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ABSTRACT

Designed to educate children of American citizens

abroad, American overseas schools are located In countries

throughout the world. This study examined the secondary

English programs In the Near East South Asia region of

overseas schools for the 1986-87 academic year. Unti l this

study there had been no other descriptions of secondary

Engl ish programs In this or any other region of overseas

schools.

Data were obtained by a mai led questionnaire with 65

Items related to the secondary curricula, the English

programs, and the professional concerns of secondary Engl ish

teachers. The data were analyzed for frequencies,

percentages, ranges, and means. Based upon patterns and

general izations derived from the analysis, several

recommendations were made both for the Improvement of the

NE/SA secondary English programs and for future research.

Major similarities In the ways the schools were

organized consisted of the kinds of students enrol led and

the kinds of curricula fol lowed. Major differences Involved

the numbers of students enrol led In the schools and the

nature and amounts of resources avai lable to the Engl ish

programs.
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The English programs held many similarities in the

qual ifications of Engl ish teachers, the avai labil ity and use

of instructional materials, and the kinds of perceived

strengths of the programs. Major differences were in the

workloads of Engl ish teachers and the availability and use

of resources such as microcomputers, l ibraries, and

materials from local cultures.

The major simi larities among the schools, with respect

to the professional lives of their English teachers,

consisted of opportunities for professional development,

recruiting methods for foreign-hired Engl ish teachers,

extensions of contracts, and frequency of Engl ish department

meetings. Major differences consisted of the designation of

department heads, membership with professional

organizations, and different kinds and purposes of

supervision.
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CHAPTER 1

NATURE OF THE STUDY

Introduction

The 1980s have seen an Increase in the American

public^'s interest in the education of its young people.

Many official studies have documented, analyzed, and

criticized the state of contemporary public education. The

most noteworthy of these significant reports include

Bennett's A N^ticn at; RigK^ The Imperative for Eductional

Rgfgrin (1983), Boyer's High School ; A Report on Secondarv

Education in America (1983), GoodI ad's A Place Ca1 led

gchQQl ; Prospects for the Future (1983), Sizer's Horace's

Cg|nprgml?e; The Dilemma of the American High School (1984),

and Hampel's The Last Citadel; American High Schools Since

1940 (1986). Each one of these reports in addition to

various others has cal led for radical changes in the ways

our schools teach, what our schools teach, how our

teacher-training programs prepare new teachers and serve

practicing teachers, and the conditions under which

educators work.

Many of the studies which have drawn attention to

weaknesses of our schools have also identified concerns

which should be given immediate attention. Al l of these

reports emphasize l iteracy as an essential goal for al l



students in American schools. Language competence,

especial ly in the English language, is valued as a necessity

if students are to develop into adults who can creatively

and productively contribute to a complex technological

society. Traditional ly held accountable for the teaching of

l iteracy and for the development of language competence in

the American secondary school is the English classroom.

Integral to the English classroom are the ski l ls of

reading, writing, l istening, and speaking. Most of the

educational reports emphasize each of these four ski l ls.

Because of its perceived correlation to clear thinking,

writing is stressed by many of the reports. The study of

l iterature is supported because it can impart culture,

increase understanding of other cultures, provide insight

into human values, and provide models for creative

expression. The need to develop students' speaking and

l istening skil ls is emphasized, so that students can

function as responsible participants in society. In

addition to the four language skil ls is the study of

dialects, language history, and language usages. As the

various reports firmly attest, there is strong evidence of

the central ity of Engl ish language arts education in the

American school curricula at al l levels.

Whi le they acknowledge the needs of our society's youth

and the shortcomings of our public schools, most of the

reports fail to recognize the thousands of American chi ldren



living and attending schools abroad. The quality of the

educational experience of American chi ldren l iving abroad as

dependents of famil ies in the American military service, in

private industry, or in government civi l service is

general ly ignored. According to Howard <1983) almost a

quarter of a mil lion American children are enrol led in

elementary and secondary schools outside of the United

States. The greatest number of these students attend the

schools operated by the Department of Defense <DOD) with the

next largest number attending the American-sponsored

overseas schools CASOS). Howard <1983) reports that for the

1980-81 school year, about 80,000 chi ldren were enrol led in

the more than 150 American-sponsored schools around the

wor1d.

The American-sponsored overseas schools fol low one or

more of the fol lowing characteristics of the American school

model: various curricular offerings and American-designed

instructional materials, the Engl ish language as the medium

of instruction, and academic goals designed to prepare

students for American universities or for other American

educational institutions. Whi le these students comprise

only a fraction of the total American student population,

their needs are important and the strengths and weaknesses

of their schools are worthy of the attention of those who

seek to describe the education of American youth.



statement of the Problem

The scant literature on overseas schools reveals little

information about the way English is taught in these

schools. There are no studies which compare current

decision-making and practices of overseas schools with

recent educational research, recommendations, and standards

nor are there any which specifical ly describe secondary

Engl ish programs in the overseas schools. This study,

therefore, has attempted to ti l l this gap in the l iterature

by describing the secondary Engl ish programs (grades 6

through 12) in 35 schools in the Near East South Asia

(NE/SA) region of overseas schools.

Purpose of the Study

The purpose of this study was to identify and describe

the secondary English programs in the Near East South Asia

(NE/SA) region of overseas schools. For each of the 35

schools with secondary programs in the NE/SA region, as

identified by the NE/SA Directory 1986-87. this study

describes the general organization of the school program,

the characteristics of the Engl ish instructional program,

and the responsibilities and working conditions of the

English teaching staff.



Specific research questions which this study answers

are the fol lowing:

1. To what extent are the 35 NE/SA schools organized

similarly to facilitate the teaching of English in

the secondary programs?

2. To what extent are the English programs (e.g.,

course offerings, teacher assignments, ratio of

teachers to students, resources, perceived strengths

and weaknesses) similar among the 35 schools?

3. To what extent are the provisions for professional

development opportunities for Engl ish teachers

similar among the 35 schools?

Information about the secondary Engl ish program of each

school in the study was col lected by mailed questionnaire

during the 1986-87 academic year. Located in various

cultural, political, and historical environments, the

schools included in this study were as various and different

as the countries of Greece and Bangladesh or Nepal and

Yemen. The schools were al ike, however, in that each used

Engl ish as the medium of instruction and that each enrol led

some American citizens. Because of the wide variety and the

commonalities of the schools, both qual itative and

quantitative data were col lected on each school. The

purpose of the qual itative data was to provide rich,

individual descriptions of selected characteristics of

individual secondary English programs. The purpose of the



quantitative data was to provide a description of the

typical secondary Engl ish program in the NE/SA region and

reveal the variances of individual programs from the typical

Engl ish program. In the presentation and analysis of the

data, none of the schools have been identified.

Evidence from various sources (e.g., NE/SA Directory

1986-97, International Schools Services Directory.

Directory of Overseas Schools) which describe each school in

the NE/SA area with enrol lment, staff size, ratio of

students to teachers, average class size, tuition, year

founded, and other simi lar types of information, supports

the assumption that schools with simi lar grade levels have

simi lar programs but widely varying resources.

Significance of the Study

As there are no studies deal ing with the secondary

Engl ish programs in overseas schools, this study addresses

an issue that had not been dealt with previously. More

importantly, it provides a base for others to study the

secondary Engl ish programs of NE/SA schools. The findings

of this study should particularly benefit curriculum

planners and evaluators, administrators, and teachers in the

NE/SA region. Having an information base with which to

compare their English programs, educators involved with the

NE/SA schools can work to strengthen their secondary Engl ish



programs. The findings should also provide useful

information for the NE/SA regional office and the Office of

American Overseas Schools with the US Department of State.

These offices which provide financial and other support

services for the NE/SA schools wil l have, as a result of

this study, more information to assist them in their

decision-making processes.

This study takes a beginning step toward understanding

the way Engl ish is taught as a subject in schools which are

located in a non-American environment, which enrol l American

students, and which are designed to prepare students for

entrance to American institutions. As a result of this

study, one can hope that additional attention wi l l be paid

to the too-often overlooked overseas schools.

Source of Data

The data for this study were col lected from 35 schools

with secondary Engl ish programs in the NE/SA region during

the 1986-87 school year. Figure 1 i l lustrates the countries

included in the region. A list of schools was provided by

the NE/SA Regional Office in the form of the NE/SA Directory

1986-87. In the Fal l of 1986, a copy of the questionnaire

"Survey of Secondary Engl ish Programs in Near East
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South Asia International Schools" was sent to each of 34

schools included in the NE/SA Directory 1986-87 having

secondary programs. In January 1987, the 1986-87 directory

was received by the researcher and changes in the l ist of

schools were noted. The 1986-87 list did not include two of

the schools in the previous listing but it did include five

additional schools. Of the two schools dropped from the

1985-86 directory, one responded to the questionnaire. Of

the four schools added to the 1986-87 directory, three

returned the questionnaire. It is assumed that one school,

the American Community School in Beirut, Lebanon, did not

receive the letters or the questionnaire packet due to

postal service problems caused by war. The total number of

returns of the questionnaire was 35; this total represents

89.74 percent of the copies of the questionnaire sent to

schools in the NE/SA region.

MethodolOQV

A description of the Engl ish program in each of the 35

schools was obtained by the fol lowing procedure:

1. A questionnaire was designed to el icit data on

school organization, materials and methods used,

methods of curriculum evaluation and instructional

supervision, and staffing and working conditions

within the department.
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2. The questionnaire was submitted to the doctoral

committee for evaluation. Revisions were made

and the questionnaire was re-evaluated. The

questionnaire was then given to four local

secondary Engl ish teachers for field testing.

The amount of time required for completing the

questionnaire was monitored and determined to be

between 45 and 60 minutes.

3. A letter describing the study was sent to the

administrator of each NE/SA school, and each

administrator was asked to designate one

secondary Engl ish teacher (preferably the

department coordinator, if the school was

departmental ized) to participate in the study.

4. The questionnaire, along with a letter requesting

participation and explaining the purpose of the

study, was sent to each school.

5. Because of the possibi lity of delays with overseas

mail, two months were al lowed for the return of the

questionnaires. Two months after the first

questionnaires were mailed, another set was sent

to the nonrespondents of the first round.

6. The data were analyzed to determine the

conditions of Engl ish teaching in NE/SA schools.

Frequencies, percentages, and means were calculated

from the information provided on the instrument.
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Individualized information written in margins or

in the spaces provided for additional information

was analyzed for patterns.

7. Data col lected from other sources, such as the

NE/Sft Dirggtprv 199$-87, The ISS Dlrectnrv.

the directory of the US Department of State

Office of Overseas Schools, and the Overseas

Placement Service for Educators were analyzed for

recurrent patterns, frequencies, means, and

percentages.

The findings of this study were compared to selected

external criteria. Recommendations made by such

organizations as the National Council of Teachers of

Engl ish, the Col lege Board EQuality Project, and the

Carnegie Foundation for the Advancement of Teaching and

suggestions relating to the teaching of Engl ish from various

educational reports of the 1980s comprise the external

criteria for comparison.

Assumptions

The assumptions underlying this study were the

fol 1owi ng:

1. The participants, who had been assigned by the head

administrators of the NE/SA schools, adequately represented
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their schools when providing information about their English

programs.

2. The respondents were Engl ish teachers in secondary

programs (grades 6 through 12) and were knowledgeable of the

organization of their English programs and the organization

of their schools.

3. The participants answered questions on the

questionnaire honestly.

Limitations of the Study

This study was limited in the fol lowing ways:

1. The results of this study are not generalizable to

any population other than the one surveyed.

2. The study is based on quantitative and qualitative

data for the school year 1986-87. The possibil ity exists

that these data may be atypical for those of other years.

3. Possible misinterpretation of items on the

questionnaire may have caused respondents to misrepresent

their programs.

4. Other characteristics inherent to questionnaire

surveys and out of the researcher's control--such as

incorrect responses, partial responses, and incomplete data

due to nonresponses—may limit this study.
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Definition of Terms

The fol lowing terms are defined in the context in which

they were used throughout this study:

1. American-sponsored overseas schools: independent

schools which are located in countries other than

the US and which use curricula similar to that

offerd by typical US schools. Receiving some

financial assistance from the US Department of

State, the schools are intended to meet the needs

of the dependents of non-military US citizens,

but the schools also enrol l non-American children.

2. International schools: schools which are

composed of multinational groups and which offer

curricula intended to meet the needs of the

multinational student body. Engl ish may or may

not be the language of instruction.

3. Overseas schools: unlike American-sponsored

overseas schools, these schools may or may not

receive financial assistance from the US govern

ment, but these schools usual ly offer the American

curriculum, use English as the medium of

instruction, and enrol l American students.

4. ESL or English as a Second Language: an English

course offered to students who are not from
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countries in which English is spoken as the first

1anguage.

5. Expatr1 ate: a citizen from a country other than

the one a particular school is in.

6. Host country; the country a particular school is

located in.

7. Foreign-hired teacher: a teacher who is hired

outside of the host country for a position in a

particular school.

8. Local 1v-hired teacher; a teacher, regardless of

national ity, who is hired within the host country.

9. Third country national: a person (teacher or

student) from a country other than the US or the

host country.

10. Near East South Asia Counci l of Overseas Schools

(NE/SA); a non-profit service organization which,

according to the NE/SA Directory 1986-87.

included 38 member schools in 18 countries in the

area of the world defined by the US Department of

State as Near East South Asia.

11. Office of Overseas Schools; the office of the

US Department of State charged with the respon

sibility of coordinating the education for overseas

Americans l iving at overseas posts where there is a

State Department population.
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12. Secondary school or secondary program! grades

not included in the elementary or primary program;

usual ly grades 6 or 7 through 10, 11, or 12.

13. US curriculum: the curriculum fol lowed by the

typical American public school.

14. UK curriculum: the curriculum fol lowed by the

typical British school.

15. International Baccalaureate (IB) curriculum; the

curriculum designed to prepare 11th and 12th grade

students of any national ity for a series of

examinations leading to a diploma recognized by

col leges and uniyersities in countries around the

wor1d.

Organization of the Dissertation

The study is diyided into the fol lowing fiye chapters:

Chapter 1 consists of the introduction, statement of

the problem, purpose of the study, significance of the

study, source of data, methodology, assumptions, l imitations

of the study, definition of terms, and organization of the

dissertation.

The l iterature related to oyerseas schools is reyiewed

in Chapter 2.

Described in Chapter 3 are the method, the population,

the sources of information, development of the
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questionnaire, administration of the questionnaire, data

from sources other than the questionnaire, and the

procedures for analyzing the data.

Chapter 4 contains the presentation of the data.

The summary, analysis of the data, and recommendations

both to the schools and for future research are included in

Chapter 5.
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CHAPTER 2

REVIEW OF RELATED LITERATURE

This chapter presents summaries of selected literature

related to overseas schools and presents findings of

research literature reporting on the NE/SA schools. The

chapter is composed of four sections: the first discusses

the nature and background of overseas schools; the second

explains the general objectives of overseas schools; the

third deals with the description and contributions of the

NE/SA Counci l ; and the fourth addresses the research

literature specifical ly concerned with NE/SA schools.

The Nature and Background of Overseas Schools

For over a hundred years, international or overseas

schools have been in existence. These elementary and

secondary schools play a significant role in educating

children from the United States, host countries, and a great

number of other countries. They are essential ly

multinational not only in student body and staff, but also

in curricula and materials (Lockledge, 1985; Howard, 1983;

Draper, 1981; Luebke, 1976; Thomas, 1974; Russel l , 1972).

Despite their multinational qualities, the overseas schools
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are probably the closest overseas paral lel to the schools in

the United States in that they basical ly use American

curricula, teaching methods, and materials. One of the

primary objectives of these institutions is to facil itate

the transfer of students to schools in the US and to prepare

them for enrol lment in US universities without facing

academic difficulties.

Though a general ization regarding the basic objective

and the curricula, teaching methods, and materials has been

made, any attempt to categorize these schools independently

is almost impossible. Luebke (1976, p. 28) points out that

"perhaps the most accurate general ization regarding

American-sponsored overseas schools is that it is not

possible to general ize about them." Variety or

individual ity is one of the major characteristics of the

overseas schools because numerous variables exist not only

from country to country, but also from school to school

(Maher, 1975).

Americans who go abroad--as government employees,

archeologists, missionaries, business people—insist on

adequate educational opportunities for their children

(Rushcamp, 1979; Russel l , 1972 ). Thomas (1974) states

that American education is almost certain to fol low

Americans wherever they go. Concerning the status of
«

American education overseas, Thomas considers the origins.
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the forms, and the means for the spread of American

education in the fol lowing:

The United States has greatly influenced education
throughout the world. Just as its origins were the
seedl ings and roots of educational philosophies
and practices of other nations. Our chi ldren, our
teachers and administrators, and our researchers
have taken our education, in its many forms,
overseas. The winds of our educational trends,
technologies, and tendencies have been blowing in
every one of the earth's nations. American

education has been—is—and wil l continue to exist
overseas in many guises.

