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This study had four objectives, the major one being

the identification of minimum competencies for volunteer

English as a second language teachers in four settings:

the Community College, the University, the Elementary/

Secondary School, and the Volunteer Organization. A

second objective was to identify the common competencies

required by professional and volunteer ESL teachers in

the four settings. The comparison of competencies

required by teachers across the settings was the third

objective. The final objective was to formulate recom-

mendations to serve as the basis for curriculum in ESL

volunteer teacher training programs.



A sixty-item questionnaire was submitted to a

population of ninety-five respondents, volunteer and

professional teachers distributed among the four settings.

Data were analyzed using analysis of variance and factor

analysis.

Selected Findings

The one-way analysis of variance revealed that no

significant difference existed among the scores assigned

by personnel regarding the importance of 52 of the 60

competencies for volunteer teachers.

The two-way analysis of variance indicated that no

significant difference existed among scores assigned by

personnel regarding the importance of 40 of the competen-

cies for any ESL teacher. Fifty-eight of the competencies

were revealed to be differentially important for volunteer

and professional ESL teachers. No significant interaction

existed between settings and types of personnel.

The R-mode factor analysis was used to identify

common competencies for volunteer ESL teachers. A five

factor solution generated 58 competencies that had factor

loadings of + .45 or higher. Factors identified were:

I - Linguistics

II - Pedagogy

III - Academic Preparation and Curriculum Development

IV - Methodology and Integration of ESL

V - Language Learning Variables.



Selected Recommendations

1. The 20 competencies identified as important
for volunteer ESL teachers could form the
basis of a training curriculum.

2. The 57 competencies identified as important
for professional teachers could form the
basis for certification for professionals.

3. Competency-based volunteer training programs
could be established to form a sub-set of
professional training programs.

4. Evaluation based upon the 20 competencies of
existing volunteer training programs should
be made.
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A STUDY TO DETERMINE THE COMPETENCIES NECESSARY
FOR A VOLUNTEER TEACHER OF ESL

CHAPTER I

INTRODUCTION

Can there be a humane society without vol-
unteers? Can there be a democratic society
without voluntarism? I think not.

Leo Perlis, National Director,
AFL-CIO Department of
Community Services

Many of this nation's most significant de-
velopments in education...have resulted in
whole or part from the efforts of volunteers.

Project Head Start

Voluntary action has received increased emphasis in

this era of economic recession and limitation of govern-

ment social programs. Corporations are encouraging their

employees to devote time to community service to the

point of basing career advancement in part upon such ac-

tivity. The Bank America Corporation, for example, grades

employees on their community involvement and uses this

information when considering promotions (Tuthill, 1980).

The U.S. Civil Service Commission recognizes volunteer

experience in its hiring practices, and resolutions by

Congress, the National Governor's Conference, and the U.S.

Conference of Mayors encourage all employers to take vol-

unteer work into account in hiring (Brown, 1979). Govern-

ment has eliminated funding of a multitude of programs,
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and has appealed to the volunteer sector to fill the gap.

President Reagan in his speech to the Nation on September

24, 1981 stated: We are launching a nationwide effort to

encourage our citizens to join with us in finding where

need exists and then to organize volunteer programs to meet

that need".

One of the most pressing needs in the field of adult

education arises from the recent influx of refugees to this

country. Over 240,000 Indochinese have resettled in the

U.S. since the fall of Saigon. In the state of Oregon a-

lone the refugee population rose from 2,597 in 1976 to

over 14,000 in 1981 (see Figure 1). A study conducted by

HEW in 1978, which measured the English language level of

the refugees, found that 11.1% of the white collar and

88.8% of the blue collar Indochinese did not understand

English. According to a study conducted in 1979 by the

Winnebago Mental Health Institute (Liff, 1980), recently

arrived refugees are less educated, speak little or no Eng-

lish, may be illiterate in their native languages, are

often unskilled, and in some cases, have spent up to three

years in an Asian refugee camp. The numbers of immigrants

from other geographical areas have also increased dramati-

cally. The population of Mexican and West Indian immi-

grants admitted as permanent residents increased from

319,000 and 122,000 respectively in 1960 to 580,000 and

686,500 in 1979 (see Figure 2). Most of these individuals
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Figure 1. Oregon statewide Indochinese refugee
population
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Figure 2. Immigrants from Mexico and the West
Indies admitted as permanent residents
1960-1979 (Statistical Abstracts of the
U.S., 1980, p. 90)
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are also from lower socio-economic levels, and thus it be-

comes apparent that a large percentage of the U.S. popula-

tion requires and will continue to require training in Eng-

lish as a second language in order to secure a place in

American society for themselves and for their children.

Government has become increasingly less able to pro-

vide funding for the education necessary to ensure the ad-

aptation of these individuals. On June 30, 1979 federal

aid to public schools for refugee children ended. Federal

funds for adult education programs have also been greatly

curtailed. Under the provisions of the Refugee Act of

1980, federal reimbursement of states' costs for assistance

to refugees ceases for refugees who have been in the U.S.

36 months or longer. Refugee leaders state that the cut-

offs have worried their people. Tran Nguyen, founder of

the Vietnamese Association of Elderly People in Los Angel-

es, said that English is "a must" for refugees if they are

to become independent. Phet Makgara of the Lao Community

of Los Angeles stated that refugees need training first,

jobs later. And Xang Vang, a Hmong leader, noted that

"only education is going to solve social service problems"

(Refugee Reports, 1981,p. 3).

Fortunately, the volunteer sector has shown itself in-

terested in being of service in this task. Laubach Inter-

national has added an ESL component to its literacy program,

as has the National Affiliation for Literacy Advance, and
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Literacy Volunteers of America. In the schools bilingual

and monolingual parent volunteers have provided instruction

in English for non-English-speaking students. Community

colleges have set up volunteer programs to teach English

to non-native speakers.

However, the effective training of these volunteer

English as a second language teachers is a matter of seri-

ous concern. Lauffer and Gorodezky (1977) state in Vol-

unteers,

"We suspect that one of the reasons that volunteer
turnover may be so high is that they receive insuf-
ficient training. Without good training volunteers
may not be able to do their assigned jobs well or
to get the intrinsic rewards they expected" (Lauf-
fer and Gorodezky, 1977, p. 49).

If volunteer teachers are going to be expected to fill the

role heretofore played by ESL professionals, then how can

they best be made ready for the task? What competencies

required of ESL professionals should the volunteer teachers

be expected to achieve? How important is a sensitivity to

cultural diversity? What kind of instructional techniques

should be mastered? This research was designed to provide

information relevant to these questions.

Statement of the Problem

The purpose of the study was to identify the



7

competencies that volunteer teachers of English as a second

language should possess. The major objectives of the study

were:

1. To review the related literature

2. To develop a research instrument to determine

competency significance in the following four

settings of ESL education: the community col-

lege, the university, the literacy organiza-

tion, and the elementary/secondary school

3. To determine if competencies exist

a. Common to all ESL teaching assignments

b. Unique to volunteer ESL teachers

4. To utilize the findings to suggest a model for

the training of volunteer ESL teachers

Background Information

The teaching of English as a second language in the

U.S. has a long history. The development of courses in

ESL was a response to the needs of many diverse groups

which required a knowledge of the new language in order

to survive in a strange environment. Immigrants were re-

sponsible for the origin of courses in ESL; over 30 mil-

lion entered the U.S. between 1815 and 1914. In 1910 23%

of the urban U.S. population was foreign-born (Darian,

1972, p. 72). Public and private agencies arose, design-

ed to help the new arrivals adapt to American life, and



8

one of the most important aspects of "Americanization"

was learning the language. After 1915 the problem of

teaching ESL received increasing attention from school

administrators, and it came to be recognized that a dis-

tinct pedagogy and methodology were required. More and

more methods courses began to appear in college offerings.

World War II brought a sudden demand for instruction in

languages, and the first training course for ESL instruct-

ors began in 1942.

After the war the number of foreign students in Amer-

ican universities also began to increase. There were

16,176 in 1936, 34,200 in 1954, 83,000 in 1964, 100,000 in

1970, and 312,000 in 1980 (see Figure 3). According to

the American Council of Education (1982), that number will

increase to more than one million by the early 1990's, and

foreign students could represent ten percent of all stu-

dents on U.S. campuses by that date. Many of these stu-

dents come to the U.S. knowing little English, and must

first enroll in a language training program before they

can pursue their academic careers.

The number of MA level teacher education programs for

ESL increased from twelve in 1966 to thirty in 1967 (Allen,

1967, p. 4), and today there are fifty institutions of

higher learning in the U.S. offering graduate programs in

TESOL (Appelson, 1980, p. 7). In 1965 teachers of ESL re-

sponded positively to a nationwide questionnaire asking if
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a membership organization of ESL teachers should be formed

with its own publication. As a result, the national Teach-

ers of English to Speakers of Other Languages (TESOL) organ-

ization came into existence in 1966, and the first TESOL

Quarterly was published in March, 1967. At the time of its

origin, TESOL determined that three concerns urgently re-

quired more intensive research, better teaching materials,

and expanded and improved preparation of a much larger num-

ber of teachers. The first was that of teaching English

as a foreign language overseas. The second was that of

teaching English to the ever-increasing numbers of foreign

students in the U.S. and Canada. The third was that of

teaching ESL to the several million American residents,

both children and adults, whose first language is not Eng-

lish (Allen, 1967). In 1970 over thirty leaders of the ESL

profession gathered to formulate the TESOL Guidelines for

the Certification and Preparation of Teachers of English to

Speakers of Other Languages in the United States. Many

states have not incorporated an ESL teacher certificate in-

to their teacher training programs. In 1976 the TESOL Leg-

islative Assembly made specific accreditation recommenda-

tions for the TESL/bilingual education certificate for ele-

mentary and secondary school teachers (Norris, 1972).

Rationale for the Study

The amount of English language training available for
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non-native speakers in U.S. institutions varies consider-

ably. At the university level, some schools may have an

ESL program affiliated with the institution which can meet

the needs of students who are not yet proficient enough

in English to attend regular university courses. Others

may offer no courses in ESL. In such cases foreign stu-

dents are placed in regular freshman English courses or

left to their own devices to pick up enough English to

carry on with their studies. Neither alternative is very

effective. Because of a lack of funds, many educational in-

stitutions are curtailing their ESL programs. For every

institution with a professional ESL program, the National

Association of Foreign Student Affairs (NAFSA) estimates

that there are probably at least twenty institutions with

foreign students but no ESL program. NAFSA believes that

volunteer English teachers must be found to fill the gap:

"In order to provide adequate ESL training, pro-
fessional and volunteer ESL teachers are going to
have to investigate and devise successful ways of
finding one another and working together to assist
the non-native speaker of English" (Guide for the
Volunteer English Teacher, 1973, p. 8).

Volunteer English teachers are also desperately need-

ed to assist the immigrant and refugee populations. In

Teaching English to Refugee Adults (1981) it is noted that

"urgent calls for volunteer tutors have gone out
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from community and church groups, and from school
officials around the country. Although English
language training is not the refugees' only need,
it is a critical tool for them; it still remains
their key to survival, adjustment, and success in
this country" (p. 1).

The Technical Director of the English Teaching Program of

the New York Junior League believes that the aim of the

volunteer teacher is identical to that of the profession-

al:

"Namely, to assist an adult who is illiterate in
English to learn to communicate in the oral and/
or written form of English so as to earn a better
living for himself and his family; to enable him
to communicate more intelligibly with his neigh-
bors; to help him to understand American culture
better; and to help him to become a worthwhile,
productive, and concerned American citizen"
(Brain, 1968, p. 53).

Brain goes on to note that the "type of training which

some of these amateur teachers receive...will vary from

nothing at all to a well-planned and supervised training

program" (Brain, 1968, p. 55), and he concludes his arti-

cle with a call for much closer cooperation and support

from professional educators.

The President of the Public Education Association, in

speaking of the need for volunteers in the elementary and

secondary schools notes:

"We cannot hope for a quick increase in the supply
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of trained teachers...in this very real dilemma...
our too few and over-burdened teachers can be re-
inforced and encouraged by giving them the regu-
lar help of carefully chosen volunteers" (Nichols,
1961, p. xi).

Jamer (1961) in School Volunteers states, "Especially val-

uable has been the help which volunteers have given to

Spanish-speaking and other recently arrived foreign child-

ren in vocabulary building" (Jamer, 1961, p. 53). Carter

and Dapper (1972) note that

"Volunteers today are directly involved in the
very process of education itself...most of all
as tutors in almost every basic subject as well
as tutoring children who are learning to speak
English as a second language" (Carter and Dap-
per, 1972, p. 10).

However, as Johnson et al. (1975) note in "Develop-

ing a School Volunteer Program","there is a lack of infor-

mation on alternative methods of training volunteers...

(Johnson et al., 1975, p. 17). Kozoll (1972) states that

"the division of training's content into categories is

wholly arbitrary. There will be disagreement among adult

educators" (Kozoll, 1972, p. 46). Schindler-Rainman and

Lippitt (1977) note that "the variety of training models

is endless. The important thing is that there be as many

volunteers involved in the designing of these models as

possible" (p. 81). Carter and Dapper (1972) state that

for most volunteer programs there are no evaluations of
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any kind, and thus "in the absence of objective data, the

world of volunteers abounds with opinions." They cite the

need for detailed study:

"Objective evaluation is needed to pinpoint particu-
lar gaps in volunteer training programs or to speci-
fy the kinds of changes needed to make a program
more successful than it is. Without accurate diag-
nosis, it is hard to make significant improvements"
(Carter and Dapper, 1972, p. 22, 24).

This study provides a basis for an objective approach

to the problem of volunteer training. Gagne (1962) con-

siders the use of task analysis for the design of training

programs superior to other learning principles:

"If I were faced with the problem of improving
training...I should look at the technique of task
analysis...to find those ideas of greatest useful-
ness in the design of effective training" (Gagne',
1962, p. 90).

Houston (1973) suggests that task analysis includes a num-

ber of alternative processes, including "teachers and other

educational workers speculate upon what effective teachers

do and then translate these into sub-goals." He also notes

the possibility of combining this technique with the clus-

ter approach in which a number of curriculum areas are i-

dentified and clustered prior to subdividing into explicit

competency components" (Houston, 1973, p. 31). The task

analysis and cluster approach has been used to determine
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competencies in the field of vocational education. In a

study by Courtney and Half in (1969) a mailed questionnaire

was used to permit respondents from five vocational edu-

cation settings to rank the proficiency required for

specific tasks related to their professions as secondary

level vocational education teachers. The factor analysis

of forty items indicated that items tended to cluster into

common grouping which related to one another. It was con-

cluded that these groupings logically formed the basis for

the organization of training of vocational education teach-

ers. In a study by Sundstrom (1972) a questionnaire was

used to determine competencies for administrators of vo-

cational education programs. Again factor analysis was

used to determine that groups of common professional edu-

cation competencies existed, and that these groupings

could form the basis for curricula for vocational education

administrators.

In the field of ESL education, research has focused

heretofore on competency requirements for professional ESL

teachers. Salera (1979) conducted a needs assessment for

in-service training of secondary school teachers of ESL,

based on the Guidelines. The Guidelines were considered

suggestive of areas of knowledge members of the TESOL or-

ganization believed important for ESL teachers, and contain

three content areas. The first concerns academic prepara-

tion. Training in the following areas is suggested:
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1. Linguistics and English linguistics, including
grammar, phonology, and contrastive analysis

2. Psycholinguistics and sociolinguistics, including
language acquisition, learning styles, social
determiners of dialect

3. Culture and its effect on second language learn-
ing

The second content area is pedagogy. Training in the

following areas is suggested:

1. Professional education, including the social foun-
dations of American education, curriculum develop-
ment, and learning theory

2. TESL methodology, including theory and methods of
teaching English as a second language, adaptation
of materials and materials development

3. Second-language assessment, including testing,
evaluation of materials, procedures, and cur-
ricula

4. Practice teaching

Finally, the Guidelines urge the learning of another

language (Norris, 1972).

Salera asked Los Angeles secondary school ESL teach-

ers to rank the areas of knowledge they considered most

important for in-service training and found that their

rankings closely resembled the guidelines suggested by

TESOL.

Ochsner (1979) conducted a two year study of MA in

TESOL programs throughout the U.S. to determine what were

the most important aspects of this degree program, as de-

termined by faculty members. Fourteen colleges and univer-

sities took part in the study. Faculty members were asked
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to check the five subject areas they considered especially

important for an MA in TESOL. He found that the following

topics were judged to be most central for an MA graduate

planning to teach in the U.S.:

1. Teaching the four basic skills

2. Second language acquisition

3. Developing lesson plans

4. Articulatory phonetics/phonology

5. Behavioral theory of teaching

Behroozian (1981) conducted a study to determine the

competencies necessary for ESL/Bilingual teachers in Ore-

gon and Washington. She constructed a survey question-

naire, validated by the Delphi technique, of fifty-six

competency statements. ESL and Bilingual teachers were

then asked to rank these competencies. She found that the

ten ranked highest were:

1. Apply teaching strategies appropriate to ESL
and Bilingual students

2. Methods and materials in ESL education

3. Cross/international cultural communication

4. Use language effectively with non-native speak-
ers of English at all levels

5. Adapt verbal and non-verbal skills to the class-
room audience

6. Use a variety of ESL/Bilingual teaching methods
and techniques

7. Use a variety of ESL/Bilingual techniques and
teaching methods at the beginning, intermediate
and advanced levels of instruction
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8. Prepare and assist students to interact effective-
ly in a cross-cultural setting

9. Theory and practice of teaching ESL/Bilingual
education

10. Structure of American English

Her recommendations for further study included the develop-

ment of two separate questionnaires for ESL and Bilingual

teachers, the inclusion of more specific and detailed com-

petency statements concerning ESL, and the establishment

of statewide standardization of minimum competency require-

ments using the Delphi technique.

No similar research concerning volunteer ESL teachers

was reported in the literature. There are not a suffi-

cient number of professionally-trained ESL teachers to fill

the expanding need. Otto (1971) notes that "Experts in

education and TESL...reported that there has been a very

serious shortage of teachers in ESL" (Otto, 1971, p. 3).

Budgetary restraints may also force the utilization of

volunteer teachers. The present study focuses on a prob-

lem not previously researched: the establishment of the

competencies necessary for the volunteer teacher of ESL

in four settings of ESL education.

Limitations of the Study

The limitations of the study were as follows:

1. The population of the study was drawn exclusively from
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the Pacific Northwest. Although the ESL settings

examined occur nationwide, the size of various pro-

grams and the characteristics of the student popu-

lations will differ in various regions of the coun-

try. The application of the findings to other re-

gions may be possible but is not implied.

2. This study was limited to four settings of ESL edu-

cation, and the findings are not intended to be gen-

eralized to the use of volunteers in teaching English

as a foreign language abroad, in bilingual education,

or in teaching standard English as a second dialect.

3. The competency questionnaire formulated for this study

may not be comprehensive. An attempt was made to in-

clude all significant competencies through use of a

modified Delphi technique. There may be additional

competencies which were not included.

Definition of Terms

The following definitions are provided in order that

terms used in the study may be understood within the con-

text intended.

Competency: The specific knowledge, skill, or abil-

ity needed to perform a duty or task.

