledge of the content frustrated 

the students. The lack of interest in the content of the 

reading material about the history of the United States 

discouraged them from reading the history text. Since they 

were not interested in reading it, they looked for the 

answers only. As I mentioned previously they used the same 

habit in the Academic Skills Test (AST). One of the raters 
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claimed that they copied wrong answers because they did not 

pay attention to the questions; they took words from the 

questions and searched for them in the text. Adapting this 

strategy supports the claim of Goodman (1989) relying on 

answering questions for remeasuring students' ability of 

reading. He claimed that students will look for the answers 

without understanding the reading text as a whole. However, 

the students realized that reading would be the biggest 

adjustment to make to succeed at the university level. 

The students enjoyed reading the novel in spite the 

fact that they encountered many difficult vocabulary words. 

These words did not have an obvious negative impact on their 

reading. They read whatever they could and they were eager 

to discuss the development of the novel. Coady (1979) 

claims that reading a single topic or a single author 

becomes easier to comprehend after the first few pages. So, 

the students adjusted to the repeated vocabulary and the 

style of the writer. Besides that, the Precourse supports 

the claim of Collie and Slater (1987), Lazar (1993) & 

(1990), and Mckay (1986) who argue in favor of teaching 

literature in second language teaching because it is 

authentic material. Teaching literature to international 

students should not include literary critics (Collie and 

Slater (1987) and Lazar (1993) & (1990). The activities 

must motivate students for class discussion such as rating 
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the morality level of the characters. Collie and Slater 

(1987) recommend literature as a complement after foreign 

students attain initial survival skills. 

Literature can increase the students' insight into the 

country whose language is being learnt. It may increase 

their understanding of the target culture. These 

researchers also claimed that literature involves students 

personally in the reading. Lazar (1990) pointed out that 

literature engages students intellectually, emotionally, and 

linguistically. Personal involvement in the novel was 

obvious among the Arab students because they were hooked on 

it and they participated in the discussion sessions. They 

were also active in class activities that were designed to 

follow the plot and analyze the text. Their responses in 

the questionnaires and in the interviews supported Lazer's 

claims. The students were intellectually involved by 

analyzing the events and providing their opinions. Some 

were emotionally engaged by siding with the victim, Roberta, 

and others showed understanding of Clyde's desertion 

Roberta. Their linguistic involvement was expressed by 

discussing the novel. 

In general, teaching academic skills was very 

beneficial. Students highly appreciated the presentations 

of learning strategies. They reported that these strategies 

helped them to organize their notes, to read faster, to 
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prepare for their presentations, and to organize their time 

better. Their positive opinions supported the argument of 

Adamson (1990 & 1993) regarding the importance of teaching 

academic skills with authentic content material. As Chamot 

and O'Malley, McGroarty (1989) and Oxford (1986 & 1990) 

stressed, strategy training helps students to be autonomous, 

self-directed and independent. Based on the performance of 

the four students, I can claim that incorporating strategies 

with the authentic material of this Precourse helped the 

four students to become more autonomous in their learning. 

First of all, they realized that instructors at the college 

level are facilitators. They comprehended that students 

should be in charge of their learning by doing the reading 

and the other assignments without particular attention from 

the instructor. Second, they became self-directed by 

focusing on the novel because they liked it and they wanted 

to continue reading it. They were also self-directed in 

choosing the reading strategies that worked for them. 

However, their high expectations from the tutors and from 

Dr. Nir proved that they need to be more independent in 

their learning. 

The four tutors mentioned that the subjects' level of 

expectation was very high. They expected their tutors to 

read all the assigned material prior to the tutoring 

session. Apart from Adham, they expected Dr. Nir to provide 
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them with summaries of the chapters all the time. 

Although students complained about the heavy load of 

reading and the difficulty they faced understanding Dr. 

Levine, they were always positive regarding CESL's class. 

They did not have any special interest in the history of the 

United States at the beginning of the course and they 

complained a lot about memorizing so many names and events. 

However, they paid more attention during the semester to the 

historical events of America and they became more involved 

by answering questions and taking part in class discussion. 

As Krashen (1982) notes, students learn thorough natural 

interaction and communication. 

The students highly appreciated this way of teaching. 

For example. Nadir said in the interview: 

I want to say that the way Ms. Nir teach to study 
is a better way because we didn't sit all the 
lecture. We do something.Maybe when we sit one 
hour, we will sleep. I think it is a good way for 
our. 

Similarly, Adham, Ahmad, and Mahdi thought that class 

interactions were very helpful and helped them to improve 

their English. The three of them mentioned positive 

statements in the midterm questionnaire regarding that. 

The above discussion made me conclude that the 

Precourse was very effective in providing a protective 

environment for learning, improving the students' language 

proficiency, and familiarizing them with the necessary 
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academic skills. Dr. Nir made great efforts to provide the 

students with a protective learning environment by providing 

summaries at the beginning, preparing many oral activities, 

paying personal attention to students, and assigning tutors. 

Although the summaries reduced the authenticity of the 

texts, they helped students to feel better about the class. 

The summaries reduced tension and concern about the heavy 

load of reading. They were very beneficial at the outset. 

As mentioned above, the oral activities made the class 

lively all the time and encouraged students to participate 

because the instructor never corrected their structural 

mistakes directly. If she did correct a grammatical error, 

it was usually after the students had finished talking. 

Therefore, students felt free to express themselves and they 

were motivated during the discussions. Dr. Nir also paid 

personal attention by having individual conferences with the 

students to discuss their perfojrmance in class. Providing 

tutors was extremely beneficial especially for the most 

motivated students, Adham and Nadir. Tutors not only helped 

both of them to understand the novel, but also to be faster 

readers. Although Ahmad and Mahdi did not complete the 

assigned sessions, they got some help too. Amenda and I 

helped the students in many ways too. 

Although the Precourse provided a comfortable 

atmosphere for learning, Ahmad's experience proved that it 
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could be frustrating for students with low proficiency. 

Ahmad was discouraged by the heavy load of reading and he 

expressed ambivalent feelings toward the course. Sometimes, 

he showed positive attitudes by stating the class was 

"helpful" or "interesting", and other times he commented 

negatively on the Precourse. For instance, he wrote "I 

didn't like it" in the midterm questionnaire. When I asked 

him about the reason for attending the Precourse in the 

second session, his response was "I have to do something". 

In the final questionnaire, Ahmad rated his motivation level 

as seven on a scale of one to ten. He added "because I 

worked hard but never get good grades". Ahmad's experience 

supported the argument of Adamson (1990) that such a course 

will be dangerous for students with low proficiency. 

Although Mahdi was less proficient than Ahmad, he was not 

frustrated. I had the impression that he decided to 

continue the Precourse with the same amount of effort that 

he had used in his two previous years at CESL. 

In sum, the students highly regarded the Precourse and 

they realized its purpose as a transition to academic 

classes. The answers on the final questionnaire which 

expected students to evaluate the Precourse proved the 

positive effect of the course. Mahdi did not turn in his 

copy of the final questionnaire, so I will provide the 

evaluations of the other three. The students gave very 
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positive responses in the final questionnaire evaluating the 

effectiveness of the class. They were asked to rate the 

effectiveness of the class on a scale that started from one 

which meant not effective to ten, extremely effective. 

Adham rated the class as ten and added that the class helped 

him in "note taking, listening, reading". Nadir was more 

moderate in his rating than Adham. His rating was seven and 

his explanation was "because I learned how to take notes and 

read fast." Ahmad was even more moderate than Nadir by 

giving the Precourse the rating of five and explained his 

answer by the following: 

in taking notes not much 
in speaking very well 
in reading I didn't read very much 

He meant that the Precourse was very helpful in terms 

of speaking. He did not improve his note-taking skill much, 

and he did not read much either. However, he mentioned in 

one answer that the Precourse had helped him on "the 

reading." The students were also positive in recommending 

the Precourse to other CESL students. Question fifteen was 

"Have you ever recommended this course to other CESL 

students as a course they should take in the future? why and 

why not." Adham answered: "Yes, because I think it is very 

effective if Helen taches him." He had a similar answer in 

the midterm questionnaire commenting on the class. He wrote 

the following: "It's very helpful, and I really advise 
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everyone to go to this precourse." Ahmad and Nadir also 

stated they would recommend the Precourse to other CESL 

students. Ahmad wrote: "Yes, because it is helpful and like 

a class in the university" and Nadir answered "yes, to help 

them in the university not in the TOEFL." 

A Challenge to the Monitor Model 

Although the positive findings of this research 

outweigh the negative ones, I can't ignore the challenge 

that came out of the results of the grammatical section of 

the TOEFL to Krashen's claim of the role of the monitor 

(1982, 1984, and 1985) . Krashen (1982, 1984, 1985) believes 

that naturally sequenced comprehensible leads to grammatical 

accuracy. 

Based on Krashen's theory, students develop grammatical 

competence indirectly while they focus on meaning. Krashen 

sees natural and comprehensive input as the motor for 

natural and formal second language development. The 

exposure to the target language and its culture offer more 

opportunities for developing the four skills, listening, 

speaking, reading, and writing. The results showed that the 

subjects did not raise their scores in the structure 

section. Their scores even remained in the same range of 

the standard measurement. Besides that. Nadir's spontaneous 

second speech showed little improvement in his ability to 
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use the past tense to express events happening in the past, 

and in his ability to correct his grammar mistakes. In 

fact, the other three finished the course with little 

improvement in this matter. Most of their sentences lacked 

auxiliary verbs. Although this Precourse provided great 

opportunities for practicing listening, speaking, and 

reading, writing was neglected. Students did not have any 

chance to practice their writing skills to show their level 

of grammatical comprehension. In writing, learners have 

more time to practice their knowledge of grammar, 

consciously editing their writing. Besides that, oral 

participation was primarily to answer the instructor's 

questions. 

The challenge that came from the results of the 

research may raise the level of the heated discussion among 

ESL researchers who argue about grammar instruction. 

Lately, grammar teaching has became a controversial issue. 

While some researchers emphasize explicit teaching of 

grammar, others prefer communicative, meaningful, and 

purposeful language teaching which provides grammar 

instruction indirectly. 

In contrast to Krashen's beliefs, Celce-Murcia (1991) 

strongly adheres to formal grammar instruction, especially 

in advanced levels. River (1994) and Trampe (1994) claim 

that learning the rules of language play a significant role 
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in language learning more than Krashen thinks. Celce-Murcia 

(1991) claims that formal instruction of grammar must be 

carried out especially, if advanced proficiency is desired 

and a high level of literacy is required. She adds that 

grammar is crucial for purposeful communication, 

professional, and academic. In contrast, she mentions that 

grammar is unnecessary for young children who have access to 

the L2 native speakers. Grammar could be taught both 

deductively and inductively, and it must be discourse based 

and context based. Celce-Murcia believes that the lack of 

grammar instruction may lead to fossilization. 

The following three studies (Pica, 1983; Hudson, 1991; 

and Pienemann, 1988) suggest that grammar teaching should be 

implemented in one way or another in second language 

teaching. Pica's study was addressed to investigate the 

production of English grammar morphology by eighteen adult 

native speakers of Spanish under three different conditions 

of exposure to English language. The three situations were: 

a) instruction only, b) naturalistic, c) mixed. Analysis of 

the subjects' oral production during a spontaneous 

conversation with a native speaker revealed that instruction 

improved the accuracy for the "plural-s" morpheme, but it 

hindered the accuracy for the "progressive-ing" morpheme. 

Pica explained her results by suggesting that easy grammar 

rule as "plural-s" morpheme could be facilitated by 
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instruction, but a hard rule like "progressive-ing" could be 

hindered by instruction. 

Hudson (1991 & 1987), and Pienemann (1988) justify 

grammar instruction in second language classrooms. Their 

recommendations are based on the results of longitudinal and 

cross-Seconal research. For example, Hudson (1991) 

conducted a two year research on integrating reading and 

grammar for teaching Science and Technology students in 

Guadalajara, Mexico. The reading content was provided 

around thematic units and instruction presented grammar and 

vocabulary only as they were necessary for comprehending the 

text. Pre-post reading tests were given and the posttest 

showed that the students' results were significantly higher 

on their mastery of content, general reading abilities, and 

knowledge of grammar. 

Previously, Hudson (1987) argued that teaching 

grammar is inappropriate to middle grades. She claims that 

teaching grammar at this level poses problems to students 

because it undermines their self-esteem. She suggests an 

alternative dealing with students grammatical problems, 

especially in writing. She states teachers can "pose 

questions to stimulate thinking of other ways to express the 

idea in question, practicing sentence combining, or simply 

correcting the error" (p. 83) . 

Pienemann (1988) conducted a research on Italian 
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elementary students who were learning German as a second 

language (GSL) in a natural setting. He gathered natural 

interlanguage samples from the subjects before and after 

grammar instruction. The subjects were chosen according to 

the actual stage of their second language acquisition as 

measured in terms of acquisition of German word order rules. 