Historical ly, Americans l iving abroad have chosen to

establish and operate community schools. They prefer to

develop their own schools rather than send their children

away to boarding schools or to live with relatives in the US

for their education. The first of several hundred

elementary and secondary schools established by US citizens

residing abroad was in Mexico City in 1888.

Many of the early overseas schools were establ ished by

various religious orders or by missionary groups. Some

schools were established and operated by business and

industrial firms; other schools, known as proprietary

schools, were establ ished by individuals. The majority of

the schools, however, resulted from cooperative efforts of

individuals and groups "representing both government and

private interests" (Luebke, 1976, p. 13). Initial ly these

schools were similar to the one-room schools of earlier

times, but over the years they have evolved and developed
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into "large, we 1 1-equipped educational institutions

comparable in many respects to their counterparts in the

United States" (Luebke, 1976, p. 14).

The first financial assistance provided by the US

government to overseas schools began in 1944, with Congress

appropriating approximately a quarter of a mi l l ion dol lars

to help a smal l number of schools in Central and South

America. The goal behind this funding was to provide

educational programs based on the American pattern for the

American chi ldren residing in Latin America. Assistance to

American-sponsored community schools became world-wide in

1957. In 1964, the three separate programs providing direct

assistance to American-sponsored overseas schools (the

American-spsonsored Schools Branch of the Bureau of

Educational and Cultural Affairs of the Department of State,

the Dependent Schools Branch of the Agency for International

Development, and the Dependent Education Program of the

Bureau of Administration of the Department of State) merged

and establ ished a consolidated program under the Office of

Overseas Schools (Luebke, 1976, p. 35).

The Office of Overseas Schools is concerned with the

educational opportunities that are avai lable to the chi ldren

of US government personnel posted abroad. This office

serves as a functional arm of the Department of State and

the Agency for International DeveFopment in Washington,

D.C., and the various foreign service posts and foreign aid
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missions abroad. The major method of providing "educational

opportunities for foreign service dependents is through

American-sponsored overseas schools, many of which have been

establ ished or reorganized and strengthened through the

efforts of the Regional Education Offices" (Luebke, 1976,

pp. 136-137). Through the Regional Education officers, the

Office of Overseas Schools is able to determine the needs of

the schools, offer advice in order to improve educational

programs, assist with in-service teacher training programs,

supervise grant programs, and develop other programs of

assi stance.

Lock ledge (1985) and Luebke <1976) report that due to

the great diversity in overseas schools the curricular

programs vary considerably; some schools operate as

transplanted American schools while others incorporate a

strong international dimension. Bowyer and Fox <1984)

consider the international characteristic of the schools to

be advantageous. They contend that due to the schools'"

being multinational in curricula, student body, and staff,

students benefit from opportunities to know, understand, and

respect other cultures and their people.

Draper <1981) reports that although there appears to be

a  lack of simi larity among the overseas schools, there are,

however, certain commonal ities. Draper points out that

almost every overseas school has as least one exception to

the charactef1stics which are summarized as fol lows:
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1. Overseas schools are non-sectarian and non-profit

organizations.

2. They are located in major cities, usual ly capitals.

3. They are under local control and management.

4. They are composed of Americans, host country

nationals, and third country nationals.

5. They are financed mainly by tuition and fees.

6. They are patterned after American programs. The

curricula, instructional materials, and

instructional methods are usual ly American. Most

of these schools also give l imited attention to the

language and culture of the host country.

7. They employ some American-trained teachers. A

large proportion of the teachers might be hired

local ly from qual ified dependents of Americans

employed in other capacities in the host country.

Objectives of Overseas Schools

Rushcamp (1979, p. 32) l ists the fol lowing twelve

specific objectives for the American-sponsored overseas

schools:

Promote mutual respect and understanding
between the citizens of the host country and
citizens of the U.S.

Provide educational experiences for young
people and adults which help interpret one
anothers' culture.
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3. Provide broad, bilingual educational programs
which may lead the students into business and
commercial activities meaningful to US
interests both in the host country, as wel l as
in the U.S.

4. Provide leadership in educational practicies
by utilizing and demonstrating modern methods
of educational instruction and through
democratic organization, operation, and
administration of the schools.

5. Contribute to civic, cultural and recreational
needs of the community through adult and
special educational programs.

6. Teach Engl ish to non-English speaking
children.

7. Teach a second language to children from the
U.S.

8. Provide adequate preparation for students
entering institutions of higher learning in
the U.S.

9. Promote professional relationships between
educators of the U.S. and the host country
where the school is located.

10. Provide an image of the best aspects of the
cu1ture of the U.S.

11. Provide research in education pertinent to the
host country where the school is located.

12. Provide a vehicle for the exchange of
educational ideas local ly, national ly, and
internat ional 1y.

According to Draper <1981, pp. 14-15) there are

specific problems which have been identified as prevalent in

American overseas schools. These problems include the

fol 1owi ng:

1. The stabi l ity and continuity of the
schools' programs have been weakened by the
transitory nature of the staff and student body.

2. Distance from the United States makes it
difficult to:

—Import materials without loss of time and
increased cost, due to freight, customs and
taxes.

—Maintain programs and facil ities in l ight
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of recent educational developments.
-Recruit staff in the United States. The
lack of funds, and sometimes unsatisfactory
living conditions l imit recruitment and
retention of staff from the United States.
-Maintain a comprehensive curriculum without
staggering costs and impractical course
offerings.
■Share supervisors and specialists between
schools.

Ownership and pol icy control of overseas schools are

general ly shared by associations of parents whose children

are enrol led in the schools. The school boards, usual ly

elected by the parents, are responsible for the hiring and

supervision of the superintendents or headmasters who

administer the schools. The curricula—though they may

include elements of the host country curriculum and a

third-country curriculum—are designed to prepare students

to enter schools, col leges, and universities in the United

States. Though sometimes the host country language is used

for instructional purposes in conjunction with Engl ish,

English is the primary language of instruction and other

languages are taught in foreign language classes.

Description and Contribution of the
Near East South Asia Counci l

The NE/SA region is an integral part of the world-wide

international/overseas schools system. Stretching from

Greece in the West to Bangladesh in the East and from Sri

Lanka in the South to Nepal in the North, the region covers
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those areas known geographical ly as the Middle or Near East

and the Indian Subcontinent. The schools that are located

within this geographical region are served by the NE/SA

Council of International Schools with its offices in Athens,

Greece.

In the early 1960s, Engleman directed a study to

evaluate the schools in the NE/SA region and to "assess the

character of the supporting community, the type of

governance, the quality of support, and the curriculum,

instruction, and materials used in the elementary and

secondary schools" (NE/SA Directorv 1986-87. p. 8). At the

time of Engleman^'s study, the overseas schools were divided

into eight geographical regions, and the boundaries of NE/SA

encompassed areas from Greece to Bangladesh (then East

Pakistan), including the Arabian Penninsula. In 1965, the

newly formed Office of Overseas Schools appointed a Regional

Education Officer for the NE/SA region. Many schools in the

region qual ified as American-sponsored overseas

schoolS--i.e., they were non-profit and non-sectarian, they

fol lowed an American curriculum and used American

instructional materials, and they had a system of local

control and management.

There were many schools in the region which did not

share these characteristics and, therefore, did not qualify

as American-sponsored overseas schools. The schools were

either missionary or church-related schools, company schools
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or schools designed specifical ly to serve the dependent

children of company personnel, or other schools known as

"international schools" which were establ ished by and

composed of multi-national groups whose curricula may be

multi-national and multi-cultural.

In 1968, the NE/SA Council of Overseas Schools was

establ ished. Ten years later the feasibi l ity of

establ ishing an educational development center to provide

services for NE/SA schools was investigated. This research

increased the commitment for qual ity education in the

region, not only in American schools but also in local

schools. Three categories of membership are avai lable:

—Regional membership is available to elementary
or secondary schools within the Near East South
Asia using an American curriculum or to those
non-American schools using Engl ish as the
primary language of instruction.

--Associate membership is avai lable to educational
institutions or programs interested in the
objectives and activities of NE/SA.

—Supporting membership is open to publ ishers and
distributors of educational materials and
equipment (NE/SA Directory 1986-87. p. 10).

According to the NE/SA Directory 1986-87. for the

1986-87 academic year, there were 38 regional members, 49

associate members, and 33 supporting members. There were

over 22,000 students attending NE/SA schools and over 2,000

professional educators employed by those schools. Services

provided by the NE/SA Council include the fol lowing:
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1. Annual conferences: a fal l conference for

administrators and a spring conference for

teachers, providing opportunities for professional

growth, for sharing innovative ideas and for making

professional and personal contacts.

2. Staff development programs: member schools and

NE/SA share the cost of having professional

consultants from different academic discipl ines

visit the regional office and schools.

3. Weekend workshops: professional consultants

conduct workshops in Athens and on the island of

Cyprus.

4. NE/SA Directory and NE/SA Notes: the annual

directory of NE/SA membership and the quarterly

news-magazine informing member schools of events,

resources, and issues of mutual concern and

benef i t.

5. Research subscription: through its subscription to

Educational Research Service, NE/SA provides member

schools with access to information pertaining to

school management.

6. Recruitment fair: with International Schools

Services (ISS), NE/SA sponsors periodic recruitment

fairs for administrators and prospective teachers

to interview.
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Research Literature on

Near East South Asia Schools

A thorough review of literature related to overseas

schools reveals a scarcity of information pertaining to

international or overseas schools. The few studies which

deal with NE/SA schools were written as doctoral

dissertations and report findings on such topics as the need

for a regional educational development center, the

recruitment and retention of expatriate teachers, and the

outstanding qual ities of a certain school. Particularly,

academic instructional programs of NE/SA secondary schools

have been neglected by researchers. No studies which deal

with the secondary Engl ish programs of NE/SA schools were

found nor were any studies found which describe the

secondary Engl ish programs of any overseas schools.

The literature summarized in this section covers al l of

the dissertation literature on NE/SA schools and some

selected studies which relate to the NE/SA schools. The

source of this literature is research conducted for

dissertations. Through 1983, approximately 90 dissertations

were written about overseas schools (Howard, 1983). Of

these only three deal exclusively with NE/SA schools

(Cockrel l , 1978; Rushcamp, 1979; Weeks, 1982); two other

dissertations include sections specifical ly describing NE/SA

schools (Russel l , 1973; Draper, 1981).
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Cockrel l (1978) conducted a survey of the NE/SA region

in order to determine the professional needs that could be

met by an educational development center and to establish

the priority for services to be provided with the

implementation of such a center. Findings included the

expressed need by school board members, administrators, and

teachers for services such as assistance in planning

effective staff development workshops; assistance in

obtaining resource materials; facilitation of opportunities

for teachers to improve their professional qual ifications

through American universities; and the promotion and

improvement of communication among schools in the NE/SA

region.

Rushcamp's study (1979) addressed the procedures and

problems associated with recruiting and retaining American

expatriate teachers. The data base was obtained from a

mailed questionnaire and from the analysis the fol lowing

recommendations were made: overseas schools should develop

and implement pre-service orientation programs for

foreign-hired teachers, NE/SA schools should explore a

retirement scheme, more graduate-1 eve 1 university courses

should be offered on NE/SA school campuses in order to keep

teachers up-to-date in their professional areas, the NE/SA

Center should provide to al l teachers in the NE/SA region

information concerning teaching vacancies in schools

throughout the region, and the NE/SA Center should advise
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regional schools of visits of consultants, professors, and

textbook representatives in the region so that the visitors'

expertise can be shared with many schools.

For his study. Weeks (1982) used the case study method

to identify, learn about, and describe the educational

program and related activities associated with the Dhahran

Academy, a school in Saudi Arabia with grades leading to

grade nine. Weeks' study was prompted by the high test

scores in math and reading obtained by students in Dhahran

Academy, and he sought to determine qual ities of the school

which promoted academic success. Weeks found that the

Dhahran Academy possessed many of the qual ities of

educational ly effective schools despite the transient nature

of both the students and staff.

Some selected studies which do not deal specifical ly

with NE/SA schools but which include information about them

include Ambrogi's dissertation (1984) on the on-going

problems American-sponsored overseas schools have and the

extent to which microcomputers are used to solve the

problems. Ambrogi found from the responses to a mai led

questionnaire that microcomputers were in about 85 percent

of the schools but that use of microcomputer technology to

address on-going problems was limited to 37.6 percent of the

schools. Some of the on-going problems which he included in

his study were length of administrative tenure; retention

of teachers; tuition fees and percentage of students
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receiving tuition subsidies; and the percentage of US

citizens within the governing boards, teaching staffs, and

student bodies. In addition to other findings, Ambrogi

found an extremely high positive response to microcomputer

technology by teachers in the NE/SA region.

With his dissertation of 1981, Draper sought to

establish standards and guidelines for a model educational

program by describing American overseas schools. Draper

mailed questionnaires to al l of the NE/SA schools and to

about a fourth of the American-sponsored overseas schools

throughout the world; he also conducted interviews with a

l imited number of superintendents. From his data. Draper

developed a profile consisting of school organization and

administration, curriculum and programs, staffing,

facilities, and space al location. Draper found that some

of the American schools overseas have built excel lent

programs and facilities using guidel ines, standards, and

recommendations from a variety of sources. He also found

that when host country culture, language and geography are

given attention, the American expatriate student can forge a

positive link between the US and the host country.

Schober (1977), with his study on the relationship of

teachers's compensation to their qualifications and

retention, compared salary tables, teacher qual ifications,

and retention and turnover rates among selected

American-sponsored overseas schools. With data col lected
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from the US Department of State survey instrument,

Information Regarding Professional Staff Members of Ovprsgas

Schools. Schober concluded that the American-sponsored

overseas schools which paid higher salaries to teachers

tended to have a higher proportion of qualified teachers and

teachers who held their positions for a longer time than the

schools with lower teacher compensation. The schools which

provided lower teacher compensation were more wi l l ing to

hire unqualified locally hired or host country teachers than

the higher paying school,

Russel l <1972) found that unti l her study there was no

literature dealing with language arts programs in overseas

schools. Her study deals exclusively with the elementary

school language arts programs in the American-sponsored

overseas schools. Russel l col lected data about the

elementary language arts instructional programs from mailed

questionnaires from eighty-six overseas schools around the

world; she also used data from the Department of State

about the professional qual ities of staff in the overseas

schools. A special section in her dissertation describes

the elementary language arts programs in NE/SA schools in

greater detail than the programs in other regions or

schools. According to Russel l , the major value of her study

was the accumulation of data about the English language arts

programs in the elementary schools overseas.
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Summary

The l iterature on overseas schools is limited to four

major areas. One area describes the creation and

development of overseas schools, the development of the

Office of Overseas Schools with the US Department of State,

and the development of and services provided by the regional

offices. Another area of research deals with the

professional concerns of educators in the overseas schools.

There are also reseach studies which deal with the

governance of the schools, their settings, population, and

cultural influences. Another area of research describes

the instructional materials and programs of the overseas

schools. Due to the vast number of variables which al low

each one of the overseas schools to be unique, forming

accurate general izations about the schools is virtual ly

impossible. For this reason several studies deal with

individual schools or with particular world regions. While

several research studies describe various concerns and

characteristics of overseas schools, the l iterature

concerned with the schools in the NE/SA region is extremely

limited. The three studies dealing with the educational

concerns in the NE/SA region do not present any findings on

the secondary English programs.
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CHAPTER 3

METHODS AND PROCEDURES

Statement of Methods

The purpose of this study was to determine what the

English programs were, both qualitatively and

quantitatively, in the Near East South Asia (NE/SA) region

of American-sponsored overseas schools at the secondary

level during the 1986-87 academic year. Data on these

schools were col lected from a mailed questionnaire and from

several other printed sources.

Description of the Population

The population for this study was derived from the l ist

of schools identified as NE/SA schools in the NE/SA

Directory 1986-87 with the addition of one school which was

identified in the 1985-86 directory. Only those 39 schools

with secondary programs were targeted for this study. Of

the 39 schools surveyed, 35 responded.
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Sources of Information

The data gathered for this study came from the

fol lowing sources:

1. The questionnaire, "Survey of Secondary English

Programs in Near East South Asian International

Schools" (See Appendix B)

2. The NE/SA Directory 1986-87

3. International Schools Services Directory of

Overseas Schools. 1986-87 edition

4. Information from the Office of Overseas Schools,

Department of State, Washington, D.C.

5. Information from the Overseas Placement Service

for Educators, the University of Northern Iowa

Development of the Questionnaire

In order to col lect specific data about the secondary

Engl ish programs in the NE/SA schools, questionnaires were

mailed to each of the schools in the study. Three previous

studies—Squire and R. Applebee (1966), Russel l (1972), and

A. Applebee (1977)—were reviewed. The Squire and R.

Applebee study used among various data col lection means a

questionnaire to look at only those high school programs

which consistently graduated outstanding students in

English. Russel l''s study, describing elementary English

language programs of American-sponsored international
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schools, was based on data collected from a questionnaire as

wel l as from information provided by the Department of State

Overseas School Office. Using an instrument based in part

upon the Squire and R. Applebee questionnaire of 1966, the

A. Applebee study of 1977 was the primary model for this

study though it described conditions under which English was

taught in the US.