English as a Second Language: Instruction given to

teach English language skills to non-native English speak-

ers in the United States.
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Factor Analysis: A statistical method which con-

sists of

a. The ordering of competencies according to the
responses of the study population.

b. The ordering of respondents according to their
responses to the competencies.

R-mode: A factor analytic method which examines the

relationships of every competency to every other compe-

tency and provides for a clustering of common competen-

cies, according to respondents.

Q-mode: A factor analytic method which provides a

measure of commonality among respondents, and orders re-

spondents according to competencies.

Volunteer: A person who performs an activity pri-

marily for reasons other than

a. expectation of direct remuneration

b. the coercion of law, custom, physical force,
economic threats

c- the compulsion of physiological needs (Volun-
tarism: an Emerging Profession, 1974, p. 11).

Chapter Summary

The ever expanding need for teachers of English as

a second language has been demonstrated in this chapter.

The necessity of using volunteer teachers to fill this

need, due to lack of sufficient numbers of professional

personnel and to budgetary restraints, has also been ex-

plained.
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This study formulated and adminstered a competency

questionnaire to volunteer and professional ESL teachers

in four ESL settings. The need for this study was

established through a brief review of the literature,

which indicated a dearth of knowledge concerning the

necessary competencies upon which a volunteer ESL teacher

training program should be based.
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CHAPTER II

REVIEW OF THE LITERATURE

The review of the literature related to the topic

of this study was conducted in the following four areas:

History of Voluntarism, History of English as a Second

Language, ESL Teacher Preparation, and Competency Based

Concept of Education.

The history of voluntary effort in the United States

goes back to the founding of the country. Historian

Boorstin (1980) notes that as the country was settled

"communities existed before governments were there to care

for public needs." The result, he says, is that "volun-

tary collaborative activities" were set up to provide

basic social services (Boorstin, 1980, p. 408). After a

visit to the U.S. in 1831-32, de Tocqueville noted:

Americans of all ages, all conditions, and all
dispositions, constantly form associations. They
have not only commercial and manufacturing com-
panies in which all take part, but associations of
a thousand other kinds--religious, moral, serious,
futile, extensive or restricted, enormous or di-
minutive. The Americans make associations to give
entertainment, to found establishments for edu-
cation, to build inns, to send missionaries to
the antipodes; and in this manner they found hos-
pitals, prisons, and schools...I have often ad-
mired the extreme skill with which the inhabitants
of the United States succeed in proposing a com-
mon object to the exertions of a great many men,
and in getting them voluntarily to pursue it. (de
Tocqueville, 1961, p. 128-9).
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The latter part of the 19th Century saw the transi-

tion between the frontier tradition of the U.S. and the

requirements of an industrialized country. Volunteers

assumed an active role in this transition. Labor unions

developed in almost every field of work, and because there

was at first no national organization, unions were local

volunteer efforts. One contemporary historian noted

that the period from 1853 through 1917 could be called

"the age of cooperation" (Foth, 1930, p,3).

One of the better known volunteer efforts to oc-

cur in the post Civil War era was the American Red Cross.

In 1881 Clara Barton organized "the greatest venture of

volunteer service in the world" (Hurd, 1959, p. 41) which

trained volunteers to provide relief to disaster victims.

The charity organization also came into existence at this

time, its aim being to bring together all the benevolent

agencies at work in a given community and so decrease the

"growing volume of pauperism" (Woods, 1979, p. 71).

Educationally, significant advances were being made.

The Chautauqua movement of adult education began in 1874

as a summer enrichment program for Sunday school teachers.

It led to similar "self-improvement" programs in many

areas of the country. As a result of this interest in

adult education, a growing demand arose for public librar-

ies, and by 1900 more then 9,000 libraries were establish-

ed throughout the U.S. In higher education, the efforts



24

of a volunteer group of university presidents helped to

bring about the establishment of state-supported univer-

sities (Ellis & Noyes, 1978).

In the years preceeding World War II the progress-

ive movement developed, with its basic belief that an or-

ganized citizenry could effect meaningful change. Urovsky

(1971) describes it as:

...(an) amorphous mixture of reformers and ideas
and uplift...Reform...(was) not primarily a social
or institutional phenomenon, but the collective
result of many individual efforts (Urovsky, 1971,
p. 167).

After the War, government began more and more to provide

services previously provided by private initiative: "Pro-

gressivism...represented a kind of voluntarism, while

the New Deal...represented a kind of compulsory program':

(Grantham, 1971, p. 120). However, despite the growing

dependence on Washington, the efforts of volunteers were

still needed. The Public Education Association sent repre-

sentatives to England to observe the use of volunteer aids

in the school system, and in the 1950's volunteers began

to be involved in many aspects of the American school

day (Ellis and Noyes, 1978).

In the early 1960's the federal government initiated

a new national emphasis on voluntarism. In 1961 the

Peace Corps was formed, and five years later VISTA came
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into existence. In 1971 six existing agencies, with more

than 24,000 full and part-time participants, were combin-

ed to form ACTION, which became the focal point of a cam-

paign to involve Americans in solving community problems,

especially by coordinating resources to aid the disadvan-

taged community (Ellis and Noyes, 1978, p. 225). Today,

according to Verba and Nie (1972), about 40% of the adult

population say that they are "active" in one or more vol-

untary associations (Verba and Nie, 1972, p. 176). Illsley

(1978) estimates that 50 million Americans volunteer in

some way, supporting seven million voluntary groups and

accounting for 245 million man hours per week of work (Ill-

sley, 1978, p. 10). Some authorities have even begun to

term volunteerism an "emerging profession." Cull and Hardy

(1974) state: "the work of volunteers has existed for

many decades, but recently this work has changed from an

avocation to a permanent, established vocation" (Cull and

Hardy, 1974, p. 5). This growth is attributed by these

authors to the current large group of retired persons, to

the need for more manpower in social programs, to federal

legislation which facilitates the growth of volunteer

service agencies, and to budget cuts in many social ser-

vice agencies.

Volunteer organizations reflect a wide range of in-

terests. Some are political in nature, others social,

recreational, cultural, or educational. Smith (1974) has
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identified three general types of volunteer actions: Self-

Expressive Voluntarism, Occupational/Economic Self-Inter-

est Voluntarism, and Philanthropic Voluntarism. Regard-

less of the orientation adopted, however, all have a sim-

ilar purpose: "to provide a service or further a cause for

community betterment and to provide the opportunity for

their members to have a share in the accomplishment of

this purpose by helping either directly or indirectly with

the program" (Illsley, 1978, p. 10).

Particularly of note for education is service-orient-

ed voluntarism, which involves helping others, often out

of a sense of duty, or for the betterment of a fellow hu-

man. Organizations of this type include the Literacy Vol-

unteers of America and Laubach International. Illsley

(1978) notes in "Voluntarism: An Action Proposal" that

the use of volunteers can strengthen adult education pro-

grams in significant ways. An example of this use is in

the tutoring of English to the recently arrived refugees.

The handbook published by the Center for Applied Linguis-

tics entitled Teaching English to Refugee Adults sets forth

the following reasons for the need for volunteer tutors:

1) a community may be too isolated for refugees to
be able to take advantage of the ESL classes in
a neighboring community;

2) the refugees may be unable to attend regularly-
scheduled ESL classes due to their work schedules;

3) the refugees may be prevented from entering even
a beginners' English class because they lack the
basic educational skills; and
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4) long waiting lists for refugee ESL programs
may necessitate volunteer tutors to help pro-
vide the needed English language training
(1981, p. 1).

The use of volunteers has also increased at the ele-

mentary and secondary level. Recent estimates indicate

that over half of the major school districts are using

a classroom volunteer program (Janowitz, 1964). The goal

of volunteer work in elementary education, according to

Janowitz, is to "increase academic competency and self-

respect of children who need help" (Janowitz, 1965, p. 8).

Its special objective is helping children from low-income

and poverty backgrounds. As she notes, "the new aspect

of (volunteer) work is that volunteers have become inter-

ested in education because of an increased awareness of

the inequities in educational opportunity. The job to be

done is so great that the need for these people will con-

tinue for years" (Janowitz, 1965, p. 7).

Carter and Dapper (1972) in School Volunteers note

that not only has there been an "explosion" in the numbers

of school volunteers, but also a great broadening in the

range of activities that they do. These now include tu-

toring in almost every basic subject, counseling, and

lecturing, in addition to the traditional housekeeping

and clerical chores (Carter and Dapper, 1972, p. 14).

The concept of the "typical" volunteer is changing.

The stereotype of the volunteer as a middle to upper class
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woman, not working outside the home, is no longer valid.

As numbers of volunteers increase, so does the percentage

of male volunteers. People under twenty-five and over

sixty years of age, and middle and low-middle income lev-

els are also increasing proportionately (Illsley, 1978).

The effect of this has been that the marginal status of

voluntarism decreases. As Poole, President of the Nation-

al Council of Negro Women, commented: "It's not service

volunteering that degrades women; on the contrary, it's

the prevailing attitude towards women that's degrading

service volunteering" (in Illsley, 1978, p. 11). In or-

der for volunteer-directed service programs to survive,

they will have to offer growth opportunities to their par-

ticipants. As Cull and Hardy (1974) state in Voluntarism: An

Emerging Profession, such programs will have to offer

volunteers expanded opportunities to "serve in direct-

service and decision-making roles" (p. 188). The authors

note that many individuals, especially the young, volunteer

due to a wish to explore career opportunities, or to up-

grade their skills. Thus these individuals expect that

their volunteer experience will give them the chance to

discover if they have the talent to pursue their education-

al or career goals.

As this brief historical review has indicated, volun-

teers have been making a vital contribution to American

life since the founding of the country. Society cannot
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afford to limit the contribution of this important source

of labor by restricting volunteers to low level tasks.

Educators are searching for ways to increase services, yet

keep costs down. With adequate training and support, vol-

unteers have demonstrated that they can serve in the fore-

front to meet society's ever expanding educational needs.

History of ESL

Whether motivated by altruism or by the desire to

explore new career possibilities, the opportunity to teach

English as a second language has often been available to

volunteers, and a history of ESL must include the contri-

butions of volunteer as well as of professional teachers.

The history of ESL teaching in the United States probably

goes back to the days of the first European settlers and

their efforts to communicate with the native Americans

(most often, as it turned out, to the detriment of the

latter). The first schools for Indians were run by mission-

aries, although "little attempt was made to reconcile tra-

ditions with new lifestyles" (Ellis and Noyes, 1978, p.

135). In 1870 Congress appropriated funds for the edu-

cation of Indian children, and the Bureau of Indian Affairs

established schools for them. One of the main goals of

these institutions was to teach the children English. The

Meriam Report of 1928, "one of the most thorough studies

of the Indian problem in the U.S." (Beatty, 1953, p. 14),
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made several recommendations concerning changes in then-

current methods of Indian education. It states that the

first and foremost need was for a change in point of view.

Previously the theory had been that Indian children had

to be removed from their environment in order to learn.

They were thus forced to attend boarding schools in which

they were forbidden the use of their native languages, and

encouraged to abandon their cultural heritage. Teachers

were undertrained and paid less than public school teachers.

Materials were used which had been developed for middle

class white children and which were often of little rele-

vance to the Indian. The Report led to a reexamination

of the school system and to some improvements. Even at

the present time, however, "lack of fluency in the English

language is perhaps the greatest handicap to school suc-

cess confronting Indian children" (Morris, 1965, p. 38).

Another group that required training in English as

a second language was the immigrant population. The pub-

lic school teaching of English to foreigners has tra-

ditionally been part of the "Americanization" process for

immigrants to the U.S. There was little attempt made, how-

ever, to adapt teaching style or materials to the needs

of the newcomers. Abbott noted in The Immigrant and the

Community, published in 1917:

"In most cities the only special provision made
for immigrant children are the so-called "steam-
er" classes, in which the child is supposed to
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learn English rapidly...Except in a few places,
however, no special methods of teaching have
been worked out and utilized in teaching English
in these classes...Occasionally, newly arrived
immigrant children are put in classes organized
for backward or subnormal children, or subnorm-
al or backward children are put in the "steamer"
classes, and grave injustice is thus done to
both groups." (Abbott, 1917, p. 224)

Private organizations soon began to make an attempt to aid

the immigrant. In 1918 the Civic League for Immigrants

was founded with the purpose of helping with the assimi-

lation of the newcomers, including learning English. The

YMCA also conducted classes in ESL. However, because the

concern was largely with preparing the immigrant to pass

the citizenship test, English instruction per se often

assumed a less important role. As Pantell (1965) says in

reference to these early classes, the orientation aspects

of citizenship preparation tended to dominate the program:

"Teachers were more often commended for conveying
information about the post office or the super-
market than for communicating any measurable lan-
guage skills to their students...The size of the
programs, the part-time nature of the job for most
of its teachers, the minimal required preparation
they brought to the work--all of these...discour-
aged commitment to more clearly defined language
teaching principles." (Pantell, 1965, p. 38)

In fact, as a field of study, teaching English as a

second language dates only from World War II and the de-

velopment of the audiolingual method. Until the early

1900's, language study proceeded on the model of
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translation-grammer. Latin was the model upon which other

languages were described, and study of a language was through

detailed grammatical description and translation. Then

at the turn of the century when cultural anthropologists

began to study American Indian languages, they found a

Latin-based grammar to be inadequate to describe these new

languages. Boas, Sapir, and Bloomfield were founders of

the school of structural linguistics which focused on

language as speech rather than writing, and developed meth-

ods of transcribing the sounds and describing the gram-

matical systems of languages. The procedures used in the

analysis of unknown and unwritten languages led to the

audio-lingual approach to language learning, which empha-

sized speaking and listening skills, and only much later

in the learning process introduced reading and writing.

The audio-lingual method was also heavily influenced by

Behaviorist psychology in that it viewed language as a

set of habits to be learned through reinforcement. This

resulted in an emphasis on drill and memorization, and of-

ten in boredom for the student, who was never encouraged to

attempt any original utterances for fear he might make a

mistake which would then become habit. One of the most in-

fluential early works based on this method was Fries'

Teaching and Learning English as a Foreign Language, pub-

lished in 1945. Fries was also the founder of the first

integrated program to teach English as a second language

at the university level--the English Language Institute of
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the University of Michigan, established in 1940 (Darian,

1972, p. 92).

Two national conferences on teaching English as a

second langauge were held in the 40's, and in 1957 a third

was held at the University of Michigan. Its purpose was

"to bring together the theoretical linguists on one hand

and those whose interests were practical and pedagogical

on the other" (Marckwardt, 1967, p. 5). In 1963 the Na-

tional Council of Teachers of English sent a representative

to the National Association for Foreign Student Affairs

conference to explore the possibility of a joint effort

which would bring together teachers of elementary, second-

ary, and adult students, and those concerned with univer-

sity and overseas teaching. This led to the first Teach-

ers of English to Speakers of Other Languages meeting

in 1966. Today with its affiliates in each state the or-

ganization numbers approximately 25,000 (Paulston, 1980).

Because TESOL includes a wide variety of teaching

situations, it has been divided into several areas. The

TESOL Program Committee in 1972 defined the areas as fol-

lows. EFL refers to English as a foreign language and is

applied to English taught abroad, in the same way that

French and Spanish are taught in the U.S. ESL refers to

the learning of English by foreign students in the U.S.,

or by minority group or immigrant children or adults learn-

ing English. BE means bilingual education, and refers to
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programs in which equal emphasis is placed on learning

the native language as well as English. ESOD translates

into English to speakers of other dialects, and refers to

the teaching of English to Black Americans who speak a

dialect of English, usually called Black English

(Paulston, 1980).

Today there exists no widespread consensus on

teaching methodology and no one theoretical base has

replaced the discredited audio-lingual method. However,

some new trends include the emphasis on "cognitive-code"

(Carroll, 1970), that is, meaningful learning derived

from a careful analysis of linguistic structures. This

approach is a reaction against the audio-lingual method.

It reflects the transformational grammar theory of

Chomsky (1958) and is influenced by the cognitive

psychologists such as Ausubel (1968). It holds that

language is a rule-governed creative system of a uni-

versal nature, that language learning must be meaningful

and rote learning is to be avoided, and the primary

emphasis is to be on analysis and developing competence

in the Chomskian sense of the word. In practice, how-

ever, as Paulston (1980) notes, most ESL teachers are

"eclectic," as are the texts in use (p. 16), although

everyone seems to agree on the necessity of using

language for communicative purposes in the classroom.

Several new methods have appeared recently, such as
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Community Counseling-Learning, Notional-Functional Syl-

labus, Rapid Acquisition, the Silent Way, Suggestopedia,

and Total Physical Response. Each of these will be dis-

cussed briefly. Community Counseling-Learning, developed

by Curran (1976), is a method in which the teacher is seen

as a counselor, or resource person, rather than in the

traditional role of "teacher". Students may talk about

whatever interests them, and in the beginning stages of

language learning the teacher translates the students'

utterances into the target language, the students repeat

into a tape recorder, and in the playback errors are analyz-

ed and students copy down the structures that require more

work. Proponents of this method believe that it is superi-

or from a motivational viewpoint, in that students can dis-

cuss issues relevant to them. Wilkins (1976) developed the

Notional-Functional Syllabus, and in this approach the

functional aspects of language form the basis of the cur-

riculum. For example, such categories as argument, ration-

al inquiry, or personal emotions are taken as the basis of

a unit of instruction, and appropriate grammatical pat-

terns are taught which express these functions. Rapic Ac-

quisition of a Foreign Language by Avoidance of Speaking

is an approach developed by Winitz and Reeds (1973). They

believe that second language acquisition should follow the

model of native language learning, in that listening com-

prehension should be stressed before students are allowed
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to speak. The Silent Way is a method developed by Gatteg-

no (1972). In this approach, the teacher models an utter-

ance only once, corrections of students are carried out by

use of gesture. Cuisiniere rods and wall charts are used

as props, and the responsibility for learning and talking

rests with the students. Suggestopedia was developed in

Bulgaria by Lozanov (1979), and one of its aims is to re-

duce the stress of second language learning. Students are

introduced to new material while listening to classical

music. Emphasis is on listening and speaking. Breathing

exercises and yoga are also sometimes used to increase con-

centration. Total Physical Response is another method

which emphasizes listening comprehension. Developed by

Asher (1969), students listen to commands and then carry

them out. All of these methods have been used with varying

degrees of success. Paulston (1980) believes that "as long

as teacher and students have confidence that they are in

fact learning, and all are happy in the process...the meth-

ods don't make too much difference" (p. 34).

Throughout the course of the development of ESL into

a professional field, volunteers continued to play a role

in the teaching of English to non-native speakers. In

the 1950rs, Ellis and Noyes (1978) note, "the American

educational system developed additional citizen roles as

some 200,000 men and women began to volunteer in the

schools" (p. 216). Due to the post-war baby boom, there
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was a great increase in enrollment: 34 million children

in 1957, compared to 25 million in 1950 (Ellis and Noyes,

1978, p. 216). Crowded classes made it impossible for

teachers to help children with special needs. Thus vol-

unteer aides were increasingly called upon, although for

the most part they did not assume tutoring functions.