The measure of the acquisition sequence was determined 

based on the findings of a number of cross-sectional and 

longitudinal studies for the acquisition of GSL. 

According to Pienemann, processing prerequisites are 

required for acquisition. When processing prerequisites are 

acquired, instruction increases the speed and the frequency 

of the use of the instructed grammatical patterns. 

Pienemann states learners from the first two stages 

mastered the formal learning tasks in the instruction, but 

only learners from the second stage transferred this 

knowledge to their actual speech production. Pienamann 

concludes that the current stage of the subjects' 

interlanguage determines the effect of instruction on the 

interlanguage system. Therefore, he recommends a syllabus 

of natural grading that should contain a set of 

developmental grammatical structures as well as general 

input which may contain communicative input. The syllabus 

should be in line with stages of acquisition because 

students should be ready for the grammatical form. He also 
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recommends providing input that may contain structures which 

were not introduced for production. This guideline refers 

to Pienemann's findings that other structures emerged 

through the instruction of adverb, verb separation, and 

inversion. 

Pienemann's syllabus is based on his exclusive study to 

the German word order. Therefore, it could not be 

applicable to a universal phenomenon of language 

acquisition. Introducing a graded syllabus would ignore the 

individual differences in terms of language abilities. 

Therefore, I take a middle ground providing grammar 

instruction when it is necessary by taking into 

consideration individual differences. I may follow Kearns 

(1981) and Sedgwick (1989) recommendations. For instance, 

Kearns (1981) argues that syntax could be approached through 

the context of current writing assignments and it should not 

be necessarily formal. It could be implemented in 

individual conferences with the teacher and individual 

students. She suggested the strategy of breaking and 

combining sentences as an approach for grammar teaching. 

Students are directed to revise specific sentences in their 

own papers. Sedgwick (1989) has similar ideas for 

developing effective ways of teaching grammar, especially 

teacher-student conferences. However, she argues that 

traditional grammar is ineffective because she believes that 
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grammar instruction "teaches students to spot errors only in 

highly controlled exercises, not in the context of their 

papers" (p. 14). She suggests peer reading for teaching 

editing and proofreading, and editing syntax for clarity and 

selected marking of errors. 
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CHAPTER VI 

CULTURAL INTERPRETATION 

This chapter is designed to discuss the effect of the 

Arabic culture on the Arab students learning English in the 

Precourse. The chapter starts with literature review of 

cultural issues in second language acquisition. Then, the 

effect of Islam on Arabic language style and culture will be 

presented because it is the source of Arabic language and 

culture. Cultural analysis follows to include the effect of 

the students' academic culture on their learning. 

Incidents of miscommunication are discussed later. The 

chapter ends with a discussion of the findings of the 

cultural analysis. 

Hymes (1971) identifies communicative competence as a 

set of rules for understanding and producing both the 

referential and the social meaning of language. Hymes (1971 

& 1972 ) repeatedly emphasizes that language cannot be 

separated from how and why it is used. Gumperz (1971) notes 

that "effective communication requires that speakers and 

audiences agree both on the meaning of words and on the 

social import or values attached to the choice of 

expression" (p.285). Schumann (1978), in his acculturation 

model, argues that social distance between the second 

language learner and the target culture may inhibit second 
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language acquisition. When students are exposed to the 

second culture and take advantage of opportunities to 

interact with the members of the target culture, their 

chances of acquiring the second language increase. 

Meyer (1990) emphasized background world knowledge and 

cultural awareness for effective communication in the second 

culture. Therefore, the lack of cultural awareness among 

ESL learners may lead to incidents of miscommunication. 

Similarly, the lack of academic cultural awareness may 

discourage the learner and reduce his/her motivation. 

Cultural mismatch and the effect of the first culture 

on learning English as a second language was discussed in 

chapter II. Delgado-Gaitan & Trueba (1991) noted that some 

effects of cultural mismatch on learning English are 

conflicts, incidents of miscommunication, and frustration. 

These results of cultural mismatch may decrease the 

students' motivation for learning English. Fillmore et al. 

(1993) showed the effect of the first culture in learning 

the second language. The results of this case study 

indicated that the first culture had great impact on the 

students' style of learning. They found out that Hispanic 

students preferred group work and oral activities of 

student-student interaction. In contrast, Chinese students 

preferred teacher-directed classes that are tightly 

controlled. 
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Arabic language and culture are based on Islam. Berque 

(1978) stated that Islam dominates the Arabic culture. The 

Koran, the holy book for Muslims, is the first source of 

written Arabic (Derrick & Gmuca, 1985) . Muslims believe 

that "the Koran was made to Muhammed exclusively in Arabic 

directly from God through the intermediary archangel Gabriel 

(Kaplan, 1971, p. 11)." Islamic principles and teachings, 

as in other religions present themselves as the ultimate 

truth, expressed in a monotonous way. Therefore, Arabic 

culture is based on unity of belief. As a result of that, 

students follow only one way and they do not value the 

diversity of ideas, beliefs, and perspectives. They face 

tremendous difficulties adjusting to the American academic 

culture which is based on critical thinking. It would take 

much time and require great effort for Arab students to be 

able to challenge ideas or synthesize opposite opinions. 

The Style of the Arabic Lcuiguage 

Derrick & Gmuca (1985) and Koch (1983) agree that Arab 

students have common features in writing. Such features are 

long sentences, repetition, presentation and elaboration, 

and semantic and phonological parallelism. Arab students' 

long sentences are characterized by excessive use of and to 

link their clauses. Wa in Arabic is equivalent to and in 

English. Its use is more common in the oral language than 
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the written one. Although the Arabic language has other 

words and phrases for conjunction, Arab students prefer wa. 

Bright (1981) states that the style of writing in Arabic is 

based on the oral style. He adds Arab students tend to use 

the features of the verbal style in their writing. Since 

writing was not included in the Precourse, oral examples of 

the mentioned above features will be analyzed. I will show 

that the preference to use "and" correlates the use of "wa" 

in Arabic. 

Arab students tend to produce long and expanded English 

sentences with repetition of content and form (Deride & 

Gmuca, 1985) . Repetition is presented by stating more 

synonyms in the same sentence. For instance, the phrase 

"demolition and destruction" could be repeated twice in one 

sentence to convey emphasis. Presentation and elaboration 

are features of argumentation in Arabic. Thus, Arabic 

speaking students do not provide different perspectives in 

their arguments. They support their views by giving many 

facts and examples or quotations (Koch, p. 50). Arabic 

prose does not persuade the audience, it elaborates and 

embellishes truths (Derrick & Gmuca, 1985). Culturally, 

there are some accepted truths that people do not argue 

about such as the existence of God and the prophecy of 

Muhammad. Therefore, their argumentation is one-sided. 

There is no room for doubt in Arab students' writing 
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(Derrick & Gtnuca, 1985) . This means that the writer and the 

audience agree on the validity of a viewpoint even before 

the essay is written. This feature is comparable to the 

oral skill. Therefore, Arab students assume that the 

audience agrees with them and there is no need for 

clarification. 

In addition, beautiful language is used under the 

assumption that beautiful words for ornamentation are 

necessary to persuade the reader. The excessive use of 

beautiful synonyms is another feature in Arabic poetry and 

culture. For instance, a sentence might have an abundance 

of adjectives to describe something. The following sentence 

is from an Arab story for children. [Alyawom yawm jamilun, 

saeedun, wabajeejun] which means "today is a beautiful, 

happy, and lovely day." Arabs use excessive synonyms to 

convince, praise, and support their arguments. Abundance of 

adjectives characterize the sentences of Arab students. 

Culturally, people praise or convince by using adjectives. 

For instance, a mother may describe a girl to convince her 

son to marry her by saying "her eyes are big, black, and 

beautiful, her lashes are long, and black, her face is round 

and white...." 

Arab students tend to deliver obligatory messages by 

excessive use of the modals "must" and "will" (Heckler, 

1983; Huxley, 1989). Heckler's statement is based on the 



274 

findings of his experimental study with Arab students' use 

of medals. The study was conducted on twelve Arabic 

speakers at all levels of English. It shows that the modal 

is always obligatory, while the tense, either perfect or 

progressive, is optional. Although the study does not 

provide enough information or examples of the students' 

perfomiance, it indicates the effect of the cultural 

expectation of behaving according to specific norms. I 

think that Arab students tend to use obligatory modals 

because they live in patriarchal societies which expect 

their members to behave according to a standard norm that 

all understand and share. The preference of "must" refers 

to cultural expectations of specific norms of behavior. 

Since traditions determine the individual's behaviors, the 

modal "will" conveys the certainty of carrying out the 

specific behavior in the future. 

Although the features mentioned above are in the Koran, 

I accept the thesis of Derrick and Gmuca only partially. 

The style of the koran is copied by Arabic speakers not only 

because they admire the syntactic patterns of the holy book, 

but also because they see the text as infallible in content 

and literary style. It is assumed that following the style 

of the Koran cannot be questioned. Students are not 

expected to challenge what is socially validated, especially 

if it is mentioned in the Koran. For example, male and 



275 

female segregation is mentioned in the Koran, so no one is 

expected to question this issue. 

Besides the strong influence of Islam, the lack of 

democracy and freedom of speech in the Arab world influences 

Arab students' writing. All Arab countries are ruled either 

by monarchies, such as Saudi Arabia, or one party systems 

such as those of Syria and Iraq. Governments control the 

press and decide what is right and what is wrong. 

Therefore, Arabic speaking students continue using English 

in the traditional way of presentation and elaboration 

instead of presenting advantages and disadvantages or 

including different points of view in their presentations 

and papers. 

The Effect of The AreOdic Leuiguage Style On Language and 
Thinking of The Arab Students 

Since the above features characterize the oral style 

of Arabic, the effect of such features will be analyzed. I 

chose Nadir's presentation because it was spontaneous. As 

mentioned in Chapter V, the Precourse participants were 

expected to deliver academic presentations as part of the 

class requirements. He was supposed to prepare an academic 

presentation about "Arab Immigration to the United States," 

however, he delivered a spontaneous speech about the Gulf 

war. The following is part of his taped and transcribed 
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presentation. 

I want to talk about the Gulf War,the crime, a lot 
of you don't know about. Not you, not you, all of 
you didn't know about the Gulf War as well as I 
know. The crime for my country, for my religion. 
If something happend for your heart, for your 
country, the same for us. Ahead one of the people 
who suffer from this war, his father died during 
this war, why? What's the reason for that? First, 
I want to talk about the reason for that 
aggression. It was part of land, part of land in 
the north of my country. They said, Iraq said, 
Saddam said this part have oil field, this part 
for me, Saddam Hussein said this part for me. 
This is not the reason for the occupation, but the 
real reason they want the country, the whole 
country for them. They said this part for me and 
you took it before. This is not the point. I 
want to talk I want to talk about the Gulf War, 
the American role here in this war. What's the 
claims that Iraq made to deny or to please his 
action. First, in August 2nd, it was terrible day 
not only for me but for all the Gulf, we are in 
one heart. Maybe seven countries but only in one 
heart. It was a terrible day. I saw the people 
killed in the street. They killed in the street a 
lot of martyrs, a lot of children, a lot of the 
people dying in the mosque while they were 
practicing their religion. What's the reason for 
that, only because part of land, this make satisfy 
for you. In August 2nd, they start the war. Iraq 
invade Kuwait, the military can't do anything. 
They couldn't do anything. You know how million 
Kuwait population? Only one million and a half 
but how many soldiers come from Iraq, five million 
in one day. This mean one person should be 
controlled by five people. It's difficult for any 
one. During these days, phone, hunger, disease, 
dirty people, they didn't care about...They took 
the father and killed him in front of his wife and 
children. I was there, I saw all this. It was 
difficult for me. It was difficult for me and for 
all people who saw that. They decided to leave 
but it really was a difficult decision. But what 
can we do? Can we stay in the country? There's no 
doubt that can we defend ourselve? But can we do 
in this? We leave our country. Now I realize it 
is a good decision. During these days, Iraq 
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thought that Saudi Arabia consult with you, he 
thought that Iraq...Saudi Arabia agree with him, 
yes it is a good action. First he stopped when he 
invade Kuwait, he didn't go to another country, he 
planned to destroy all the Gulf, but he thought 
that Saudi Arabia with him. Why the military 
didn't come? Why the military didn't help us? 
We thought that, but was a good decision that King 
Fahid didn't do anything, keep silent until they 
call the president of United States "Bush" to help 
him for send soldiers to the desert, to the Saudi 
Arabia. It took three days and the 500,000 
soldiers from America come to the Gulf, they came 
to the Gulf. Then Saudi Arabia announced we 
against you Seldom Hasten, we against you. Then, 
all the countries, Egypt, Pakistan... a lot of 
countries came to help us. During these days all 
the countries and the general Shwarksoff give 
warnings for Saddam Hussein to leave Kuwait, but 
he thought, he is not, left his throne, he now 
steal a big part. For me not for him. It's my 
homeland, it's my homeland. I can't leave it. 
Then, they give him one day to leave, but he 
didn't listen for them, ignore them. In 15, in 
Jan. 15, they start the air attack. In that 
night, there is 2000 bombs. They send bombs 
in Bagdad, El-basrah. There is a places, big 
cities in the Iraq. They destroy everything. 
Iraq thought the war will start in Kuwait, they 
thought America will send their missiles and bombs 
in the Kuwait, but he was wrong. They start the 
war in the Iraq, He afraid of that. 