Once the general focus of the study was determined, the

questionnaire was developed. Specific questions were

borrowed and adapted from each of the three previous

studies; in addition, some original questions were

formulated to complete the questionnaire. In order for its

appropriateness to be determined, the instrument was

reviewed by four practicing secondary Engl ish teachers in

the Knoxvil le City School System. In its final form, the

questionnaire contained 65 items.

The questionnaire, which was designed to el icit

qual itative as wel l as quantitative information, encouraged

original responses pertaining to specific programs. Of the

65 items of the questionnaire, 20 <30.76 percent) provided

options for open-ended responses encouraging individualized

comments.
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Administration of the Questionnaire

In the Fal l of 1986, when the research instrument was

approved by the committee, a letter explaining the purpose

of the study (see Appendix A) was sent to each of the head

administrators of 39 NE/SA schools with secondary programs.

Two weeks later, a packet—containing a letter of

explanation to the administrator (see Appendix A), a letter

of explanation to the person selected to complete the

questionnaire (see Appendix A), the questionnaire (see

Appendix B), a se1f-addressed envelope, and two dol lars in

currency for postage—was sent to each administrator who was

sent the earl ier letter. The packet of information fol lowed

the guidel ines establ ished for human subject research by the

Office of Research Compl iances of The University of

Tennessee.

Instructions were provided as to how to complete the

instrument and when and how it was to be returned to the

researcher. Because only 22 (56.41 percent) questionnaires

had been received by the due date, the researcher suspected

that some of the administrators had chosen not to

participate because they might have thought their

schools--with grades leading up to grade 8 or 9--did not

have secondary programs. Two weeks fol lowing the date

identified as the due date for the questionnaire, letters

with an explanation of the term secondary as used in this
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study and with a plea for participation were sent along with

a copy of the questionnaire to the non-respondents. A new

due date was identified; analysis of the data was begun the

day immediately fol lowing the identified due date for al l

returns and upon the receipt of the 35th completed

questionnaire. The rate of returns was 89.74 percent.

Data from Sources Other than the Questionnaire

The major purposes in using data from sources other

than the questionnaire were for val idating or cross-checking

responses to items on the questionnaire and for identifying

variables for cross-tabular analysis. Other sources of data

were the fol lowing:

!• NE/SA Directory 1986-87. This directory, prepared

by the NE/SA Counci l , provided information about each of the

39 schools in the NE/SA region. Some information was

presented in tabular form whi le other was presented in

narrative form. For this research, information taken from

the NE/SA directory included enrol lment, number of teachers,

faculty and student national ities, average class size, and

ratio of students to teachers.

2. ISS Directorv. This directory, publ ished by

International Schools Services, a for-profit organization

assisting and managing overseas schools, provided specific,

non-technica1 data about most overseas schools. Of the 35
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NE/SA schools which participated in the study by completing

the questionnaire, 33 were represented in the 1986-87

directory. Information taken from this directory and used

in the study consisted of the fol lowing: types of

curriculum offered, norm-referenced tests given, and

accreditation status and accrediting agencies.

3- Directory of the Office of Overseas SchoolFi. This

directory, prepared each year by the US Department of State,

Office of Overseas Schools, provides information about those

schools which receive financial support from the Department

of State. The directory for the 1986-87 academic year was

used in order to determine which of the NE/SA schools

participating in the study received some financial support

from the US Department of State. This directory also

provided information for cross-checking enrol lment and

grades of those schools included in the directory.

'  Overseas Placement Service for Educators. University

of Northern Iowa. For the annual International Educators'

Recruiting Fair conducted by the Overseas Placement Service

for Educators, fact sheets on each of the schools

represented at the Fair were compi led. Information for the

fact sheets came from various sources, including the

regional directories, the US Office of Overseas Schools, and

the individual schools. Many of the fact sheets were

prepared in part by administrators with the purpose of
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informing and attracting prospective employees to their

schoo1s.

Explanation of the Analysis of the Data

The questionnaire, NE/SA Directory 1986-87. ISS

Pi rectory. A/OS Directory, and information from the Overseas

Placement Service for Educators provided the data used in

this study. The data were both quantitative and

qua 1 i tat i ve.

In order to compi le the data for analysis code sheets

were designed. Those responses to the open-ended

items--!.e., those cal l ing for qual itative data—were l isted

and tal l ied. Al l responses, including al l individual ized,

original responses to open-ended questions, were accounted

for on the code sheets. Selected data from other sources

were also included on the code sheets. The data were

transferred from the code sheets into a computer data base

and analyzed for categories and patterns. Tables of

frequencies, means, ranges, and percentages were prepared.

For tables and explanations of findings, percentages were

based on the numbers of responses of items, not on the total

number of questionnaire returns.
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CHAPTER 4

PRESENTATION OF THE DATA

This chapter presents the results of the survey of the

secondary Engl ish programs in the Near East South Asia

region of overseas schools. The data are presented in three

major divisions: the organization of secondary programs

faci l itating the teaching of Engl ish in the schools, the

description of the secondary Engl ish programs, and the

provisions for the professional development of Engl ish

teachers.

The Organization of Secondary Programs
Faci l itating the Teaching of Engl ish

This section presents data concerned with the schools

themselves, not specifical ly with the Engl ish programs. The

rationale for the col lection and analysis of these data was

that the identification of certain general characteristics

of the schools would al low a thorough understanding of the

conditions under which the Engl ish programs existed in the

schools.

The major topics presented in this section include the

fol lowing: enrol lment; kinds of curricula; grades
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included in the secondary programs; number of semesters of

high school Engl ish required for graduation'; length of

class periods; identification of the status of electives,

extra-curricular activities, course offerings, and courses

not offered; and such resources and programs as 1 ibrary

materials, ESL and reading programs, AP (Advanced Placement)

Engl ish, and correspondence courses avai lable to the Engl ish

departments. A summary of the data on each of these topics

is presented; where necessary i l lustrative tables are

included within the text. Whi le the findings are based on

the responses of 35 schools, the numbers reported in the

tables vary.

Enrol Iment

The total enrol lment of the 35 schools which responded

to the questionnaire was 22,708 students. The average

enrol lment of these schools was 649 students with

enrol lments ranging from 89 to 2,640 students. Though the

data in this section indicate the numbers of students

enrol led in the schools as wel l as the number of US students

enrol led, they do not specifical ly cover the secondary

Engl ish programs which are the focus of this study. The

data in this section represent total enrol lment figures for

the schools, which in some cases have included elementary

enrol lment with the secondary so that there is no separation
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of the total secondary enrol Iments or the numbers of

students served by the surveyed Engl ish programs.

Whi le enrol lment figures—which were taken from the

NE<"Sft—D1 rggtcrv 1986-87--can be broken down into three

general national ity categories, data on student

national ities could only be col lected on 33 schools. Table

1 shows that the NE/SA schools with secondary programs and

which responded to the questionnaire served more

third-country students than either US or host country

students. Almost half of the total number of students in

these 33 schools were from countries other than the US or

the countries in which the schools were located. American

students comprised 40.5 percent of the total enrol lment

whi le 10.4 percent of the students were from the host

countr i es.

Table 1. Breakdown of Enrol lment by National ities

Number of

National ity Students Percent

American 8,885 40.50

Host country 2,285 10.42

Third country 10,768 49.08

total 21,938
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Because the enrol lments of the schools ranged from 89

to 2,640 students, a breakdown of enrol lment was deemed to

be helpful. Three categories of enrol lments were devised:

high, with an range of 560 to 2640 students; medium, with a

range of 335 to 559 students; and low, with a range of 89

to 334 students. These categories were determined by the

numbers of schools in the categories and the sizeable,

significant gaps between categories. Table 2 i l lustrates

that in al l three categories of enrol lment students from

countries other than the US or the host countries made up

the largest percentages.

Types of School Curricula

In the data col lected from the NE/SA Directory 1986-87.

four types of curricula were found in the surveyed schools.

Although many of the schools fol lowed a combination of

curricula, others fol lowed only one type. Thirty-one of the

35 schools fol lowed the US curriculum and 11 fol lowed the UK

curriculum. The IB (International Baccalaureate) curriculum

was taught in six of the schools whi le two schools fol lowed

the curriculum of the host country.
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Table 2. Student National ities

Schools with Schools with Schools with
High Medium Low

Enrol Iment Enrol Iment Enrol Iment

Number Percent Number Percent Number Percent

Amer i can

Students

Host Country
Students

7264 / 33.09

414 / 1.88

Third Country
Students 8044 / 36.65

1151 / 5.24

1506 / 6.86

1790 / 8.15

470 / 2.14

366 / 1.66

934 / 4.25

Note: High Enrol lment = 560 - 2640 Students

Medium Enrol lment = 335 - 490 Students

Low Enrol Iment = 89 - 320 Students

Percentages are based upon 33 responses.
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Though 88.57 percent of the schools fol lowed the US

curriculum, 54.28 percent fol lowed it as the only curriculum

of their schools; twelve of the 31 fol lowed the US

curriculum in combination with some other type of curriculum

or curricula. None of the schools used the IB curriculum as

the only secondary school curriculum: it was used by six

schools but in combination with other curricula. Eleven

schools fol lowed the UK curriculum with its 0- and A-Levels,

but only three fol lowed it as the single curriculum of the

secondary program. Table 3 i l lustrates the categories of

curricula fol lowed by the 35 NE/SA schools with secondary

programs.

Table 3. Types of Curricula

Types of Number of

Curr i cu1 a Schools Percent

United States 31 88.57

Un i ted K i ngdom 11 31 .43

International Baccalaureate 6 17.14

Local Country 2 5.71

Note: Percentages are based upon~35 respondents,
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Grades Included in the Secondary Programs

Five genera] categories of grades were discerned from

the data which were col lected from the questionnaire

responses. The categories of grades with the number of

schools with these grades were as fol lows: grades l through

12^-the typical US composite school , 12 schools; grades 7

through 9—the typical US junior high school , eight schools;

grades 9 through 12—the typical US high school, five

schools; grades 6 through 8—the typical US middle school,

two schools; and grades 6 through 12—one half of the

typical US composite school--two schools. An additional

category--actua1 1y a combination of several grade

groupings--can be seen along with the other grade

combinations in Table 4.

As the combination of grades indicates, the secondary

programs for the NE/SA schools varied. Whi le 54.28 percent

had secondary programs which included grade 12, the last

grade for the typical US high school , 34.28 percent of the

secondary programs included grades leading to grade 9, with

combinations of grades 7 through 9 (22.85 percent), grades 7

through 8 (5.71 percent), and grades 6 through 8 (5.71

percent).



Table 4. Categories of Grades

48

Categor1es of Grades
Number

Schoo■
of

1 s Percent

Grades 1 - 12 12 34.28

Grades 7 - 9 8 22.85

Grades 9 - 12 5 14.28

Grades 6 - 8 2 5.71

Grades 6 - 12 2 5.71

Other 6 17.14

Grades 7 -  8 2 5.71
Grades 7 -  10 2 5.71
Grades 7 -  11 2 5.71

Note: Percentages are based upon 35 respondents.



49

A cross tabulation of the data on types of curricula

with the data on grades revealed that al l six schools which

fol lowed the IB curriculum included grade 12 as part of

their secondary programs. Thirty-one schools claimed to

fol low the US curriculum, and 19 included grade 12 as part

of their programs.

A further cross tabulation of curricula and enrol lment

revealed that al l but one of the schools offering the IB

curriculum were in the high enrol lment category. The

schools offering the US curriculum fel l into the fol lowing

categories; 11 schools in the high enrol lment category, 10

schools in the medium enrol lment category, and 10 schools in

the low enrol lment category. Schools offering the UK

curriculum fel l into these categories according to

enrol lment: four schools in the high enrol lment category,

four schools in the medium enrol lment category, and three

schools in the low enrol lment category. Local country

curricula were found only in medium enrol lment schools.

Semesters of High School Engl ish
Requirements for Graduation

Whi le Engl ish was a required course for al l of the

surveyed schools, the number of semesters required for

graduation differed. Because many of the schools did not

include grade 12 or other high school grades, many of the
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schools did not offer senior high Engl ish. Of the 35

schools surveyed, 19 responded with a number to the Item on

the questionnaire concerning the number of semesters of high

school Engl ish required for graduation. Seventeen required

eight semesters, or the equivalent of four academic years of

high school Engl ish. One school required ten semesters

whi le one school required only two semesters. The school

requiring ten semesters fol lowed both the US and the IB

curricula and was Included In the high enrol lment category.

Length of Class Periods and Number of
Instructional Periods in the School Day

Thirty-two schools responded to the two questions on

the questionnaire which concerned the length of

Instructional periods and the number of periods In the

school day. The majority of schools (22 or 68.75 percent)

had class periods of 45 minutes or longer whi le 31.25

percent reported class periods of less than 45 minutes. The

average length of class periods was 44.9 minutes and the

class periods ranged In length from 35 minutes to 60

mlnutes.

The number of Instructional periods In a school day

ranged from five class periods to ten class periods whi le

the average number was 7.75 class periods. Half of the

schools had seven or fewer Instructional periods, and the

other half had eight or more Instructional periods. The 16
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schools with eight or more instructional periods per day

averaged 41.87 minutes per class and the class periods

ranged from 35 to 50 minute periods. For the 18 schools

which offered grade 12 and which identified the numbers of

minutes per class period and the number of instructional

periods per day, the average number of instructional periods

was 7.61 and the average number of minutes per class meeting

was 46.05 minutes.

Identification of Electives, Extra
curricular Activities, Course Offerings,
and Courses Not Offered

Thirty-three schools or 94.28 percent provided

information to the question concerning the status of

yearbook, newspaper, and dramatic presentations in their

school programs.

Yearbook. Twenty-five of the 33 schools reported that

yearbook formed a part of their curricula. Thirteen of

those reported that yearbook was offered as an elective

course whi le 12 reported it as an extra-curricular offering.

Eight respondents claimed that their schools did not have

yearbooks for their students.

Newspaper. Newspaper was offered as an extra

curricular opportunity by 12 of the responding schools. It

was offered as an elective course by 11 schools, and it was
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a required course in one school. Twenty-four schools

incorporated newspaper as part of their school curricula

whi le nine schools did not.

Dramatic presentations. Al l of the schools that

responded to the question concerning the status of dramatic

presentations reported that their schools offered students

the opportunity to participate in dramatic presentations.

Twenty of the schools offered drama as an extra-curricular

opportunity whi le 17 of the schools offered drama as an

elective course. Five of the schools offered dramatic

presentations as elective or as extra-curricular courses.

One school required students to take drama as a part of

their graduation requirements.

Resources and Programs Faci l itating
the Teaching of Engl ish

The instrument in this study contained several

questions concerning resources and programs avai lable to the

Engl ish departments. The major resource was the number and

kinds of l ibrary materials whi le the major programs were the

Engl ish as a Second Language (ESL) and reading programs,

Advanced Placement (AP) Engl ish, and correspondence courses.



53

Library materials. Participants were asked to

approximate the total number of l ibrary books avai lable to

the secondary programs. The responses of the 29 schools

indicated that 476,300 l ibrary books were avai lable to

secondary programs. Table 5 i l lustrates the range, median,

and mean of l ibrary books for schools in the three

categories of enrol lment.

Participants who responded to the question concerning

the number of l ibrary books avai lable to their secondary

programs were asked to approximate the percentages of total

l ibrary books in the fol lowing categories: reference.

Table 5. Total Number of Library Books and Enrol lment

Measure

Hi gh
Enrol Iment

Medi um

Enrol Iment

Low

Enrol Iment

range 1,100 - 101,782 2,000 - 35,000 1,500 - 25,000

median 11,000 9,500 8,500

mean 28,528 12,200 9,755

Note: Numbers are based upon 29 schools.
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non-fiction, and fiction. The percentages were converted to

whole numbers based upon the totals provided by the

responses to the previous question. Table 6 i l lustrates the

totals of books in the three book categories and in the

three enrol lment categories. These data are not entirely

rel iable due to the inaccuracy of some of the responses.

The percentages of some responses did not total 100.

Correspondence courses. Participants were asked

whether correspondence courses constituted any portion of

the Engl ish program for students in the secondary schools.

Table 6. Number of Library Books in Categories and
Enrol Iment

Book High Medium Low
Categories Enrol lment Enrol lment Enrol lment Totals

reference

books 29,536 9,250 11,873 50,659

non-f i ct i on

resource books 98,671 65,220 40,831 204,722

f i ct i on

books 129,778 33,970 35,664 199,412

Note: Numbers are based on 27 schools.
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Information on al l but one school was provided. Five of the

schools indicated that correspondence courses were part of

their programs whi le 29 reported that correspondence courses

were not part of their programs. Reasons given for the use

of correspondence courses included the fol lowing: to

accelerate graduation for students who were planning to

transfer; to provide the means for newly admitted students

who need to make up credits for graduation; and to al low

students to make up fai led course work. An additional

reason was provided: in an extremely smal l setting where

one or two students enrol led for a secondary Engl ish class,

there were not enough students to warrant a class; in this

situation correspondence courses were rel ied upon so that

the students could l ive with their fami l ies and sti l l attend

school. Tutoring and monitoring were provided by the

school.