Due to the Civil Rights Movement and the War on

Poverty, volunteers in the 60's did begin more and more

to take on tutoring responsibilities. Janowitz (1965)

noted in 1964 that

"volunteer work in education has as its special
objective helping city children from low-income
and poverty backgrounds. These are primarily
the Black, Puerto Rican, and Mexican youngsters"
(p. 2).

Improving the language skills of these students was of

primary importance.

Today volunteers continue to be deeply involved in

teaching English as a second language. Whether it be the

children of immigrants, of Mexican Americans, or of Native

Americans, "their school achievement rests ultimately on

a mastery of the English language" (Carter and Dapper,

1972, p. 109), and volunteers have offered their service

in this task. For example, the New York City School Vol-

unteer Program now has a conversational English program

in twenty-five schools reaching 5,000 children (Carter and



38

Dapper, 1972 p. 111).

Many adult education agencies need additional staff

for their educational outreach services. Members of the

disadvantaged segment of the adult population, including

immigrant adults, require English language writing and

speaking skills in order to function effectively in the

community. As Illsley and Niemi (1981) note,

"Given the numbers of adults in this country
who are unable to function effectively due to
their deficiencies, there is a growing reali-
zation that professional and part-time adult
educators cannot do the job alone and need the
assistance of volunteer tutors" (p. 3).

Groups such as the Lutheran Church Women, Laubach Inter-

national, and the Literacy Volunteers of America have re-

sponded to this need by organizing volunteers in almost

every community to teach ESL and literacy skills to adults.

However, there has been a wide variety of opinions

concerning the best methods of carrying out the training

of volunteers. In the next section the preparation of

ESL teachers, both professional and volunteer, will be dis-

cussed.

ESL Teacher Preparation

As was mentioned previously, the first teachers of

ESL had no special training in the field. It was not until
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1942 that the first training course for ESL teachers was

established at the University of Michigan. Marckwardt

(1967) notes in "Teaching English as a Foreign Language:

A Survey of the Past Decade" that in the early years there

was no general agreement concerning the content of the

training program: "Nor was there yet a clear notion of

what the content of such a program ought to be, although

certain principles of organization began to emerge"

(Marckwardt, 1967, p. 3). Most of the training was on the

MA level, centered around a core of linguistic courses.

What was offered in addition to this core varied widely

at the institution where TEFL training was offered.

In 1970 the TESOL Guidelines for the Certification

and Preparation of Teachers of English to Speakers of

Other Languages were published. These guidelines attempt

to list the personal and professional qualities of the ESL

teacher. They advocate entrance criteria which assume

native or near native proficiency in English, and personal

qualities which would ensure an understanding of and re-

spect for cultural differences in the classroom. In addi-

tion they present outlines of course offerings covering a

wide range of academic areas, and recommend practical ex-

perience in language teaching as part of the program.

There is a strong movement within the profession for

certification or endorsement of ESL teachers, but it has

met with resistance on the part of state supervisors.
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In 1979 Blatchford conducted a survey concerning the sta-

tus of state requirements for teachers and found that only

eleven states currently had certification or endorsement

in ESL. Neufeld and Webb in 1978 asked forty-one state

foreign language supervisors if they foresaw the addition

of ESL certification in the near future. Out of twenty-

three returns, sixteen responded that they "did not have,

nor would they have in the near future, ESL certification

requirements" (Neufeld and Webb, 1979, p. 247).

Since the publication of the Guidelines, ESL teacher

preparation programs at universities have sought to tailor

their curricula to the competencies implied in the Guide-

lines. Alatis (1974), dean of the Georgetown University

School of Languages and Linguistics, discusses a model

program conducted at Georgetown and based upon the Guide-

lines in "Towards a LAPSE Theory of Teacher Preparation."

The program was a teacher preparation and accreditation

course in ESL and bilingual education, and was attended by

ten prospective secondary school teachers of ESL in Span-

ish speaking bilingual schools. Alatis notes that the

Guidelines were not intended to establish a definitive cur-

riculum but rather "to formulate the principles upon which

the ideal programme of teacher preparation would rest"

(Alatis, 1974, p. 11). The formal program of studies at

Georgetown consisted of eleven courses, meeting the require-

ments for the MAT degree. They were as follows: Readings

in General Linguistics, English Structure: Phonology,
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English Structure: Morphology and Syntax, Contrastive An-

alysis (Spanish and English), Spanish Structure: Phonology,

Spanish Structure: Morphology and Syntax, Cultural Anthro-

pology, Bilingualism/Sociolinguistics, Teaching English

as a Foreign Language (Methodology), Language Testing,

ESOL Practicum. In the evaluation of the program by its

participants, many felt that it fell short in the area

of relating linguistic theory to actual classroom practice.

Alatis notes that this criticism

underscores the intentional educational philosophy
which underlies TESOL training at most American
universities which have such programs. As a
rule we have preferred not to regard TESOL train-
ing as a narrowly exclusive and academically iso-
lated practicum, but rather as a natural and ob-
vious facet of the major disciplines of English
language and linguistics (Alatis, 1974, p. 17).

Alatis believes that a possible solution to the problem

might be in the institution of regional short term work-

shops on materials and teaching methods which could be of-

fered in conjunction with the annual TESOL convention.

These workshops for continuing teacher education would be

in addition to the academic program, as Alatis still be-

lieves in the need for "a minimum of nine months fulltime

academic work for the preparation of qualified special-

ists in ESOL" (Alatis, 1974, p. 11).

This article has been discussed at length because it

seems to reflect the prevailing view of the TESOL
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professionals. Where in this scheme can the volunteer

teacher of ESL find a place?. Given the fact that volun-

teers must often be trained in a matter of weeks, what

aspects of the professional preparatory program can be

adapted to the training of the volunteer?

Clarke and Seward (1979) discuss this problem in

"A Model for Training The Non-Traditional TESL Student."

They note:

...many ESL teacher-training programs attract
non-traditional TESL students such as biling-
ual education teachers, paraprofessionals,
adult basic education volunteers, and public
school teachers with non-English speaking pu-
pils in their classes. The challenge to teacher
trainers is to prepare a compact, one term course
to meet the needs of such a diverse population
(Clarke and Seward, 1979, p. 250).

Their solution is to offer "less theory and more tech-

nique" (p. 255), utilizing a three component system in

which a teaching technique is presented, practiced by

the participants, and then the theory underlying it is

briefly discussed. They realize, however, that "while edu-

cators seem to agree on the qualities of the ideal teach-

er, there is less agreement on the most effective nro-

cedure for training teachers", and therefore do not claim

that their method "provides the ultimate solution for

teacher trainers" (p. 259).

Fanselow and Light (1977) in their review of the
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literature on teacher training in ESL, bilingual education,

and foreign language teaching, comment on the lack of ma-

terial on teacher training, most particularly the lack of

research data:

"In reviewing the literature on teacher preparation
in the journals related to language teaching, not
only is there a dearth of articles of a research na-
ture, but, in fact, there are very few selections
that treat teacher preparation at all" (Fanselow and
Light, 1977, p. 9).

Of those works that do deal with the subject of teacher

preparation, many focus on the pros and cons of competency

based teacher education (CBTE). This movement, which is

founded on the belief that the basic competencies of a good

teacher can be identified and then imparted to prospective

teachers in a training program, will be discussed in the

next section.

Competency Based Education

The competency based educational movement has a va-

riety of antecedents in other movements. These include the

search for efficiency in education, vocational education,

progressive education and instructional technology. The

efficiency wing of the progressive movement in education

exhibited concern for a more rational, cost-effective, and

practically useful curriculum, and these have also been

major themes of the competency based education movement.
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The philosophy of the "pedagogical progressives" who wanted

to ensure democratic social development, and spoke of the

"project method", "activity curriculum", and other ways

to "meet the individual needs" of the learner also influenc-

ed CBTE (Grant et al., 1979, p. 9). Basic features of the

work of Dewey (1915) are present in CBTE. In Democracy and

Education Dewey expresses the need for learning by doing,

for making educational experiences as realistic as possible,

and for designing education to prepare for life roles, all

of which are basic tenets of CBTE.

The emphasis on the identification of objectives

which is an integral part of CBTE can be found in The

Curriculum by Bobbitt, published in 1918:

Human life, however varied, consists in the per
formance of specific activities. Education that
prepares for life is one that prepares definitely
and adequately for these specific activities...
Our profession is confronted with the huge practi-
cal task of defining innumerable specific objec-
tives,and then of determining the countless pupil
experiences that must be induced by way of bring-
ing (learners) to attain these objectives (Bobbitt,
1918, p. 42,48).

The technique that Bobbitt suggests begins with an "activ-

ity analysis" from which curricular objectives are derived.

W.W. Charters (1923) applied Bobbitt's concept to

teacher education. He devised a list of 139 teacher per-

formances which were divided into categories relating to

the college curriculum. The curriculum construction was
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functionalor job analysis. Step two was an analysis of the traitsof personality necessary for success. Step three was theuse of these results to determine the subject matter ofthe curriculum, and four was the sequencing of materialto be taught.

These concepts also were applied to
industrial-tradeand vocational training, and became major features of theFirst World War training programs. The military trainingprograms during World War II also borrowed the distinctivefeatures of the trade

training programs. Specific goalsor objectives
were designed for courses and

instruction,and advancement depended on mastery of material as evi-denced by
performance tests (Grant el al, 1979).

Glaser (1965) and
Gagne"(1962), both active in con-ducting training research during World War II, have dis-cussed the

implications of this research for education.They emphasize the importance of task analysis as a princi-ple in training programs. Glaser states, "A primary ex-ample of the analysis of
instructional goals is the notionof task

analysis...such procedures should provide infor-mation to assist the designer of a course of instructionin making design decisions" (Glaser, 1965, p. 155). Taskanalysis is the
identification of the variety of tasks in-volved in a job. Each task in turn is divided into sever-al subtasks, which are then arranged in a sequence to
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facilitate transfer of learning from one to another. The

outcomes of these task analyses are called "task descrip-

tions", and become the instructional goals.

What is known today as Competency Based Teacher Ed-

ucation came into existence in 1968 with the funding of

the Elementary Teacher Education Models Project by the

U.S. Office of Education. Programs in this project had to

include statements of competencies and demonstrate how

these competencies arose from an assessment of the actual

teaching situation. Concern about relevance of instruction

and accountability were forces behind this movement for

reform in teacher preparation (Rosney and Kay, 1974). The

National Council for the Accreditation of Teacher Edu-

cation in its adoption of Standards for the Accreditation

of Teaching Education in 1970 provided an additional em-

phasis to this approach.

CBTE is based on an analysis of the competencies and

skills required for effective teaching. These competencies

are stated prior to instruction, in concrete terms, and

evaluation is criterion referenced. There has been much

discussion as to the merits of CBTE. One criticism that

has been expressed is that it reduces teaching to a set of

tasks. Rosenshine (1973) believes that students will not

necessarily benefit because a teacher has a specific set

of skills. Shugrue (1973) notes that perhaps the most im-

portant attitudes and values of prospective teachers cannot
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be stated in specific behavioral terms. Rothstein (1971),

asserting that behavioral objectives preclude humanistic

goal setting, concludes that they are "one of the most

reactionary developments to be employed in recent times"

(Rothstein 1971, p. 160). A possible answer to the debate

has been provided by Glaser (1962), who says that the

difference between "training" and "education" lies in the

degree of specificity with which program objectives are

described:

If the end product of the learning process can be
rather precisely specified, as, for example, learn-
ing to use a slide rule, then it can be said the
student is being trained to use a slide rule. On
the other hand, if the behavioral end-products are
complex and present knowledge of behavior makes
them difficult to specify, then the individual is
educated by providing a foundation of behavior
which represents approximations to the behavior
it is.wished the student will eventually perform,
for example, being a creative scientist (Glaser,
1962, p. 4).

Another problem has been that of establishing criteria

for judgement of success. Which competencies are to be

specified and by whom? What will be accepted as evidence

of mastery once agreement on competencies has been reached?

Foster (1974) believes that educational planners must ex-

amine their ideas about the nature of teaching itself on

a conceptual level before they decide to adopt a compe-

tency based program, for CBTE offers its definition of

teaching based on the assumption that teaching comprises
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certain behaviors which can be measured. Burke (1972)

cautions that the design of any program, the list of com-

petencies, the decisions for functioning, must be "re-

cycled continuously on the basis of feedback from students

and schools" (Burke, 1972, p. 48,49).

Houston (1972) has suggested a wide variety of ap-

proaches in developing a CBTE program. These approaches

include:

1. Program Translation. The reformulation of current
courses by rewriting the course requirements as
behavioral objectives.

2. Task Analysis. This approach includes a number of
processes.
a. Observe the teacher in the, act of teaching and

translate the observations into competencies.
b. Request the teachers to reconstruct their daily

activity log and identify major competencies.
c. Teachers and other educational workers speculate

upon what effective teachers do and then trans-
late these into sub-goals.

d. Divide teachers into groups which share success-
ful teaching styles and have them formulate
different tasks to be translated into competen-
cies.

3. Needs of School Learners. Competency statements
are based on the needs of the learners. Their
ambitions, values, and perspectives form the basis
for a curriculum to train teachers.

4. Needs Assessment. Formulate a teacher education
program to cope with the consequences of a teacher's
actions in the real world or the needs of society.

5. Theoretical. A position is assumed and the program
is built around it.

6. Cluster Approach. A number of curriculum areas
are identified and cluster prior to subdividing
into explicit competency components (Houston 1972,
pp. 31-46).

The task analysis and cluster approach has been used
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in the field of ESL teacher education in the establishment

of a CBTE program in ESL at Brigham Young University.

This program will be discussed in depth following a brief

analysis of the background of CBTE in relation to ESL

teacher preparation.

The application of CBTE to the teaching of ESL has

proceeded slowly. As Madsen (1975) notes, "There has been

some hesitancy in the TESOL profession to commit ourselves

fully to this new concept" (Madsen, 1975, p. 354). He be-

lieves that this reluctance results in part from the lack

of research data to date establishing the competencies nec-

essary for a teacher of ESL: "There is no consensus and

very little hard data available on the scope of competen-

cies required by the well-trained ESL teacher" (p. 356).

There has been, however, recognition on the part of TESL

specialists of the need for clear objectives. Prator

states in 1972:

...we have tended in the past to attach too little
importance to the need for clearly formulated ob-
jectives. If half as much time in courses on
methods of teaching had been spent in studying the
formulation of objectives as has been spent in dis-
cussing linguistic and psychological theories, our
English instruction might well be a great deal
more effective today. What I would urge, then is
that objectives be regarded as an overriding con-
sideration... (Prator, 1972, p 60).

Madsen believes that CBTE will also come to be recognized
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as valuable for several reasons. In CBTE emphasis is placed

on relevance, thus each part of an instructional program

is examined with regard to its importance in improving teach-

er performance. Priorities are established and logical

sequencing of material results. In addition, accountabil-

ity is built into the training program because the program

seeks evaluation based on the performance of its trainees

(Madsen, 1975).

CBTE and ESL teacher preparation evolved at first

independently at Brigham Young University. In 1968 the

College of Education at BYU created the I-STEP Program (In-

dividualized Secondary Teacher Education Program). Since

then an elementary program has also been developed.

I-STEP identifies 102 competencies needed for success in

teaching, which are divided into three areas: knowledge,

skills, and student abilities as a result of instruction.

Approximately 40% of these competencies are to be achieved

before student teaching, 37% during student teaching, and

the rest before completing the program. In general the

program has been well received by participants, who "feel

that there is an appropriate integration of theory and

practice, and who appreciate the flexibility and individu-

alization of the program" (Mouritsen, 1974, p 1).

With the help and advice of the College of Education,

a CBTE program in ESL teacher preparation was implemented

in 1974. A program in TESL including a TESL Graduate
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Certificate and TESL MA had been established at BYU in

1966, and at that time requisite competencies for profes-

sional ESL teachers were catalogued. Letters of inquiry

were sent to universities throughout the U.S. with ESL

teacher training programs. The TESOL Guidelines were also

consulted. Competencies were then grouped and the ration-

ale and instructional objectives for each course were pre-

pared. In the 70's a movement began for state recognition

of the ESL program. An important step in preparing for

this recognition was a revision of the competencies neces-

sary for an ESL teacher. Eight broad competencies were

listed in the area of material selection and development,

four in the area of evaluation, and another in the appli-

cation of statistics. The program also incorporated af-

fective objectives, thus counteracting, in the designers'

opinions, one of the weaknesses of a total CBTE approach.

Madsen (1975) believes that this modified CBTE model for

ESL teacher preparation has been very successful, and rec-

ommends it for use in other TESL programs for which state

educational approval is sought.

One criticism often directed at ESL teacher preparation

programs is that they are geared to preparing the special-

ist to teach ESL to one particular group of learners: uni-

versity students who are highly motivated and literate in

their own language. Gunther (1980) notes:

"ESL specialists are most often trained in linguistics
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departments...thus frequently lack the necessary
tools for teaching at the elementary and secondary
levels. They may complete a degree program and find
that they lack the requisites for teacher certifica-
tion" (Gunther, 1980, p. 18).

In referring to the teaching of the adult ESL teacher Iwataki

(1980) states:

...adult teaching personnel today range from the
volunteer and paraprofessional (and the person
who claims to "speak English, so why couldn't I
teach it?" ) to the trained professional . . .All of
these persons have one thing in common: they are
untrained and unprepared for the adult ESL pro-
gram (Iwataki, 1980, p. 23).

The author adds that the desireable qualities for a teacher

of ESL to adults have not yet been delineated.

The present study is a first step toward gather-

ing information regarding necessary competencies for ESL

teachers, both professional and volunteer, in many of the

settings in which ESL is taught. The differences and sim-

ilarities which will become apparent in the competencies

required by each type of personnel and in each teaching

setting will aid in the establishment of useful training

programs for both groups of ESL teachers.

Summary

The review of the literature was conducted in four

areas: (1) History of Voluntarism, (2) History of English

as a Second Language, (3) ESL Teacher Preparation, and
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(4) Competency Based Concept of Teacher Education.

Voluntarism had its roots in the founding of the U.S.

It developed and grew as the country did, reflecting the

diverse interests and needs of the population. In recent

years, there has been increased emphasis on the importance

of voluntarism, particularly in the area of education.

Volunteers have assumed ever-increasing responsibilities

in direct-service and decision-making roles, and this trend

is expected to continue.

ESL teaching in the U.S. also goes back to the begin-

nings of the country, the native American and immigrant

groups being the first to require training in the new

language. It was not until after World War II, however,

that teaching ESL as a field of study appeared; the first

program to teach ESL at the university level being founded

in 1940 at the University of Michigan. The national or-

ganization of Teachers of English to Speakers of Other

Languages (TESOL) was begun in 1966, and today numbers

25,000 members. Volunteers have played a role in ESL

teaching from the beginning. Today they tutor the chil

dren of immigrants in the public schools, and also teach

in adult education programs.

The first ESL teachers had no special preparation.

It was not until 1942 that the first training course for

ESL teachers was established at the University of Michigan.

In 1970 the TESOL Guidelines for the Certification and
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Preparation of-Teachers of English to Speakers of Other

Languages were published, which attempt to outline the

areas of expertise of a professional ESL teacher. There

is presently a strong movement within the profession for

certification, but it has met with resistance so far in

most states. ESL teacher preparation programs at uni-

versities have attempted to tailor their curricula to the

competencies implied in the Guidelines, although a crit-

icism often leveled at these programs is that they fail to

relate linguistic theory to actual classroom practice.