Nadir's spontaneous speech had all the characteristics 

mentioned by Derric and Gmuca (1985), and Koch (1983). His 

sentences were very long. The repetition of ideas and 

phrases was obvious. For example, he repeated the concept 

of Iraq invading Kuwait several times. He used the phrases 

"It was a terrible day" and "It was difficult for me" many 

times to emphasize his personal opinion of rejecting the 

Iraqi occupation. Presentation and elaboration 
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characterized his speech. He presented the problem of 

occupation and elaborated on it by giving examples such as 

the death of Ahead father and the killing of many others. 

Besides that, the presentation lacked organization and 

structure of concepts. He did not tie the ideas in a 

logical way, but he jumped from one concept to another. He 

started with the example of killing and continued talking 

about the reasons behind the Iraqi occupation. A few 

minutes later, he went back to tell the audience that he saw 

people being killed in the street. Then, he jumped on 

another idea to include his personal decision of leaving the 

country to Saudi Arabia. 

Nadir's speech was not persuasive at all because it 

lacked structure and it was very emotional. He exaggerated 

when he said five million Iraqi soldiers invaded Kuwait. 

This number is unrealistic because the population in Iraq is 

sixteen million. Repetition, elaboration, and exaggeration 

were used for the sake of persuasion. He also did not cite 

any statistics regarding the number of people who were 

killed in Kuwait during the Iraqi occupation. His 

argumentation was one-sided and dichotomous. He presented 

the problem as black and white which means either right or 

wrong. There was no room for compromise in his speech to 

include the justification of Iraq to the occupation. Nadir 

was not even open to question the information he gave. He 
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misunderstood me when I questioned the number of Iraqi 

soldiers who invaded Kuwait and a definite number of the 

people who were killed. I explained to him after the 

presentation that being a witness is not enough. He should 

have included statistics and sources of information because 

the situation was controversial among Arabs. Kuwait and 

Iraq had different claims, so it was better if he relied on 

other sources of information such as foreign press agencies. 

To deliver a scientific presentation, he should have 

included the perspective of Iraq and other Arab 

nationalistic groups who justified the occupation. Arab 

nationalists claim that the borders between the Arab 

countries, especially Iraq and Kuwait, were drawn by the 

British who colonalized the region for half a century. 

These nationalists also oppose the presence of the American 

Army in the region. Unfortunately, Nadir misunderstood me 

and claimed that I was siding with Saddam Hussein. 

Nadir's tendency of dichotomy was noticed by Maria who 

reported on the second meeting by the following. 

This time I find out that Nadir has read with a 
different attitude. He has understood things 
better but is still very anxious to know if he has 
produced the right answers, we talk about this and 
I try to convince him that many questions have no 
right or wrong answer. 

Maria's obseirvation is further evidence that Nadir tended to 

be one-sided and there was no room for compromise in his 
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thinking. 

Style o£ Academic Teaching suid Learning 

The academic culture in the Arab world, especially in 

the Gulf states is also influenced by Islam. The main 

principle of unity of belief in God and the prophet Muhammed 

determines curriculum and instruction. This is particularly 

true to the Gulf states because the Koran is the 

constitution of these countries. Arab countries follow a 

centralized system of education. The ministry of education 

determines the aims of education, curriculum, and 

instruction to the whole country. Local schools follow the 

instructions of the minister of education. Books and other 

supplies are provided by the ministry of education. Unity 

of belief, memorization, and using imagination characterize 

the academic culture in the Arab world. Besides that, 

educational media are not highly considered. 

The four students stated in the "Questionnaire on 

Academic Culture" that the style of learning was different 

in their country. They indicated that the country provides 

the textbooks and there are no supplementary readings. 

Instructors usually follow the textbook chapter by chapter. 

Instructors tightly control the classes in high schools. 

There is sex segregation. Males and females learn 

separately. 
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The TA used to ask the unprepared students to leave. 

So, the students were asked if this would happen in their 

country. They all answered negatively. While three of them 

elaborated their answers. Ahead answered briefly by writing 

"different." Adham wrote: 

No,if you don't do your assignment, you'll have to 
sit in the class quit, or you are going to be 
beaten, or its going to effect your grade. 

Nadir had a similar answer. He responded to that question 

by the following: 

warn him to do the homework or decrease his grades 

Mahdi wrote the following answer: 

Sometimes Just to let the Management of the school 
that the student doesnt made his assignment 
especially the social worker because he is 
responsible about this problems. 

Adham also commented on the treatment students by 

instructors in general by stating: 

here, you are treated like an adult free man, but 
there, you are treated like a child, and a savage. 

The students' responses gave the impression that the 

education system in their countries is highly controlled and 

centralized. Instructors are very authoritative. Adham's 

comment implies that students are not respected and their 

contribution is not appreciated. 

Questioning the norms or the ultimate truth does not 

exist in the Arabic academic culture. Apart from Nadir, the 
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Arab students reported that instructors are not allowed to 

criticize the governmental policies. Adham wrote,"this is 

not allowed in my country." Ahead was even more direct in 

his answer. He wrote, "No way he don't say that but 

sometimes he give little about the government." Mahdi had a 

similar answer by writing, "No, it is difficult because the 

people couldn't say that." Nadir was positive in his answer 

as usual. He wrote, "yes they can do that." 

The Arab students faced difficulty analyzing and 

synthesizing information because they were trained to 

memorize. In response to my inquiry about the academic 

style of learning in their countries, they all agreed that 

it was very different. Memorization was a dominant 

strategy. The core of the curriculum is the Koran because 

it is the first written source of the Arabic language. 

Classes about religious principles and teachings are offered 

daily. Students were expected to memorize some verses of 

the Koran. They were exposed to one interpretation of the 

Koran. Instructors follow one Islamic scholar not only 

interpreting the verses, but also reviewing the historical 

justification of these verses. They were also required to 

memorize the sayings of the prophet Muhammad (Hadith). 

Memorization is also dominant in learning Arabic as a 

subject. Memorization of ancient poetry is the heart of the 

curriculum. While instructors are responsible for 
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explaining the meaning of the poem and providing the 

autobiography of the poet, students are expected to learn 

the poem by heart. 

This strategy has a negative impact on the students' 

learning strategies. Maria mentioned in the interview that 

Nadir used to memorize without understanding at the 

beginning of the tutoring sessions. She also mentioned in 

the report that he not only remembered the words, but also 

where they were written in the page. The other three 

students practiced memorization in different ways. Adham 

mentioned in the "Reading Strategies Survey" that he 

memorizes all the questions in his mind before reading the 

assigned chapters. Ahead oral participation showed that he 

was memorizing facts and dates. However, he never showed 

the link between these facts and dates. Mahdi's 

memorization of his presentation was obvious when he 

couldn't answer a question about the "trusts". 

Writing an essay in English, which requires stating 

claims and supporting them, posed a major difficulty for 

Arab students. They all mentioned that writing an essay in 

such a form would be hard for them because they were trained 

to write compositions for describing things, not academic 

essays that require stating a thesis and supporting it. 

The topics are limited to describe the country or to reflect 

on a field trip. Mahdi elaborated in the second interview 
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by saying "it is hard because we learn to write only good 

things and beautiful words." Adham added "They teach us 

imagination." He added in Arabic "the writing product 

should be full of metaphors and adjectives." Descriptive 

writing is the most common genre among Arab students. 

The tendency of being verbal poses another difficulty 

for Arab students. Nadir's speech indicated that he did not 

think carefully before he gave the information and he stated 

what came to his mind. Reading for pleasure is not 

encouraged in the Arabic culture. Therefore, story telling 

is usually done by old people to kids. Most of the stories 

are very old fairy tales that evolve around one theme, for 

example, the treatment of the stepmother to the children of 

a king or a noble man. 

None of the four students had experience reading a 

novel in Arabic. They never read any literary product of a 

well-known contemporary writer such as Najeeb Mahfooz, who 

won the Nobel Prize in 1988. I had the impression that Arab 

students do not have enough developed literacy skills in 

their first language which poses an obstacle for the second 

language. They are not exposed to a wide range of genres of 

reading, fiction and non fiction alike. Their experience of 

reading short stories, novels, and scientific articles is 

very limited. 

Watching movies as a supplementary source of education 
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did not attract the Arab students. In general, they did not 

consider the importance of movies as another source of 

information. Ahead, Mahdi, and Nadir responded positively 

and briefly to the question about watching a film connected 

to the material they read. They wrote either "yes" or 

"helpful." However, they did not explain their answers. 

Adham had a different opinion by stating "not helpful." 

When I discussed his answer with him in the second 

inter-view, he did not see any significance to watching 

movies as another source for learning. The other three 

students appreciated the fact that they can improve their 

listening skills by watching movies. They also did not 

highly regard the link of content between the lectures and 

the movies. The students' opinions are influenced by their 

culture. Culturally, movies are not promoted as part of the 

curriculum. Besides that, the movie industry is not 

developed in the Arab world. Egyptian movies are 

distributed in the Arab countries. Most of them are 

developed to reinforce the stratification of the society. 

They are evolved around one theme, Roman. They represent 

love stories between a rich man and a poor woman or vice 

versa that end with failure. Therefore, the Arab students 

did not realize the importance of watching movies that 

convey messages such as social justice. 

In contrast, apart from Ahead, they appreciated the 
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movie, A Place in the Sun. The three students stated in the 

"Midterm Questionnaire" that it was helpful. Nadir added: 

"help us to understand more and more." He meant that the 

movie helped him to better understand the novel. Ahead 

claimed that the movie confused him. 

Incidents o£ Social Miscommunication 

Miscommunication occurs when there is a mismatch 

between the speaker's intention and the hearer's 

interpretation (Milory, 1984). The following two examples 

of miscommunication occurred between the students and their 

tutors. Their tutors were assigned by Dr. Nir to help the 

Precourse students reading the required textbooks and for 

fifteen hours during the semester. The first incident 

occurred between Ahead and Edna, and the second happened 

between Mahdi and Lucy. Ahead thought that Edna should read 

the assigned articles. In addition, he never initiated 

asking her for specific help or to be ready for specific 

assignment in advance. She reported that it was hard to 

convince him to have the tutoring sessions on the weekends 

because she worked during the week. He thought that the 

weekend is his time for relaxation. She expressed her 

frustration in the report stating 

Personally, I enjoyed reading this chapter because 
it discussed the U.S. intervention in Cuba and in 
Philippines in the late 1880's, but. Ahead did not 
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share my enthusiasm a bit. In fact he started 
yawning and towards the end of the session we 
decided that it would better to keep these 
sessions shorter by one hour!! 

Edna also reported that she read and summarized 

chapters fifteen to twenty two of the novel, An American 

Tragedy. and gave them to Ahead. At the end of the session 

they decided that Ahead would read and summarize chapters 

twenty three through twenty six and Edna would read chapters 

twenty seven through thirty three for the next meeting. 

However, this never happened because Ahead came to the 

meeting unprepared. Ahead and Edna never discussed that and 

she had the impression that he was not interested in the 

tutoring sessions. When Edna decided to quit the tutoring 

sessions, she notified him by phone. She was surprised by 

his response when he said "Ok." When I discussed this 

incident with him, he did not realize that his behavior 

frustrated Edna. So, she decided to stop the tutoring 

sessions. He was convinced that Edna was supposed to do the 

reading and to initiate the activities. Unfortunately, he 

did not appreciate her time and effort. 

Similarly, Mahdi had the habit of breaking promises and 

not showing up to the scheduled meetings with his tutor. 

Besides that, he never apologized to her. His tutor, Lucy, 

was offended because he never apologized or returned her 

calls. She was wondering if that was due to a male/female 
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cultural difference. When I discussed that with Mahdi, he 

was surprised by Lucy's expectation of apologizing and 

returning calls. He even complained that Lucy's tutoring 

sessions were not beneficial because she had not read the 

material. I explained to him that reading should be his 

responsibility. He also should prepare in advance for these 

tutoring sessions by having specific questions in mind. 

Lucy commented on her experience with Mahdi in the 

report. She wrote the following: 

I think that part of the problem is their 
expectations of a tutor. It is my impression that 
they expect a tutor to give them all the answers 
vs. helping them to come to the answers 
themselves. It is my impression that they are 
used to having things done for them both 
academically and personally. 

These incidents indicated that the students' lack of 

cultural awareness broke the communication between them and 

their tutors. In the Arabic culture, time is not highly 

valued. People do not attend meetings or ceremonies on 

time. They behave naturally and accept things as they are. 