Special programs for ESL and reading. Participants

were asked whether their schools had special programs for

students who spoke Engl ish as a second language. Responses

were received from al l 35 schools: 28 schools had ESL

programs whi le seven did not. Nine of the 28 schools which

indicated that they had ESL programs responded to an
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additional item on the questionnaire and reported that their

teachers were trained to teach ESL; the remaining 16

schools reported that teachers in their ESL programs were

not trained to teach ESL.

In response to the questionnaire item concerning

remedial reading instruction, 28 schools reported that their

schools had remedial reading programs whi le six claimed that

they had no remedial reading programs. Seventeen of the 28

schools with remedial reading programs indicated that

reading special ists provided instruction in a special

reading room. Other responses included the fol lowing: "in

the classroom by the classroom teacher"—39.28 percent; "in

the classroom by a reading special ist" —10.71 percent; "in

summer reading programs"—3.57 percent; and "other"--25.00

percent which included "in ESL class," "native Engl ish

speakers work with students in a tutorial situation," "in an

extra Engl ish class," and "during intercessions."

AP (Advanced Placement) Engl ish. Twenty-eight schools

responded to the item on the questionnaire which requested

information about the AP Engl ish courses offered in their

schools. Ten indicated that their schools offered AP

Engl ish whi le 18 indicated that their schools did not offer

AP Engl ish. Al l of the schools which offered AP Engl ish

included grade 12 as part of their programs and they
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al l fol lowed the US curriculum. Two schools, in addition

to fol lowing the US curriculum, offered the IB curriculum,

and one school fol lowed the UK and the US curriculum.

The Description of the Secondary

English Programs

This section presents data describing the secondary

Engl ish programs obtained from the questionnaire. Whi le the

data provide a broad view of the conditions under which

Engl ish was taught in the secondary programs, much of the

data presentation is l imited to frequencies, means, and

percentages. Some qual itative descriptions are provided so

that the secondary Engl ish programs can be viewed as

separate entities, individual in nature. The major topics

surveyed in this section include the fol lowing: the numbers

and kinds of Engl ish teachers; the teaching loads and

numbers of teaching preparations of Engl ish teachers; the

ratio of teachers to students in Engl ish classes; the

out-of-class responsibi l ities of Engl ish teachers;

frequency and process of Engl ish program evaluation; the

use of instructional resources such as curriculum guides,

text books, and instructional models; writing and

l iterature; evaluation of students and recognition of

outstanding students; the use of microcomputers within the
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Engl ish departments; the use of local culture themes and

materials in the Engl ish classrooms; strengths and

weaknesses; and unique features of the Engl ish programs.

The Engl ish Teachers

Participants were asked in the questionnaire to report

the number of teachers in their secondary Engl ish

departments. In the 33 schools which responded to the

question, 147 teachers comprised the Engl ish departments.

The 31 schools which provided data on the number of

ful l-time Engl ish teachers in their Engl ish departments

reported 109 ful l-time Engl ish teachers. Three schools did

not have any ful l-time Engl ish teachers. Over half of the

schools (51.51 percent) reported that the number of their

ful l-time Engl ish teachers was the same as their total

number of Engl ish teachers. Forty-eight percent of the

schools reported that there were fewer ful l-time Engl ish

teachers than their total number of Engl ish teachers.

Thirteen of the 33 schools responding to the

questionnaire items concerning Engl ish department leadership

indicated that their departments had department heads. Of

the 13, 10 schools al lowed time within the school day for

the Engl ish department heads to perform administrative

duties whi le three schools did not al low time for adminis

trative duties of the department heads. There were four
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schools in the high enrol lment category which reported not

having Engl ish department heads. The numbers of Engl ish

teachers in these schools ranged from four to eight.

One question on the instrument asked participants to

identify the number of Engl ish teachers with teaching

certificates. Three possible kinds of certificates were

provided in the question—US certification, host-country

certification, third-country certification. The category

"no certification" was provided so that the number of

Engl ish teachers with no teaching certification could also

be ascertained. Thirty-one schools responded to this

question, reveal ing that 117 Engl ish teachers held

certifications and 27 schools had certified teachers

teaching Engl ish. Most of the schools (80.70 percent) had

US certified Engl ish teachers. Table 7 i l lustrates the

number and percentages of teachers with the three kinds of

certifications or without certification and the number of

schools without these kinds of certifications.

Respondents were asked to report the number of Engl ish

teachers with teaching assignments other than Engl ish. In

the 32 schools which responded to the question, 44 of the

total 147 Engl ish teachers taught other subjects than

Engl ish. These 44 Engl ish teachers were in 21 of the
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Table 7. Engl ish Teachers^ Certifications

Kinds of

Cert i f i cates
Number of

Teachers

Number of

Schools Wi thout

US 83 6

Host Country 7 27

Third Country 27 13

No certificates 7 27

Note: Percentages are based upon 31 responses.

responding schools; more than half of the NE/SA schools

with secondary programs had some of their Engl ish teachers

teaching courses other than Engl ish. In an additional

question, respondents were asked to report the frequency

that Engl ish teachers were assigned to other subjects.

Twelve of the 33 responding schools reported that Engl ish

teachers were "never" required to teach other subjects;

seven reported "rarely"; nine reported "sometimes"; and

five reported "regularly." Table 8 i l lustrates the totals

and percentages.
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Table 8. Frequency of Assignments Other Than Engl ish

Responses
Number of

Schools Percent

"never" 12 36.36

"rare 1y" 7 21 .21

"somet imes" 9 27.27

"regu1ar1y" 5 15.15

Note: Percentages are based upon 31 responses.

The workload of Engl ish teachers was investigated

through two questions. One asked for the frequency that

Engl ish teachers were assigned to teach more than four

classes each day; the other question asked for the

frequency that Engl ish teachers had more than two different

preparations each day. The 33 schools which responded to

the questions revealed that 87.87 percent "regularly"

assigned more than four classes per day to Engl ish teachers;

81.81 percent of the schools "regularly" required Engl ish

teachers to plan for more than two different courses per

day.
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Ratio of Students to Engl ish Teachers

Participants in the survey were asked to provide

numbers of students in Engl ish classes in their schools.

They were asked to provide the average numbers, the maximum

numbers, and the minimum numbers of students in Engl ish

classes in their schools. The 28 schools which responded

provided the fol lowing data: the mean average was 16.8

students with a range of 8 to 22 students; the mean maximum

was 22.89 students with a range of 10 to 33 students; and

the mean minimum number of students was 10.22 with a range

of 3 to 22 students. Table 9 i l lustrates the mean average,

maximum, and minimum numbers of students in the enrol lment

categor i es.

Table 9. Enrol lment in Engl ish Classes

Mean Mean Mean

Average Number Maximum Number Minimum Number
Enrol Iment of Students of Students of Students
Categories Per Class Per Class Per Class

High 18.1 24.7 12.4

Medium 18.27 24.7 10.7

Low 11.83 19.0 5.5

Note: Percentages are based upon 28 responses.
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Engl ish Teachers'' Out-of-Class
Responsibi l ities and Compensation

One question of the instrument was designed to

ascertain the kinds of out-of-class responsibi l ities that

Engl ish teachers performed as wel l as the compensation they

received for this work. There were seven categories of

out-of-class responsibi l ities and one category of "other"

identified by the question; these categories included

"yearbook," "newspaper," "student counci l ," "corridor duty,"

"lunch duty," "chaperoning," "speech/drama club," and

"other." The "other" category with space left for

respondents to identify the kinds of out-of-class

responsibi l ities Engl ish teachers were engaged in provided

the fol lowing "other" categories of responsibi l ities:

"l iterary magazine," "class advisorship", athletic

"coaching," "debate," "forensics," "committee work," and

"compound duty."

Also in the question were three situations under which

the categories might be l isted: "never assigned," "assigned

with extra pay," and "assigned without extra pay."

Responses indicated that most secondary Engl ish teachers in

the NE/SA schools who were assigned out-of-class

responsibi l ities were assigned without extra pay. For al l

out-of-class responsibi l ities, except "student counci l ,"

more teachers were assigned "without extra pay" than were
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assigned "with extra pay" or "never assigned." Of the three

possible situations, "assigned without extra pay" had the

highest average of responses: "assigned with extra pay":

an average of 11.87; "assigned without extra pay": an

average of 17.5; and "never assigned": an average of 2.25.

A breakdown of the responses concerning out-of-class

responsibl ities appears in Table 10.

Kinds and Frequency of Engl ish
Program Evaluation

Participants were asked whether their programs had

undergone an evaluation in the last five years. Of the 34

schools which responded to the question, 27 stated that

their programs had been evaluated; six stated that their

programs had not been evaluated; and one claimed not to

know this information.

Of the 27 schools which indicated that their Engl ish

programs had undergone evaluation in the last five years, 25

identified the kind of assessment. Eighteen claimed that

the evaluation was for accreditation whi le 11 claimed the

evaluation was for se1f-assessment.
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Table 10. Out-of-class Responsibi l ities and Compensation

Number of Engl ish Teachers

Responsibi 1 i t ies
Never

Assi gned

Assi gned
wi th

Extra Pay

Assi gned
wi thout

Extra Pay

a) yearbook 11 7 14

b) newspaper 10 4 18

c) student counci l 16 2 14

d) corridor duty 12 0 20

e) lunch duty 7 0 25

f) chaperoning 9 0 23

g) speech/drama club 7 5 20

h) other 23 0 6

including the
f o1 1ow i n g:

l iterary magazine
class advisorship
coach i ng
debate

forens i cs

committee work

compound duty

Note: Numbers are based on 32 respondents.
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Use of Instructional Resources

in the Engl ish Programs

The questionnaire was in part designed to el icit

information as to the types of materials used in the

secondary Engl ish programs. Data about the fol lowing three

types of instructional resources were col lected: curriculum

guides, text books, and instructional models.

Curr1cu1um guides. A question with several options was

designed to find out whether the Engl ish departments had

curriculum guides and to find out how they were developed.

Thirty-three programs responded to the question. A l ist of

the options with the numbers and percentages of responses

appears in Table 11.

Some of the "other" responses included the fol lowing:

"We are in the process of writing one (curriculum guide) now

which wi l l change our curriculum from elective system to

Engl ish 9, 10, 11, and 12." "Our programme is largely

determined by the ^0' level and IB examinations which our

students take." "Grades 9-10 have to use books prescribed

by the ICSE Board (Delhi) since they are the exmaning body

for Grade 10 or books set for '0' level."
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Table 11. Description of Secondary Engl ish Curriculum
Gu i des

Response Options
Number of

Schoo1s Percent

Curriculum guide devised by the
administration and/or School Board

Curriculum guide cooperatively
developed by teachers and others
in the school

Curriculum guide developed by
another school and adapted for
your schoo1's use

Teacher''s manuals for the textbooks
used

No printed basic guide is avai lable

Other

27

12

3

4

3.03

81 .81

6.06

36.36

9.09

12.12

Note: Percentages are based upon 33 schools.



68

Text books. Participants were asked to identify the

publ ishers of textbooks adopted for the teaching of grammar,

l iterature, composition, and other areas of study in their

secondary Engl ish programs. Twenty-nine schools responded

to the question by identifying publ ishers. For the teaching

of grammar, 14 publ ishers were identified; the most often

reported (44.82 percent) was Warriner^s Grammar and

Compos i t i on. publ ished by Harcourt Brace Jovanovich. Scott

Foresman and Houghton Miffl in <13.79 percent each) were next

in frequency. For the teaching of l iterature, seven

different publ ishers were identified, but the most

frequently identified publ isher was Scott Foresman (48.27

percent) with Harcourt Brace Jovanovich the next most

frequent (24.13 percent). For the teaching of composition,

most schools (34.48 percent) reported using the Warriner

grammar and composition text publ ished by Harcourt Brace

Jovanovich; nine different publ ishers were identified. For

the "other" category which included reading, speech

activities, specific writing ski l ls, media, among other

areas of focus, eight different publ ishers were provided.

Very l ittle repetition of publ ishers was found in this area.

Thirty-one schools responded to the item on the

questionnaire aimed at gathering data to describe the ways

instructional materials were selected for use in individual

programs. Each program provided an original response and

some programs described more than one way publ ishing
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companies were selected. The responses were clustered into

four major categories. The method of sample copies being

provided by publ ishers with teachers selecting together

during departmental meetings was the most frequent method of

selecting instructional materials; this method was used by

24 of the programs. Eleven schools reported that individual

teachers selected instructional materials for their own

classes without input from others. Two schools reported

that the administration selected instructional materials for

the teachers. Other comments that did not fit the three

methods of selection discussed above included "inherited by

current department," "by the one teacher who has been here

the longest," and "committee reviews and recommends;

principals vote; School Board votes."

Instructional models. Asked whether their Engl ish

departments had adopted a particular instructional model ,

18.75 percent of the 32 schools responding to the question

marked the affirmative response. Six programs had adopted

Mastery Teaching whi le one school had adopted the Montana

Writing Project Composition Model in addition to Mastery

Teaching. And one respondent noted Outcome Based Education

as the adopted guide for instruction. An additional item on

the questionnaire asked whether instructional models had

been the subject of recent staff development workshops.

Eleven responses indicated the affirmative.
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Writing and Literature

WjLLLLna. Given four options, participants were asked

to identify the frequency for which writing was assigned by

Engl ish teachers in their schools. Thirty-three schools

responded to the question. Most of the schools or 63.63

percent claimed that writing was assigned one or two times a

week; 36.36 percent claimed that writing was assigned more

than two times a week. The two choices, "once every two

weeks" and "other," were not marked by any participants.

The kinds of writing assigned by Engl ish teachers were

investigated by means of a question with a l isting of kinds

of writing and spaces left for participants to check those

which appl ied. The fol lowing l ist contains the seven

specific kinds of writing along with the numbers of the 33

responding schools which used those kinds of writing

assignments: journal writing, 25 schools; creative

writing, 30 schools; essay exams, 30 schools; expository

writing, 33 schools; note taking, 27 schools; free

writing, 21 schools; and writing related to l iterature, 30

schools. The additional category was provided in order to

obtain additional information. Three schools responded to

the "other" category and provided the fol lowing descriptions

of writing assignments: "biographical sketches," "sentence

imitation," and "new articles."
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Li terature. Participants were asked whether or not

their secondary programs uti l ized recommended reading l ists.

Of the 33 schools which responded to the item on the

questionnaire, 81.81 percent affirmed that their programs

used reading l ists whi le 12.12 percent claimed that their

programs did not use recommended reading l ists. Sixteen of

26 programs which responded to an item concerning adolescent

l iterature being on the reading l ists stated that this genre

was on the l ists; ten programs indicated that adolescent

l iterature was not on their reading l ists. Asked whether

writers from the host country were represented on the

reading l ists, eight of 28 responding schools indicated that

host country writers were on the l ists whi le 19 claimed that

they were not.

Respondents were asked to identify five of the most

popular books read by high schools students. Books

mentioned at least two times by the 20 schools responding to

this question were the fol lowing:

Lee's To Ki l l a Mockingbird

Golding's Lord of the F1 ies
Steinbeck's Of Mice and Men

Sal inger's Catcher in the Rve
London's Gal 1 of the Wi ld

Herbert's Dune

Zindel's The Pioman

Orwe1 1's 1984

Steinbeck's The Pearl

Twain's The Adventures of Huckleberry Finn

Lermontov's A Hero of Our Time

Rawl's Where the Red Fern Grows

Orwe1 1's Animal Farm



72

Evaluation of Students and

Recognition of Outstanding Students

Participants were asked to describe the methods used by

their programs to evaluate student progress. The item

required the participants to identify each of four methods

as "never used," "sometimes used," or "regularly used." Key

responses included the fol lowing: the majority of schools

(62.50 percent) reported never using final exams constructed

in whole or in part by the department; 71.87 percent

indicated that final exams constructed by individual

teachers were regularly used; 37.50 percent reported never

using standardized tests administered to al l students in a

given grade whi le the same number reported regularly using

this method; and 78.12 percent of the schools claimed that

competency tests developed local ly were never used.

Twenty-nine programs responded to the question which

asked for an explanation of ways their schools recognized

the outstanding achievements of students in Engl ish. A

content analysis provided two major categories of responses:

"publ ication of student work," 37.93 percent; and "annual

award," 72.41 percent. One respondent stated that in his

school there was no formal recognition of outstanding

students. Some others provided these individual comments:

"In an awards assembly at the end of the year, outstanding

students are awarded certificates of recognition. Also a

single outstanding Engl ish student is recognized at
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graduation with a gift and citation of his name on the

formal printed program." '"'Best Writer' in each class,

publ ication in Cultural Convention booklet." "Smi les,

praise, and high grades!"