There is a lack of research data on the preparation of vol-

unteer ESL teachers, and little agreement among educators

regarding their training.

CBTE offers one method of approaching the problem of

teacher training. It is based on an analysis of instruc-

tional goals in order to determine competencies which are

to be the outcome of training programs. It has been used

in the field of vocational education and has met with some

criticism. CBTE has not been used extensively in ESL teach-

er preparation, but research relating to professional and

volunteer teacher preparation is now in progress.
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CHAPTER III

DESIGN OF THE STUDY

This study was an investigation of the competencies

of professional and volunteer teachers of English as a

second language in four settings of ESL education: the

Elementary/Secondary School, Higher Education, Adult

Education, and the Volunteer Organization. The purpose of

the study was to identify competencies common to all ESL

teaching assignments, and to identify competencies unique

to volunteer ESL teachers.

Preparation of the Instrument

The instrument was a survey-type questionnaire admin-

istered by mail. It consisted of professional ESL instruc-

tor competencies combined with a five-point Likert-type

scale which allowed the respondent to judgmentally identify

the level of proficiency desirable for each competency for

volunteer and professional ESL teachers.

The development of the instrument consisted of five

stages:

1. Literature on professional competencies was reviewed.

2. Competencies identified in the TESOL Guidelines

(1976) were assembled into a list of competencies.

3. A jury panel of experts was selected. It consisted

of a recognized expert in each of the four settings

of ESL education examined. It included the
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chairperson of the following TESOL or ORTESOL

special interest groups: ESL in elementary/

secondary education, and ESL in adult education.

The NAFSA representative for ESL in higher educa-

tion was also a panel member, as was the chair-

person of the National Affiliation for Literacy

Advance (See Appendix A).

4. The list of competencies was submitted to each

member of the jury panel by mail, and each mem-

ber was asked to respond to each item on the

list by voting to retain the competency, to re-

ject it, or to modify it. A majority vote of

80% sufficed to retain or reject a competency.

Each member also had the option of adding com-

petencies not present on the list.

5. The revised list, including modifications and

additions, was submitted to the panel a second

time, and again members were asked to accept or

reject each competency. A majority vote of

80% sufficed to enact revisions.

6. This acquired information was used to create the

questionnaire.

7. The questionnaire was administered to graduate

students and faculty members at Oregon State Uni-

versity to check the clarity of administration in-

structions.
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The Dependent Variable

This study was an investigation to determine the com-

petencies necessary for a volunteer teacher of ESL to pos-

sess. The dependent variable was the score assigned by

respondents that indicated the level of proficiency that

they felt is required by a volunteer teacher for each of

the listed competencies. Personnel from four settings

of ESL education were asked to evaluate the importance of

each competency in relation to the work that a volunteer

teacher would do in their area. For settings in which

both professional and volunteer ESL teachers are employed,

the respondents were asked to respond to each competency

two times. The second time they were asked to respond

to the competency in relation to a professional ESL teach-

er. Each of the competencies was assigned a score based

on the following Likert-type scale with values ranging

from a low of 1.0 to a high of 5.0:

1. A teacher of ESL requires no proficiency in this
competency.

2. A teacher of ESL requires slight proficiency in
this competency.

3. A teacher of ESL requires moderate proficiency in
this competency.

4. A teacher of ESL requires considerable proficiency
in this competency.

5. A teacher of ESL requires complete proficiency
in this competency.

The Population

The sample for this study was randomly selected from
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volunteers and professionals in four settings of ESL

education in the Pacific Northwest. The membership lists

of TESOL, ORTESOL, and the National Affiliation for

Literacy Advance were used to select respondents from

each of the four settings from the states of Oregon,

Washington, and California. The sampling design was as

follows:

ESL Settings

(1) (2) (3) (4)
Volunteer Comm. Elem./Sec.

Personnel Types Org. Univ. Coll. School

Vol. ESL Teacher 23
(A)

Prof. ESL Teacher
(B)

23 25 24

The sample size of N = 23 for the smallest cell assured a

power level of .80 and an effect size of .35 (Cohen, 1961),

when = .05. The samples were randomly drawn using the

table of random numbers for selection.

The Statistical Design

The central problem of this study was to identify

the competencies necessary for a volunteer teacher of ESL

to possess, and to determine if those competencies differ

significantly from those perceived necessary for a pro-

fessional teacher of ESL. The design of the study

included the following:
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1. The population of the study consisted of

randomly selected personnel from four

settings of ESL education in the Pacific

Northwest. The sample of 95 individuals

provided research data by completing a

mail-administered questionnaire.

2. Respondents in all settings were asked to

react to each of the competencies by

recording the level of proficiency necessary

for a professional ESL teacher to attain,

if they felt qualified to do so. The

responses were reported on a five-point

Likert-type scale, and values ranged from

a low of 1.0 to a high of 5.0.

3. Respondents in all settings were asked to

react to each of the competencies by

recording the level of proficiency necessary

for a volunteer ESL teacher to attain, if

they felt qualified to do so. The responses

were reported on a five-point Likert-type

scale, and values ranged from a low of 1.0

to a high of 5.0.

4. A one-way classification analysis of variance

was used to test the hypothesis that no

significant difference exists between and

among the perceptions of personnel from the
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four settings with regard to volunteer ESL

teacher personnel. The test statistic was

the F with the .05 significance level being

used to determine differences. A modified

LSD procedure was used to determine where

specific differences exist when the hypoth-

esis is rejected. The following hypothesis

was tested:

Hi: There is no significant differ-
ence between setting mean scores.

5. A two-way classification analysis of

variance was used to test the hypothesis

that no significant difference existed

between and among the perceptions of per-

sonnel from the four settings with regard

to ESL teacher type. The test statistic

was the F with the .05 level being used to

determine differences. The following null

hypotheses were tested:

H01: There is no significant differ-
ence between setting mean scores.

H02: There is no significant differ-
ence between types of personnel
mean scores.

HO3' There is no significant inter-
actionaction between settings and type
of personnel.

6. The data were further analyzed through a

factor analytic mode: the R-mode. This
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provided the following information. The

R-mode ordered the competencies according

to the respondents in the study. The rela-

tionship of every competency to every other

competency was examined and a clustering

of competencies was provided.

Summary

The design of the study involved administering a

competency questionnaire consisting of 60 competency

statements to a random sampling of 95 volunteer and pro-

fessional ESL teachers from four settings of ESL edu-

cation. The population was drawn from the Pacific

Northwest.

One hypothesis was tested with a one-way classifi-

cation analysis of variance, and three hypotheses were

tested with a two-way classification analysis of variance.

Further analysis was conducted through the use of a

factor analytic mode: the R-mode.
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CHAPTER IV

PRESENTATION OF THE FINDINGS

The main objective of the study was to identify, and

to group, the minimum competencies required by volunteer

English as a second language teachers in four settings:

the Community College, the University, the Elementary/Sec-

ondary School, and the Volunteer Organization. Secondary

objectives were to determine the common competencies re-

quired by professional and volunteer ESL teachers in the

four settings of ESL education examined, and to discover

whether significantly different competencies were required

by ESL personnel across the four settings.

The analysis of the data is presented in four sec

tions. The first section presents the results of a one-

way analysis of variance between the competency means of

respondents from the four settings with regard to volun-

teer ESL teachers. The second section presents the re-

sults of a two-way analysis of variance between the com-

petency means of respondents with regard to settings and

teacher type. The third section outlines the results

of the R-mode factor analysis of 60 competencies regard-

ing professional and volunteer ESL teachers.

One-Way Analysis of Variance

The following null hypothesis was tested using a
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HO
1

: There was no significant difference in the
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competency scores of personnel from the four

settings with regard to volunteer teachers.

Sixty individual hypotheses were tested, one for each

competency.

The test statistic was the F, with the .05 level

of significance being used to assess for differences.

The computed value of F was less than the critical value

of F at the .05 level of significance for 52 competencies.

Thus the null hypothesis was retained for 52 competencies

and rejected for eight competencies. The results of the

one-way analysis of variance are presented in Appendix

D.

The analysis of variance test compares individual

means with other means but does not identify the source

of variance. Therefore, for the eight items for which a

significant difference was indicated, a modified Least

Significant Difference procedure was used to identify

where the significant difference existed. The modified

Least Significant Difference Test grouped homogeneous

subsets. The results of the test are as follows (where

R
1
= Community College, X2 = Elementary /Secondary, X3 =

University, and R4 = Volunteer Organization):

1. R
1
= R

2
= R

3
and R

2
= 3i

3
= R

4
for six items

(Al2, Pl, P4, P23, P26, and P27). This indicat-



64

ed that for these competencies X1 # X4, and

thus, that a significantly different response

was made by Community College personnel as com-

pared to personnel from the Volunteer Organi-

zation for these competencies.

2.
= X3 = R4 and X3 = X2 = X4 for two items

(L4 and L7). This indicated that for these

competencies Xi 0 andand thus that a signifi-

cantly different response was made by Commun-

ity College and Elementary/Secondary personnel

for these competencies.

The results of the L.S.D. test are presented in. Table 1.

Discussion

The pattern that seemed apparent from this analysis

was that there was general agreement across the settings

as to the importance for volunteers of the competencies

delineated in this study, with the exception of eight it

tems. The eight exceptions were three competencies re-

lated to teacher flexibility (P26, P27, L7), two concern-

ing theoretical concepts (P1, P4), two concerning cul-

tural awareness (Al2, L4), and one related to teaching

skills (P23). Community College personnel considered

these competencies less important for volunteers than

did personnel from the Volunteer Organization (for six

items) and personnel from the Elementary/Secondary School



TABLE 1

COMPETENCIES WITH SIGNIFICANT DIFFERENCES
ACROSS SETTINGS REGARDING VOLUNTEERS

Item
No. Competency

Al2 Knowledge of socio-cultural
variables in language
learning

P1 Knowledge of the social
foundations of American
education

P4 Knowledge of learning
theory

P23 Helping students gain a
mastery of receptive and
productive English language
skills

P26 Evaluation of students'
progress, and adjustment
of instruction appropriately

P27 Implementation of changes in
goals, procedures, and mater-
ials whenever indicated by
changes in the teaching
situation

Homogeneous Subsets
X
1

= X
2

= X
3

X
2

= X
3

X
4

2.3636 =2.7143 =3.1429 2.7143 =3.1429 =3.3158

1.6364 =1.7143 =1.5385 1.7143 =1.5385 =2.4000

1.9091 =2.8571 =2.6154 2.8571 =2.6154 =3.1000

3.3636 =4.1429 =3.6429 4.1429 =3.6429 =4.2000

2.6364 =3.5000 =3.0769 3.5000 =3.0769 =3.9000

2.7273 =3.2143 =2.9231 3.2143 =2.9231 =3.8500



TABLE 1 (continued)

COMPETENCIES WITH SIGNIFICANT DIFFERENCES
ACROSS SETTINGS REGARDING VOLUNTEERS

Item
No. Competency

Homogeneous Subsets
X
1

= X
3

= X
4

X
3

= X
2

X
4

L4 Respect of his or her
students and their
cultural setting 4.2727= 4.5000= 4.7143 4.5000= 4.9286= 4.7143

L7 Demonstration of flex-
ibility in adapting to
a number of different
instructional settings 2.9091= 3.3846= 3.6190 3.3846= 4.2857= 3.6190
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Two-Way Analysis of Variance
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Differences by Teacher Type

The following null hypothesis was tested using a

two-way classification analysis of variance:

H02: There was no significant difference in the

competency scores of personnel from the four

settings with regard to teacher type.

Sixty individual hypotheses were tested, one for each

competency.

The test statistic was the F, with the .05 level

of significance being used to assess for differences.

The computed value of F was more than the critical value

of F at the .05 level of significance for 58 competencies.

Thus the null hypothesis was rejected for 58 competencies

and retained for two competencies. The results of the

two-way analysis of variance are presented in Appendix

E.

Discussion

The results of this test indicated that in general

personnel across the four settings agreed that different

levels of proficiency in the competencies were required

by professional and by volunteer teachers. Only for two

competencies was no significant difference found in the
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levels of proficiency needed. The two exceptions were

L4, Respect of his or her students and their cultural

settings, and L5,Being a perceptive and involved member

of his or her community, which were ranked almost equally

highly for volunteer and professional teachers. With

these two exceptions, personnel across the four settings

regarded the competencies as differentially important

for volunteer and professional teachers. The respondents

agreed that professionals should be required to possess

a higher level of proficiency than volunteers in each of

the competencies for which the null hypothesis was re-

jected.

Differences by Settings

The following null hypothesis was tested using the

two-way classification analysis of variance:

HO
3

There was no significant difference in the

competency scores of personnel from the four

settings with regard to educational setting.

Sixty individual hypotheses were tested, one for each

competency.

The test statistic was the F, with the .05 level

of significance being used to assess for differences.

The computed value of F was less than the critical val-

ue of F at the .05 level of significance for 40 compet-

encies. Thus the null hypothesis was retained for 40

competencies and rejected for 20 competencies. (See
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Appendix E). The competencies for which the hypothesis

was rejected are presented in Table 2.

Discussion

The results of this test indicated that there was a

significantly different response made by personnel from

the four settings regarding competencies for ESL teachers

for 20 of the 60 competencies. In accordance with the

pattern already noted in the discussion of the one-way

analysis, the level of proficiency suggested by Commun-

ity College personnel in a wide range of competencies,

including linguistic theory, learning theory, teaching

skills, and cultural awareness was significantly lower than

perceptions of personnel from other settings.

Differences Due to Interaction Effects

The following null hypothesis was tested using a two-

way classification analysis of variance:

H04 : There was no significant interaction between

teacher type and educational setting.

Sixty individual hypotheses were tested, one for each

competency.

The test statistic was the F, with the .05 level of

significance being used to assess for differences. The

computed value of F was less than the critical value of

F at the .05 level of significance for 60 competencies.

Thus the null hypothesis was retained for all of the com-
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TABLE 2

COMPETENCIES WITH SIGNIFICANT DIFFERENCES
BY EDUCATIONAL SETTING

Item F Value
No. Competency

Al Knowledge of major models of
linguistic description

A4 Knowledge of the major sub-
systems of present-day English

A13 Knowledge of types of bilingual
and multilingual educational
situations

P1 Knowledge of the social
foundations of American education

P3 Knowledge of human growth and
development

P4 Knowledge of learning theory

P7 Knowledge of the objectives of
teaching ESL

P9 Knowledge of methods of
teaching ESL

P10 Demonstration of appropriate
language learning techniques
and procedures

P16 Design, implementation, and
evaluation of innovative
materials and techniques

P22 Developing in students the
ability to interact with
English speakers

P23 Helping students to gain a
mastery of receptive and pro-
ductive English language skills

Computed Tabular

2.905 2.85

3.093 2.86

3.023 2.87

7.828 2.86

8.197 2.87

6.227 2.87

3.192 2.86

5.558 2.86

5.203 2.87

5.258 2.87

4.640 2.86

5.024 2.86
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TABLE 2
(continued)

COMPETENCIES WITH SIGNIFICANT DIFFERENCES
BY EDUCATIONAL SETTING

Item F Value
No. Competency

P25 Evaluation of students' progress,
and adjustment of instruction
appropriately

P31 Contribution to the definition
of curriculum goals for
linguistic minority students
in ESL

L2 Familiarity with another
cultural system

L4 Respect of students and their
cultural setting

L5 Being a perceptive and involved
member of the community

L6 Possessing the experience
necessary to communicate
effectively with non-ESL
certified mainstream teachers

L7 Demonstration of flexibility in
adapting to a number of different
instructional settings

Computed Tabular

3.469 2.86

3.408 2.90

2.881 2.86

3.526 2.86

3.125 2.87

5.146 2.89

11.902 2.86
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petencies. (See Appendix E).

The results of this test indicated that there was

no significant interaction between teacher type and

settings.

In summary, it can be seen that personnel agreed

in their judgement as to the importance of 58 of the

60 competencies for professional and for volunteer teach-

ers. The scores for volunteers were uniformly lower than

the corresponding scores for professionals for a given

competency. Personnel differed across the four settings

as to the importance of 20 of the 60 competencies for ESL

teachers. Community College personnel had scores below

the group mean for these 20 items overall, while Elem-

entary/Secondary personnel had scores above the group

mean for 19 of the 20 competencies.

Results of Factor Analysis

Factor analysis was used to determine the statistical

relationships among 60 competencies. Factor analysis

indicates whether a change in one variable is associated

with another variable, and the degree of that associa-

tion. Individual items receive a loading which determines

placement within a factor. In the present study compet-

encies with factor loadings of + .45 were recorded as

being clustered within a factor. Competencies with
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factor loadings of under + .45 were considered spurious

competencies and were included under factors in which

their highest loading occurred. If a competency loaded on

more than one factor, it was included under the factor in

which the highest loading occurred.

R-Mode Factor Analysis - Professional ESL Teacher

The five-factor solution accounted for 50 competen-

cies with factor loadings of + .45 or higher with regard

to the professional ESL teacher. The one-factor solution

extracted 17 competencies with factor loadings of + .45 or

higher. The two-factor solution accounted for ten compe-

tencies with factor loadings of + .45 or higher. Eleven

competencies were clustered under the three-factor solu

tion, six under the four-factor, and six under the five-

factor. All of these had loadings of + .45 or higher.

Factors were judgementally assigned, and were intended

to express the general nature of the competencies loaded

under each factor. The generated factors and their sub-

factors are presented below.

FACTOR I ESL CURRICULUM. Factor I, the largest

factor, accounted for 62.8% of the common variance. Three

subfactors were identified within Factor I.

Subfactor Ia, ESL Curriculum Development and Planning,

included five competencies with factor loadings of + .45

or higher. Table 3 presents the competencies clustered

under this subfactor.
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TABLE 3

FACTOR I - ESL CURRICULUM

Subfactor Ia. - ESL Curriculum Development and Planning

Item
No. Title of Competency

P11 Development and use of
appropriate curricula

P6 Recognition of the place of
English as a second language in
the curriculum

A13 Knowledge of types of bilingual
and multilingual educational
situations

P5 Understanding of curriculum
development processes

P15 Use of information from pro-
fessional sources

Factor
Loading

Mean
Score

.655 4.3867

.635 4.0822

.613 3.0800

.556 3.8158

.545 4.0526
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Subfactor Ib, ESL Curriculum Integration, included

nine competencies with factor loadings of + .45 or

higher. These competencies dealt with the integration

of ESL into the existing curriculum. Table 4 presents

the competencies clustered under this subfactor.

Subfactor Ic, Assessment, included three competen-

cies with a factor loading of + .45 or higher. Table 5

presents the competencies clustered under this subfactor.

FACTOR II - PEDAGOGY. Factor II clustered ten

competencies with factor loadings of + .45 or higher,

and three spurious competencies with factor loadings of

+ .39 or higher, but less than + .45. 13.3% of the

common variance was accounted for by Factor II. Table 6

presents the competencies clustered under this factor.

FACTOR III LINGUISTICS. Factor III accounted for

9.5% of the common variance. Two subfactors were identi-

fied within Factor III.

Subfactor IIIa, Theoretical Linguistics, included

seven competencies with factor loadings of -I- .45 or

higher. Table 7 presents the competencies clustered

under this factor.