Besides that, people are very dependant and have too much 

expectations of each other. I agree with Lucy's impression 

that they were used to having things done for them. This 

impression is reinforced by other behaviors of the Arab 

students. For example, Mahdi and Nadir asked for summaries 

of the reading chapters from Dr. Nir. Nadir even asked me to 
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provide them with a glossary. When they answered the 

questions of the survey "How to Make a Speech," Nadir stated 

that he had a previous experience of giving a speech. 

However, it was prepared by his teacher. Since they came 

from a very dependant culture, they did not realize the 

importance of being independent. Culturally, people depend 

on each other and expect too much attention and help from 

each other. For example, parents are expected to finance 

the education of their children through college, help them 

financially when they get married or build a house. Besides 

that, women stay home taking care of the household and the 

children. So, these students were served either by their 

mothers, sisters or maids. 

The lack of tutoring sessions affected their 

performance in the Precourse. Data analysis in Chapter V 

showed that Ahead was frustrated and he did not know how to 

get help to overcome his difficulties in the Precourse. 

Ahead and Mahdi lagged behind Adham and Nadir in terms of 

improving their reading skill. 

DISCUSSION 

The findings of this chapter indicate' the interference 

of the first culture of the students. The first culture 

interference was manifested in the learning strategies used 

in their academic culture and pragmatic transfer. Cultural 
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analysis proves that pragmatic and sociocultural dimensions 

should be considered in second language acquisition. 

The findings showed that the Arab students employed 

memorization as a favorite strategy. Copying and 

memorization are called coping strategies (Adamson, 1993). 

Copying the answers without understanding the questions is 

an example. The findings of the previous chapter showed 

that some of the students looked for key words in the 

readings to answer the questions. I agree with Adamson who 

states that students employ coping strategies in a 

mechanical way to do their assignments. Maria's report 

regarding Nadir's attempt at the beginning of the tutoring 

sessions to memorize the answers proves Adamson's claim. 

Therefore, introducing learning strategies that are 

essential in the American academic culture was very 

significant. Consciously, learning academic skills is 

important in helping these students adjust to the 

requirements of the academic demands in i^merican 

universities. 

The academic culture in the Arab countries made the 

students' learning process even harder. They were unable to 

adjust to the American culture easily which required them to 

be independent. The findings also showed that the students 

had difficulties being open to opposing perspectives. They 

could not recognize the importance of the academic culture 
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in the United States which is manifested in keeping the 

argument alive. Since they came from a highly authoritative 

system of education, they were unable to understand the 

significance of having a diversity of opinions among 

researchers and scholars to sustain democracy in the 

academic level. 

The incidents of miscommunication pointed out pragmatic 

transfer. They behaved with their tutors based on the 

cultural norms of their societies. The lack of awareness of 

the second culture affected their behavior. As Gumperz and 

Tannen (1979) argued, when the participants of a 

conversation know each other, the possibility of 

miscommunication decreases. Therefore, I refer the behavior 

of Ahead and Mahdi to the lack of awareness of the American 

culture. They never returned calls or apologized because 

they did not know the norms of behavior in the American 

culture. 

Sociocultural miscommunication examples were discussed 

by different researchers such as Blum-Kulka (1983, 1987), 

Cohen and Olshtain (1981), Olshtain (1983), Olshtain and 

Cohen (1983, 1987). These researchers were interested in 

cross-cultural interaction between speakers of Hebrew and 

English. Olshatin and Cohen (1983) indicated that Hebrew 

speakers apologize less than their English counterparts. 

Blum-Kulka (1983) pointed out that speakers of Hebrew were 
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more direct in their requests than the English speaking 

participants in the research. Wolfson (1989) concludes that 

this direct style of speech was transferred by Hebrew 

speakers and it usually labels the Israelis as rude when 

they communicate with English-speaking communities. 

Pragmatic transfer of the direct style of speech in Hebrew 

caused miscommunication between Hebrew speakers and English 

speakers. Similarly, the two incidents of miscommunication 

resulted from pragmatic transfer. Ahead and Mahdi sounded 

rude when they told their tutors "you have to read." 

The cultural examples support Dell Hymes' claim 

regarding the communicative competence which was elaborated 

by Canale and Swain (1980) . They pointed out the importance 

of sociolinguistic discourse, strategic competence, and 

pragmatics for appropriate language use in different 

language contexts and to different registers. 

Appropriateness refers to the choice of appropriate 

expressions for a suitable topic in an appropriate social 

context. For example, selecting the most appropriate 

expressions to convey congratulations or sympathy of 

condolence. The concept of registers represents different 

people from different social classes or positions. Degrees 

of formality are included. For instance, approaching a 

student is different than approaching a professor. 

Pragmatics includes conversational rules, turn taking and 
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CHAPTER VII 

PEDAGOGICAL IMPLICATIONS 

This chapter discusses the limitations of the Precourse 

and offers pedagogical guidelines for future implementation 

of an adjunct course. It also discusses the validity and 

the reliability of the research. 

Limitations of the Research 

Since few students participated in the research, the 

generalizability of findings would not be representative to 

similar cases of adjunct classes. In addition, the Arab 

participants represented one area of the Arab world, the 

Gulf. The findings would be more representative if other 

Arabs from other countries than the Gulf states participated 

in the Precourse and they were part of the research. In 

addition, there was confusion in the process of the 

participants' recruitment, and the appropriateness of 

choosing the discussion session. At the preparation stage, 

the instructor may reconsider the procedure of the students' 

recruitment, choice of the discussion group, and the 

possibility of offering the Precourse on an optional basis. 

The pedagogical guidelines recommend designing the course to 

be more student-centered, to include writing, and to 

integrate academic skills in the class activities. In 

addition, data analysis showed the significance of 
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integrating literature in the ESL curriculum and the 

importance of blending media in ESL instruction. 

Therefore, integrating literature and media in teaching a 

second language would be recommended to the benefit of the 

learners. Moreover, some suggestions are included for CESL 

in general. 

A specific policy for students' recruitment is 

required. The results of CESL's placement test are not 

reliable to place students for level seven, the highest 

level at CESL. The participants should spend at least one 

semester at CESL before they can attend such a demanding 

course. Precourse attendants should be acquainted with 

CESL's academic culture in terms of requirements, 

expectations, policies, and schedule to avoid confusion, 

especially at the beginning of the semester. Students who 

were highly motivated were very confused at the beginning 

because they were overwhelmed by the schedule, requirements 

of the class, and the heavy load of reading. They did not 

absorb the fact of having the lecture and the discussion 

sessions in different buildings on campus. Therefore, the 

instructor kept reminding them all the time. Besides that, 

they could not follow the requirements of the class. The 

load of reading discouraged them from the beginning. 

Therefore, I believe that the participants should be 

continuing students who are acquainted with CESL. A high 
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level of proficiency must be required to avoid students' 

frustration. 

Special attention should be paid to the choice of the 

discussion session. It would be more helpful if the 

discussion session includes pair or group assignments to 

involve the ESL students in the discussion. Stimulating the 

attention of the ESL students by actively involving them in 

the discussion would foster their understanding to the 

content. They would also feel that they are welcomed. 

The Precourse should be offered on an optional credit 

basis. The participants may register for the course at the 

beginning of the semester. They can decide their 

eligibility for credit or transform their registration to 

audit by the deadline for refund. The possibility of 

offering the Precourse on such a basis would motivate the 

advanced students who perform very well and would give them 

chance to feel the fruit of their efforts. 

Pedagogical Suggestions 

Although data analysis showed that students were active 

participants throughout the semester, the activities were 

highly controlled by the instructor. To reduce the 

instructor's control, the students should be involved in 

activity preparation and class evaluation. For example, 

weekly assignments would be assigned to students to reflect 
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on the reading by delivering a mini speech. One student 

might be responsible for presenting about the president 

mentioned in a specific chapter, another would provide 

information about certain events or well-known battles. The 

second possibility of reflection would be pursued through 

writing. Different questions could be given every week such 

as which part of the reading you liked or disliked and why. 

Developing a personal dictionary should be carried out 

from the outset. Students would feel their involvement 

because the choice of vocabulary would be based on their 

transaction with the text. The instructor may provide less 

sheets of questions because the results showed that the 

students were concerned about answering the questions rather 

than understanding the text. Offering such possibilities 

would train students to summarize and analyze texts. For 

effective evaluation, biweekly conferences between students 

and the teacher is required. Students would meet 

individually to discuss their development with the 

instructor. The teacher may go over all the written pieces 

that the student turned in during this period. S/he may 

discuss the students' participation in general. The focus 

should be on strengths rather than weaknesses. However, 

weaknesses should also be pointed out. The aim of this way 

of evaluation is to help students to be aware of their 

strengths and weaknesses. They would recognize what to do 
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in order to overcome their difficulties and to grow 

intellectually. 

Since writing was neglected, the students faced 

difficulties writing essays during the exams of the history 

class. Data analysis shows that they expressed their 

frustration regarding essay writing. Therefore, writing 

should be part of the curriculum. Free and direct writing 

could be practiced to review the content of the textbooks, 

and the lecture. Free writing could be carried out daily to 

refresh the students' memories of the lecture and to provoke 

their thoughts about the m.essage of the lecturer. Direct 

writing should be involved to train students for writing 

essays that are required for academic classes. Writing 

essays must be taught on a gradual basis. The students and 

the instructor may discuss the topic and write an outline 

for the first week. Then, they could work on the other 

paragraphs weekly, one paragraph a week. Individual 

attention should be paid to help the students edit their 

essays to consider individual abilities and differences. 

Then, students would be expected to write an essay every 

three weeks to cover a variety of topics. 

Since the participants of any precourse would be 

advanced in terrtis of their second language proficiency, 

descriptive instruction of grammar would be useful to 

improve the accuracy of the students' writing. To obtain 
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the maximum benefit of grammar, it must be discourse based 

and context based (Celce-Murcia, 1991) because the lack of 

its instruction may lead to fossilization (Celce-Murcia, 

1991; River, 1994; Trampe, 1994). Explaining the errors of 

the students and describing the accurate use of the second 

language would help the learners to acquire the rules and 

use them in other contexts. 

Instruction of learning strategies was very effective 

in this Precourse. Apart from Nadir, the students were able 

to deliver organized and effective speeches. Besides that, 

they were able to adopt either the two column or the three 

column methods of note-taking. Appendix G is a collection 

of different methods for taking notes. Following the 

guidelines of that collection acquainted the students with 

the methods of taking brief and organized notes. 

The lecture about time management was extremely 

valuable to the Arab students because they did not manage 

their time properly at the beginning of the semester. They 

allocated the weekend for socializing and doing errands. 

The activity about fixed schedule and flexible time helped 

them to realize that they use their time for studying and 

having fun at the same time. Preparing a day schedule 

helped them to become more efficient in taking advantage of 

their free time positively. 

Emphasizing reading strategies was also beneficial. 
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The students became aware of the importance of focusing on 

main points rather than details. They also realized that 

there is no need for looking up every word in the 

dictionary. Appendix H which provides a guideline for 

recalling material helped the students to be aware of new 

techniques for reading effectively. The strategy of "Double 

Read 6c Written Recall" provides the students with a 

procedure of seven steps. It requires the students to read 

the material, write anything about it, correct the 

information, read again, and repeat the process to have an 

outline about the reading material. The second technique is 

a procedure of three steps that expects the learners to read 

the selection, write a generalization statement, and 

substantiate this main idea by finding a proof. The third 

technique asks students to specifically state the general 

topic of a paragraph or chapter and to support their 

statement with facts or examples. This appendix helped them 

to realize more effective techniques for reading. Besides 

that, the surveys were very helpful to compare their use of 

reading strategies throughout the semester. 

In general, the academic competence appeared in the 

students' progress in listening, note-taking, reading, 

vocabulary, and acquiring the basic skills for academic 

success such as delivering cognitively demanding speeches. 

The positive findings correlate with the argument of Adamson 
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(1991, 1993) stressing academic skills with authentic 

material. They also support the claims of Chamot and 

O'Malley (1990), McGroarty (1989), and Oxford (1986 & 1990) 

that strategy training helps students to be autonomous and 

independent. As a result of the participants' progress in 

academic competence and performance, I strongly believe that 

academic skills should be part of the curriculum of the 

Precourse. The Precourse participants may attend the LRC 

197a class which is called "Investigating Learning 

Strategies." This course is designed to provide the 

students the skills needed to succeed in the academic 

environment. The discussed topics such as note-taking, 

reading expository and narrative texts, and generating ideas 

for papers assist the participants in the process of 

adjustment in the academic life. Learning strategies could 

be taught jointly with the Precourse instructor to acquaint 

the instructor of the LRC 197a with the background of the 

students, the content of the Precourse, and its 

requirements. The cooperation is required to match the 

assignments of the LRC 197a class with the content of the 

Precourse. For example, the students might be assigned to 

summarize a chapter from the required textbook of the 

Precourse. The topic of the presentation could be taken 

from a list suggested by the Precourse instructor. 