The Use of Microcomputers in the
Engl ish Programs

Thirty-two programs responded to the question about

microcomputers. Fifteen schools (46.87 percent) indicated

that microcomputers were used in their Engl ish programs

whi le the majority (17 schools) indicated that they were not

used. The largest number of microcomputers was found in

high enrol lment schools whi le the smal lest number was found

in medium enrol lment schools.

With a l ist of six specific uses for microcomputers,

one item on the questionnaire asked participants to identify

the ways microcomputers were used in their Engl ish programs.

Table 12 itemizes the uses of microcomputers in the fifteen

schools. Fourteen of the schools used microcomputers for

student publ ishing; 12 used microcomputers for teaching

editing ski l ls; and seven used microcomputers for dri l l and

practice of grammar rules. Most of the additional uses

elicted by the "other" category provided by the

questionnaire item related to the teaching of wordprocessing

sk i 1 1s.
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Table 12. Uses of Microcomputers

Number of
Responses Schools Percent

For dri l l and practice of grammar
ru 1 es 7 46.66

For teaching editing ski l ls 12 80 .00

For student publ ishing 14 93.33

For keeping teachers' records 6 40 .00

For developing instructional materials 5 33.33

For playing games and simulations 5 33.33

Note: Numbers and percentages are based upon 15 schools.

A further breakdown of responses showed that one

Engl ish program used microcomputers for al l six specific

purposes; three programs used microcomputers for five of

the six purposes; seven used them for three of the six

purposes,

Use of Local Culture Themes and
Mater i a 1s

In order to find out the extent to which the surveyed

Engl ish departments included the culture of the host

countries in their programs, one item on the instrument

asked whether the programs used local culture themes;
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another item requested identification concerning the kinds

of themes or materials used. Twenty-seven of the 32 schools

which responded to the set of questions indicated that their

programs used local culture themes. As discussed in the

previous section on l iterature programs, eight schools

included the works of host country writers on their reading

1 i sts.

The most common local culture theme, used by 14

Engl ish programs, concerned national hol idays of the host

countries; the next most common theme, used by 13 programs,

involved rel igious days of the host countries. Folktales

(12 schools) and local myths (11 schools) fol lowed. Two

categories--biographies or stories of local heroes and local

history--were used by three schools and two schools

respectively. Responses to the "other" category (eight

schools) revealed among others the fol lowing responses: "We

do extensive projects relating to trekking in the dessert."

"Our school comprises 42 national ities; often writing

assignments are arranged so that students can present their

own countries." "Relating l iterature assigned to cultural ,

social, rel igious values of host country."

Strengths, Weaknesses, and Unique
Features of the Engl ish Programs

Strengths. Thirty-two participants responded to the

question concerning strengths of their Engl ish programs.
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The question offered five specific options and one "other"

option. The majority of the respondents (96.87 percent)

perceived the qual ified, experienced, and dedicated staffs

of their schools as a strength whi le 78.12 percent reported

the supportive and effective administration and the

intel l igent, industrious, and enthusiastic students as

strengths. Few perceived the host-country cultural

environment and the community as strengths. Some of the

comments reported in the "other" category included "lack of

distractions such as television," "smal l classes and close

relationships among students and between staff and

students," and "teachers' freedom to choose methods."

Weaknesses. A smal ler number of participants chose to

respond to the question concerning major weaknesses of their

Engl ish programs than did the number of participants

responding to the question concerning strengths. Four

specific categories of weaknesses and one "other" category

were offered by the question. None of the participants

considered the administration, including the School Board,

Superintendent, Principal, and Department Head, to be a

major weakness. Eight participants (27.58 percent)

considered the indifferent community a major weakness whi le

seven participants (24.13 percent) perceived the lack of

resources as a major weakness, and six schools (20.68

percent) saw the inadequate faci l ity as a major weakness.
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The majority (48,27 percent) of the responses were in

the "other" category which requested individual and specific

explanations. The fol lowing weaknesses and explanations

were provided: "I'm about the 10th teacher of Engl ish in

ten years . . . So continuity." "Lack of contact with other

Engl ish teachers. . . . Lack of continuous and supportive

and critical supervision — I have no doubt that I need lots

of help." "The non-avai labi l ity of texts local ly is a

problem and we do experience long delays when ordering from

abroad." "Lack of written guides, tests, etc."

Unique features of individual programs. Twenty

programs were represented by responses to the question

concerning unique features. Four participants perceived no

unique features in their Engl ish programs whi le the

remaining 16 participants identified unique features which

were grouped in the fol lowing categories: instructional

practices, school organization, staff, students, other

resources, and school curriculum. The largest number (25.0

percent) perceived their instructional practices as unique

whi le 20.0 percent considered their staffs unique. Some of

the explanations of unique features gleaned from the data

fol low: "We have a yearly Engl ish week when Engl ish in al l

its varieties is emphasized. Last year, for example, each

Engl ish class wrote a novel , with each student assigned a

pre-set chapter." "The emphasis upon Humanities in the 12th
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grade l iterature unit." "Every teacher teaches math. Every

school day begins with a math class for each student."

Professional Concerns of Engl ish Teachers

This section presents data deal ing with professional

concerns including the provisions for professional

development opportunities for Engl ish teachers in the NE/SA

schools. The major topics covered in this section include

recruitment and contract extensions of Engl ish teachers,

Engl ish department meetings, kinds and frequency of Engl ish

program evaluation, Engl ish teachers' attendance at

conferences and enrol lment in university courses, Engl ish

teachers' membership with professional educational

societies, and supervision of Engl ish teachers.

Recruitment and Contract Extensions

In order to find out more about the kinds of teachers

teaching Engl ish in the NE/SA schools, a question was

designed to examine some of the ways Engl ish teachers were

hired. An additional question was designed to find out how

often foreign-hired Engl ish teachers, that is teachers hired

from abroad (usual ly from the US or the UK) for a contracted

period, signed up for contract extensions.
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Responses from 34 participants were obtained for the

question concerning the ways Engl ish teachers were recruited

by the schools. Half of the schools uti l ized mdre than one

way of recruiting Engl ish teachers but the major or most

common means of recruiting, as reported by 85.29 percent,

was for someone representing the schools--such as the

superintendent, a principal, or a board member—to travel to

the West to attend recruiting fairs. In 38.23 percent of

the schools, appl ications were received in the mai l and the

appl icants were requested to visit the schools for

interviews. In 14.70 percent, the persons responsible for

hiring teachers learned of effective Engl ish teachers in

other schools and actively recruited those teachers for

positions with their schools. Providing a clearer picture

of the ways Engl ish teachers were hired in sdme of the

schools, the comments provided in the "other" category

included some of the fol lowing remarks: "''Local hires''

(spouses work for Embassy, AID projects, etc.) drop by

school to see if positions are open . . . ." "Local

advertising--newspaper or word of mouth." "Local ly

hired--usua1 1y wives of overseas employees in non-school

re 1ated Jobs."

Of the 34 schools which responded to the question

concerning contract extensions of foreign-hired teachers, 20

percent indicated that their schools did not recruit Engl ish

teachers out of the country. Of those schools that did
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employ foreign-hired Engl ish teachers, 59.25 percent

reported that their foreign-hired Engl ish teachers

"frequently" signed up for contract extensions. Two schools

reported that such teachers "never" extended their contracts

whi le another two schools reported that the foreign-hired

Engl ish teachers "rarely" extended their contracts.

Engl ish Department Meetings

Three categories of responses were obtained from the

question concerning Engl ish department meetings. Of the 33

schools which responded to the question, 57.57 percent

claimed that their Engl ish teachers met regularly for

departmental meetings; 24.24 percent stated that their

Engl ish teachers did not observe regular meetings whi le

18.18 percent stated that the question was not appl icable

for their schools as there was only one Engl ish teacher in

each of their programs. The eight schools which did not

have regularly scheduled meetings had as many as three to

six Engl ish teachers.

The 19 schools which claimed to have regular

departmental meetings provided data describing the frequency

of the meetings. Eight of the schools had regular Engl ish

department meetings once a month; four schools had meetings

once a week and four schools had meetings every two weeks.

Three schools had meetings once a quarter.
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Participants who indicated that their departments did

not have regularly scheduled meetings were asked to identify

the bases for schedul ing department meetings. Six of the

nine who claimed that their departments did not have

regularly scheduled meetings identified more than one basis

for schedul ing meetings. Five stated that meetings were

scheduled whenever the department head wished to schedule

meetings; six stated that meetings were scheduled whenever

a problem arose which needed the attention of al l Engl ish

teachers; and seven identified "other" bases for schedul ing

meetings. Some of the "other" responses included the

fol lowing: "Teachers meet informal ly in the Engl ish

resource room almost dai ly"; "Only two of us, so once a

week, informal ly, to toss around ideas, approaches."

Engl ish Teachers'' Attendance at Conferences,
Workshops, and University Courses

One question on the instrument el icited information

about the kinds of professional development Engl ish teachers

engaged in. Al l 29 schools responding to the question

indicated that at least some Engl ish teachers in their

programs within the two years prior to the col lection of

data for this study had either completed a university

Education or Engl ish course or had attended a professional

conference. Of the 131 Engl ish teachers in the 29 schools,

19.08 percent had completed col lege Engl ish courses, 26.71
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percent had completed col lege Education courses, and 70.22

percent had participated in Engl ish-teaching conferences or

workshops.

Engl ish Teachers' Membership with
Professional Educational Societies

Participants were asked if their schools subscribed to

one or more professional Engl ish-teaching journals. The

responses from 32 schools revealed that 78.12 percent did

subscribe. Only 10 schools (32.25 percent of the 31

responses) reported membership with NOTE (the National

Counci l of Teachers of Engl ish). Half of the schools with

membership with NOTE reported that their membership fees

were paid by the schools.

Supervision of Engl ish Teachers

Four questions on the instrument required information

about supervision of Engl ish teachers. The first item asked

whether Engl ish teachers were regularly supervised; of the

33 schools which responded, 75.75 percent indicated that

there was regular supervision in their schools. Partici

pants were asked to identify the roles of supervision

(major, minor, or no role) of the fol lowing administrative

personnel: Superintendent, Principal, Instructional

Supervisor, Vice-Principal, and Engl ish Department
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Coordinator. Al l 25 schools which indicated that there was

regular supervision in their Engl ish programs responded to

this question and, in addition, confirmed that no other

person participated in any supervisory activities. The

office identified by most schools (76.0 percent) as having

the major role was that of the Principal. None of the

schools which had Principals reported that the Principal had

no role in supervision. Seven schools reported the

Superintendent as having a major role in supervision whi le

five schools claimed the Superintendent had a minor role.

In 16.0 percent of the schools, the Vice-Principal had a

major role, and the Engl ish Department Coordinator had a

major role in 12.0 percent. In only two schools were there

Instructional Supervisors, and in both cases the

Instructional Supervisors had major roles in supervision of

Engl ish teachers.

Participants were asked to identify the purpose(s) of

supervision in their schools. Twenty-four of the 31 schools

(77.41 percent) which responded to the item on the

questionnaire reported that the purpose of supervision in

their schools was both to improve qual ity of instruction ana

to evaluate teacher performance and effectiveness. Four

schools reported that the only purpose of supervision in

their schools was for evaluation whi le three schools

indicated that the only purpose of supervision in their

schools was to improve the qual ity of instruction.
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Twenty-four participants offered brief descriptions of

the methods used in supervision of Engl ish teachers. Whi le

the qual itative data on the methods of supervision used in

the schools widely varied, three major clusters of methods

were discerned. These clusters included the method of

single observation of instruction in the classroom,

conferences or discussions and/'or review of unit and lesson

plans, and a combination of conferences and observations.

Nineteen participants <79.16 percent) reported that

observation was the method of supervision used in their

schools; 12 participants <50,0 percent) indicated that

conferences and/or discussions were used for supervision.

Engl ish teachers in 11 programs <45.83 percent) were

supervised by a method which uti l ized both conferences and

classroom observations.

Some of the most succinct descriptions of supervision in

the data included the fol lowing: "The principals observe

each teacher at least once a year and submit a written

report to the teacher with a copy for his/her fi le. The

qual ity of the supervision varies according to the

principal '^s qual ifications." "Classroom visits, both

announced and unannounced fol lowed by a discussion with the

teacher--inc1uding criticism, advice and support. The

supervision is good but so infrequent <once or at most twice

a year) that it ends up being more a time for evaluating Job

performance rather than helping the teacher. With only 2
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teachers, both relatively inexperienced (only 7 years of

teaching each) we could use more help from experienced

people." "There is a pre-observation session fol lowed by

the observation and a post-observation session. There are

also informal, unannounced observations." "Lesson notes

reviewed weekly. Classroom observation of lesson fol lowed

by discussions. This school is so smal l that supervision is

practical ly constant in a non-threatening way."
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CHAPTER 5

SUMMARY, ANALYSIS, AND RECOMMENDATIONS

Summary

The overseas schools located in the Near East South

Asia (NE/SA) region enrol l thousands of American students

and employ hundreds of professional American educators. The

description of the education these students receive as wel l

as the conditions under which the professional educators

work is important to the l iterature on American education

just as is the description of their counterparts in the

United States. This study examined the Engl ish programs of

35 of the 39 regional member NE/SA schools with secondary

programs for the academic year 1986-87. Unti l this study

there had been no other descriptions of secondary Engl ish

programs in NE/SA or in any other overseas schools.

A questionnaire was designed to gather data about the

secondary English programs in the NE/SA region. The

questionnaire, containing 65 items concerned with the

organization of the secondary programs, the English

programs, and the professional concerns of secondary Engl ish

teachers, was mailed to 39 schools. Thirty-five schools

(89.74 percent) returned the questionnaires. The findings

and implications of this study were derived from the data

obtained from the returned questionnaires and checked
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against data col lected from the NE/SA Directory 1986-87. the

ISS DlrgCtQrv> the Directory of the Office of Overseas

gphoolg (A/OS), US Department of State, and the fact sheets

prepared for the Overseas Placement Service for Educators,

University of Northern Iowa in 1987.

This analysis of the findings is organized according to

the order of the research questions as they were presented

in Chapter 1. The organization of this analysis also

fol lows the order of the data presentation in Chapter 4:

(1) the simi larities of the secondary programs in relation

to the teaching of Engl ish among the NE/SA schools, (2) the

simi larities of the secondary Engl ish programs, and (3) the

simi larities among the schools in providing for the

professional development of Engl ish teachers.

Analysis

The Organization of Secondary Programs
in Relation to the Teaching of English

Although the secondary programs in the 35 schools in

the NE/SA region had many simi larities, the ways some of the

programs were organized to facilitate the teaching of

Engl ish differed. The major simi larites of the programs

consisted of the variety of national ities of students

enrol led, the types of curricula offered (including the

extra-curricular offerings), and the requirements for
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graduation. Major differences involved the numbers of

students enrol led in the schools and the nature and amounts

of resources avai lable to the English programs. Although

each of the programs indicated access to a central l ibrary,

not al l of them had ESL or remedial reading programs. Only

a few programs rel ied upon correspondence courses. High

enrol lment, resulting in more revenue, was not necessari ly

an indicator of large amounts of resources faci l itating the

teaching of Engl ish. The prevalent use of the US curriculum

indicated that most students enrol led in the NE/SA schools

received an education comparable to that which students

enrol led in schools in the US received. The fol lowing

section summarizes the findings pertaining to the

organization of the secondary programs.

Enrol lment and tvoes of curricula. Though the range of

enrol lment was from 89 to 2,640 students, the average

enrol lment for the schools studied was 648.8 students. The

enrol lment data indicated that al l of the schools were

multinational: students from more than one country attended

each school. The majority of students (approximately half)

were third-country nationals (i.e., they were from countries

other than the US or the host country) while 40.5 percent of

the students were American. The smal lest number of students

served by the schools was from the host countries. An

analysis of the enrol lment data revealed that al l of the
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schools were similar in that they enrol led American students

and most of them (31 of the 32 for which the enrol Iment

could be categorized) enrol led students from third

countries. The analysis also revealed that 24 of the 32

schools <75 percent) enrol led students from the host

countries. A pattern which emerged from the analysis was

that the only schools which did not enrol l host-country

students were in Saudi Arabia and in India. Of the six

schools in Saudi Arabia, only one—a company-operated

school—enrol led students from Saudi Arabia, and only one of

the four schools in India enrol led Indian students.

Although there were several kinds of curricula used in

the schools, a major simi larity was that most of them <88.57

percent) used the US curriculum. Some of the schools

fol lowed one or a combination of the fol lowing other kinds

of curricula: the UK curriculum, the IB curriculum, or the

host country curriculum. An analysis of the data on

curricula fol lowed by the different schools revealed that

only those schools in the high or medium enrol lment

categories fol lowed the IB curriculum and schools which

offered the IB curriculum also offered the US curriculum and

included grade 12 as part of their secondary programs.