Subfactor IIIb, Applied Linguistics, included four

competencies with a factor loading of + .45 or higher.

Table 8 presents the competencies clustered under this

factor.
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TABLE 4

FACTOR I - ESL CURRICULUM

Subfactor Ib. - ESL Curriculum Integration

Item
No. Title of Competency

L7 Demonstration of flexibility
in adapting to a number of
different instructional settings

L6 Possessing the experience
necessary to communicate
effectively with non-ESL
certified mainstream teachers

P30 Correlation of the scope of
teaching with that in other
instructional areas of the
curriculum

P29 Correlation of the sequence of
teaching with that in other
instructional areas of the
curriculum

P31 Contribution to the definition
of curriculum goals.for
linguistic minority students
in ESL

P33 Ability to identify strategies
useful in mainstreaming ESL
students in content and skill
development subjects

P32 Knowledge of the scope and
sequence of mainstream instruction

P14 Adaptation of instructional
materials to specific situations

L5 Being a perceptive and involved
member of the community

Factor
Loading

Mean
Score

.825 4.2763

.772 3.9589

.755 3.8267

.739 3.8158

.735 3.5833

.733 3.6164

.725 3.6164

.583 4.5000

.577 3.7297
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TABLE 5

FACTOR I - ESL CURRICULUM

Subfactor Ic. - Assessment

Item
No. Title of Competency

P17 Knowledge of the principles of
testing

P26 Evaluation of students'
progress, and adjustment of
instruction appropriately

P18 Administration and interpretation
of second language assessments of
student progress and proficiency

Factor
Loading

Mean
Score

.7111 3.8816

.627 4.5200

.641 3.9079
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TABLE 6

FACTOR II PEDAGOGY

Item
No. Title of Competency

Factor
Loading

Mean
Score

P9 Knowledge of methods of teaching
ESL .612 4.6053

P10 Demonstration of appropriate
language teaching techniques
and procedures .642 4.5333

P12 Development and use of appropriate
teaching materials .677 4.4933

P13 Development and use of appropriate
teaching aids .639 4.4000

P20 Evaluation of teaching procedures .561 4.1711

P22 Developing in students the ability
to interact with English speakers .714 4.5921

P24 Helping students to gain an
awareness of similarities and
differences between English-
speaking cultures and their own .625 4.3421

P23 Helping students to gain a mastery
of receptive and productive
English language skills .757 4.6447

P25 Helping students to gain a
knowledge of American culture in
such a way as to contribute to
their mastery of the language .567 4.2500

P27 Implementation of changes in
goals, procedures, and materials
whenever such changes are
indicated by changes in the
teaching situation .467 4.4079

L4 Respect of students and their
cultural setting .455 4.8026
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TABLE 6
(continued)

FACTOR II - PEDAGOGY

Item Factor Mean
No. Title of Competency Loading Score

P7 Knowledge of the objectives
of teaching ESL .449 .46053

Spurious Competencies

L3 Demonstration of proficiency
in spoken and written English
at a level commensurate with
role as a language model

A10 Knowledge of individual
learning styles

.394 4.7368

.443 3.9467
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TABLE 7

FACTOR III - LINGUISTICS

Subfactor IIIa. Theoretical Linguistics

Item
No. Title of Competency

Al Knowledge of major models of
linguistic description

A4 Knowledge of the major sub-
systems of present-day English

A6 Knowledge of dialectical
variation in English

A7 Knowledge of contrastive
linguistics

A8 Knowledge of language acquisition
processes

A14 Knowledge of social determiners
of dialect

P8 Knowledge of theoretical
approaches to teaching ESL

Factor
Loading

Mean
Score

.464 3.2692

.600 4.0395

.611 3.2933

.499 3.5405

.579 4.0789

.503 3.0263

.666 4.3333
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TABLE 8

FACTOR III - LINGUISTICS

Subfactor IIIb. - Applied Linguistics

Item Factor Mean
No. Title of Competency Loading Score

P16 Design, implementation,
and evaluation of innovative
materials and techniques .564 4.000

P19 Evaluation of teaching
materials .599 4.1447

P21 Evaluation of curricula .546 4.1184

P28 Implementation of changes in
goals, procedures, and
materials whenever such changes
are indicated by changes in
language teaching theory .488 3.8026

Spurious Competencies

A2 Knowledge of the systematic
organization of language .444 3.9737

A20 Knowledge of error analysis .399 3.6447
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Factor III also contained two spurious competencies

with factor loadings of + .39 or higher, but less than

+ .45. These are also presented in Table 8.

FACTOR IV - CULTURAL VARIABLES AND LANGUAGE LEARNING

USE. Factor IV accounted for 8.2% of the common variance.

It included six competencies with a factor loading of

+ .45 or higher, and three spurious competencies with

factor loadings of less than + .45. Table 9 presents the

competencies clustered under this factor.

FACTOR V - HISTORICAL STUDIES. Factor V accounted

for 6.2% of the common variance. Three subfactors were

identified within Factor V.

Subfactor Va, Historical Linguistics, included

three competencies with a factor loading of + .45 or

higher.

Subfactor Vb, American Educational System, Foun-

dation and Organization, included two competencies with

a factor loading of + .45 or higher.

Subfactor Vc, Human Development, consisted of one

competency with a factor loading of + .45 or higher.

Factor V also contained two spurious competencies

with factor loadings of + .40. Table 10 presents the

competencies clustered under this factor.
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TABLE 9

FACTOR IV CULTURAL VARIABLES AND
LANGUAGE LEARNING AND USE

Item
No. Title of Competency

All Knowledge of socio-cultural
variables in language use

Al2 Knowledge of socio-cultural
variables in language learning

A15 Knowledge of the elements of
socio-cultural systems

A16 Knowledge of the value of
cultural pluralism in American
society

A18 Knowledge of the effect of
culturally determined life
styles on second language learning

A19 Knowledge of the effect of
culturally determined learning
styles on second language learning

Spurious Competencies

A9 Knowledge of age differentials in
language learning

Ll Learning another language and
acquiring a knowledge of its
structural system, not necessarily
to the level of fluency

L2 Familiarity with another
cultural system

Factor
Loading

Mean
Score

.522 3.8947

.546 3.7867

.503 3.4028

.552 3.6267

.809 3.5526

.799 3.5600

.431 3.6267

.389 3.7895

.446 4.0000
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TABLE 10

FACTOR V - HISTORICAL STUDIES

Subfactor Va. - Historical Linguistics

Item
No. Title of Competency

A3 Knowledge of language variation
and change

A5 Knowledge of English historical
variation

A17 Ability to describe and compare
major factors of English-speaking
and linguistic minority cultures

Factor
Loading

Mean
Score

.466 3.7867

.452 2.8026

.494 3.2703

Subfactor Vb. - American Educational System,
Foundation and Organization

Item Factor Mean
No. Title of Competency Loading Score

P1 Knowledge of the social
foundations of American education .711 2.7500

P2 Knowledge of the organization
of American education .687 2.8289

Subfactor Vc. - Human Development

Item Factor Mean
No. Title of Competency Loading Score

P3 Knowledge of human growth and
development .508 3.4000

Spurious Competency

P4 Knowledge of learning theory .401 3.7467



85

The cumulative percentage of the common variance

accounted for in the analysis increased as additional

factor solutions were identified. The total variance

occurred as the fifth factor was drawn. Table 11 pre-

sents the cumulative percentage of the common variance

accounted for in the five-factor solution with regard

to the professional ESL teacher.

TABLE 11

CUMULATIVE PERCENTAGE OF COMMON VARIANCE
(PROFESSIONAL TEACHERS)

Factor
Solution Percent

Cumulative.
Percentage-

1 62.8 62.8

2 13.3 76.1

3 9.5 85.6

4 8.2 93.8

5 6.2 100.0

Table 12 presents the ten highest ranked competency

mean scores. They are skewed towards complete profic-

iency with high means (4.49-4.80). Seven of the ten

are within Factor II, Pedagogy. One is spurious to

Factor II, meaning that II is the factor to which it is

most closely related. Two competencies are within



TABLE 12

TEN HIGHEST RANKED COMPETENCIES
FOR PROFESSIONAL TEACHERS

BASED ON MEAN SCORES

Item
No. Title of Competency Factor Mean

Mean
Ranking

*L4 Respect of student and their cultural
setting II 4.8026 1

*L3 Demonstration of proficiency in spoken
and written English at a level commensurate (Spurious)
with role as language model II 4.7368 2

*P23 Helping students gain mastery of receptive
and productive English II 4.6447 3

*P7 Knowledge of the objectives of teaching ESL II 4.6053 4

P9 Knowledge of the methods of teaching ESL II 4.6053 5

*P22 Developing in students the ability to interact
with English speakers II 4.5921 6

*P10 Demonstration of appropriate language teaching
techniques and procedures II 4.5333 7 rn



TABLE 12
(continued)

TEN HIGHEST RANKED COMPETENCIES
FOR PROFESSIONAL TEACHERS

BASED ON MEAN SCORES

Item
No. Title of Competency

Mean
Factor Mean Ranking

P26 Evaluation of students' progress, and
adjustment of instruction appropriately

P14 Adaptation of instructional materials to
specific situations

P12 Development and use of appropriate teaching
materials

I 4.5200 8

I 4.5000 9

II 4.4933 10

*Competencies also ranked among ten highest for volunteer teachers
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Factor I, ESL Curriculum. One of these concerns adap-

tation of materials to specific instructional situations,

and the other deals with assessment of students' prog-

ress.

The ten lowest ranked means are distributed between

moderate and considerable proficiency (2.75-3.89). Five

out of the ten were in Factor V, Historical Studies,

three in Factor IIIa, Theoretical Linguistics, and one in

Factor Ia, ESL Curriculum Development and Planning.

These are presented in Table 13.

Discussion

In summary, it can be seen that five factors were

generated for the professional teacher by the R-mode

analysis: ESL Curriculum, Pedagogy, Linguistics, Cul-

tural Variables, and Historical Studies. Of these, the

largest number of competencies (17) clustered in Factor

I, ESL Curriculum. The competencies in Factor I had the

highest loadings overall, with eight items loading at

+ .70 or above. The second largest number of competen-

cies (12) clustered in Factor II, Pedagogy. Seven of

these competencies had loadings of + .60 or higher.

Factor III, Linguistics, clustered 11 competencies at

+ .60 or above, and the last two factors clustered six

items each, two in each factor being loaded at + .60 or

above. Most of the competencies (57 out of 60) were



TABLE 13

TEN LOWEST RANKED COMPETENCIES
FOR PROFESSIONAL ESL TEACHERS

BASED ON MEAN SCORES

Item
No. Title of Competency Factor Mean

Mean
Ranking

*P1 Knowledge of the social foundations of
American education V 2.7500 1

*A5 Knowledge of English historical variation V 2.8026 2

*P2 Knowledge of the organization of American
education V 2.8289 3

*A14 Knowledge of social determiners of dialect III 3.0263 4

*A13 Knowledge of types of bilingual and multi-
lingual educational situations I 3.0800 5

*A1 Knowledge of major models of linguistic
description III 3.2692 6

*A17 Ability to describe and compare major factors
of English-speaking and minority cultures V 3.2703 7

A6 Knowledge of dialectical variation in English III 3.2692 8



TABLE 13
(continued)

TEN LOWEST RANKED COMPETENCIES
FOR PROFESSIONAL ESL TEACHERS

BASED ON MEAN SCORES

Item Mean
No. Title of Competency Factor Mean Ranking

P3 Knowledge of human growth and development V 3.400 9

A15 Knowledge of the elements of socio-cultural
systems IV 3.8947 10

*Competencies also ranked among ten lowest for volunteer teachers



91

considered important for professional ESL teachers, with

means above the 3.0 level. The only competencies below

the 3.0 level (2.75-2.82) were in Factor V, Historical

Studies. Two of these were Subfactor Vb, American

Educational System, Foundation and Organization, and

one was in Subfactor Va, Knowledge of English Historical

Variation.

R-Mode Factor Analysis Volunteer ESL Teacher

The five-factor solution accounted for 58 competen-

cies with factor loadings of + .45 or higher with regard

to the volunteer ESL teacher. The one-factor solution

extracted 22 competencies with factor loadings of + .45

or above. The two-factor solution accounted for 14

competencies with factor loadings of + .45 or higher.

Seven competencies were clustered under the third factor,

nine under the fourth, and six under the fifth. All had

factor loadings of + .45 or higher.

All factors were judgmentally assigned, and were

intended to express the general nature of the competen-

cies loaded under each factor. The generated factors

and their subfactors are presented below.

FACTOR I - LINGUISTICS. Factor I accounted for

71.5% of the common variance. Two subfactors were

identified within Factor I.
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Subfactor Ia, Theoretical Linguistics, included ten

competencies with factor loadings of + .45 or higher.

Table 14 presents the competencies clustered under this

subfactor.

Subfactor Ib, Applied Linguistics, included twelve

competencies with factor loadings of + .45 or above.

Table 15 presents the competencies clustered under this

subfactor,

FACTOR II- PEDAGOGY. FaCtor II accounted for 10.3%

of the common variance. Three subfactors were identified

within Factor II.

Subfactor IIa, Cultural Variation and Language

Learning, included three competencies with a factor

loading of + .45 or higher. Table 16 presents these

competencies.

Subfactor IIb, Teaching Skills, included six compe-

tencies with factor loadings of + .45 or above.. The

competencies clustered under this subfactor are in

Table 17.

Subfactor IIc, Learning/Teaching Theories, included

five competencies with factor loadings of + .45 or more.

They are presented in Table 18.

FACTOR III - ACADEMIC PREPARATION AND CURRICULUM

DEVELOPMENT. Factor III accounted for 7.4% of the common

variance and extracted four competencies pertaining to

academic preparation and three competencies concerning
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TABLE 14

FACTOR I - LINGUISTICS

Subfactor Ia. - Theoretical Linguistics

Item Factor Mean
No. Title of Competency Loading Score

Al Knowledge of major models of
linguistic description

A2 Knowledge of the systematic
organization of language

A3 Knowledge of language variation
and change

A4 Knowledge of the major subsystems
of present-day English

A5 Knowledge of English historical
variation

A6 Knowledge of dialectical variation
in English

A7 Knowledge of contrastive
linguistics

All Knowledge of socio-cultural
variables in language use

Al2 Knowledge of socio-cultural
variables in language learning

P8 Knowledge of the theoretical
approaches to teaching ESL

.756 2.1190

.745 3.0244

.753 2.5366

.689 2.8000

.720 1.6500

.714 2.2250

.716 2.1795

.577 3.0488

.532 2.8537

.633 2.7436
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TABLE 15

FACTOR I - LINGUISTICS

Subfactor Ib. - Applied Linguistics

Item
No. Title of Competency

Factor
Loading

Mean
Score

P6 Recognition of the place of
English as a second language in
the curriculum .615 2.8947

P10 Demonstration of appropriate
language teaching techniques
and procedures .482 3.4103

P16 Design, implementation, and
evaluation of innovative materials
and techniques .593 2.3846

P17 Knowledge of the principles
of testing .685 2.4250

P18 Administration of second language
assessments .564 2.3684

P19 Evaluation of teaching materials .669 2.3333

P20 Evaluation of teaching procedures .672 2.3077

P21 Evaluation of curricula .763 2.3077

P28 Implementation of changes in
goals, procedures, and materials
whenever indicated by changes in
language teaching theory .590 2.1750

P29 Correlation of the sequence of
instruction with that in other
instructional areas in the
curriculum .665 2.4250

P30 Correlation of the scope of
instruction with that in other
areas in the curriculum .718 2.4103

A16 Knowledge of the value of cultural
pluralism in American society .450 2.7436
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TABLE 16

FACTOR II - PEDAGOGY

Subfactor IIa. Cultural Variation and Language Learning

Item Factor Mean
No. Title of Competency Loading Score

A17 Ability to describe and compare
major factors of linguistic-
minority and English-speaking
cultures

A18 Knowledge of the effect of
culturally determined life
styles on second language
learning

L2 Familiarity with another
cultural system

.582 2.1053

.629 2.3659

.689 3.1463
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TABLE 17

FACTOR II - PEDAGOGY

Subfactor IIb. - Teaching Skills

Item Factor Mean
No. Title of Competency Loading Score

P22 Developing in students the ability
to interact with English speakers

P23 Helping students to gain a mastery
of receptive and productive
English language skills

P24 Helping students to gain an
awareness of similarities and
differences between English-
speaking cultures and their own
cultures

P25 Helping students to gain a
knowledge of American culture in
such a way as to contribute to
their mastery of the language

P26 Evaluation of students' progress,
and adjustment of instruction
appropriately

P27 Implementation of changes in
goals, procedures, and materials
whenever such changes are indicated
by changes in the teaching
situation

.729 3.8780

.725 3.8049

.699 3.5610

.841 3.6000

.814 3.1750

.668 3.0250
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TABLE 18

FACTOR II - PEDAGOGY

Subfactor IIc. - Learning/Teaching Theories

Item Factor Mean
No. Title of Competency Loading Score

P4 Knowledge of learning theory .563 2.6667

P5 Understanding of curriculum
development processes .570 2.4500

P7 Knowledge of the objectives
of teaching ESL .617 3.8537

P1 Knowledge of the social foundation
of American education .534 1.7750

P2 Knowledge of the organization of
American education .532 1.7949
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curriculum development with factor loadings of + .45 or

higher. The competencies clustered under Factor III are

presented in Table 19.

FACTOR IV - METHODOLOGY OF TEACHING ESL AND INTE-

GRATION OF ESL. This factor accounted for 5.9% of the

common variance. It included six competencies pertaining

to ESL methodology and three competencies concerning

integration of ESL with factor loadings of + .45 or

higher. It also included two spurious competencies with

factor loadings of more than + .25 but less than + .45.

The competencies clustered under Factor IV are presented

in. Table 20.

FACTOR V LANGUAGE LEARNING VARIABLES. This factor

accounted for 5.0% of the common variance. It extracted

six competencies with factor loadings of + .45 or higher.

Table 21 presents these competencies.