Literature as an authentic material in the second 
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language curriculum would be very helpful to improve the 

students' language proficiency and awareness of the second 

culture. The results of this research show that the 

participants were eager to read the novel and to discuss 

plot. They enjoyed reading it in spite of the fact that 

they encountered many unfamiliar words. The students 

adjusted to the repeated vocabulary and the style of the 

writer (Coady, 1979) . Literary criticism is not recommended 

to be part of the second language instruction (Collie and 

Slater 1987; Lazar 1993, 1990). Second language learners 

could be involved emotionally and linguistically through 

communicative activities. 

Blending media through showing movies would be very 

effective. Second language learners would expose another 

side of the target culture. It could be used to entertain 

and to educate the second language learner. They will also 

practice their listening ability. Communicative activities 

would be integrated to encourage the students participation. 

For example, students might be expected to recall some 

scenes from an episode or to predict the coming events. 

Pair work would be encouraged by asking the students to tell 

each other about a scene they liked in the movie. 

It would be very wise if second language teachers 

review some literature about the first language and culture 

of the students. Since Dr. Nir showed cultural sensitivity 
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towards her students and their culture, she provided a 

comfortable atmosphere in the class. The students felt that 

they were welcomed by their teacher. They were happy to 

realize that she was aware of their custom of fasting 

Ramadan by putting off demanding assignments to the end of 

that month. The positive effect of showing empathy towards 

second language students support the claim of Berkowitz 

(1989) who states showing cultural sensitivity to the 

learners and their culture gives them the feeling of being 

welcome in the class. Therefore, I suggest that ESL 

teachers acquaint themselves with background information 

about their students' cultures to show them respect. By 

reading the relevant materials about the students' culture, 

they would be aware of their language problems and the 

reasons behind them. So, they would be sensitive to 

cultural issues to facilitate the process of acculturation 

of their students. 

Blending media with ESL instruction would be very 

helpful to the learners. Media provides another source for 

comprehensible input, especially when it matches the content 

of the course and it is used to reinforce that content. 

Many activities, oral and written, would be carried out 

based on the episodes of a movie. 

Data collection and analysis made me realize that some 

changes at CESL are necessary. The results of the research 
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in Chapter V showed that the students enjoyed reading the 

novel in spite of its complexity and language difficulty. 

Besides that, the students thought that if CESL was a book-

based program, their difficulties in the Precourse would be 

less. Muhammad, the Kuwaiti student who left early, talked 

about his experience at level 50 reading a book called The 

Grapes of Wrath. Besides communicative activities to help 

the international students communicate effectively with 

Americans, the book was required for extensive reading. The 

significance of extensive reading was emphasized by many 

researchers (Benson, 1991; Early & Tang, 1991). Students 

focus on the general ideas and ignore details when they read 

extended texts. So, their concentration level would be 

extended to a long period of time. 

The example of City College of the City University of 

New York supports the idea of adjusting CESL to be a book-

based program. McGowan-Gilhooly (1991) reports on the 

usefulness of teaching English to international students 

through graded books. The students were exposed massively 

to English by reading one thousand pages of popular fiction 

in their first writing course. "They had to read about 70 

pages a week for homework, copy messages that struck them, 

and write responses to these messages" (p. 80). Grammar 

instruction was dropped. McGowan-Gilhooly mentions that 

although the students complained about the amount of work, 
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and the lack of grammar instr-uction at the beginning of the 

semester, they expressed their satisfaction at the end of 

the semester. She adds that the teachers were amazed by the 

students' progress in writing. She also indicates that the 

students not only were able to write fluently, but also 

correctly. Based on the findings of this research and the 

effectiveness of the Precourse, I strongly believe that 

graded books should be the core of the curriculum at CESL, 

especially after the initial survival of the students in the 

U.S. At the beginning, ESL students would be expected to 

read fiction and non-fiction books for juveniles. 

Gradually, they will be exposed to short stories, drama, and 

novels. 

Validity and ReliaUDility of the Research 

Validity is identified as a measure that measures what 

is intended to measure (Johnson, 1992). It has two parts: 

internal and external (Hammersely, 1992; Johnson, 1992). 

While internal validity is concerned about the research's 

soundedness in terms of findings and their credibility, 

external validity is concerned about the generalizability 

and the transferability of the study to other contexts. 

To obtain the internal validity, the researcher should 

consider the meaningfulness and the richness of the 

descriptions, the linkage of the present data to a prior or 
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an emerging theory, the coherence of the findings, the areas 

of uncertainty, the replicability of the findings, and the 

confirmability of the research (Hammersely, 1992). The 

natural validity of any research stems from the fact that 

the studied events, settings, and speeches are not modified 

by the researcher (Warner, 1992; Wolfson, 1976). 

I claim the internal validity of my research because it 

includes a thick-description of the settings, the actions, 

and the participants. I made great efforts to obtain in-

depth information about each participant through continuous 

daily contact in the research environment. The descriptions 

show the complexities of the variables and the interactions. 

The data is explicitly linked to a prior theory, the 

Monitor Model, which highly considers the effectiveness of 

the natural meaningful teaching of language and excludes the 

explicit teaching of language rules of grammar. The 

emerging theory of CBI is adequately explained and linked to 

the data. Besides that, the importance of learning 

strategies is based on theoretical foundations and prior 

research. The significance of the academic sills is based 

on Andersons' cognitive theory and information processing 

theory. Chapter II includes the argument of the theoretical 

claims of CBI and academic skills. 

The internal coherence of the findings is supported by 

data analysis. The section of data analysis shows that the 
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findings were coherent to some extent. The TOEFL tests, the 

AST, and the qualitative results showed that the students 

had improved their listening skills and note-taking 

strategies. The fact that the students' listening scores 

were higher in the post-tests and their notes were organized 

and logically connected at the end of the semester it proved 

the internal coherence of the findings. The results also 

show the relationship between providing an anxiety-free 

atmosphere and better learning. In addition, content 

knowledge was a factor for oral participation. When the 

participants knew the content, they actively participated 

answering the instructor's questions. These examples show 

how the findings were coherently connected to each other. 

The replicability of findings is obvious. For instance, the 

difficulty of reading the history textbook was recorded in 

different parts of the data. 

The difficulty of drawing logical conclusions from the 

reading section of the AST was recorded as an area of 

uncertainty. The ambiguity of the reasons was also 

explained. 

A variety of methods was employed for data collection 

such as field notes, interviews, informal conversations, 

questionnaires and surveys, and generalizable findings were 

drawn. Triangulation of data enhanced the internal validity 

of the research. 
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In addition to the above reasons, the research examined 

what was intended to examine. It was designed to measure the 

usefulness of the Precourse in improving the language 

proficiency and the academic skills of the participants. 

The data were very descriptive to include every detail about 

the dynamics of the class, the materials, the activities, 

and the participants. Data analysis show the effectiveness 

of such a course in improving the language proficiency and 

developing appropriate skills to cope with academic demands. 

The rich description of the research allows adequate 

comparisons with other samples of research to obtain its 

external validity. For example, it is interesting to 

compare this study with the adjunct course that was 

implemented at the University of California (UCLA) which was 

called the Summer Freshmen Program (SFP). The participants 

of the SFP came from language minority and majority 

backgrounds (Brinton & Snow, 1989; Brinton et al, 1989). 

These students lacked the essential academic skills like 

synthesizing lectures and text materials. In addition, 

their proficiency level of English did not meet the 

requirements of the academic level. A course named 

Introduction to Psychology was offered. The ESL component 

emphasized reading, writing, study skills, grammar, and the 

discussion of the content material. While the emphasis of 

the content class in the first week was cn the history and 
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methods of psychology, the ESL reading focus was on 

previewing and predicting. Practicing writing covered topic 

sentences, paragraph unity, and writing paragraphs of 

definition. Note-taking, dictionary use, and test 

preparation were examples of the study skills component. 

The grammar component covered verb tenses, determiners, and 

relative clauses. The participants expressed positive 

attitudes towards the SFP in terms of preparing them 

academically. They reported that the course not only helped 

them to use the academic skills such as note-taking, but 

also familiarized them to the academic life. Brinton and 

Snow (1989) conclude that the adjunct class is appropriate 

for students who come to the university with low proficiency 

level of language and poor academic skills. 

The SFP and the current research emphasize integrating 

language and content. Academic skills and reviewing the 

content of the lectures were practiced constantly in both 

cases. However, writing and grammar were neglected in the 

present research. Positive findings were found in both 

examples. The participants demonstrated improvement not 

only in language proficiency, but also in acquiring the 

necessary academic skills such as reading strategies and 

not-taking methods. The participants also expressed their 

positive opinions regarding the effectiveness of the adjunct 

model. 
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The diversity of students in terms of language 

proficiency poses a threat to the generalizability of the 

findings. If the group was more homogeneous, better 

findings would be obtained. In addition, the number of the 

participants was very few that it would be considered a 

problem for the generalizability of the findings. 

The applicability of the research processes and 

outcomes to other settings even ones of a different nature 

would enhance the validity of the research. Such a course 

could be easily applied for teaching Hebrew at the college 

level to Arab students to improve their proficiency in 

Hebrew and to prepare them for academic classes. So, the 

findings could be tested further in similar settings with 

similar or different natures. 

The findings were also replicated in other studies to 

assess their robustness. As mentioned in Chapter IV, this 

case study was designed based on the positive findings of 

the research that Dr. Muhammad conducted on an adjunct 

course at CESL in 1994. 

Employing multiple methods of data collection enhances 

the reliability of the research (Hammersely & Atkinson, 

1983; Miles & Hubberman (1990, 1992, 1994; Marshal & 

Rossman, 1995) . Relying on one source of information can't 

provide a complete picture of a particular case. 

Triangulation of data helped me avoid reliance on 
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impressionistic judgements, minimized the effect of the 

participants' biases as well as my biases, and validated 

analytical constructs. For example, systematic notes 

assisted me learning about the participants behaviors and 

the meanings attached to these behaviors. The systematic 

audio taping that accompanied the observations facilitated 

the data analysis. Questionnaires and surveys exposed the 

participants' beliefs, attitudes, and characters. To 

obtain accurate data, I usually compared their answers of 

these questionnaires and surveys and asked the students to 

clarify any contradictory data. Since the journals gave 

accounts of the students' experience learning English, they 

helped me to follow their interaction, practices, 

performance, interests, and difficulties in the class. 

In sum, the reliability of the research is based on the 

consistent and the stable process of data collection. The 

chain of the research's evidence enhances its reliability. 

Readers of this dissertation should be able to piece 

together the evidence for the conclusions drawn from the 

available data. Triangulation helped to obtain fair and 

representative conclusions rather than relying on partial 

impressions. It also helped me to better understand the 

interaction of the variables of the research. Data analysis 

did not include any contradictory results. They were even 

cohesively and meaningfully connected. Besides that, there 
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were data quality checks to determine unbiased information 

that might mislead the analysis. For example, three raters 

rated the results of the AST to enhance its inter-rater 

reliability. 
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APPENDIX A 

Reading Log 

Name: Date: 

The Week of 4/22/96 (from April 22 through April 29) 

Book: The American Traaedv 

M T W Th F St Su 

Pages: 

Time : from from from from from from from 

to to to to to to to 

REFLECTIONS: Please record your impressions on the readings 
mentioning if it was too difficult, boring, or interesting. 

Write the sentence that impressed you the most either 
negatively or positively and explain why. 

Write the most difficult sentence you have read this week? 
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What new things have you learned this week from the reading? 
Does it remind you of anything in your culture? 
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APPENDIX B 

Background Questionnaire 

1. Personal Data: 
Name Age Sex 

Country Native Language 

Other Language (s): 

2. Education Level: 
Put "X" indicating your education level: 

High School 
Junior College 
College University 
Other (specify) 

3. Is English your second/third/ or fourth language? 

4. How long did you study English in your country? 

5. Were you taught English by native speakers in your country 
or by native speakers of your language? 

6. Were all the four language skills (listening, speaking, 
reading, and writing) emphasized when you studied English in 
your country? Which skills were more emphasized? 

7. Which skill was the easiest and which was the most 
difficult for you? 

8. Did you ever use English outside of school in your country? 
If yes, where? 
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9. Did you listen to radio stations, watch TV programs, or see 
movies in English in your country? 

10. Did you read English newspapers or magazines when you were 
in your country? 

11. How long have you been studying English in the USA? 

12. The reason you are studying English is: 
to study in the USA 
to find a good job 
to travel abroad 
having a specific interest in the language? 
having a specific interest in the culture? 
to speak English with my friends who speak it. 
other(specify) 

13. Study Plans: Where do you plan to study? what are you 
planning to major in? What degree are you seeking? 

14. Are you currently taking or auditing any regular 
university course? If yes, please explain. 

15. What elective course did you select and why did you select 
it? 

16. Have you ever taken an international or institutional 
TOEFL course? Are you currently taking a TOEFL preparation 
course? 
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17. Did you take the international TOEFL in your country? If 
yes, how many times? What 
were your scores? 

18. Have you ever taken the institutional TOEFL since you came 
to the US? If yes, how many times? What were your scores? 