The enrol lment figures coupled with the kinds of

curricula offered by the schools indicated that even though

the majority of students were not American, most of the

students were exposed to the US curriculum. This
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finding—that a major emphasis of the schools was on

preparing students in the NE/SA schools for American

institutions—is in consonance with the objectives for

overseas schools as found in the l iterature reviewed in

Chapter Two. Students from a variety of countries

encountered American values, perspectives, ideals, and

philosophies through the instructional practices, materials,

and organization of their schools.

Grades and required semesters of Engl ish. Because of

the needs of individual communities, financial resources,

enrol lment, and other reasons, some of the schools did not

offer a complete secondary program (grades 7 through 12).

Over half of the schools included grade 12 as part of their

programs; a l ittle more than a third of the schools offered

grades up to grade 9 or less. The analysis revealed no

distinct patterns relating grades with enrol lment or grades

with curricula.

Engl ish was a required subject in al l of the schools

studied. The number of required semesters of senior high

Engl ish ranged from two semesters to ten; most of the

schools (89.47 percent) with grades 9 through 12 required

eight semesters or the equivalent of four years of study.

Length of class periods and number of instructional

periods. The number of instructional periods in the

schools'' daily schedules ranged from five to ten; most of
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which were 45 minutes or longer. As expected, those schools

which had fewer Instructional periods also had longer

Instructional periods. The analysis did not suggest any

relationships between the number of minutes of Instructional

periods and types of curricula, grades, or enrol lment

categories.

Courses and extra-curricular offerings. Similarly

yearbook, newspaper, and dramatic presentations were

Included In some form In the programs of most of the

surveyed schools. Only those schools which fol lowed the US

curriculum offered yearbook. While many schools offered

newspaper. It was offered as an elective course more

frequently than as an extra-curricular course. The schools

were alike In that In al l of them dramatic presentations

were provided for student Involvement. Although there were

differences In the forms In which yearbook, newspaper, and

dramatic presentations were offered by the schools, no clear

patterns relating these offerings with enrol lment or grades

were revealed by the analysis.

Resources and programs faci l itating the teaching of

Enql 1sh. Although al l of the schools In the study had

l ibraries, the range of books, according to enrol lment,

revealed that enrol lment was not necessarily a control l ing

factor In the number of books In a school l ibrary. For

example, both the smal lest and largest numbers of books
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(1,100 and 101,782 respectively) were reported by schools in

the high enrol lment category.

The major materials in the l ibraries consisted of

reference books, non-fiction resource books, and works of

fiction. The greatest number of books in the total

l ibraries consisted of the non-fiction resource books while

fiction books made up the second largest category. From an

analysis of the data on l ibraries, no patterns relating the

kinds of curricula, grades, countries, or enrol lment were

evident.

Few schools rel ied upon correspondence courses as part

of their Engl ish programs. Those schools which used

correspondence courses did so for such reasons as to

accelerate graduations, to al low students to make up fai led

credits, and to al low students to earn credit for studying

material that was not offered as part of their schools

curriculum. Al l of the reasons given for using

correspondence courses were related to enrol lment and

staffing. Because of the smal l number of Engl ish teachers

in some schools, students who desired to make up credits or

to earn additional credits had few options; correspondence

courses provided the opportunity for some. Analysis also

revealed that correpondence courses were part of the Engl ish

programs of only those schools which fol lowed the US

curriculum and which included grade 12.
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Because NE/SA schools, like most other overseas

schools, enrol led students from a variety of countries, they

provided attention to those students who did not speak

Engl ish as their native language. Most of the respondents

in this study indicated that their schools had programs for

ESL. Only a third of the schools, however, had teachers on

their staffs who were trained to teach ESL.

Most of the schools reported that they had special

programs for students needing remedial reading instruction.

A smal l majority of these schools indicated that special ists

hired to work with students with reading problems were on

their staffs. Other schools indicated that remedial reading

attention was given to students in ESL classes, to students

in tutorial situations, or to students in extra Engl ish

classes. The inclusion of remedial reading programs (l ike

the ESL programs) was independent of grades, enrol lment, and

curr i cu1 a.

Over a third of the schools offered Advanced Placement

CAP) Engl ish to their senior students. Several schools with

students in grade 12 did not offer A? Engl ish. Of the

schools offering AP English, al l fol lowed the US curriculum,

and some fol lowed the IB or the UK curriculum in addition to

the US curriculum.
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■The English Programs

The Engl ish programs in the NE/SA schools were simi lar

in many ways. In al l of the schools which provided

information concerning the certification status of Engl ish

teachers, there were some certified Engl ish teachers, most

of whom were certified by US agencies. Although the

workloads of most of the Engl ish teachers were similar in

the number of preparations and courses for which they were

responsible, some of the Engl ish teachers taught courses

outside of the Engl ish departments. Teachers in low

enrol lment schools seemed to have heavier workloads than

teachers in schools with higher enrol lments. Most of the

English programs fol lowed printed curriculum guides, but

only a few had adopted instructional models. One major

similarity among the schools was that most of them had

assessed their Engl ish programs through self assessment or

accreditation in the last five years, and most of them were

accreditated by the Middle States Association of Schools and

Col 1eges.

Although most of the schools utilized American-publ ished

instructional materials, some of the schools reported

different processes for selecting instructional materials.

In al l programs of the study, teachers assigned writing at

least once a week. The l iterature component of most

programs utilized reading l ists which included a variety of
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literature. The outstanding achievement of English students

was recognized by annual awards and through publ ication in

school newspapers and literary Journals. Microcomputers

were used in about half of the schools--primari 1y in those

with high enrol lments and those with grades 7 through 9.

Most respondents credited students, faculty, and

administration as the major strengths of their programs. As

for weaknesses, there were very few specific weaknesses

reported for Engl ish programs. Most of the weaknesses that

were reported dealt with perceived weaknesses of the

schools, not with weaknesses specifical ly related to the

Engl ish programs (e.g., several schools in the low

enrol lment categories reported resources and faci l ities as

major weaknesses). The data on the Engl ish programs

revealed more positive statements than negative ones

Engl ish teachers. Most of the secondary programs in

NE/SA schools (79.59 percent) employed certified Engl ish

teachers. Though the large majority (70.94 percent) of

Engl ish teachers were certified by American agencies, many

of the schools employed Engl ish teachers certified by host

countries or by third countries. An analysis revealed that

American-certified teachers were employed by al l of the

schools except those which fol lowed only the UK curriculum;

in two of these schools, however, Engl ish teachers certified

by host countries were employed. Only schools in India and
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Iraq employed Engl ish teachers certified by the host

countries. The schools in the high enrol lment category

employed the most English teachers, and the highest

percentage of American-certified Engl ish teachers was in the

low enrol lment category.

The workload of NE/SA Engl ish teachers was found to be

simi lar among most of the schools. The majority of the

schools (87.87 percent) regularly assigned their Engl ish

teachers to teach more than four classes each day while

81.81 percent regularly required their Engl ish teachers to

plan for more than two different preparations. Over half of

the schools depended upon some of their Engl ish teachers to

teach subjects other than English. Four schools required

al l of their Engl ish teachers to teach subjects other than

English. These same four schools also required their

Engl ish teachers to teach more than four classes and prepare

for more than two classes each day; they were also

responsible for such extra duties as sponsoring yearbook,

newspaper, and student council. As three of these four were

in the low enrol lment category, there seemed to be a pattern

that in low enrol lment schools Engl ish teachers were

required to exceed what would be considered by American

standards as a normal working load.

Due to the wide range of school enrol Iments and numbers

of English teachers, the enrol lments in Engl ish classes

varied considerably in the NE/SA schools. Though enrol lment
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in English classes ranged from three to 33, no school

reported a higher class average than 22 students in an

English class. The average number of students enrol led in

Engl ish classes throughout the NE/SA region was 17 students,

below the number of 20 students recommended by the National

Counci l of Teachers of Engl ish.

Many of the Engl ish teachers were assigned out-of-class

responsibi l ities such as yearbook, newspaper, student

council, or various clubs such as speech, drama, and debate.

Few schools provided compensation for the extra duties

assigned to Engl ish teachers. The analysis did not reveal

any patterns which could be general ized to denote any

specific country, enrol lment category, or curriculum as

having more out-of-class responsibil ities for Engl ish

teachers or as compensating Engl ish teachers for their

out-of-class work in different ways,

English department leadership was found in less than

half of the schools. Most of these schools al lowed time

within the school day for the department heads to perform

administrative duties. Some of the schools which did not

have department leadership had as many as eight Engl ish

teachers. As a consequence of having few Engl ish teachers,

some schools did not need department heads; for example,

five of the departments which each had one Engl ish teacher

did not have department heads.
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Instructional resources. Al l but three of the schools

uti l ized some kind of guide for determining the content to

be taught in Engl ish classes. The most common were

curriculum guides developed cooperatively by teachers and

others in the schools. Several teachers depended upon the

teacher's manuals for textbooks used in their classes.

The analysis revealed that two of the three programs which

did not use curriculum guides had certified teachers, and

the teachers in two of the schools were regularly

superv i sed.

Of the few schools which had adopted instructional

models for their Engl ish departments, al l had adopted

Mastery Teaching. Only schools fol lowing the US curriculum

had adopted instructional models and these schools were in

either the high or the low enrol lment categories.

Approximately a third of the respondents—with various

categories of enrol lment, curricula, and grades--reported

that instructional models had been the subject of recent

staff development workshops. Because of the high turnover

rate of teachers in the overseas schools, it was expected

that more schools would have found the adoption of

instructional models as a means of reducing continuity

problems and of improving instruction.

Though a variety of textbooks was used in the different

schools, most of the textbooks were publ ished by American

firms. The most common text used for the teaching of
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grammar and composition was publ ished by Harcourt Brace

Jovanovich. The most frequently reported l iterature text

was published by Scott Foresman. As expected, the schools

with curricula other than the US curriculum were the ones

which did not use American-published instructional

materials.

When adopting new textbooks, most of the English

departments were provided sample copies of textbooks for

teachers to review before selecting books during

departmental meetings. Some schools reported that their

teachers were given the responsibi l ity of selecting their

own instructional texts, and others reported that

instructional materials were mandated by the administration.

Instructional programs. Writing and l iterature were the

two instructional areas emphasized by this study. The

schools were al l simi lar in that none of them reported that

writing was assigned less than once a week; more than a

third of the schools reported that writing was assigned more

than twice a week. The most often assigned types of writing

were expository, creative, free, journal, and writing

related to l iterature.

The l iterature component of the instructional programs

involved the use of novels, anthologies, and--for some of

the schools in India, Sri Lanka, and Greece—works by

writers from the host countries. Most of the schools used
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reading lists and over half of these included works of

adolescent literature in addition to standard classics.

Students in the NE/SA schools seemed to come into contact

with a rich sampl ing of l iterature, and as adolescent

literature was represented in the area, many of them were

exposed to literature written especial ly for them. The most

popularly read books included Lee's To Ki 1 1 a Mock inabi rri.

Golding's Lord of the F1 ies. Steinbeck's Of Mice and Men.

Salinger's Catcher in the Rve. London's Cal 1 of the Wi Id.

Herbert's Dune, and Zindel's The Pioman.

Evaluation of student work and recognition of

outstanding students. Most of the teachers in NE/SA schools

designed their own tests and exams to evaluate their

students in their classes. A few schools used exams

prepared by the school boards, English departments, or

outside agencies. Half of the schools administered

standardized achievement tests. Apart from the fact that

more schools fol lowing the UK curriculum used local ly made

competency exams than schools fol lowing other curricula, the

analysis did not reveal any patterns l inking grades,

countries, or enrollment with methods Engl ish teachers used

to evaluate their students' work.

The most common forms of recognizing the outstanding

achievement of Engl ish students were annual awards and

publ ication of student work. The data provided no patterns
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on which to form generalizations about the kinds of awards

given to students in grades nine through 12 or to students

in grades seven through nine.

Use of microcomputers. Less than half of the surveyed

schools used microcomputers in their Engl ish programs.

Those departments that used microcomputers did so for

various purposes, including the teaching of editing skil ls,

student publ ishing, bookkeeping, and dril l and practice of

grammar rules. More schools in the high enrol lment category

used microcomputers in their Engl ish programs than did

schools in other enrol lment categories.

Different curricula were represented by schools which

used microcomputers in their Engl ish programs. Although

most of these schools fol lowed the US curriculum, some of

the schools using microcomputers in their English programs

fol lowed the UK curriculum and the IB curriculum. Neither

of the two schools fol lowing the local curricula uti l ized

microcomputers in their Engl ish programs. More schools with

high enrol lments used microcomputers in the Engl ish

departments than schools with medium or low enrol lments.

The analysis also revealed that those programs which did not

use microcomputers were (with one exception) programs in

schools which included grades 7 through the final grade (10,

11, or 12). More schools with lower grades in their

secondary programs used microcomputers than did schools with
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upper grades or with composite (grades 7 through 12)

programs.

Use of local culture themes and materials. Most of

the NE/SA schools—schools in almost al l of the countries

included in the NE/SA region—included local culture themes

in their English classes, themes which concerned national

hol idays, rel igious days, folktales, and local myths. The

schools which used themes from the local cultures

represented al l of the categories of enrol lment, the types

of curricula, and almost al l of the combinations of grades.

Approximately a fourth of the schools used the l iterary

works of writers from host countries in their English

programs. These schools were in the countries of Greece,

India, Israel, Pakistan, and Sri Lanka. Al l of the schools

which uti l ized this resource included grade 12, included

works by host country writers on recommended reading l ists,

and fol lowed the US curriculum. Most of the schools

offering the IB curriculum also used this resource.

Strengths and weaknesses. The NE/SA schools were

similar in that most of them perceived their major strengths

as qual ified, experienced, and dedicated staffs; supportive

and effective administration; and intel l igent, industrious,

and enthusiastic students. Most of the schools indicated

several strengths. The independent and isolated nature of

some of the schools was also noted as a strength by some of



103

the schools. Because most of the schools were not part of

large bureaucratic systems, decisions could be made

efficiently and according to the peculiar needs of each

school. The analysis of the data did not reveal any clear

patterns relating the perceived strengths of the English

programs with curricula, enrol lment categories, or

countr i es.

Several simi larities existed among the schools

regarding perceived weaknesses. The major weaknesses

concerned lack of resources, indifferent communities, and

inadequate facilities—al l problems associated with the

total school and not Just the Engl ish program. Whi le none

of the schools indicated that the administration was a

weakness of their programs, six schools—most of which

perceived several strengths in their programs—did not

indicate any weaknesses. The only pattern evident from

comparison with data on curricula, countries, and enrol lment

was that more schools in the low enrol lment category

indicated lack of resources as a weakness than diet schools

in other enrol lment categories.

Some of the schools indicated that because their

English teachers had few opportunities to discuss

professional topics with teachers in other schools,

alienation from other schools was a weakness. Of major

concern to a few of the respondents who offered "other"

comments was the lack of continuity of their Engl ish
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programs. This problem was primari ly due to the transient

nature of the foreign-hired Engl ish teachers who relocate to

different schools and different countries after completing

their two-year contracts. Three of the schools which

indicated lack of continuity as a weakness were the same

schools which did not have curriculum guides and which did

not use instructional models for their English programs.

Noting fewer weaknesses than strengths, the respondents to

the survey held positive feel ings for their English

programs.

Unique features of Engl ish programs. Categories of

unique features which were described by approximately half

of the respondents were these: instructional practices,

school organization, staff, students, school curriculum, and

resources. Compared against the grades included in the

school programs, the categories of unique features revealed

that more schools with lower grades provided more class time

for language arts than schools in other categories of

grades. One respondent noted, "Each 7th grade student

receives 110 minutes of language arts per day." Another

respondent reported that students in their 7 through 9 grade

program receive "A double period of language arts and

wri t i ng."

Most of the data concerning the unique features of the

Engl ish programs in the NE/SA schools are congruent with the
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conclusion drawn from the review of literature that there is

great diversity among overseas schools. Though there were

similarites among the English programs, most of the English

programs in the NE/SA schools maintained a great degree of

individual ity.

Professional Concerns of Engl ish Teachers

Many similarities among the schools dealt with the

professional concerns of Engl ish teachers. Those schools

which employed foreign-hired English teachers recruited them

in simi lar ways and most of the foreign-hired Engl ish

teachers seemed satisfied enough to renew their contracts.

Most of the schools with several Engl ish teachers held

regularly scheduled departmental meetings; those programs

which did not hold regularly scheduled meetings had few

Engl ish teachers or held meetings whenever specific needs

required the attention of the Engl ish department.

Many of the NE/SA English teachers took university

courses and attended professional conferences in order to

upgrade their qual ifications. The highest percentage of

English teachers attending university courses was in the low

enrol lment category, and more English teachers attended

university Education courses than university Engl ish

courses. Most of the schools surveyed reported that some of

their Engl ish teachers had attended professional
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conferences. Though most of the schools subscribed to

professional journals, few of the Engl ish teachers held

membership in professional English teaching organizations

such as the National Council of Teachers of Engl ish.

Although there were different purposes for the

supervision of Engl ish teachers, most of the teachers were

supervised through observation and by the school principal.