The cumulative percentage of the common variance

accounted for in the analysis increased as additional

factor solutions were identified. The total variance

occurred as the fifth factor was drawn. Table 22

presents the cumulative percentage of the variance

accounted for in the five-factor R-mode solution with

regard to the volunteer ESL teacher.
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TABLE 19

FACTOR III - ACADEMIC PREPARATION
AND CURRICULUM DEVELOPMENT

Item
No. Title of Competency

A15 Knowledge of the elements of
socio-cultural systems

Li Learning another language and
acquiring a knowledge of its
structural system

A20 Knowledge of error analysis

P31 Contribution to the definition
of curriculum goals for
linguistic minority students
in ESL

P32 Knowledge of the scope and
sequence of mainstream instruction

P15 Use of information from professional
sources

P3 Knowledge of human growth and
development

Factor
Loading

Mean
Score

.745 2.5833

.491 2.5854

.694 2.1707

.538 2.1389

.566 2.2432

.579 2.4615

.452 2.6410



100

TABLE 20

FACTOR IV - METHODOLOGY OF TEACHING ESL
AND INTEGRATION OF ESL

Item Factor Mean
No. Title of Competency Loading Score

P9 Knowledge of methods of
teaching ESL .517 3.3902

P11 Development and use of appropriate
curricula .714 2.9744

P12 Development and use of appropriate
teaching materials .634 3.1750

P13 Development and use of appropriate
teaching aids .646 3.1500

P14 Adaptation of instructional
materials to specific situations .560 3.2683

P33 Ability to identify strategies
useful in mainstreaming ESL students
in content as well as in skill areas .550 2.3784

L6 Possessing the experience necessary
to communicate effectively with
non-ESL certified mainstream
teachers

L5 Being a perceptive and involved
member of the community

L7 Demonstration of flexibility in
adapting to a number of different
instructional settings

Spurious Competencies

L3 Demonstration of proficiency in
spoken and written English at a
level commensurate with role as a
language model

.535 2.4595

.664 3.4103

.516 3.4500

.448 3.9756

L4 Respect of students and their
cultural setting .255 4.5854
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TABLE 21

FACTOR V - LANGUAGE LEARNING VARIABLES

Item Factor Mean
No. Title of Competency Loading Score

A8 Knowledge of language acquisition
processes

A9 Knowledge of age differentials
in language learning

A10 Knowledge of individual learning
styles

A13 Knowledge of types of bilingual
and multi-lingual educational
situations

A14 Knowledge of social determiners
of dialect

.606 2.6500

.610 2.5750

.699 3.0000

.507 2.1795

.610 1.8537

A19 Knowledge of the effect of
culturally determined learning
styles on second language learning .593 2.4390
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TABLE 22

CUMULATIVE PERCENTAGE OF COMMON VARIANCE
(VOLUNTEER TEACHER)

Factor
Solution Percent

Cumulative
Percentage

1 71.5 71.5

2 10.3 81.8

3 7.4 89.1

4 5.9 95.0

5 5.0 100.0

Table 23 presents the ten highest ranked competency

mean scores for volunteer teachers. They are skewed

towards considerable to complete proficiency with high

means (3.41-4.58). Five out of the ten are within Fac-

tor II, Pedagogy, four dealing with teaching skills and

one with teaching theory. Two are within Factor IV, and

two are spurious to Factor IV. These competencies concern

integration and methodology of teaching ESL. One is from

Factor I, Applied Linguistics. Volunteers and professionals

shared six of the ten highest ranked competencies, and the

two highest ranked items were the same for both groups:

Respect of students and their cultural settings and Demt-

onstration of proficiency in spoken and written English at

a level commensurate with role as a language model. The



TABLE 23

TEN HIGHEST RANKED COMPETENCIES
FOR VOLUNTEER ESL TEACHERS

BASED ON MEAN SCORES

Item
No. Title of Competency Factor Mean

Mean
Ranking

*L4 Respect of students and their cultural (Spurious)
setting IV 4.5854 1

*L3 Demonstration of proficiency in spoken
and written English at a level commensurate (Spurious)
with role as a language model IV 4.5854 2

*P22 Developing in students the ability to inter-
act with English speakers II 3.8780 3

*P7 Knowledge of the objectives of teaching ESL II 3.8537 4

*P23 Helping students gain mastery of receptive
and productive English II 3.8049 5

P25 Helping students gain a knowledge of American
culture in such a way as to contribute to
their mastery of the language II 3.6000 6



TABLE 23
(continued)

TEN HIGHEST RANKED COMPETENCIES
FOR VOLUNTEER ESL TEACHERS

BASED ON MEAN SCORES

Item
No. Title of Competency Factor

P24 Helping students gain an awareness of differences
and similarities between English-speaking
cultures and their own cultures II

L7 Demonstration of flexibility in adapting to a
number of different instructional settings IV

L5 Being a perceptive and involved member of the
community IV

*P10 Demonstration of appropriate language teaching
techniques and procedures I

*Competencies also ranked among ten highest for professional

Mean
Mean

Ranking

3.5610 7

3.4500 8

3.4103 9

3.4103 10

teachers
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mean rankings of these shared competencies were uniform-

ly higher for the professional than for the volunteer

teacher.

The ten lowest ranked items are presented in Table

24. The means are distributed between no and slight

proficiency (1.65-2.17). Three out of the ten were in

Factor II, Pedagogy, two dealing with American education

and one with cultural variation. Three were in Subfactor

Ia, Theoretical Linguistics, two were in Factor III, Acad-

emic Preparation and Curriculum Development, and two were

in Factor V, Language Learning Variables. Volunteers and

professionals shared seven of the ten lowest ranked com-

petencies, and the three lowest rated competencies were the

same for both groups: Knowledge of English historical var-

iation, Knowledge of the social foundations of American edu-

cation, and Knowledge of social determiners of dialect. The

mean ranking for these competencies was in the moderate to

considerable range for the professional teacher, and in

the no to slight range for the volunteer.

Discussion

In summary, it can be seen that five factors were

generated for the volunteer teacher by the R-mode anal-

ysis: Linguistics, Pedagogy, Academic Preparation and

Curriculum Development, Methodology of Teaching ESL and

Integration of ESL, and Language Learning Variables. Two



TABLE 24

TEN LOWEST RANKED COMPETENCIES
FOR VOLUNTEER ESL TEACHERS

BASED ON MEAN SCORES

Item
No. Title of Competency Factor Mean

Mean
Ranking

*A5 Knowledge of English historical variation I 1.6500 1

*P1 Knowledge of the social foundations of
American education II 1.7750 2

*P2 Knowledge of the organization of American
education II 1.7949 3

*A14 Knowledge of social determiners of dialect V 1.8537 4

*A17 Ability to describe and compare major factors
of English-speaking and minority cultures II 2.1053 5

*A1 Knowledge of major models of linguistic
description I 2.1190 6

P31 Contribution to the definition of curriculum
goals for linguistic minority students in ESL III 2.1389 7

A20 Knowledge of error analysis III 2.1707 8



TABLE 24
(continued)

TEN LOWEST RANKED COMPETENCIES
FOR VOLUNTEER ESL TEACHERS

BASED ON MEAN SCORES

Item
No. Title of Competency

Mean
Factor Mean Ranking

A13 Knowledge of types of bilingual and multi-
lingual situations V 2.1795 9

A7 Knowledge of contrastive linguistics I 2.1795 10

*Competencies also ranked among ten lowest by professional teachers
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of the factors generated for volunteers, Pedagogy (Fac-

tor II) and Linguistics (Factor I) corresponded closely

to two similarly named factors for professionals, Pedagogy

(Factor I) and Linguistics (Factor III). The competencies

in Factor I had the highest loadings overall, with eight

items loading at + .70 or higher. The second largest num-

ber clustered in Factor II, six items having loadings of

+ .70 or above. Factor III, Academic Preparation and Curr-

iculum Development, clustered one item at + .70 or above,

and Factors IV and V clustered two items each at that load-

ing. For volunteer teachers only 20 of the 60 competencies

were considered of moderate importance, above the 3.0 mean

level. Of these, eight were in Factor II, Pedagogy, and

all of the competencies included in Subfactor IIb, Teaching

Skills, had means of 3.0 or above. Six more were contain-

ed in Factor IV, Methodology and Integration of ESL, and an

additional two were spurious to Factor IV. Three addition-

al competencies were contained in Factor I, Linguistics,

and one was included in Factor III, Academic Preparation

and Curriculum Development. Table 25 presents the required

competencies for volunteer teachers.

Table 26 summarizes the results of all of the analyses

regarding the 20 competencies.
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Table 25

COMPETENCIES REQUIRED FOR VOLUNTEER TEACHERS

Item No. Competency Factor

A2 Knowledge of the systematic organization
of language

All Knowledge of socio-cultural variables in
language use

P10 Demonstration of appropriate language
teaching techniques and procedures

L2 Familiarity with another cultural system II

P22 Developing in students the ability to II

interact with English speakers

P23 Helping students gain a mastery of II

receptive and productive English language
skills

P24 Helping students gain an awareness of
similarities and differences between
English-speaking cultures and their own
cultures

P25 Helping students gain a knowledge of
American culture in such a way as to
contribute to their mastery of the
language

II

II

P26 Evaluation of students' progress, and II

adjustment of instruction appropriately

P27 Implementation of changes in goals, II

procedures, and materials whenever such
changes are indicated by changes in the
teaching situation

P7 Knowledge of the objectives of teaching II

ESL

P9 Knowledge of methods of teaching ESL IV
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Table 25
(continued)

COMPETENCIES REQUIRED FOR VOLUNTEER TEACHERS

Item No. Competency Factor

P12 Development and use of appropriate IV
teaching materials

P13 Development and use of appropriate IV
teaching aids

P14 Adaptation of instructional materials IV
to specific situations

L5 Being a perceptive and involved IV
member of the community

L7 Demonstration of flexibility in IV
adapting to a number of instructional
settings

L3 Demonstration of proficiency in IV
spoken and written English at a level (Spurious)
commensurate with role as language
model

L4 Respect of students and their IV
cultural setting (Spurious)

Al° Knowledge of individual learning V
styles



Factors

I. Linguistics

TABLE 26

COMPETENCIES FORMING THE BASIS OF
A CORE PROGRAM FOR ESL TEACHERS

ACROSS THE FOUR SETTINGS

A2

All

P10

II. Pedagogy L2

P22

P23

P24

P25

P26

P27

P7

Comm. Coll. Elem./Sec. Univ. Vol. Or g.
Prof. Vol. Prof. Vol. Prof. Vol. Prof. Vol.

x x x x x x

x x x x x x

x x x x x x x

x x x x x x x

x x x x x x

x x x x x x x x

x x x x x x x x

x x x x x x x x

x x x x x x

x x x x x x

x x x x x x x x

Where x = a mean score of 3.0 or higher



TABLE 26
(continued)

COMPETENCIES FORMING THE BASIS OF
A CORE PROGRAM FOR ESL TEACHERS

ACROSS THE FOUR SETTINGS

Factors

IV. Methodology P9
and Integration

P12of ESL
P13

P14

L5

L7

L3

L4

V. Language
Learning
Variables

A10

Comm. Coll. Elem./Sec. Univ. Vol. Ora.
Prof. Vol. Prof. Vol. Prof. Vol. Prof. Vol.

x x x x x x x x

x x x x x x x x

x x x x x x x x

x x x x x x x

x x x x x x

x x x x x x x

x x x x x x x x

x x x x x x x x

x x x x x x x x

Where x = a mean score of 3.0 or higher
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CHAPTER V

SUMMARY, CONCLUSIONS AND
RECOMMENDATIONS

Summary

In this era of economic recession and curtailment

of government funding of social programs, volunteers

have been called upon to fill expanding educational needs.

One area in which volunteer use is expected to increase

is that of teaching English as a second language. The

effective training of volunteer teachers, and in particu-

lar, the establishment of curriculum components necessary

in volunteer training programs is a problem confronting

ESL educators at the present time.

The central purpose of this study was to develop a

model for the training of volunteer ESL teachers. To

achieve this goal, an instrument designed to assess

professional ESL teacher competencies was adapted for use

in reference to volunteers. The variables of educational

setting and teacher type were measured in order to

determine their contribution to the establishment of a

training curriculum for volunteer ESL teachers.

The major objectives, procedures, and findings of

the study are summarized in the following section.
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Objective #1: To review the literature related to

volunteers volunteer trainin and ESL teacher re a-

ration.

The review of the literature revealed much infor-

mation concerning the establishment of training programs

for teachers, in particular, competency-based programs

arising from an analysis of the teaching task. Reports

of competency-based training programs for professional

ESL teachers were found in the literature, but no studies

were found concerning the establishment of competency-

based volunteer ESL teacher training programs. No

research addressing the issue of competency requirements

for volunteer ESL teachers, or the development of

training programs based upon such an analysis were

identified.

Objective #2: To develop a research instrument to

determine competency significance in the following four

settings of ESL education: the Community College, the

Elementary/Secondary school, the University, and the

Volunteer Organization.

The major purpose of this study was to develop a

model for volunteer training in ESL. To that end, an

instrument addressing professional ESL teacher competen-

cies was adapted for use with regard to volunteers. It

examined the proficiency level of competency in such

areas as academic preparation, including knowledge of
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linguistic and learning theory; teaching methodology,

in particular methodology of teaching ESL; and cultural

awareness and sensitivity, judged necessary for both pro-

fessional and volunteer ESL teachers in the four settings

of ESL education.

The instrument was submitted to a jury panel con-

sisting of one recognized expert in each of the settings.

The revised 60-item questionnaire (Appendix C)

was field tested with the staff of a university ESL

program prior to final revision and data collection.

The instrument was then administered to a sample

population of randomly selected professional and volun-

teer ESL teachers from community colleges, elementary/

secondary schools, universities, and volunteer organi-

zations in the Pacific Northwest. A total of 95 subjects

responded to the questionnaire.

Objective #3: To determine if competencies exist

a) common to all ESL teaching assignments, and b) unique

to volunteer ESL teachers.

Both one-way and two-way analyses of variance were

used to test the following four hypotheses:

I. H01: There is no significant difference
among the perceptions of ESL teachers
from the four settings of ESL education
examined concerning the required com-
petencies for volunteer ESL teachers.

Statistical analysis of the data revealed that the

hypothesis was retained for 52 out of 60 competencies.
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The eight rejected competencies listed below were con-

sidered significantly less important for volunteers by

community college teachers than by personnel from the

other settings:

1. Knowledge of socio-cultural
variables in language learning

2. Knowledge of the social foun-
dations of American education

3. Knowledge of learning theory
4. Helping students gain a mastery

of receptive and productive
English language skills

5. Evaluation of students' progress,
and adjustment of instruction
appropriately

6. Implementation of changes in
goals, procedures, and materials
whenever indicated by changes in
the teaching situation

7. Respect of students and their
cultural setting

8. Demonstration of flexibility in
adapting to a number of different
instructional settings

II. H02: There is no significant difference
among the perceptions of ESL teachers
from the four settings of ESL education
examined regarding the competencies
required for professional and volunteer
ESL teachers.

Based on the statistical analysis applied to the

data, the hypothesis was rejected for 58 out of the 60

competencies. It was retained for two items. Profes-

sional teachers were felt to require a higher level of

proficiency than volunteers in all but two of the

competencies:

1. Respect of students and their
cultural setting

2. Being a perceptive and involved
member of the community
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III. H03: There is no significant difference
among the perceptions of personnel from
the four settings regarding the compe-
tencies required for an ESL teacher.

Statistical analysis indicated that the hypothesis

was retained for 40 of the 60 items, and rejected for the

following 20:

1. Knowledge of the major models
of linguistic description

2. Knowledge of the major sub-
systems of present-day English

3. Knowledge of types of bilingual
and multilingual educational
situations

4. Ability to describe and compare
major factors of English-speaking
and linguistic-minority cultures

5. Knowledge of the social foun-
dations of American education

6. Knowledge of human growth and
development

7. Knowledge of learning theory
8. Knowledge of the objectives

of teaching ESL
9. Knowledge of the methods of

teaching ESL
10. Demonstration of appropriate

language learning techniques
and procedures

11. Design, implementation, and
evaluation of innovative
materials and techniques

12. Developing in students the
ability to interact with English
speakers

13. Helping students to gain a
mastery of receptive and produc-
tive English language skills

14. Evaluation of students' progress,
and adjustment of instruction
appropriately

15. Contribution to the definition
of curriculum goals for linguistic
minority students in ESL

16. Familiarity with another cultural
system
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17. Respect of students and their
cultural setting

18. Being a perceptive and involved
member of the community

19. Possessing the experience
necessary to communicate effec-
tively with non-ESL certified
mainstream teachers

20. Demonstration of flexibility in
adapting to a number of different
instructional settings

IV. H04: There is no significant interaction
between setting and teacher type.

Statistical analysis revealed that this hypothesis

was retained for all of the 60 competencies.

Objective #5: To utilize the findings to suggest a

model for the training of volunteer ESL teachers.

The R-mode factor analysis was used to cluster the

competencies for volunteer teachers. The four factors

generated for volunteer teachers which contained the 20

competencies with means of 3.0 or higher were:

I. Linguistics

1. Knowledge of the systematic
organization of language

2. Knowledge of socio-cultural
variables in language use

3. Demonstration of appropriate
language teaching techniques
and procedures

II. Pedagogy

4. Familiarity with another
cultural system

5. Developing in students the
ability to interact with
English speakers

6. Helping students gain a
mastery of receptive and pro-
ductive English language skills
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7. Helping students gain an
awareness of similarities and
differences between English-
speaking cultures and their
own cultures

8. Helping students gain a know-
ledge of American culture in
such a way as to contribute to
their mastery of the language

9. Evaluation of students' progress,
and adjustment of instruction
appropriately

10. Implementation of changes in
goals, procedures, and materials
whenever indicated by changes
in the teaching situation

11. Knowledge of the objectives of
teaching ESL

III. Methodology of Teaching ESL and Integration
of ESL

12. Knowledge of the methods of
teaching ESL

13. Development and use of appro-
priate teaching materials

14. Development and use of appro-
priate teaching aids

15. Adaptation of instructional
materials to specific situations

16. Being a perceptive and involved
member of the community

17. Demonstration of flexibility in
adapting to a number of
instructional settings

18. Demonstration of proficiency in
spoken and written English at a
level commensurate with role as
a language model

19. Respect of students and their
cultural settings

IV. Language Learning Variables

20. Knowledge of individual learning
styles
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Conclusions

As a result of the findings of this study, the

following conclusions can be drawn regarding the estab-

lishment of a basic curriculum for training volunteer

ESL teachers:

1. a) The prevailing view of personnel across the four

settings is that a core of 20 competencies, clustered

within four factors, is important for inclusion in the

curriculum of volunteer ESL teachers. b) Sixteen out of

twenty of the required competencies for volunteer teachers

clustered around the two factors of Pedagogy, especially

the subfactor Teaching Skills, and Methodology and

Integration of ESL. Thus it appears that for purposes of

training, the prevailing view is that the development of

teaching skills, in particular methodology of teaching

ESL, should be emphasized above theoretical concepts.

The only theoretical competencies considered necessary

were Knowledge of the systematic organization of language,

Knowledge of socio-cultural variables in language use,

and Familiarity with individual learning styles. c) A

number of personal qualities and capabilities were also

seen as important for volunteer ESL teachers. Obviously,

a basic competency for a teacher of ESL is demonstration

of a high level of proficiency in English, but cultural

sensitivity was judged to be of equally vital importance,
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as reflected in the required competencies Respect of

students and their cultural setting, and Familiarity with

another cultural system. It was also thought necessary

for the volunteer to be a perceptive and involved member

of the community. Flexibility was also seen as an impor-

tant quality, as illustrated in the competency Demon-

stration of flexibility in adapting to a number of

different instructional settings.