19. Which of the four skills (listening, speaking, reading, 
and writing) do you feel most comfortable with? State the 
reason for your choice. 

20. What hobbies do you currently have? Do you use English or 
your native language while participation in your hobby or 
hobbies? 

21. The Current Course: What do you expect from this course? 
What are your goals? What are your fears? 

22. Why did you choose this course? 

23. How did you learn about it? 
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APPENDIX C 

Academic Skills Pretest 

Name: Date: 

Section I 

In this section, you will listen to an audio recording of 
a lecture on higher education in the U.S.A. You should listen 
very carefully to understand the main ideas. While you are 
listening, you should take notes on the main ideas and key 
concepts, using the "Note-Taking" sheet. 

After the lecture is finished, you will have 20 minutes 
to write a brief summary (about 10-15 lines) of it, using the 
"Lecture Summary" sheet. 

These terms may help you understand the lecture: 

1. access: (noun) the ability, right, or permission to enter 
or be admitted; (verb) to be able to reach, approach, or 
enter 

2. criteria: standards for evaluating or judging something 
or someone 

3. GPA: grade point average; a 4.0 means the student 
received all A's 

4. reputation; the general opinion that is held about 
something or someone 

These abbreviations may help you with note-taking: 

1. AA: Associate of Arts 

2 . BA: Bachelor of Arts 

3 . BS: Bachelor of Science 

4 . MA: Master of Arts 

5 . MS: Master of Science 

6. Ph.D.: Doctor of Philosophy 
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TRANSCRIPTION OF THE LISTENING PART 

Higher Education in the United States 

Time approximately 19 minutes 
Three thousand sixty four words 
Good afternoon 
Today's topic is Higher Education in the United States. 

We're going to talk about the various forms of Higher 
Education including colleges and universities, public and 
private institutions. We'll also be talking about what some 
criteria might be when you choose the college or university 
that you want to attend. What sort of resources you have to 
help you make that kind of choice. What kind of courses you 
can expect when you are accepted into the college or 
university that you applied to and what kind of skills you 
need to compete with American students and get those A's and 
B's. First of all, I'd like to talk just in general about 
some of the terminology. We talk about colleges and 
universities interchangeably. We might talk about going to 
college when we are actually going to university. 
That's because to us they are about the same. So, in 
California, we have a very specific kind of educational 
system. We are going to be talking about that, but 
basically the difference between a college and a university 
is the kind of degree that they grant. In a college, you 
can have a choice of going to a two-year college and earning 
an Associate of Arts degree or going to a four-year college 
and earning a Bachelor of Arts or a Bachelor of Science 
degree. That's different from a university. The 
university can also offer the advanced level degrees, the 
Master of Arts, the Master of Science, and also the Ph.D. 
Some universities offer the Ph.D which is the doctoral of 
philosophy degree, the highest degree that you can earn in 
the United States. So, that's basically the difference 
between the college and the university. It is defined the 
kind of degree that they can offer. Now, another 
distinction that we should talk about, public and private 
colleges and universities. Private colleges are very good. 
Some of them are excellent. You probably have heard of few 
of the famous colleges that are private like Harvard, 
Princtens??, Stanford. You've heard of those colleges. I 
think they're known throughout the world as being excellent 
schools. One thing about a private school is it is 
generally quite expensive. In many of these schools of 
course are very difficult to get into. Public schools, 
there are also excellent public schools such as The 
University of California, Brekley, The University of 
Michigan, and UCLA. These are all excellent public schools 
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just a name of few??? Public schools are different from 
private schools in the state tax payers. The residents in 
the state pay taxes to the state government and a part of 
those taxes are a portion to education, from the primary 
level to the university level. So, the institutions that 
they're public are supported not only by the students' 
tuition, but also by the taxes. That makes them less 
expensive than private schools. Private schools are only 
supported by students' tuition. So, they have to be more 
expensive. Now, these excellent schools that we've 
mentioned are also very competitive. It's very difficult to 
get into those schools. So, we have to think about how to 
apply and what school to apply to. Now, each state has its 
own system, educational system as determined by the state 
government and the state legislator. The state determines 
the goals of the education in that state and what the state 
system is going to look like. I'd like to talk about the 
state system that I know best which is California, The 
California educational system. You can draw a California 
State educational system pyramid and this kind of 
graphically describes or shows you how the system is laid 
out in California. 

To begin with, at the bottom of this pyramid, at the 
base, the largest part of it, is the community college 
system. Again, this is the two-year system in California. 
You can attend full-time for two years and you can earn an 
Associate of Arts degree. It's not difficult to get into 
the community college system. You've to have a high school 
diploma and you've to have approximately 450 on the TOEFL in 
order to be admitted. There are one hundred and sixty 
community colleges throughout the state of California which 
broadens the access to education. This makes education 
democratic in the State of California. Any body who meets 
these minimum requirements has access to the educational 
system in California and if you want to you can apply to the 
California state university system. Now, the top thirty 
percent of graduating high school students qualify for 
admission into the California state university system. 
California State University can offer you a Bachelor of 
Science, a Bachelor of Arts, Master of Science, and Master 
of Arts. So, they offer both undergraduate study and 
graduate study up to the master's level. There are twenty 
California state university campuses from San Diego to San 
Francisco and Humbled, even north of San Francisco. In 
fact, I think it is the largest state university system in 
the Unites States. There are twenty different campuses to 
which you can apply. The entrance requirements are a little 
bit more competitive than the community college. They only 
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accept the upper thirty percent. You have to have 500 or 
more commonly a 550 TOEFL score. You have to have a pretty 
good GPA or a grade point average to be accepted in the 
California state university system. The third in the 
pyramid is the University of California system. In the 
University of California, a Master of Science, and a Master 
of Arts, and the highest degree which of course we've 
mentioned is the Ph.D, the doctor of philosophy. The 
University of California has ten different campuses ranging 
from San Diego to San Francisco. It has on Campus Housing 
which is very convenient. It is research oriented. In the 
University of California, to get a Ph.D you must do a lot of 
research. They have a lot of research facilities. It is 
difficult to get into. The TOEFL score requirement maybe 
around 600. People with a 4.00 grade point average are 
sometimes turned away. So, it's very very competitive, very 
difficult to get into. You might ask well if a student of a 
4.00 grade point average being turned away, what do you have 
to do? Well, when the admissions offices considering the 
applicants, they can look at two different people with four 
point o's and see that one has only a four point O and 
nothing else. The other has perhaps been in the band 
perhaps he has been editor of the students' newspaper, 
perhaps he has done some service in the community and this 
person has more of a well rounded kind of personality 
profile. They might choose this person over the person 
who's only studied in the library for the last four years. 
So, in effect, you have equal access to the California 
system through the community college. You can transfer 
those credits that you earned at the community college to 
the Cal state university system, you can transfer them to 
the University of California System and you can get the 
degree that you want to as long as you meet the 
requirements. Now, when you're thinking about choosing a 
school or a college or a university that's best for you, 
there are some criteria that you should keep in mind. 
First of all, what's your major? Not every college or 
university offers all of the majors. So, you need to find 
out what majors are offered in the colleges or universities 
that you're interested in. Perhaps your major is "Marine 
Biology", that's a little bit unusual. Not all schools have 
that but there are a few schools in California that do. 
You need to do some research and find out who offers 
your major. Also, how about the faculty, are they good? Are 
they well known in that field? Have they published 
anything? Are they making contributions to the field you're 
interested in studying? What is the reputation of the 
school? Another important consideration is. Is the 
institution accredited? That means, does it have the 
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Standard of approval by a board of experts called the 
Accreditation Board, just a group of experts 
visits all the institutions and they evaluate them, they 
look at their library, they look at the students, they talk 
to the students, the faculty and the administration, they 
look at the whole campus and all the services that the 
students are provided, and then they decide this is a good 
school, they give it their seal of approval and with that 
you can earn credits. Those credits then can be transferred 
to another school that is also accredited. Accreditation 
has the word credit in it and that's very important for the 
school to be accredited and for you to earn credits so you 
can transfer them, if you don't go to a school that is 
accredited, you're wasting your time and your money. First 
of all, your credits won't transfer to a better school. 
Secondly, when you do get your degree not be considered very 
worthwhile, when you are looking for a job, it may not help 
you to get one. Another thing to consider when you're 
looking at schools of course is the location. Where is it 
located? If you're living with your family or with your 
relatives, perhaps you're having a smaller area in which you 
can go and so you're looking at all institutions in that 
area, if you have more flexibility, then you can determine 
where you want to live, you want to live in a big urban 
environment, or in a smaller city. Or do you want to live 
in a rural environment? There are institutions of higher 
education in all of those different kinds of locations. 
Another thing to consider is size, do you want to be in a 
veiry large school? Perhaps forty thousand students that has 
excellent research and library facilities, has lots of 
things for you to do, but you might have to take a bus from 
one end of the campus to the other, you might be in classes 
with two hundred other students or do you want to be in a 
smaller institution where the class size is much smaller, 
maybe the library is not so big, but maybe you will get 
better or more individual attention and last but not least 
is certainly cost. How much does it cost? Is it 
affordable? Is there any financial aid for international 
students? Other opportunities to work on the campus? These 
are all considerations that you need to think of in addition 
where your friends go to school. So, how do you get hold of 
this information? It is available to you. Here are some of 
the resources that you'll find in your advertisement center 
in the library or in the bookstore. This is one example, 
this is Peterson's guide to applying into colleges and 
universities in the United States. This one is particularly 
useful for international students. Peterson's guide is 
available in most advertisement centers. This is a very 
good resource because it talks about the competitiveness. 
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It talks about how difficult it is to enter, to be accepted 
in the university. It talks about the various campuses, how 
big they are, where they are, how many boys go there, how 
many girls go there. It gives you all kinds of interesting 
information about the campus and also about the majors that 
are offered at each of the schools. This is an invaluable 
source. I recommend that you do look at this before you 
choose. Peterson's guide is a very good source for you. 
Another resource that you can have access to is your 
library. Do a little bit of research, it doesn't hurt to 
know when do you get into here, there are many magazine 
articles that are published about colleges and universities. 
You can find articles about graduate schools, there are 
also articles about undergraduate schools. One of the 
institutions that is very often included in this kind of 
publication is Stanford. It is excellent. Why is it 
excellent? Well, for one thing, it has excellent faculty, 
the faculty are very well known. They are making 
contributions in their fields that they are helping the 
world. They are adding to the knowledge in their field. 
The students are also excellent. They have to be because 
the admissions' requirements are so strict. So, the 
students are excellent, the faculty is excellent, the 
research facilities are excellent. So you known that this 
is an excellent school. Some libraries are also have 
college catalogues. You should look at the catalogue of a 
college you are considering. See you have many sources that 
you can go to when you're choosing the kind of college or 
university that you want to go to. And I would recommend 
when you get down to applying, you make three applications. 
First of all, apply in the school that is really good, that 
you really want to go to, maybe it is a little bit out of 
reach, but go for it. Go ahead and try because if you don't 
try, you don't have a chance, you won't be accepted. So, 
put in that application. The second school to apply to is 
the one you definitely think you have a good chance of 
getting accepted into and then the third school 
to apply to is your insurance policy. Should other 
applications be rejected? Probably this school will accept 
you. Maybe you want to study there for a while and transfer 
later on. So those are considerations. Now some more 
terminology, when you begin in a university, you're 
considered a freshman. In your second year, you're a 
sophomore. That has a silent o in the middle, s-o-p-o-m-o-
r-e. The third year you're a junior. The fourth year, 
you're a senior. The first two years, you're taking lower 
division classes and in the second two years, you're taking 
upper division classes. In the first two years, in the 
lower division classes, no matter where you are, in the 
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community college, the California State University, in the 
university, no matter where where you are, you'll have some 
requirements that are called "breadth" requirements, classes 
that are absolutely required. I have here a list of some of 
the types of classes that you'll have to take. Now, under 
basic subjects, you'll have to take at least four different 
classes, by that I mean English which is writing, speech, 
critical thinking, and math. These are examples of classes 
that you take under basic subjects. These kinds of classes 
are required in all the institutions. Also American 
institutions, you'll also have to take two classes in 
American institutions. You may choose classes such as "US 
History", "US Constitution" or "Government". You must also 
take two or three classes in natural science, "Physical 
Science" and "Biological Science", and you need to take two 
or three classes in Humanities which include literature. 
Art, and Bi-Art, that's not just visual art, that's also 
music, philosophy, and languages. And in addition, you need 
to take two or three classes in social science. Some 
examples are economics, political science, psychology, and 
sociology. Finally, another course will be required will be 
in self-development, and that will be health, physical 
education, or perhaps anthropology. These basic subjects, 
these breadth requirements or general education requirements 
are required because in America we have this philosophy. 
That in order to be an educated person, you must know 
something about everything, that's a lot to know. So, we 
give you these basic kinds of broad experiences in 
education, then as you go on into your major and you need to 
specialize, you'll have some background knowledge which 
you'll be abe to choose more easily what you really want to 
specialize in. You'll come out with a degree that really 
mean something because you'll be a well educated person. 
What kind of workload can you expect when you're accepted in 
the college or university of your choice. Well the reading 
is tremendous. You'll be reading perhaps twenty to fifty 
pages a night. For each class that you take, you'll be 
assigned to buy at least one textbook, maybe more. Then, 
you'll have outside reading in the library, so the workload 
is very demanding. Writing, you need to write research 
papers, which means you'll have to go to the library and in 
many different kinds of resources be able to find articles 
that are important. Read those articles, understand them, 
and then put them together into a research paper giving 
credits for the authors to whom you refer. You need to have 
good listening skills. You need to be able to take notes, 
you need to be able to understand the lectures, understand 
what is important to write down and what you can't forget 
because sometimes the lectures talk about personal things, 
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you don't need to write these things down. You need to have 
good communication skills. You need to be able to speak in 
class. Very often you'll be in small classes, seminars, 
maybe twelve or fifteen students, and they will demand that 
you have something to say, you'll be able to express your 
ideas, answer questions and to ask questions, so, therefore, 
those kinds of skills that you need, the reading is very 
important. You need to have good vocabulary and to be able 
to read fast. It is really a skill that you need to 
develop. I really hope that the English classes that you're 
taking now will help you in the long run to improve your 
skills up to the point you're able to compete successfully 
with the American students that are attending those 
universities. So, just to recap briefly, we talked about 
colleges and universities, the difference, the California 
educational system, criteria for choosing the college or 
university for you, what can you expect and your skills. 
So, now here the opportunity for you to practice those 
skills. Other any questions? 
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Note-Taking 

(this sheet will not be scored) 
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Lecture Summary 
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Academic Skills Pretest 

Naune: Date: 

Section II 

In this section, you are going to read an article on 
admission standards at California (Cal) State University. 
After you read the article, please answer the questions that 
follow in the spaces provided. 