Just as a few schools reported that Engl ish teachers were

not supervised, a few schools reported that their Engl ish

teachers were regularly and frequently supervised through

classroom visitations, conferences, review of teaching

materials, and progress reports.

Recruitment and retention of English teachers. There

were several simi larities among the NE/SA schools pertaining

to their methods of hiring qual ified English teachers. The

most common method of recruitment was for someone

representing a school to travel to the West to attend

recruiting fairs and interview interested appl icants. This

method was reported by most of the high and medium

enrol lment schools and a few of the low enrol lment schools.

No clear patterns concerning curricula and grades or the

certification status of Engl ish teachers were apparent.

In only a few schools did the personnel responsible for

the hiring of Engl ish teachers actively recruit individuals

who they knew were effective as teachers at other schools.
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In many cases Engl ish positions were fil led by qualified

individuals such as dependents of US Foreign Service

employees who lived in the area. In several situations

(mostly in the low enrol lment category) expatriate teachers

were considered local ly-hired if they were hired within the

host country.

Several similarities were revealed by the data on

contract extensions. While some of the respondents

indicated that foreign-hired Engl ish teachers never or

rarely extended their contracts, more than half of the

respondents reported that their foreign-hired Engl ish

teachers frequently signed up for contract extensions. The

implication is that most of the Engl ish teachers hired from

outside the country enjoyed their work and living conditions

wel l enough to extend their contracts.

Four schools indicated that their foreign-hired Engl ish

teachers rarely or never signed up for contract extensions.

These four were simi lar in that they al l fol lowed the US

curriculum, and three of the four included only grades 7

through 9 in their secondary programs. Few schools in the

low enrol lment category had Engl ish teachers who extended

their contracts, but there were no clear patterns which

showed a relationship among contract extensions, curricula,

and grades.

Several schools had no foreign-hired Engl ish teachers.

Most of these schools fol lowed the UK curriculum and more
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were in the low enrol lment category than in each of the

other two enrol lment categories. Al l of the schools which

did not have foreign-hired English teachers did employ

certified teachers.

The major general izations regarding contract extensions

of foreign-hired Engl ish teachers were the fol lowing: (1)

most of the schools which employed foreign-hired Engl ish

teachers had frequent contractural renewals; (2) fewer

schools in the low enrol lment category had frequent

contractural renewals than did schools in other enrol lment

categories; and, (3) most of those schools which did not

employ foreign-hired Engl ish teachers did employ certified

Engl ish teachers.

Engl ish department meetings. More than half of the

schools held regularly scheduled English department meetings

which met at least once a month. Some of the schools

reported that they did not have meetings because there was

only one Engl ish teacher in each of their departments; some

of the respondents commented that because of the smal l sizes

of their departments, their Engl ish teachers met almost

daily on an informal level to discuss various

English-teaching concerns. Most of those schools that did

have regularly scheduled meetings were in the high

enrol lment category and most of them held departmental

meetings at least once a month. Al l of the schools which
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fol lowed the IB curriculum held English department meetings

on a regular basis, usual ly once a month.

Enql jgh tg^cherg''—enrol lment in university courses and

attendance at conferences. A major simi larity of the NE/SA

schools was that Engl ish teachers in al l of the schools

seemed to participate in professional development

opportunities. Many of the 147 English teachers included in

this study had enrol led in univeristy Engl ish courses or

university Education courses within the two years prior to

the col lection of the data. The same number of schools was

represented by those teachers who had attended Engl ish

courses and by those teachers who had attended Education

courses. Approximately twice the number of teachers had

enrol led in university Education courses than in university

Engl ish courses. In the analysis there were no patterns

which l inked the teachers involved in taking either kind of

university courses with the curricula or grades of the

schools. More teachers from the high enrol lment schools

were involved but the highest percentage of teachers

enrol led in university courses was in the low enrol lment

category.

English teachers in most of the NE/SA schools attended

professional conferences. The highest number of schools

represented by teachers attending.conferences as wel l as the

highest number of teachers in attendance was in the high
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enrol lment category. There were no patterns in the analysis

which might suggest that more teachers with certifications

attended conferences or that more teachers from schools

fol lowing any particular curricula or having any particular

grades attended such conferences.

No patterns relating the accreditation status of the

schools with teachers' attendance in university courses or

at conferences were evident from the analysis. The only

generalizations that could be made from these data were (a)

teachers in most of the schools participated in professional

development opportunities, <b) more teachers enrol led in

Education courses than in Engl ish courses, and, (c) the

highest percentage of schools represented by teachers

participating in professional development was in the low

enrol lment schools.

Engl ish teachers' membership with professional

organ i zat i ons. The English departments were similar in that

most of them subscribed to professional Engl ish-teaching

journals. Few of them, however, belonged to NCTE (National

Counci l of Teachers of Engl ish). The enrol lment appeared to

be closely related to subscriptions to professional Journals

but not to membership in professional organizations. Whi le

most of the schools (regardless of grades and curricula)

with medium and high enrol lment subscribed to professional

Journals, few of the schools with low enrol lment subscribed
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to professional journals. No patterns relating grades,

enrol lment, certification, or school accreditation with

membership with NCTE were evident. Al l but one of the

schools that held membership with NCTE fol lowed the US

curriculum and in some cases the IB curriculum; one school,

however, fol lowed a local curriculum.

Because of the few activities and services provided for

overseas teachers by professional organizations and because

the schools may not have encouraged membership with

professional associations and subscription to professional

Journals, many Engl ish teachers in the NE/SA schools may not

have been informed of a variety of activities, developments,

teaching materials and methods of concern to them and their

professions. One respondent noted that the Enal ish Journal.

the major Engl 1sh-teaching Journal for secondary programs

published by NCTE, fai led to include articles of use and of

interest to English teachers in overseas schools.

Supervision of Engl ish teachers. Simi larly, most of

the Engl ish departments had some form of regular

supervision, and most of it was performed by the school

principal. In a few situations, the English department head

had a major role in supervision. The major simi larities of

the programs which did not have regular supervision included

the use of the US curriculum, grades 7 through 12, and low

enrol lments. As stated earlier, two of the three programs
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which did not fol low curriculum guides did have regular

supervision.

Two purposes were reported for supervision: to improve

the quality of instruction and to evaluate teacher

performance and effectiveness. Most of the schools reported

both purposes. A very smal l number of respondents indicated

that the purpose of supervision in their schools was only to

improve the quality of instruction. No clear patterns on

which to form generalizations about particular traits of

schools identifying purposes of supervision were evident

from the analysis.

The most common method of supervision in the English

programs was through observation. Some teachers were

evaluated on the basis of conferences and discussions;

others were supervised on the basis of their lesson plans.

Less than half of the Engl ish teachers were supervised with

the clinical model of a pre-observation conference fol lowed

by a data-col lecting observation and then a fol low-up

conference.

Recommendations

Recommendations for the Schools

The findings of this study led to several recommenda

tions for improvement of secondary English programs in
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schools in the NE/SA region. The recommendations which

fol low are congruent with suggestions and recommendations

included in various educational reform reports, research

studies, and publ ications of special ists in education.

1. Al l of the respondents to the survey Indicated that

Engl ish was a required subject in their schools, but the

number of semesters of English courses required for gradua

tion ranged from two to ten. For some schools the Engl ish

requirements for graduation should be increased. The

minimum preparation in Engl ish studies leading to high

school graduation should be eight semesters or four years of

dal ly classes (Boyer, 1983; Good)ad, 1984).

2. Many of the schools reported that their students

did not have opportunities to participate in dramatic

presentations, yearbook, newspaper, or other activities

related to the Engl ish classroom. Al l of the schools should

provide opportunities for students to participate in such

activities either as required courses, as elective courses,

or as extra-curricular activities.

3. Although most of the schools offered ESL courses

for students who were not native speakers of English, only a

third of the schools employed trained ESL teachers. It is

recommended that al l of the schools enrol l ing students who

are not proficient in Engl ish and whose native language is

not English have ESL programs and that they employ qualified
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ESL professionals to design and implement ESL programs that

meet the needs of their students.

4. Many of the schools reported that their students

who lacked reading ski l ls received remedial instruction in

reading. Few of the programs indicated that trained and

qual ified reading special ists were on their staffs. Al l of

the surveyed schools should have remedial reading programs

for students who lack reading ski l ls and they should employ

specialists trained in the teaching of reading at the

secondary level.

5. Some of the schools reported that Engl ish teachers

taught as many as six classes, taught subjects other than

Engl ish, had as many as six preparations, and taught as many

as 33 students in a class. In order for them to be able to

perform to their best without undue stress and pressure

caused by overload, secondary English teachers should be

responsible for no more than 100 students in no more than

four classes of secondary Engl ish with as few lesson

preparations as possible. This recommendation is in

accordance with the work of Boyer (1983), Sizer (1983), and

Cahen, et al. (1983). At the November 1976 Board of

Directors meeting, the National Council of Teachers of

Engl ish adopted the official pol icy recommending that the

maximum student load for Engl ish teachers should be 100

students and four classes (Applebee, 1977).
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6. In addition to their classroom teaching, many NE/SA

Engl ish teachers were engaged in such activities as

sponsoring literary magazines, yearbooks, school newspapers,

drama, speech, and debate clubs, and monitoring corridors

and lunch rooms. As this study concerns the teaching of

Engl ish, it is recommended that Engl ish teachers be exempt

from such time-consuming activities so that ful l attention

can be on the teaching of Engl ish. In order for extra

curricular activities to remain part of the school

offerings, parents and others in the communities should be

encouraged to participate in school yearbooks, newspapers,

l iterary magazines, various clubs and other activities.

According to Boyer (1983), teachers should not, under any

circumstances, be required to participate in any

non-instructiona1 activities such as monitoring hal lways,

lunchrooms, or recreational areas. Any Engl ish teacher

assigned to perform work other than the teaching of Engl ish

should receive adequate compensation.

7. Several of the schools which employed more than

three Engl ish teachers indicated that their Engl ish teachers

did not have a leader recognized as their department head.

It is recommended that al l departments with three or more

English teachers have one English teacher appointed as the

department leader and that leader should be released from

some classroom duties in order to pursue departmental

leadership functions.
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8. Eight of the schools indicated that their Engl ish

departments did not hold regular meetings and only scheduled

meetings whenever some need existed for Engl ish teachers to

meet. Research studies done by Little (1982) and Tye and

Tye (1984) discuss the importance of departmental meetings

in the context of col legial ity; these studies strongly

favor regular meetings for teachers to improve professional

relationships, share strategies, discuss students, and

interact on various departmental matters.

Al l Engl ish departments in the NE/SA schools which have

three or more English teachers should have regularly

scheduled departmental meetings as often as possible. Those

secondary English departments consisting of one or two

Engl ish teachers should arrange to meet with teachers in

other departments so that col legial ity among teachers can be

improved and so that teachers wil l have opportunities to

discuss professional concerns. Departmental meetings should

be used so that teachers can discuss curricular matters,

students, instructional methods and practices, and other

professional as wel l as social concerns.

9. It seems apparent from the findings (i.e., in at

least three of the NE/SA schools there were no curriculum

guides for their English programs, and teachers in twelve

schools rel ied upon teachers' manuals to guide their

teaching) and from the standing phi losophy of the National

Counci l of Teachers of Engl ish (1986), al l of the Engl ish
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teachers in the NE/SA schools should have access to detailed

curriculum guides. The curriculum guides should provide

continuity and prevent unnecessary repetition of

Instructional content and provide guides for new teachers

unfamiliar with the programs. Including the goals and

objectives of the secondary Engl ish programs, the curriculum

guides should detai l courses offered by the programs.

Instructional content of each course, materials used for

each course, and suggested schedules for teaching the

content. The development of curriculum guides should be a

continual process which Includes frequent assessment along

with such other stages as consulting, planning, schedul ing,

writing, and reviewing.

10. Few of the NE/SA schools Indicated that

Instructional models had been adopted by their English

departments, and several schools Indicated that continuity

was a weakness In their programs. In accordance with the

work of Goodlad (1984), Joyce and Wel l (1986), and Slzer

(1983), it is recommended that the English departments in

NE/SA schools investigate different Instructional models and

consider adopting models for Instructional purposes. The

use of teaching models could help al leviate some of the

problems caused by frequent teacher turnover (lack of

continuity) and by the lack of standardization In the

professional training Engl ish teachers In the NE/SA region

have undergone. The NE/SA schools, employing Engl ish
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teachers trained in various countries and fol lowing

different curricula, should provide opportunities for their

English teachers to become fami liar with different kinds of

teaching models.

11. It is recommended that each school should hold

regular staff development sessions in order to introduce

different instructional models and to provide opportunity

for teachers to practice the models before implementing them

in their classrooms.

12. The NE/SA Regional Office should coordinate

programs by which specialists in the use of various models

visit the schools for staff development sessions. The
\

Regional Office should also facilitate opportunities for

NE/SA teachers trained and experienced in using various

models to share their skil ls in the uses of models with

teachers in other schools in the region.

13. Although English teachers utilized several means of

evaluating their students' achievement, only half of the

English departments regularly used standardized tests to

diagnose student achievement. Approximately a third of the

schools reported that standardized tests were never used in

their Engl ish departments. Congruent with the

recommendations of Nation at Risk (1983), al l of the Engl ish

departments in NE/SA schools should diagnose student

achievement regularly. An evaluation system consistent with

school-wide goals and departmental objectives should be
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designed for each school. The evaluation systems should

util ize both exams prepared by teachers specifical ly to

evaluate students on the content covered in their classes as

wel l as objective, external exams to provide standards by

which students, teachers, and curricula can be measured.

14. Less than half of the NE/SA schools uti l ized

microcomputers in the Engl ish classroom. As the Col lege

Board EQual ity Project's Academic Preparation in Engl ish

(1985) and the reform report A Nation at Risk (1983) point

out, microcomputer technology exists in almost al l areas of

work and scholarship. Because of the extensive availability

of microcomputer technology, Engl ish teachers should become

fami l iar with the uses of microcomputers in the Engl ish

classroom. Al l NE/SA schools should provide microcomputers

for their Engl ish departments so that teachers and students

can use them for various purposes and at various times.

Ideal ly students and teachers should be able to use

microcomputers before, during, and after their classes. At

the high school level, teachers should especial ly teach

wordprocessing ski l ls. They should also learn to use

microcomputers for wordprocessing, for recordkeeping, and

for designing and preparing instructional materials.

15. Though several schools util ized materials and

themes from local cultures, it is recommended that al l

English programs in NE/SA schools expand their use of such

local resources as the works of local writers, lectures by
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distinguished, local citizens, performances of local

performing artists, and field trips to local l ibraries and

gal 1eries.

16. Among the weaknesses indicated by the schools were

comments regarding the isolation of English teachers. In

order to rectify this weakness, it is recommended that the

English teachers in the region have more opportunities to

meet with Engl ish teachers from other schools. The NE/SA

Office should coordinate programs for Engl ish teachers to

share instructional methods, ideas, and materials by way of

newsletters, conferences, workshops, and meetings for the

Engl ish teachers of different schools.

17. Though many of the schools subscribed to

professional English-teaching journals, few teachers held

membership in professional societies. The schools should

encourage Engl ish teachers to Join professional

organizations by paying fees, and they schools should

encourage active membership by providing time for Engl ish

teachers to prepare for conference presentations and

workshops, by sending delegates to professional conferences,

and by providing incentives for teachers to submit articles

for publ ication.

18. Based upon the findings, it is recommended that al l

of the NE/SA secondary English departments should have

specific goals and objectives which are reflected in the

teacher evaluation systems. Teachers should be evaluated as
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often as necessary to meet the objectives of their

evaluation systems. Moreover, supervision, with its major

purpose of improving instruction, should involve

administrators, department leaders, and other teachers in a

process that not only provides feedback to teachers but also

recommends and carries out plans for improvement. These

recommendations are in accordance with the work of Wise

(1984) and Alfonso and Goldsberry (1982).

Recommendations for Future Research

The findings of this study led to the fol lowing

recommendations for future research:

1. Further research should be done on the qual ity of

the secondary Engl ish programs in the NE/SA region. As this

study described some of the conditions under which Engl ish

was taught in secondary programs in the NE/SA schools, a

subsequent study which investigates the qual ity of the

Engl ish programs would in conjunction with this study

provide a comprehensive look at the secondary Engl ish

programs in NE/SA schools. Such a study might describe the

goals and objectives of the secondary English programs, the

content of the curricula, the processes and methods of

instruction, the uses of resources and faci lities, the

expectations teachers hold for students, student perfomance

on standardized tests, and the degree of satisfaction
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teachers have for their work and the degree of satisfaction

students have for their Engl ish studies.

2. Similar studies describing the secondary English

programs in other regions of the American overseas schools

should be conducted so that administrators, teachers,

curriculum planners, and other concerned parties wi l l have a

composite picture of the way English is taught in overseas

schools around the world.

3. The findings of this study should be compared to the

findings of similar studies done in other regions of

overseas schools.