2. There was general agreement across the four settings

concerning the majority of the competencies required for

volunteers. However, community college personnel

assigned a lower level of importance to some items, such

as to three of the competencies related to teacher

flexibility: Evaluation of students' progress and

adjustment of instruction appropriately, Implementation

of changes in goals, procedures, and materials whenever

indicated by changes in the teaching situation, and

Demonstration of flexibility in adapting to a number of

instructional settings. Perhaps this divergence reflects

the fact that adaptability is a very necessary quality

for ESL teachers at the Elementary-Secondary level and

in the Volunteer Organization, as these teachers must

deal with a wide range of abilities, educational back-

grounds, and age levels, whereas at the Community College

level, classes are made up of students with more uniform
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characteristics. Personnel from the Community College

also did not agree that the following competencies were

important. Demonstration of appropriate language

teaching techniques and procedures, Familiarity with

another's cultural system, Knowledge of socio- cultural

variables, and Knowledge of the systematic organization

of language. Thus it can be seen that the Community

College personnel in general assigned lower ratings for

volunteers than did teachers from the other three set-

tings. This might be further explained by concern on the

part of the professional Community College teachers that

the introduction of volunteers into their instructional

setting might be concomitant with the replacement or

reduction of professional personnel. Additionally, the

other three instructional settings have a long history of

the utilization of volunteers, while the Community College

is a relative newcomer to volunteer use.

3. In general, Volunteer Organization personnel seemed

to have higher expectations concerning volunteer teachers

than did personnel from the other settings. For example,

Volunteer Organization personnel thought that eight

additional competencies should be required of the volun-

teer ESL teacher, in addition to the 20 already presented:

1. Knowledge of language variation and
change

2. Knowledge of age differentials in
language learning
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3. Knowledge of socio-cultural variables
in language learning

4. Knowledge of learning theory
5. Recognition of the place of English as

a second language in the curriculum
6. Knowledge of theoretical approaches to

teaching ESL
7. Development and use of appropriate

curricula
8. Use of information from professional

sources

Perhaps this is because the Volunteer Organization, being

staffed almost exclusively by volunteers, has developed

high standards regarding volunteer performance, and has

experienced success by entrusting them with a high level

of responsibility in the teaching situation.

4. The procedure utilized in the development of the

instrument was found to have been successful in identify-

ing the competencies required by professional ESL

teachers. There was agreement across the four settings

that professionals required proficiency in 57 out of the

60 items. Moreover, volunteers were thought to require

proficiency in a subset of the same competencies judged

important for professionals.

Recommendations for Action

On the basis of the findings of this study, the

following recommendations are made:

1. That a core program be developed that would provide

training in the competencies found to be important for
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volunteer personnel from all four settings of ESL

education examined. A significant conclusion of this

study was that there was general agreement across the

settings concerning core competencies required for volun-

teers. Figure 4 is an attempt to illustrate all of the

factors suggested above.

2. That institutions planning to expand their programs

to include the use of volunteers carefully examine not

only the expense of preparing to recruit and train

volunteers, but also the considerable expense involved in

the on-going supervision and evaluation of volunteer

performance. Figure 5 is included as an illustration of

the variety of procedures that must be included in a well-

organized volunteer training and management system. To

place the findings of this study in perspective, each of

the 20 core competencies would be addressed in Step 2 --

Decide upon training activities. When the amount of

training necessary to develop minimum proficiency in each

of the competencies is considered, the scope of the

entire volunteer system can be seen.

3. That Community College personnel be made aware of the

important contribution that volunteers can make to their

educational setting. An important finding of this study

was that Community College personnel differed from

personnel from other settings regarding their view of



Factors

I - Linguistics
1. Knowledge of the systematic

organization of language
2. Knowledge of the socio-

cultural variables in
language use

3. Demonstration of appropriate
language teaching techniques
and procedures

II - Pedagogy
4. Familiarity with another

cultural system
5. Developing in students the

ability to interact with
English speakers

6. Helping students gain a
mastery of receptive and
productive English language
skills

7. Helping students gain an
awareness of similarities
and differences between
English-speaking cultures
and their own cultures

8. Helping students gain a
knowledge of American culture
in such a way as to contribute
to their mastery of the language

Comm. Coll. Elem./Sec. Univ. Vol. Or g.

x x

x x

x x x

x x x

x x x x

x x x x

x x x x

x x x x

Where x = a mean score of 3.0 or higher
Figure 4. Competencies Forming the Basis of a

Core Program for Volunteer ESL Teachers



Factors

II - Pedagogy (continued)
9. Evaluatiori of students'

progress, and adjustment of
instruction appropriately

10. Implementation of changes in
goals, procedures, and
materials whenever indicated
by changes in the teaching
situation

11. .Knowledge of the objectives
of teaching ESL

III - Methodology of Teaching ESL and
Integration of ESL

12. Knowledge of the methods of
teaching ESL

13. Development and use of
appropriate teaching materials

14. Development and use of
appropriate teaching aids

15. Adaptation of instructional
materials to specific situations

16. Being a perceptive and
involved member of the
community

17. Demonstration of flexibility
in adapting to a number of
instructional settings

Comm. Coll. Elem./Sec. Univ. Vol. Ora.

x x x

x x

x x x x

x x x x

. x x x x

x x x x

X x x

X x x x

X x

Where x = a mean score of 3.0 or higher

Figure 4. (continued)



Factors Comm. Coll. Elem./Sec. Univ. Vol. Or g.

III - Methodology of Teaching ESL and
Integration of ESL (continued)

18. Demonstration of proficiency
in spoken and written English
at a level commensurate with
role as a language model

19. Respect of students and their
cultural settings

IV - Language Learning Variables
20. Knowledge of individual

learning styles

x x x x

x x x x

x x x

J

x

Where x = a mean score of 3.0 or higher

Figure 4. (continued)
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(A Handbook for Educational Volunteers, 1972-p.5)
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volunteers. They believed that volunteers required lower

levels of proficiency in competencies than did personnel

from other organizations. They should be made cognizant

of the fact that volunteers will undoubtedly assume an

expanded role in ESL teaching in the future, and that the

professional will be called upon more and more to under-

take training and supervisory duties in programs that

employ volunteer teachers.

4. That ESL programs consider utilizing the 57

competencies identified as important for

professional ESL teachers as the basis for

certification of professional ESL teachers

in the Community College, University, and

Elementary/Secondary school. Competency-

based volunteer training programs should be

set up in such a way as to form a subset of

professional training programs. The volun-

teer training program could be linked to the

competency-based training of professionals to

provide the volunteer with the option of later

completing the professional program, having

already mastered the basic core of the compe-

tencies required for professional certifi-

cation. It should be noted, however, that

this recommendation will undoubtedly meet

with resistance on the part of some personnel
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from the Community College and University

settings, in particular. Certification is not

a universal concept in these settings, and

some individuals might feel that their jobs

would be in jeopardy if such a system of

required competencies were instituted.

Elementary/Secondary personnel, on the other

hand, are familiar with the concept of

certification. A number of potentially

positive results might be expected if careful

planning goes into the development and admini-

stration of a certification program:

a. Order can be brought to the teaching
situation by the creation of a set of
clear-cut guidelines.

b. The adherence to the guidelines will
lead to increased status for the ESL
profession.

c. Career opportunities will be provided
to more individuals.

d. A program for volunteer use and pro-
motion will be created, which will
encourage volunteer use in settings
where there ,is a need.

e. ESL students will benefit from the
addition of volunteer personnel because
they will be able to receive more indi-
vidualized instruction.

Suggestions for Additional Study

It is recommended that further research be conducted to:

1. Examine in detail existing volunteer training

programs in order to discover whether the
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inclusion of any or all of the competencies

generated in this study contributes to

volunteer effectiveness. The present study

presented the qualities seen as important

for volunteer ESL teachers by personnel from

four settings of ESL education; the appli-

cation of the findings to actual training

situations is a necessary second step.

2. Specify in precise objective terms each of

the competencies required for volunteer and

professional teachers.

3. Conduct research in each of the four settings

of ESL education in order to tailor more

closely the training program to the particu-

lar needs of each setting.

4. Attempt to establish the competencies required

by ESL teachers in other settings of ESL

education, such as teaching English as a

foreign language abroad, or teaching standard

English as a dialect to speakers of Black

English.

5. Initiate research designed to compare the

costs of programs staffed primarily with

paid personnel to the expense of programs

utilizing varying levels of volunteer

involvement.
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Final Editorial Comment
from the Author

This study should not be interpreted as a recommen-

dation that volunteers replace paid personnel in ESL

programs. It should be clearly understood that volun-

teers are limited in their ability to provide service

necessary for quality instruction. The present trend

toward diminished or limited funding of educational

programs might lead some to overlook the fact that volun-

teer instructors are generally limited in their ability

to function independently in an educational setting.

This study should not be used to justify or reinforce

this trend.
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APPENDIX A

THE DELPHI PANEL LIST OF ESL EXPERTS

1. Representative from Adult Education

Molly Williams
Chairperson
Adult Ed. Special Interest Group, ORTESOL
6288 Elliot
West Linn, OR 97068
657-8400

2. Representative from Higher Education

Marjorie Morray
Assoc. Chairperson
EFL for Foreign Students in English-Speaking
Countries, TESOL Special Interest Group

Chairperson, Higher Education Special Interest
Group, NAFSA
English Language Institute
Oregon State University
Corvallis, OR 97331
754-2464

3. Representative from Elementary/Secondary Education

Greg Wolleck
Chairperson
Elem/Sec/Bilingual Special Interest Group,
ORTESOL

4. Representative from Literacy Organization

Pricilla Gipson
Educational Programmer-ESOL
Laubach Literacy Internat'l
National Affiliation for Literacy
Advance
1320 Jamesville Ave., Box 131
Syracuse, N.Y. 13210
422-9121
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APPENDIX B

A SAMPLE LETTER SENT TO RESPONDENTS

Dear Colleague,

We are presently involved in research concerning the
competencies necessary for professional and volunteer
teachers of ESL in four settings of ESL education; adult
education, higher education, elementary/secondary educa-
tion, and the volunteer organization. The attached list
of competencies is based on the TESOL Guidelines for the
Certification and Preparation of Teachers of English to
Speakers of Other Languages. Your help would be invalu-
able in aiding us to determine which of these competencies
is most important for a professional and for a volunteer
teacher of ESL in each of the four settings to possess.
This information can be used as a basis for training pro-
spective ESL teachers. Please provide us with your ideas
concerning the importance of each of these competencies
for a professional and for a volunteer teacher of ESL in
your setting by filling out the enclosed questionnaire.
If you feel qualified to comment only with regard to
either the professional or the volunteer teacher, feel
free to do so.

Please return the questionnaire in the stamped self-
addressed envelope provided for you at your earliest con-
venience. Your help is greatly appreciated. We would be
happy to send you a copy of our results, if you would like
one.

Sincerely,

Kathleen LaPiana
Instructor
English Language Institute
Oregon State University

KL/jt
Encl.



142

APPENDIX C

SURVEY QUESTIONNAIRE

MINIMAL COMPETENCIES REQUIRED BY PROFESSIONAL
AND VOLUNTEER TEACHERS OF ESL

Instructions for Completing the Questionnaire

A. In the spaces provided below, please check ( ) the ap-
propriate ESL setting in which you spend the majority
of your professional time:

( ) Community College Education
( ) Elementary Education
( ) Higher Education
( ) Secondary Education
( ) Volunteer Organization

B. The following questions are included to provide an in-
formational profile of respondents:

1. Present Major Assignment:
( ) Instructor
( ) Administrator

2. Presently working as
( ) A Professional
( ) A Volunteer

3. Teaching and/or Administrative Experience:
Teaching Administrative
( ) 1-5 years ( )

( ) 6-10 years ( )

( ) 11 or more
years

( )

C. This questionnaire contains competencies for teachers
of ESL. You are being asked to indicate the level of
proficiency you feel is necessary for each competency
in relation to your setting of ESL education for a
professional and for a volunteer teacher of ESL.
Please respond to each item, although if you feel
qualified to respond only with regard to either the
professional or the volunteer teacher, feel free to
do so.
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D. For each item please circle the rating (1,2,3,4,5) which
most closely represents your feeling concerning the lev-
el of proficiency needed. The following key should be
used for the assignment of the ratings:

1. A teacher of ESL requires no proficiency in this com-

requires slight proficiency in this

requires moderate proficiency in

requires considerable proficiency
in this competency.

5. A teacher of ESL requires
this competency.

Here is an example:

What proficiency must an ESL teacher in my setting have
with regard to:

No Slight Moderate Considerable Complete

1. Knowledge of methods of teaching ESL:
1 2 3 4

petency.
2. A teacher of ESL

competency,
3. A teacher of ESL

this competency.
4. A teacher of ESL

complete proficiency in

5

This person in marking the "5" rating felt that complete
proficiency in this competency was required.

MAJOR AREA: ACADEMIC PREPARATION

What proficiency must an ESL teacher in my setting have with
regard to:

The Professional
ESL Teacher

GOo

1. Knowledge of major models 1 2 3 4 5

of linguistic description
such as structuralist and
transformational genera-
tive

2. Knowledge of the system- 1 2 3 4 5

atic organization of
language

The Volunteer
ESL Teacher

1 2 3 4 5

1 2 3 4 5



What proficiency must an The Professional
ESL teacher in my set- ESL Teacher
ting have with regard
to:

3. Knowledge of language
variation and change

4. Knowledge of the major
subsystems of present
day English (grammat-
ical, phonological/
graphemic, and lexi-
cal/semantic)

5. Knowledge of English
historical variation

6. Knowledge of dialec-
tical variation in
English

7. Knowledge of con-
trastive linguis-
tics

8. Knowledge of lan-
guage acquisition
processes in first
and second language
acquisition

9. Knowledge of age dif-
ferentials in lan-
guage learning

10. Knowledge of indi-
vidual learning
styles

11. Knowledge of socio-
cultural variables
in language use

12. Knowledge of socio-
cultural variables
in language learning

13. Knowledge of types of
bilingual and multi-
lingual educational
situations

CI)o t"'
1-1

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

4 5

4 5

4 5

4 5

4 5

4 5

4 5

4 5

4 5

4 5

4
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The Volunteer
ESL Teacher

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

4 5

4 5

4 5

4 5

4 5

4 5

4 5

4 5

4 5

4 5

4 5



What proficiency must an
ESL teacher in my set-
ting have with regard
to:

14. Knowledge of social
determiners of dialect

15. Knowledge of the
elements of socio-
cultural systems

16. Knowledge of the
value of cultural
pluralism in Ameri-
can society

17. Ability to describe
and compare major
factors of English-
speaking and lin-
guistic-minority
cultures

18. Knowledge of the ef-
fect of culturally
determined life
styles on second
language learning

19. Knowledge of the
effect of cultural-
ly determined learn-
ing styles on second
language learning

MAJOR AREA: PEDAGOGY

What proficiency must an
ESL teacher in my setting
have with regard to:

1. Knowledge of the so-
cial foundations of
American education

2. Knowledge of the or-
ganization of Ameri-
can education

The Professional
ESL Teacher

0

1

1

1

1

2 3

2 3

2 3

2 3

2 3

2 3
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The Volunteer
ESL Teacher
z
0

5 1

4 5 1

4 5

4 5

4

4 5

1

1

1

1

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

1 2 3 4 5 1 2 3 4 5

1 2 3 4 5 1 2 3 4 5



What proficiency must an
ESL teacher in my set-
ting have with regard
to:

3. Knowledge of human
growth and develop-
ment

4. Knowledge of learning
theory

5. Understanding of cur-
riculum development
processes

6. Recognition of the
place of English as
a second language in
the curriculum

7. Knowledge of the ob-
jectives of teaching
ESL

8. Knowledge of theoreti-
cal approaches to
teaching ESL

What proficiency must an
ESL teacher in my setting
have with regard to:

9. Knowledge of methods
of teaching ESL

10. Demonstration of ap-
propriate language
teaching techniques
and procedures

11. Development and use
of appropriate cur-
ricula

12. Development and use
of appropriate teach-
ing materials

13. Development and use
of appropriate teach-
ing aids
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The Professional The Volunteer
ESL Teacher

0

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

4

4

4

4 5

4 5

4 5

4 5

4 5

4 5

4 5

4 5

ESL Teacher

0
)-1

0
x

2 3 4 5

2 3 4 5

2 3 4 5



What proficiency must an
ESL teacher in my set-
ting have with regard
to:

14. Adaptation of in-
structional materi-
als to specific sit-
uations 1
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The Professional The Volunteer
ESL Teacher

0

=
)-3

15. Use of information
from professional
sources 1

16. Design, implementa-
tion, and evaluation
of innovative materi-
als and techniques 1

17. Knowledge of the
principles of test-
ing 1

18. Administration and
interpretation of
second language assess-
ments of student pro-
gress and proficiency 1

19. Evaluation of teach-
ing materials 1

20. Evaluation of teach-
ing procedures 1

21. Evaluation of curric-
ula 1

22. Developing in students
the ability to inter-
act with English speak-
ers 1

23. Helping students to
gain a mastery of re-
ceptive and productive
English language
skills 1

2 3

2 3

2 3

2 3

2 3

2 3

2 3

2 3

2 3

2 3

ESL Teacher

0 tm-4

0

4 5 1 2 3 4 5

4 5 1 2 3 4 5

4 5 1 2 3 4 5

4 5 1 2 3 4 5

4 5 1 2 3 4 5

4 5 1 2 3 4 5

4 5 1 2 3 4 5

4 5 1 2 3 4 5

4 5 1 2 3 4 5

4 5 1 2 3 4 5



What proficiency must an The Professional
ESL teacher in my set- ESL Teacher
ting have with regard z cn 4

00 t-1 0
to:

t

tt

24. Helping students to
gain an awareness of
and respect for sim-
ilarities and differ-,
ences between English-
speaking cultures and
their own cultures 1 2 3 4 5

What proficiency must an ESL
teacher in my setting have
with regard to:

25. Helping students to
gain a knowledge of
American culture in
such a way as to con-
tribute to their
mastery of the lang-
guage

26. Evaluation of stu-
dents' progress, and
adjustment of instruc-
tion appropriately

27. Implementation of
changes in goals, pro-
cedures, and materi-
als whenever such
changes are indicated
by changes in the
teaching situation

28. Implementation of
changes in goals,
procedures, and ma-
terials whenever such
changes are indicat-
ed by changes in lang-
uage teaching theory

1 2 3

1 2 3

1 2 3

1 2 3

4 5

4 5

4 5

4 5
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The Volunteer
ESL Teacher

n
O o o o

1-1 z 40 tt '71
1-4

try

tt

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5



What proficiency must an
ESL teacher in my set-
ting have with regard
to:

29. Correlation of the se-

30.

31.

32.

33.