The following definitions may help you better 
understand the content of the article: 

1. controversial: debatable; subject to public dispute or 
argument 

2. supplemental: something added 

3. remedial: intended to improve one's skill in a 
particular area 

Proposal to Tighten Cal State Admission Standards Softened 

Architects of a proposal to tighten admission standards 
and phase out remedial education at California State 
University by 2001 have backed off in the face of a public 
outcry warning that too many students would be denied a 
college education. 

On Tuesday, the Cal State Board of Trustees' 
subcommittee on remedial education approved a new plan that 
seeks much more gradual changes than originally proposed. 

In a controversial move in July, the trustees proposed 
that beginning in 2001, they would boost the quality of 
education at Cal State's 22 campuses by denying admission to 
students who lack college-level English and math skills. 

The new proposal still seeks to reduce the number of 
students who need supplemental academic help. But it does 
not call for the elimination of remedial courses, and it 
specifically rejects using "punitive solutions" to effect 
change. 

"This is a huge victory," said Marc Levine, president 
of the California State Student Association, which 
represents the system's 340,000 students. "The message 
remains: K to 12 (public education from kindergarten 
through 12th grade) isn't producing students with adequate 
pre-collegiate skills. . . . But instead of using a scare 
tactic, [the board] is setting goals and timeliness. That's 
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the right way to go." 
The full board will consider the new proposal in 

January, and some trustees believe that it will be approved. 
"I expect it to pass," said Trustee Ralph Pesqueira, 

the chairman of the remedial education subcommittee, who 
said the new proposal came largely in response to public 
input at a series of hearings throughout the state. 

According to recent data, nearly 60% of entering Cal 
State freshmen need some kind of remedial help, meaning that 
they lack the skills to successfully complete college-level 
course work. This is particularly alarming given that Cal 
State admits only those students whose grades and 
standardized test scores place them in the top third of the 
state's high school graduates. 

Those statistics have fueled concerns among trustees 
and faculty who worry that the value of a Cal State 
education is being eroded. As the board began to examine 
the issue earlier this year, some Cal State faculty members 
urged trustees to send students who needed remedial help to 
community colleges to sharpen basic skills. 

Passing around a typewritten summary of the key points 
raised by parents, teachers and students in five California 
cities, trustees said that such input had persuade them that 
their initial proposal had provided to little time to effect 
real change without severely limiting access to Cal State. 

The new plan sets forth a far more gradual timetable 
for improvement. It calls for Cal State to develop and 
publicize clearer standards for performance before 2001, as 
well as improved ways of measuring students' skills. The 
proposal says that with those elements in place, it expects 
a 10-percentage-point decline in the number of regularly 
admitted new freshmen needing remediation by the fall of 
2001. 

So-called "special admits" who are granted admission to 
Cal State because of a special talent or other exception, 
will not be affected, nor will older, returning students or 
those for whom English is a second language. 

"I think we will always be involved in remidiation and 
we should be," said Trustee William D. Campbell. "The 
problem was that the level of extra academic support 
increased to where the majority of our students coming in 
needed it." 

The proposal and an accompanying subcommittee report 
also approved Tuesday emphasize the importance of 
cooperation among Cal State, the community collages and the 
K-12 system. 

This article is adapted with minor changes and some 
deletions from "The Los Angeles Times" by Amy Wallace, the 
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APPENDIX D 

Academic Skills Pretest Answer Key 

Directions for Recording Scores: Before you begin scoring 
each test, write the Student Number in the appropriate blank 
at the top of the first page of the Academic Skills Pretest 
Scoring Sheets. As you finish scoring each subsection, 
enter the score in the appropriate place on the sheets. 

Section I 
Directions: Before scoring this section, read the 
Transcript of "Higher Education in the United States" Audio 
Recording and the directions on page 1 of the Academic 
Skills Pretest. Then score the Lecture Summary according to 
the following guidelines: 

Content Score: For scoring the content, give one point per 
main idea mentioned in the Lecture Summary (p. 3). The 
maximum possible for content is 30 points. Main ideas must 
be from the following list of 30 possible main ideas 
mentioned in the lecture on higher education: 

1. The topic is higher education in the U.S. 

2. Colleges and universities are different in the kind of 
degree they grant. 

3. A college is either 2 years or 4 years. 

4. A university offers advanced degrees. 

5. Private schools are expensive and difficult to get in 
to. 

6. Public schools are supported by taxpayers, so they are 
less expensive than private schools. 

7. Each state has its own education system. 

8. The largest part of the California educational system 
(or the base of the pyramid) is the community college 
system. 

9. You can attend a community college for two years and get 
an Associate of Arts degree (AA). 

10. The California State University system offers 
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undergraduate and graduate study (degrees). 

11. The University of California system offers the highest 
degree (the Ph.D.). 

12. The University of California system is hard to get in 
to. 

13. A more well-rounded person might get in more easily. 
14. When choosing a school, keep in mind some criteria. 

15. What is your major? 

16. How is the faculty? 

17. Is the school accredited? 

18. Where is the school located? 

19. What is the size of the school? 

20. What is the cost of the school? 

21. Peterson's Guide is a very good source for finding out 
about different schools. 

22. The library is another good source. 

23. Apply to three different types of schools. 

24. In the first two years, we have to take required courses 
(breadth requirements). 

25. Americans believe that to be educated, you must know 
something about everything. 

26. When you go into your major, you'll have some background 
knowledge. 

27. There is a lot of reading. 

28. You have to write research papers. 

29. You need good listening skills. 

30. You need good communication skills. 

Organization Score: For scoring the organization of the 
Lecture Summary, use the following rating criteria: 
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Point Range Criteria 

8--10 EXCELLENT TO VERY GOOD: ideas stated 
clearly; well-organized; logical 
sequencing 

5--7 GOOD TO AVERAGE: loosely organized but 
main ideas stand out; logical but 
incomplete sequencing 

2--4 FAIR TO POOR: ideas confused or 
disconnected; lacks logical sequencing 
and development 

Lancaiaae Use Score: For scoring language use in the Lecture 
Summary, use the following rating criteria: 

Point Range Criteria 

8--10 EXCELLENT TO VERY GOOD: few errors of 
agreement, tense, number, word order 

5--7 GOOD TO AVERAGE: several errors of 
agreement, tense, numbers, word order 

2--4 FAIR TO POOR: frequent errors of 
agreement, tense, numbers, word order 

Section II 

Directions: Before scoring this section, read the 
directions on page 4, and then read the article, "Proposal 
to Tighten Cal State Admission Standards Softened," on pages 
4 and 5 of the Pretest. 

Answers to Comprehension Ouestions: For scoring the 
questions on page 6 of the Pretest, use the following 
answers. Give full credit for correct, complete answers, 
and partial credit for correct answers that have part of the 
complete answer; number of points should vary according to 
how complete the answer is. 

1. The proposal to tighten admissions standards and phase 
out remedial education. [10 points possible] 

2. There was a public outcry and warning that too many 
students would be denied a college education. The 
subcommittee decided that remedial courses would not be 
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eliminated, but the number needing them would be 
gradually reduced. 

3. Original: phase out remedial education by 2001. 
Revised: more gradual changes; they will develop 
clearer standards and improved ways to measure 
students' skills. 

4. They worry that the value of Cal State University 
education is being eroded. 

Section III 

Directions: Before scoring the Essay in this section, read 
the directions on page 7 of the Pretest. Then, rate the 
Essay on page 9 according to the following guidelines: 

Content Score: For scoring content of the Essay, use the 
following criteria: 

Point Range 

22--30 

13--21 

Criteria 

EXCELLENT TO VERY GOOD: thorough 
development of thesis; relevant to 
assigned topic 

GOOD TO AVERAGE: limited development of 
thesis; mostly relevant to topic, but 
lacks detail 

4--12 FAIR TO POOR: inadequate development of 
topic 

Organization Score: For scoring the organization of the 
Essay, use the following criteria: 

Point Range Criteria 

8--10 EXCELLENT TO VERY GOOD: ideas stated 
clearly; well-organized; logical 
sequencing 

5--7 GOOD TO AVERAGE: loosely organized but 
main ideas stand out; logical but 
incomplete sequencing 

2--4 FAIR TO POOR: ideas confused or 
disconnected; lacks logical sequencing 
and development 



335 

Lancniaae Use Score: For scoring language use in the Essay, 
use following criteria: 

Point Rcuige Criteria 

8--10 EXCELLENT TO VERY GOOD: few errors of 
agreement, tense, number, word order 

5--7 GOOD TO AVERAGE: several errors of 
agreement, tense, numbers, word order 

2--4 FAIR TO POOR: frequent errors of 
agreement, tense, numbers, word order 
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Academic Skills Pretest Scoring Sheets 

Student # 

Section I 

Content Score: 

Organization Score: 

Language Use Score: 

Total Score: 

Reader's Name: 

Section II 

Question 1: 

Question 2: 

Question 3: 

Question 4: 

Total Score; 

Reader's Name: 

Section III 

Content Score: [out of 30 possible] 

Organization Score: [out of 10 possible] 

Language Use Score: [out of 10 possible] 

Total Score; [out of 50 possible] 

Reader's Name: 

[out of 30 possible] 

[out of 10 possible] 

[out of 10 possible] 

[out of 50 possible] 

[out of 10 possible] 

[out of 10 possible] 

[out of 20 possible] 

[out of 10 possible] 

[out of 50 possible] 
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Researcher's Cximulative Academic Skills Pretest Scoring 
Sheet 

Student # 

Section I 

Total Score; R1 R2 R3 

Combined Average Score: [out of 50 possible] 

Section II 

Total Score: R1 R2 R3 

Combined Average Score: [out of 50 possible] 

Section III 

Total Score: R1 R2 R3 

Combined Average Score; [out of 50 possible] 

Section I Combined Average Score /50 

Section II Combined Average Score /50 

Section III Combined Average Score /50 

Total Academic Skills Pretest Score: /ISO 

= /ICQ 

Kev: 
R1 = Reader #1 R2 = Reader #2 R3 = Reader #3 
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Spring, 1996 

APPENDIX E 

Syllabus of History 107 

History 107 

D. Levine 
Office: Franklin Bldg, 308A 
Office hours: Mon 10:45- 11:30 a. m.; Wed 10:05-10:30 a. m. 

(No office hours on March 4 or 6, or April 29) 

Readings and Assignments 

I. Readings 

Garraty, THE AMERICAN NATION, volume 2: since 1865, 8th 
edition 

Dinnerstein and Jackson, American Vistas: 1877 to the 
Present. 7th edition 

(current editions are in the bookstore) 

III. Assignments 

Week Date Assignment 

1 1-15 Holiday 
1-17 Introduction; read Garraty, pp. 436 & A9 

for discussion this week 

2 1-22 Garraty, chapter 17 
1-24 AV #S 2 & 4 

3 1-29 Garraty, pp. 493-506 
1-31 Garraty, pp. 506-515 

4 2-5 Garraty, chapter 19; AV #S 6 & 7 
2-7 Garraty, pp. 547-53, 568-569 

5 2-12 Garraty, pp. 571-582 
2-14 Garraty, pp. 582-592 

6 2-19 FIRST EXAMINATION 
2-21 Garraty, chapter 22 

7 2-26 Garraty, pp. 623-642; AV #9 
2-28 Garraty, pp. 620-621, 642-659, 688-689 
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10 

11 

12 

13 

3-4 
3-6 

3-11 
3-13 

3-18 
3-20 

3-25 
3-27 

4-1 
4-3 

4-8 
4-10 

Garraty, chapter 25, AV #S 11 & 12 
Garraty, chapter 26 

Holiday 
Holiday 

Garraty, pp. 73 9-752; AV #13 
Garraty, pp. 752-767 

Garraty, chapter 28, AV #15 
Garraty, pp. 793-807 

Garraty, pp. 807-817 
Garraty, pp. 821-836 

Garraty, pp. 836-847 
SECOND EXAMINATION (Please see me in 
JANUARY if this date is a problem for 
you) 

14 

15 

16 

4-15 
4-17 

4-22 
4-24 

4-29 
5-1 

FINAL EXAMINATION; 

Garraty, chapter, portfolio 4, AV # 
Garraty, pp. 883-890 

21 

Garraty, pp. 890-910 
AV #S 4, 16, 20; Garraty, read SC case 
decisions on pp. 466-67, 509-511, 585, 
631-632, 638, 639, 673, 696, 749-753, 
776, 814-816, 847, 873, 907 

AV # 17 
Review 

Friday, May 10, 8 a.m. (Please do not 
ask for a make-up examination because 
you want to leave campus early.) 

NOTE: You should do all of the assigned reading before each 
lecture class meeting. It will help you understand the 
lecture. You must also do the assigned reading before each 
discussion class meeting. Teaching Assistants have been 
instructed to ask you to leave if you attend discussion 
section without having done all of the assigned readings. 
The quality of your participation in class discussions 
affects your final grade. In addition, TAs may give 
quizzes, assign short papers and/or oral presentations, or 
give you additional appropriate academic assignments. 

EARNED CREDITS: First Examination 20% 
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Second Examination 20% 
Final Examination 3 5% 
TA evaluation 25% 

The first and second examinations are optional; you need not 
take either or both if you are not inclined to do so. There 
are no make-ups for these examinations. (There is one 
exception for the second examination noted next to 
assignment for April 10. If you have a problem with taking 
an examination on that date you MUST inform me in JANUARY.) 
Instead the percentage that each of these examinations is 
worthy is added to your final examination. Thus if you miss 
both, the final counts for 75% of your grade. If you miss 
the final examination a make-up will be given. 

The final examination has two parts: multiple choice and 
essays. The multiple choice section of the examination 
constitutes your score; the essay will be graded and used to 
help you improve your final grade if our records and your 
class participation indicate that it might be of help to 
you. Thus the essay, while being given no official weight 
in assessing our grade, will be read if you are close to 
getting the next higher grade. This is subjective and will 
be applied selectively by the TA. 
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APPENDIX F 

Sylladsus of the Adjunct Class 

Instructor: Helen Nir 
Place: CESL 203 and CESL auditorium 
Time: MWF 9-10 a.m. 

2-3 p.m 

TTH 2-4 p.m. 

Books: The American Tragedy by Theodore Dreiser 
The American Nation: A History of The United States 
Since 1865 by John A Garraty 
American Vistas: 1877 to the Present by Leonard 
Dinnerstein and Kenneth T. Jackson 

You can get The American Tragedy in the CESL book section of 
the book store, but the other two books are in the history 
section of the book store 

Welcome to CESL's first History-Adjunct course. This course 
is going to be interesting and very valuable for you, but it 
will not be easy. 

HERE IS WHAT WE ARE GOING TO DO TOGETHER: 

1. On MWF between 9:00 and 10:00 a.m. we will be going to a 
university history course together with American students. 
On MVJ we will be in a large lecture hall down stairs at 
CESL. We will listen carefully to the lectures given by 
professor Leonard Dinnerstein and take notes. On Friday 
mornings, at the same time, we will participate in small 
discussion groups taught by professor Dinnerstein's teaching 
assistants. There we will participate as well as we can in 
the discussions. 

2. In the afternoons, on MWF we will meet at 2:00 p.m until 
3:00 p.m. to talk about what we heard in the morning, and to 
explain some of the things that might have been difficult 
for us. 

3. On Tuesdays and Thursdays we will meet in the afternoon 
only. The time will be 2:00--4:00. At that time we will 
also read a very famous, interesting, and long American 
novel called The American Tragedy. The book was written by 
Theodore Dreiser and it deals with a part of the era that we 
will talk about in the history class. 
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HERE IS WHAT YOU WILL BE EXPECTED TO DO: 

1. Come to all the lectures and take careful notes. 

On Fridays--

1. Hand in a reaction paper that tells about your feelings 
about the adjunct course. Questions that you have, 
complaints that you have, suggestions that you have for what 
we should or should not be doing in our class. 

2. Take a vocabulary quiz on the new words of the week and 
on the new facts that were covered that week. 

On Thursdays--
Take a quiz on the required reading in The American Tragedy 
for that week. 

In addition--
1. Do a summary of one chapter of The American Tragedy when 
it is assigned to you. 

2. Give a short speech about a person, an event, or a 
process in American history. 

3. Participate in a debate on a controversial issue in 
American History. 

Be in class every day on time with a smile on vour face and 
be eager to learn at all times 1 
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APPENDIX 6 

Note-Taking Methods 

OUTLINING ORGANIZATION 

Name of Topic 

I. Introductory-
Purpose of nature of subject matter 
General 
Specific 
Sources of the data 

1. 
2 . 
3 . 

II. First main idea 
A. Significant fact, opinion, or evidence supporting 

this idea 
1. Sources leading to A 
2. Important item relating to A 

a. Subordinate data 
b. Additional data 

(1) Item relating to B 
(a.) Item relating to (1) 

(2) Item relating to B 

B. Another significant fact, opinion, or evidence 
supporting II 

1. Sources 
2. Important item 
3. Etc...Etc. 

C. Etc...Etc. 

III. Second main idea of the topic being outlined 
A. Etc. 
B. Etc. 

Conclusion or summary 

1. What facts are presented 
2. Decisions or feelings of your own 
3. Conclusions you have come to from your writing and 

research 



CORNELL-

ADVANTAGES: 

1. Master information 

2. Efficient 

3. Steps promote learning 

MATERIALS: 

-loose leaf binder 

-recall system 

RECORDS NOTES: 

1. Use paragraphs 

2. Use numbering 

3. Get main ideas 

4. Use abbreviations 

REDUCE NOTES 

1. Correct incomplete items 
items 
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TWO COLUMN METHOD 

THREE ADVANTAGES: 

1. Method for mastering 
information-not just 
recording lectures. 

2. Keynote=efficiency-not 
retyping\rewriting. 

3. Each step prepares way for 
next part of learning 
process. 

MATERIALS: 

-one side, loose leaf paper to 
be kept in binder. 

-two and a half inch column at 
left- hand edge of each page 
to be used for recall cues. 

DURING CLASS RECORD NOTES: 

1. Record notes in paragraphs 
skipping lines to separate 
information logically 

2. Don't force outlining 
system, but do use any 
obvious numbering. 

3. Strive to get main ideas 
down. Facts, details, 
examples, but they're 
meaningful only with 
concepts. 

4. Use abbreviations and 
fragments for extra writing 
and listening time. 

After Class REDUCE NOTES: 

1. Check/correct incomplete 
-loose dates, terms, names 
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2. Underline 

3. Write recall cues 

STUDY NOTES: 

1. Recite/verify 

2. Think about organization 

-cues 
-categories 
-experiences 

Reflect 

3. Review 

SUMMARY 

1. Record 

(recorded without 
clarification) 
-notes that are too brief 
for recall months later. 

2. Read notes and underline key 
words and phrases. 

3. Read underlined words and 
write in recall cues in the 
left-hand column (Key words 
and very brief phrases that 
will trigger ideas/facts on 
the right). 

STUDY NOTES three ways: 

1. Cover up right side of page. 
Read cues. Recite 
ideas/facts as fully as 
possible. Uncover sheet 
and verify recall 
frequently, (single, most 
powerful learning too!) 

2. Reflect on organization of 
all lectures. Overlap notes 
and read only recall cues. 
Study progression of 
information. This will 
stimulate categories, 
relationships, inferences, 
personal opinions/ 
experiences. Record all 
of these insights! 

REFLECTION - KEY TO MEMORY!! 

3. Review by 
reciting/verifying, 
reflecting, and reading 
insights. 

THE SYSTEM IN BRIEF: 

1. RECORD lectures in the main 
column 
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REDUCE lectures with 
corrections, underlining, 
and recall cues. 

RECITE by covering main 
column and expanding on 
recall cues. Then verify. 

REFLECT on organization by 
studying all cues. 

REVIEW by repeating 
recite/verify and 
reflect steps 
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LEFT SIDE 

THREE COLUMN METHOD 

MIDDLE SECTION RIGHT SIDE 

Use this side to 
review your notes 

Use the middle section 
for the body or content 
of the lecture. 

The right is 
for your 
comments and 
questions 
about the 
material 

Write a summary, 
the highlights, 
and the central 
points of the 
lecture. 

Crucial Points 

1. legibility 

2. dash method 

3. use good form 

1. colored pens 
2. underlining 
3. shorthand 

1. Be sure to write clearly so 
you can read your notes later. 

2. The dash method is a useful way 
to separate ideas under a single 
topic. 

3. Try to resist the temptation to 
conserve space, paper, and time 
by writing too small. 

Things to Experiment With 

1. Different colored inks 
2. Underlining important points 
3. Use your own personal shorthand, 

-drop the vowels 
-use abbreviations 
-use key phrases or words 

THE MAIN POINT ABOUT TAKING NOTES IS TO ADAPT THEM 
TO FIT YOUR NEEDS, RATHER THAN ADAPTING YOURSELF 
TO THE CONSTRAINTS OF A NEW NOTE-TAKING 
PROCEDURE. 
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APPENDIX H 

Reading Strategies 

DOUBLE READ & WRITTEN RECALL 

This combination of strategies is one of the best 
comprehension development strategies because it can be 
applied to all types of content, ranging from one-page 
editorial comments to poetry and 
complex scientific material. 

xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 

PROCEDURE: 

step 1. READ to recall every thing you can from the 
selection. 

Step 2. When you are finished place your paper face down. 
WRITE anything you can remember from the selection. 
WRITE dovm everything you can think of in any order. 

Step 3. Wait a few moments, think about the selection again, 
then write any additional information you can 
remember. 

Step 4. Correct any information you think is incorrect. 

Step 5. RE-READ the selection and include any important 
information you may have forgotten or to correct any 
errors. 

Step 6. Organize the information into an outline form. 
What is the main idea presented? 
What happened first? 

Step 7. When you have completed your organization of the 
information look over the outline and correct any 
errors. 

Step 8. Turn the outline in to the teacher. 

xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 

There is two examples included for practicing this 
strategy. 

War Games 
United We Stand (editorial) 
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PIE 

Background: The concept in this strategy is that authors 
make relatively few STATEMENTS. A STATEMENT is a 
key generalization or main idea. The remainder 
of the selection consists of PROOF, further 
INFORMATION, and/or EXAMPLES ...P I E. Your 
problem is to distinguish the STATEMENT from the 
PIE, to infer the STATEMENT and PIE. 

This strategy is very effective with textbooks 
and when reviewing notes. 

Procedure: 

Step 1. Read the selection. 

Step 2. Write the key generalization STATEMENT that is 
the main idea for the selection in the space 
provided at the bottom of the page. 

Step 3. Substantiate this main idea by finding the 
PROOF, further INFORMATION, or EXAMPLES that 
support the STATEMENT. List them in the space 
provided at the bottom of the page. 
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ABOUT-POINT 

Background: This technique asks students to specifically-
state the general topic of a paragraph or 
chapter and to support their statement with 
facts or examples. Appropriate subject matter 
can be selected from almost any kind of 
reading material. The power of this technique 
is that it aids students in identifying the 
major points and supporting details in a simple, 
uncluttered fashion. 

About-Point can be used with longer selections. 
The important details can be listed after the 
basic sentence has been written. An About-Point 
sentence helps keep the main ideas in mind so 
that additional reading will be more meaningful. 
The more one works with ideas to frame a clear 
statement, the more one gains from the material. 

For example: (see example: The World Ocean) 

"The paragraph is about the enormous size of the 
world ocean and the point is that although the 
ocean is small compared to the entire earth, it 
is huge compared to the atmosphere." 

Procedure: 

Step 1. Read the passage. 

Step 2. Write a statement that states what the article 
is about. "The article is about 

Step 3. Write a statement that specifically states the 
point of the article. 
"and the point is that 

Step 4. List any important details. 

There are three selections for practicing this strategy. 
Remember to use your own words when writing your sentences. 

Mystery of the Mammoth and The Buttercups 
Rocks and Minerals 
Learning To Read In College 
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