149

The Professional The Volunteer
ESL Teacher ESL Teacher
z cn c.) w

0
n

o
n

o r o o o r o
1-1 = z i--1 = z z
0 m cn b 0 tt CID d
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tt W ts1 til Z tt

> >
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quence of his or her
teaching with that in
other instructional
areas in the curricu-
lum 1 2 3 4 5 1 1 2

Correlation of the
scope of his or her
teaching with that in
other instructional
areas in the curricu-
lum 1 2 3 4 5 11 2

Contribution to the
definition of curricu-
lum goals for linguis-
tic minority students
in ESL 1 2 3 4 5 1 2

Knowledge of the scope
and sequence of main-
stream instruction 1 2 3 4 5 1 2

Ability to identify
strategies useful in
mainstreaming ESL stu-
dents in content as
well as in skill de-
velopment subjects 1 2 3 4 5 1 2

3 4 5

3 4 5

3 4 5

3 4 5

3 4 5

MAJOR AREA: LEARNING EXPERIENCES AND PERSONAL QUALITIES

What proficiency must an
ESL teacher in my setting
have with regard to:

1. Learning another lang-
uage and acquiring a
knowledge of its
structural system, not
necessarily to the
level of fluency 1 2 3 4 5 1 2 3 4 5



What proficiency must an
ESL teacher in my set-
ting have with regard
to:

2. Familiarity with an-
other cultural sys-
tem

3. Demonstration of pro-
ficiency in spoken
and written English
at a level commensu-
rate with his or her
role as a language
model

The Professional
ESL Teacher

1 2 3 4 5
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The Volunteer
ESL Teacher

1 2 3 4 5

1 2 3 4 5 1 2 3 4 5

4. Respect of his or her
students and their
cultural setting 1 2 3 4 5 1 2 3 4 5

5. Being a perceptive
and involved member
of his or her com-
munity 1 2 3 4 5 1 2 3 4 5

6. Possessing the ex-
perience necessary
to communicate ef-
fectively with non-
ESL certified main-
stream teachers 1 2 3 4 5 1 2 3 4 5

7. Demonstration of
flexibility in a-
dapting to a number
of different instruc-
tional settings 1 2 3 4 5 1 2 3 4



APPENDIX D - RESULTS OF THE ONE-WAY ANALYSIS OF VARIANCE - F STATISTIC

Item
No,

Sample Group Means

Computer
F Value

Tabular
F Value

Hypothesis
Decision

Cam. Coll.
X
1

Elan. /Sec.

X2
Univ. Vol. Org.

-4

Al 1.5455 2.2857 2.1538 2.5000 1.750 2.79 Retain

A2 2.7000 3.0000 3.3571 2.8947 .786 2.78 Retain

A3 2.3636 2.4286 2.6429 3.0000 1.325 2.78 Retain

A4 2.3636 2.9286 3.2308 2.8889 1.535 2.78 Retain

A5 1.4545 1.7857 1.5385 2.1053 1.333 2.78 Retain

A6 1.9091 2.3077 2.3571 2.3684 .576 2.78 Retain

A7 1.8000 2.4615 2.4286 2.0588 1.257 2.79 Retain

A8 2.3636 2.9286 2.6154 2.9474 .880 2.78 Retain

A9 2.6000 2.5714 2.7857 3.0000 .562 2.78 Retain

A10 2.8182 3.0714 3.3077 3.1053 .416 2.78 Retain

All 2.6364 2.8571 3.3571 3.1579 1.608 2.78 Retain

Al2 2.3636 2.7143 3.1429 3.3158 3.034 2.78 Reject

A13 2.0000 2.2857 2.3333 2.6316 .722 2.78 Retain
CR

Al4 1.7273 1.7857 1.8571 2.5263 2.550 2.78 Retain
1--,

A15 2.5556 2.5385 2.6667 2.6667 .063 2.80 Retain



APPENDIX D - (continued)

Item
No.

Sample Group Means

Computed
F Value

Tabular
F Value

Hypothesis
Decision

Camm.Coll.
)7
1

Univ.
X
2

Elem./Sec.
X
3

Vol.Org.
X
4

A16 2.5000 2.7143 2.7692 3.0000 .641 2.78 Retain

A17 1.7000 2.2143 1.9167 2.6316 2.299 2.78 Retain

A18 2.2727 2.1429 2.5000 2.7895 1.437 2.78 Retain

Al9 2.3636 2.2143 2.5714 2.8947 2.228 2.78 Retain

A20 1.8182 2.2143 2.4286 2.6316 1.309 2.78 Retain

P1 1.6364 1.7143 1.5385 2.4000 4.037 2.78 Reject

P2 1.7273 1.8571 1.5833 2.1500 1.313 2.78 Retain

P3 2.0909 2.7857 2.6667 2.7500 1.132 2.78 Retain

P4 1.9091 2.8571 2.6154 3.1000 3.676 2.78 Reject

P5 2.4545 2.0714 2.6923 2.8000 1.743 2.78 Retain

P6 2.8182 3.0000 2.9091 3.1000 .141 2.78 Retain

P7 3.5455 4.0000 3.7143 4.1000 1.125 2.78 Retain

P8 2.3636 3.0000 2.4615 3.0500 1.491 2.78 Retain

P9 3.8909 4.0000 3.7429 3.8000 1.488 2.78 Retain

P10 2.9091 4.0000 3.4167 3.6500 22523 2.78 Retain

Pll 2.8182 3.2857 2.8462 3.3500 .802 2.78 Retain
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Item
No.

Sample Group Means
Computed
F Value

Tabular
F Value

Hypothesis
DecisionCamm.Coll.

X1
Elem./Sec.
X
2

Univ.
X
3

Vol. Org.
X4

:P12 3.0909 3.6429 3.0000 3.3500 .943 2.78 Retain

P13 3.0909 3.5714 3.0000 3.3500 .835 2.78 Retain

P14 2.8182 3.8571 3.2143 3.5263 2.552 2.78 Retain

P15 2.0909 2.9286 2.5833 3.1053 2.012 2.78 Retain

P16 2.0909 2.7857 2.4167 2.8000 1.219 2.78 Retain

P17 2.2727 2.5000 2.5385 2.5000 .151 2.78 Retain

P18 2.3636 2.2857 2.4545 2.9500 1.130 2.78 Retain

P19 2.2727 2.3571 2.5000 2.9500 1.310 2.78 Retain

P20 2.2727 2.2857 2.5000 2.9500 1.372 2.78 Retain

P21 2.2727 2.2143 2.5000 2.7500 .745 2.78 Retain

P22 3.4545 4.1429 3.6429 4.1500 2.625 2.78 Retain

P23 3.3636 4.1429 3.6429 4.2000 3.551 2.78 Reject

P24 3.3636 3.6429 3.5000 3.8500 .677 2.78 Retain

P25 3.3000 3.7857 3.3571 3.8500 1.337 2.78 Retain

P26 2.6364 3.5000 3.0769 3.9000 4.569f, 2.78 Reject

P27 2.7273 3.2143 2,9231 3.8500 3.360 2.78 Reject

P28 1.8182 2.3571 2.3077 2.8500 2.149 2.78 Retain

P29 2.0000 2.7857 2.4615 3.0000 1.367 2.78 Retain

P30 2.0000 2.7857 2.4167 3.1111 1.678 2.78 Retain

P31 2.0000 2.3077 2.1000 2.7500 1.502 2.79 Retain

P32 2.1818 2.5714 2.2000 2.5500 .458 2.78 Retain



APPENDIX D - (continued)

Item
No.

Sample Group Means
Computed
F Value

Tabular
F Value

Hypothesis
Decision

Comm.Coll.
X
1

Elem./Sec.
X
2

Univ.
X
3

Vol. Org.
X4

P33 2.2727 2.7857 2.3636 2.5263 .420 2.78 Retain

Ll 2.2727 2.3571 2.7857 2.2381 .701 2.78 Retain

L2 2.6364 3.0714 3.0714 3.4762 1.272 2.78 Retain

L3 3.9091 4.0000 3.9286 4.1429 .241 2.78 Retain

IA 4.2727 4.9286 4.5000 4.7143 3.000 2.77 Reject

L5 3.1818 3.8333 3.2857 3.7619 1.313 2.78 Retain

L6 2.2727 3.0714 2.5000 2.6190 .972 2.78 Retain

L7 2.9091 4.2857 3.3846 3.6190 3.691 2.78 Reject
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RESULTS OF THE TWO-WAY ANALYSIS OF
VARIANCE - F STATISTIC

(TEACHER TYPE)

Item
No.

Means(Teacher Type)
Computed
F Value

Tabular
F Value

Hypothesis
Decision

Profes-
sional

Volun-
teer

Al 3.4048 2.1190 30.205 4.13 Reject

A2 4.1707 3.0244 24.855 4.14 Reject

A3 3.8780 2.5366 41.474 4.14 Reject

A4 4.1750 2.8000 40.206 4.15 Reject

A5 2.8500 1.6500 21.426 4.15 Reject

A6 3.4250 2.2250 24.354 4.15 Reject

A7 3.6667 2.1795 36.830 4.16 Reject

A8 4.0250 2.6500 32.463 4.15 Reject

A9 3.6250 2.5750 25.680 4.15 Reject

A10 4.0500 3.0000 23.390 4.15 Reject

All 3.9756 3.0488 23.982 4.14 Reject

Al2 3.8537 2.8537 18.548 4.14 Reject

A13 3.3333 2.1795 20.933 4.10 Reject

A14 2.9268 1.8537 22.171 4.14 Reject

A15 3.4722 2.5833 17.463 4.20 Reject

A16 3.5385 1.7436 13.051 4.16 Reject

All 3.2105 2.1053 23.647 4.17 Reject

A18 3.6098 2.3659 31.728 4.14 Reject

A19 3.6341 2.4390 37.245 4.14 Reject

A20 3.5854 2.1707 21.341 4.14 Reject

P1 2.8250 1.7750 16.281 4.15 Reject

P2 2.9487 1.7949 23.700 4.16 Reject

P3 3.7179 2.6410 20.669 4.16 Reject

P4 3.9487 2.6667 35.317 4.16 Reject

P5 4.0500 2.4500 42.793 4.15 Reject

P6 4.3158 2.8947 28.582 4.17 Reject
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Item
No.

Means (-Teacher Type)
Computed
F Value

Tabular
F Value

Hypothesis
Decision

Prof es-
sional

Volun-
teer

P7 4.6829 3.8537 15.616 4.14 Reject

P8 4.3590 2.7436 48.110 4.16 Reject

P9 4.5610 3.3902 19.439 4.15 Reject

P10 4.4872 3.4103 20.039 4.16 Reject

P11 4.5641 2.9744 34.026 4.16 Reject

P12 4.5750 3.1750 34.717 4.15 Reject

P13 4.4750 3.1500 34.713 4.15 Reject

P14 4.5854 3.2683 33.993 4.14 Reject

P15 4.2051 2.4615 36.902 4.16 Reject

P16 4.0769 2.3846 52.817 4.16 Reject

P17 4.0000 2.4250 40.168 4.15 Reject

P18 4.0000 2.3684 34.682 4.17 Reject

P19 4.2051 2.3333 54.607 4.16 Reject

P20 4.2051 2.3077 54.001 4.16 Reject

P21 4.1538 2.3077 45.344 4.16 Reject

P22 4.6341 3.8780 12.529 4.14 Reject

P23 4.6829 3.8049 17.007 4.14 Reject

P24 4.3171 3.5610 9.533 4.14 Reject

P25 4.2750 3.6000 7.919 4.15 Reject

P26 4.6750 3.1750 32.779 4.15 Reject

P27 4.5000 3.0250 32.479 4.15 Reject

P28 3.9750 2.1750 43.413 4.15 Reject

P29 4.0000 2.4250 26.961 4.15 Reject

P30 4.0769 2.4103 29.257 4.16 Reject

P31 3.8611 2.1389 39.546 4.20 Reject

P32 3.8649 2.2432 42.104 4.18 Reject

P33 3.9730 2.3784 33.273 4.18 Reject

Ll 3.7805 2.5854 16.068 4.14 Reject
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Means(Teacher Type)
Item Profes- Volun- Computed Tabular Hypothesis
No. sional teer F Value F Value Decision

L2 4.0488 3.1463 9.920 4.14 Reject

L3 4.6341 3.9756 18.832 4.14 Reject

L4 4.6341 3.9756 1.696 4.14 Retain

L5 3.7692 3.4103 2.362 4.16 Retain

L6 4.2162 2.4595 52.459 4.17 Reject

L7 4.3750 3.4500 17.501 4.15 Reject



APPENDIX E

RESULTS OF THE TWO-WAY ANALYSIS OF
VARIANCE - F STATISTIC

(SETTINGS)

Item
No.

Means (Settings) Computed
F Value

Tabular
F Value

Hypothesis
DecisionGroup (1) (2) (3) (4)

Al 2.7619 2.3000 2.8333 2.8462 3.1429 2.905 2.89 Reject

A2 3.5976 3.3330 3.6250 3.8571 3.3333 2.133 2.86 Retain

A3 3.2073 3.1000 3.1667 3.2143 3.5000 .798 2.86 Retain

A4 3.4875 3.1500 3.6667 3.6923 3.2000 3.093 2.87 Reject

A5 2.2500 2.1000 2.2917 2.2308 2.5000 .444 2.87 Retain

A6 2.8250 2.4500 3.0909 2.8929 2.8000 2.037 2.87 Retain

A7 2.9231 2.6500 3.0455 3.1071 2.6250 1.931 2.88 Retain

A8 3.3375 3.0500 3.6667 3.2308 3.4000 2.406 2.87 Retain

A9 3.1000 3.0556 3.1250 3.1071 3.1000 .033 2.87 Retain

A10 3.5250 3.3500 3.667 3.6154 3.3000 1.058 2.87 Retain

All 3.5122 3.2500 3.5833 3.5714 3.7000 1.745 2.86 Retain

Al2 3.3537 3.0000 3.3750 3.5357 3.5000 2.338 2.86 Retain

Al3 2.7564 2.2500 3.0417 2.8750 2.8000 3.023 2.88 Reject

Al4 2.3902 2.1500 2.5000 2.3214 2.8000 1.994 2.86 Retain

Al5 3.0278 2.8125 3.1818 3.0833 2.9000 .929 2.91 Retain
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Item
No.

Means (Settings) Computed
F Value

Tabular
F Value

Hypothesis
DecisionGroup (1) (2) (3) (4)

Al6 3.1410 3.2778 3.1250 3.0385 3.2000 .387 2.88 Retain

A17 2.6579 2.5000 2.8750 2.2500 3.4000 6.270 2.89 Reject

A18 2.9878 3.0500 2.7083 3.0357 '3.4000 2.634 2.86 Retain

A19 3.0366 3.0000 2.8750 3.1071 3.3000 1.363 2.86 Retain

A20 2.8780 2.7500 2.7917 3.1786 2.5000 1.544 2.86 Retain

P1 2.3000 2.0500 2.3750 2.0769 3.2000 7.828 2.87 Reject

P2 2.3718 2.2000 2.4583 2.2500 2.8000 2.048 2.88 Retain

P3 3.1795 2.5500 3.5833 3.2083 3.4000 8.197 2.88 Reject

P4 3.3077 2.7778 3.6667 3.2692 3.5000 6.227 2.88 Reject

P5 3.2500 3.1000 3.2083 3.3846 3.3000 .607 2.87 Retain

P6 3.6053 3.6000 3.8750 3.4091 3.4000 1.514 2.89 Retain

P7 4.2683 4.1500 4.5417 4.0714 4.4000 3.192 2.86 Reject

P8 3.5513 3.2500 3.7500 3.4583 3.9000 2.669 2.88 Retain

P9 3.9756 3.8000 4.4167 3.7857 3.8000 5.558 2.86 Reject

P10 3.9487 3.5500 4.3750 3.9583 3.7000 5.203 2.88 Reject

P11 3.7692 3.7500 3.9583 3.7083 3.5000 .868 2.88 Retain H
(II

P12 3.8750 3.9000 4.0833 3.8077 3.5000 1.466 2.87 Retain m
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Item
No.

Means (Settings) Computed
F Value

Tabular
F Value

Hypothesis
DecisionGroup (1) (2) (3) (4)

P13 3.8125 3.9000 4.0000 3.6923 3.5000 1.595 2.87 Retain

P14 3.9268 3.7500 4.2500 3.8571 3.7000 2.765 2.87 Retain

P15 3.3333 3.0500 3.5000 3.4167 3.3000 1.124 2.88 Retain

P16 3.2308 2.9000 3.6667 3.2500 2.8000 5.258 2.88 Reject

P17 3.2125 3.0500 3.3750 3.3462 2.8000 2.020 2.87 Retain

P18 3.1842 3.1500 3.2917 3.2727 2.8000 .952 2.89 Retain

P19 3.2692 3.1500 3.3750 3.2500 3.3000 .351 2.88 Retain

P20 3.2564 3.1500 3.3333 3.2500 3.3000 .241 2.88 Retain

P21 3.2308 3.1500 3.1667 3.2917 3.4000 .318 2.88 Retain

P22 4.2561 4.1000 4.5000 4.0000 4.7000 4.640 2.86 Reject

P23 4.2439 3.9500 4.5000 4.1071 4.6000 5.024 2.86 Reject

P24 3.9390 3.7500 4.1250 3.8214 4.2000 1.550 2.86 Retain

P25 3.9375 3.8889 4.0833 3.6786 4.4000 3.469 2.89 Reject

P26 3.9250 2.7500 4.0833 3.7692 4.3000 2.414 2.87 Retain

P27 3.7625 3.7000 3.7500 3.6538 4.2000 1.692 2.87 Retain
1-A

P28 3.0750 2.7000 3.1250 3.1923 3.4000 1.797 2.87 Retain m0
P29 3.2125 2.8000 3.5417 3.1923 3.3000 1.902 2.87 Retain
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Tabular
F Value

Hypothesis
Decision

Item
No.

Means (Settings) Computed
F ValueGroup (1) (2) (3) (4)

P30 3.2436 2.8500 3.5417 3.2500 3.3000 1.624 2.88 Retain

P31 3.0000 2.6000 3.2727 2.9500 3.3000 3.408 2.91 Reject

P32 3.0541 2.8000 3.4167 2.9500 2.9000 2.252 2.90 Retain

P33 3.1757 3.0000 3.5833 3.0455 2.7500 2.582 2.90 Retain

Li 3.1829 3.0000 3.0000 3.5357 3.2000 1.867 2.86 Retain

L2 3.5976 3.2500 3.5000 3.6786 4.3000 2.881 2.86 Reject

L3 4.3049 4.3000 4.3333 4.2857 4.3000 .024 2.86 Retain

L4 4.6829 4.5500 4.9583 4.5714 4.6000 3.526 2.86 Reject

L5 3.5897 3.2000 4.0500 3.4286 3.9000 3.125 2.88 Reject

L6 3.3378 3.1000 3.7917 3.2000 3.0000 5.146 2.90 Reject

L7 3.9125 3.3500 4.5417 3.9231 3.5000 11.902 2.87 Reject
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RESULTS OF THE TWO-WAY ANALYSIS OF
VARIANCE - F STATISTIC

(INTERACTION)

Item Computed F Hypothesis
No. Interaction Decision

Al .206

A2 .301

A3 .259

A4 .782

A5 .220

A6 .062

A7 .187

A8 .121

A9 .719

A10 .689

All 2.126

Al2 1.571

A13 .237

A14 .289

A15 .389

A16 .939

A17 1.088

A18 .530

A19 .108

A20 .498

P1 .158

P2 .119

P3 .025

P4 .341

P5 .331

P6 .474

P7 .803

Retain
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(continued)

Item
No.

Computed F
Interaction

Hypothesis
Decision

P8 .617

P9 1.698

P10 .515

P11 .550

P12 .593

P13 .662

P14 1.789

P15 .544

P16 .499

P17 .013

P18 .045

P19 .522

P20 .625

P21 .321

P22 1.560

P23 .830

P24 .235

P25 1.315

P26 1.746

P27 .840

P28 .460

P29 .358

P30 .374

P31 .292

P32 .346

P33 .476

L1 .312

L2 1.070

L3 .236

Retain
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Item
No.

Computed F
Interaction

Hypothesis
Decision

L4 .637

L5 .120

L6 .666

L7 .814