4. Studies concerned with the problems involved with

the teaching of secondary school Engl ish in non-native

Engl ish-speaking environments should be conducted.

5. Studies should be conducted on the services and the

priority of such services that professional Engl ish teaching

organizations and other professional educational

organizations can provide for overseas schools.

6. A longitudinal study should be conducted to describe

the academic successes (or fai lures) of graduates of the

NE/SA schools who enter US institutions of higher education.

7. The methods of recruiting Engl ish teachers should be

investigated as wel l as the qualities of the schools which

retain more foreign-hired Engl ish teachers and which lose

more foreign-hired Engl ish teachers.
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8. The professional and personality characteristics of

Engl ish teachers who have frequently extended their

contracts should be researched.

9. A study investigating the impact of involving US

secondary English programs with the secondary English

programs of overseas schools should be conducted. The

involvement could consist of the sharing of instructional

methods, the sharing of knowledge about trends in teaching

Engl ish, and the sharing of materials. In short, a study on

Engl ish department pen pals could encourage mutual

development through sharing.

10. Studies should be conducted to assess the cognitive

and affective impact of the use of the l iterary works of

host country writers (or the translation of their works) on

students in English classes in overseas schools.



124

BIBLIOGRAPHY



125

BIBLIOGRAPHY

Adler, M. J. (1982). The oaldela proposal; An educational
manlfesto. New York: Macmi l lan Publishing Co., Inc.

Alfonso, R. J., & Goldsberry, L. (1982). "Col leagueship in
supervision." In Thomas J. Sergiovanni (Ed.),
Supervision of teaching (pp. 90-107). Association of
Curriculum and Development.

Ambrogi, R. E., Jr. (1984). On-going problems of American-
sponsored overseas school and the impact of micro
computer technology (curriculum). Doctoral disser
tation, University of South Carol ina.

Applebee, A. N. (1977). A survev of teaching conditions
in Enqlish. 1977. Urbana, Il linois: National Counci l
of Teachers of Engl ish.

Bel l , J., & Purcel l , A. (1986). Sixteen years of teaching
abroad: Reflections and insights. Enol ish Journa1.
75(3), 32-34.

Bennett, W. J. (1986). What works: Research about teaching
and learning. United States Department of Education.

Boyer, E. L. (1983). High school: A report on secondary
education in America. The Carnegie Foundation for the
Advancement of Teaching. New York: Harper Colophon
Books.

Bowyer, C. H., & Fox, B. B. (1984). Teaching overseas:
The Caribbean and Latin American area. Baranqui l ia,
Colombia: Inter-Regional Center for Curriculum and
Materials Development.

Cahen, L. S., Fi lby, N., McCutcheon, G., & Kyle, D. W.
(1983). Class size and instruction. New York:
Longman.

Cockrel l, F. 0. (1978). A model regional education
development center for Near East-South Asia Counci l of
Overseas Schools. Doctoral dissertation. University of
Arkansas.

The Col lege Board. (1983). Academic preparation for
gQl 1 : What students need to know and be able to
do. New York.



126

The Col lege Board. (1985). Academic preparation in
Enql igh: Teaching for transition from high school to
col 1ege. (1965). New York.

Crouch, M. (1981). Reference material for international
school?; A bibl iooaphv. (ERIC Document Reproduction
Service No. ED 193 784).

Draper, R. B. (1981). A profile of American overseas
schools with standards and guidel ines for a model
educational program. Doctoral dissertation. University
of Arkansas.

Faries, R. B. (1986). The Engl ish teacher's other duties:
An extended definition. Il linois Engl ish Bul letin.
7^(2), 2-7.

Fox, E. (1985, February). International schools and the
International Baccalaureate. Harvard Educational
Review. 55(1), 53-68.

Gardner, D. P. (1983). A nation at risk: The imperative
for educational reform. National Commission on
Excel lence in Education.

Glatthorn, A. A. (1980). A guide for developing an Engl ish
curriculum for the eighties. Urbana, Il l inois:
National Counci l of Teachers of Engl ish.

Goodlad, J. A Place cal led school: Prospects for the
future. New York: McGraw-Hi l l , 1984.

Gregory, T. B., 8. Smith, G. R. (1987). High schools as
communities: The smal l school reconsidered. Phi Delta
Kappa Educational Foundation, Bloomington, Indiana.

Hampel, R. L. (1986). The last l ittle citadel: American
high schools since 1940. Boston: Houghton Miff 1 in
Company.

Hanson, T. T. (1984). Incentives that attract principals to
overseas education and lead to organizational
commitment. Doctoral dissertation. University of
Wisconsin.

Howard, P. C. (1983). American-sponsored overseas schools:
A dissertation integration. Doctoral dissertation,
Texas A & M University.



127

The ISS directory of overseas school .s. (1986). Princeton,
NJ: International Schools Services.

Joyce, B. P., & Weil, M. (1986). Models of teaching. (3rd
ed.). Englewood C1 iffs: Prentice-Hal l , Inc.

Little, J. W. (1982). "Norms of col legial ity and
experimentation: Workplace conditions of school
success," American Educational Research Journal.
12<3), 325-340.

Lock ledge, A. (1985). Review of l iterature regarding
personnel serving in American sponsored overseas
schools. (ERIC Document Reproduction Service No.
ED 266 533.

Luebke, P. T. (1976). American elementary & secondary
schools abroad. Arl ington, VA: American Association
of School Administrators.

Luebke, P. T. (1973). American-sponsored overseas schools
assisted by the Office of Overseas Schools. In L.
Mathies and W. G. Thomas (Eds.), Overseas opportunities
for American educators and students: Perspectives and
possibi 1 i t ies. New York: Macmil lan Information.

McPherson, P. E. (1982). The nonpubl ic school abroad:
An international model worth emulating. NASSP
Bui letin. ̂ (452), 55-59.

Maher, A. (Ed.). (1975). Schools abroad of interest to
Americans (3rd ed.). Boston: Porter Sargent
Publishers.

Mathies, L. & Thomas, W. G. (1973). Overseas opportunities

for Ameripan educators ̂ Perspectives and possibilities.
New York: COM Information Corporation.

National Council of Teachers of Engl ish (1982).
Essentials of Engl ish: A document for reflection
and dialogue. Urbana, Il l inios.

National Counci l of Teachers of English (1986). Guidel ines
for the preparation of teachers of Engl ish language
arts. NCTE Stock No. 47305. Urbana, Il l inois.

National Counci l of Teachers of Engl ish. (1986).
Recommended Engl ish language arts curriculum guides.

K'lSi 1986. NCTE Stock No. 39515. Urbana, Il linois.



128

Natriel lo, G. <1984). "Teachers'' perceptions of the
frequency of evaluation and assessments of their efforts
and effectiveness." American Educational Research

Journal. 21<3), 579-595.

NE/SA directorv 1985-86. C1985). Attlkis, Greece:
The Near East South Asia Council of Overseas Schools.

NE/SA directorv 1986-87. <1986). Attlkis, Greece:
The Near East South Asia Counci l of Overseas Schools.

Nil sen, A. P., & Done 1 son, K. L. <1985). Literature for
today's vouna adults <2nd ed.). Glenvlew, Il linois:
Scott, Foresman and Company.

Orr, P. G., & Conlan, A. L. <1985, June). Fostering cross-
cultural understanding: A legal responsibil ity of
American school abroad. International Quarterly: The

Journal for and bv Overseas Educators. 53-56.

Orr, P. G. <1976). The American sponsored overseas school:
A research matrix. <ERIC Document Reproduction
Service No. ED117210).

Overseas American-sponsored elementary and secondary schools
assisted bv the U.S. Department of State. <1986).

Washington, D.C.: Department of State.

Powel l , A. G., Farrar, E., & Cohen, D. K. <1985). The
shopping mal l high school: Winners and losers in the

educational marketplace. Boston: Houghton Miff 1 in
Company.

Rushcamp, T. J. <1979). An examination of the problems
associated with the recruitment and retention of

American expatriate teachers In the Near East-South
Asia Counci l of International Schools. Doctoral

dissertation, Michigan State University.

Russel l, J. <1972). A descriptive study of the elementary
English language arts programs of American-sponsored
International schools. Doctoral dissertation. State
University of New York.

Rutter, M. <1983). "School effects on pupi l progress:
Research findings and pol icy Implications." In L. S.
Shu 1man & G. Sykes <Eds.), Handbook of Teaching and
Pol lev <pp. 3-41). New York: Longman.



129

Schober, J. K. (1977). A comparative study of selected
American-sponsored overseas schools: The relationship
of teachers' compensation to their qualifications and
retention. Doctoral dissertation. University of Alabama.

Sizer, T. R. (1984). Horace's compromise; The di lemma of
the American high school. Boston: Houghton Miff 1 in
Company.

Sizer, T. R. (1983, June). "High school reform: The need
for engineering." Phi Delta Kaopan. ̂ (6), 679-683.

Smith, W. L. (1986). Class size and Engl ish in the secondarv
school. National Council of Teachers of English.

Spady, W. G., and Marx, G. (1984). Excel lence In our
schools: Making it happen. American Association of

School Administrators and the Far West Laboratory.

Squire, J. R., & Applebee, R. K. (1966). A study of English
programs in selected hi oh schools which consistently

educate outstanding students in Engl ish (Cooperative
Research Project No. 1994). Urbana, Il l inois:
University of Il linois.

Thomas, W. G. (Ed.). (1974). American education abroad.
New York: Macmi l lan Information.

Tye, K. A., & Tye, B. B. (1984). "Teacher isolation and
school reform." Phi Delta Kapoan. ̂ (5), 319-322.

Vest, T. J. (1971). Selected personal ity characteristics of
the successful overseas school administrator. Doctoral

dissertation, Miami University.

Webster, S. (1984). Teach overseas; The educators^ world
wide handbook and directory to international teaching

in overseas schools, col leges, and universities. New
York: Maple Tree Publishing Company.

Weeks, A. E. (1982). The Dhahran Academy: A case study
(Saudi Arabia). Doctoral dissertation. The University
of Utah.



130

Wil lingham, W. W. (1985). Success in col lege; The role of
personal qual ities and academic abi l ity. New York:
Col lege Entrance Examination Board.

Wise, A. E. (1984). Teacher evaluation: A study of
effective practices. The Rand Corporation.

Zisenwine, D. (1982). American curriculum abroad.
Educational Leadership. 39(6), 416-419.



131

APPENDICES



132

Appendix A



133

THE UNIVERSITY OF TENNESSEE

KNOXVILLE

College of
Education

Curriculum and

Instruction

November 25, 1986

English Teachers
c/o Administrators of 39 Overseas Schools
Near East South Asia Region

Dear English Teacher:

I hope you can participate in my dissertation on the status of secondary
English teaching in Near East/South Asian overseas schools. Because I,
too, have taught English in overseas schools (in Iran, in Saudi Arabia, and
in Pakistan), I know how busy you are. I really appreciate your
willingness to help me.

What I intend to do is to compare all the NE/SA schools' English programs
with each other and with external criteria (e.g., recomendations set by
NCra and other professional organizations). A summary of the findings of
this study should provide an information base for future decision—making by
curriculum planners, evaluators, administrators, and teachers in the NE/SA
region and can be shared with you and your school.

Please do not feel that you must identify yourself. The specific
information you provide about your school's English program will remain
confidential; only the general findings will be shared with the schools in
the NE/SA region, with the NE/SA regional office, and with other interested
organizations.

When you complete the questionnaire, please return it to me in the enclosed
self-addressed envelope by January 15, 1987. To cover postage, I've
enclosed $2.(X). The return of the completed questionnaire will indicate to
me that you consent to my using the information as part of my study.

I sincerely thank you for your participation,
not be able to complete my dissertation.

Sincerely yours.

Without your help I would

John R. Aydelott
Graduate Assistant

P.S. If you would like a copy of the results, please be sure to answer
question 65.

301 Claxton Educarion Building/Knoxville, Tennessee 37996-3400/(615) 974-3165
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THE UNIVERSITY OF TENNESSEE

KNOXVILLE

College of
Education

Curriculum and

Instruction

November 25, 1986

39 Different Overseas School Administrators
Overseas Schools

Near East/South Asian Region

Dear Administrator:

Following up on my previous correspondence with you, I have enclosed a
copy of my questionnaire for secondary English programs in NE/SA
schools; I have also enclosed an addressed envelope and money for
return postage. Please give the enclosed materials to the teacher
(preferably an English teacher and even more preferably the English
Department Head) who will complete the questionnaire and return it to
me. I greatly appreciate your school's participation in my research
project and look forward to learning more about your English program.

Last spring, during the initial stages of my dissertation, I wrote to
Dr. Stanley Haas, Executive Director of the NE/SA Council, to ask for
approval to survey the NE/SA schools. In a letter dated May 13, 1986,
Dr. Haas confirmed that the NE/SA Board of Directors had approved my
proposal. I have agreed to share the general results of my study with
the NE/SA office as well as with all participating schools. The
National Council of Teachers of English is also interested in learning
about the English programs in overseas schools.

Thank you for your assistance and cooperation,
your effort and apologize for the bother.

Sincerely yours.

I do appreciate all

John R. Aydelott
Graduate Assistant

enclosures

301 Claxton Education Building/Knoxville, Tennessee 37996-3400/(615) 974-3165
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THE UNIVERSrrY OF TENNESSEE
KNOXVILLE

College of
Education

Curriculum and
Instruaion

November 3, 1986

39 Different Overseas School Administrators

Overseas Schools

Near East/South Asia Region

Dear Administrator:

Please consider this a letter of introduction for a research project
vihich I am conducting in the NE/SA region. For my doctoral
dissertation, I plan to collect information on the way English is
taught at the secondary level in NE/SA schools; the information which
I collect from your school will be compared with information from
other schools in the NE/SA area and with "typical" secondary English
programs across the US

In approximately two weeks, I will be sending to your school a packet
containing a survey questionnaire with instructions. Please assign
one of your English teachers (preferably the English Department
Coordinator) to fill out the questionnaire vdiich should take about
forty-five minutes to complete.

If you can spare a copy of your school's handbook, English curriculum
guides, and/or any general or specific information about your school's
secondary English program, I would greatly appreciate having it.

Thank you for your cooperation and assistance,
from me soon.

You will be hearing

Sincerely,

John R. Aydelott
Graduate Assistant

301 Claxton Educarion Building/Knoxville, Tennessee 37996-3400/(615) 974-3165
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THE UNIVERSITY OF TENNESSEE
KNOXVILLE

January 26, 1987

College of
Education

Curriculum and
Instruction

Administrators of Schools Who Did Not Respond
to the Earlier Couniunication

Overseas Schools

Near East South Asia Region

Dear Administrator:

Though I realize that you and the teachers in your school are very
busy, 1 really would appreciate someone from your school helping me
with my research on the way English is taught in secondary programs in
NE/SA schools. For my study, secondary includes middle or junior high
school as well as high school.

If your school has already responded to my questionnaire which was
sent to you in late November, please accept my gratitude for your
assistance. I look forward to receiving your response. If your
school has not yet responded, I would like to ask you to have someone
complete the enclosed questionnaire and send it back to me by February
28, 1987. To date, I have received responses from over 50 percent of
the NE/SA schools. Your participation will make my study considerably
more significant.

Thank you for your cooperation and assistance.

Sincerely yours.

John R. Aydelott
Graduate Assistant

enclosures

301 Claxton Education Building/Knoxville, Tennessee 37996-3400/(615) 974-3165
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SURVEY OF SECONDARY ENGLISH PROGRAMS
IN NEAR EAST SOUTH ASIAN INTERNATIONAL SCHOOLS

General Instructions

1. Please describe your secondary Engl ish program:
grades 6 (only if grade 6 is excluded from the
elementary program), 7, 8, 9, 10, 11, and/or 12.

2. Please answer al l items as completely as possible
If an item does not apply to your school's
program, write "n/a."

3. Wherever appropriate, add additional information
If necessary attach extra pages.

4. Enclose copies of curriculum guides, handbooks,
departmental goal statements, reading l ists, etc.
if they are avai lable and you bel ieve they would
be useful for me.

5. If it wi l l help you to make your information more
accurate, please feel free to get information from
the Administration or Counseling Office.

Enter checks or the correct numbers in the appropriate
spaces below:

1. What grades are included in your secondary program?

grades 7- 12 grades 7-9

grades 6-8 grades 6- 12

other (please specify grades below)
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2. Percentage of last year's graduates going to col lege this
year :

in the States: %

in the host country: %

in a country other than the
US or the host country: %

3. Semesters of senior high school Engl ish required for
graduat i on:

semesters

4. Number of teachers in English department:

5. Number of ful l-time Engl ish teachers:

6. Number of teachers with teaching assignments other than
Engl ish teaching:

7. How often are Engl ish teachers assigned other subjects
(e.g., math, art, social studies, etc.) to teach?

never rarely sometimes regularly

8. How often are Engl ish teachers assigned more than four
classes per day (including classes in other subjects)?

never rarely sometimes regularly

9. How often do Engl ish teachers have more than two
different preparations per day?

never rarely sometimes regularly
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10. Number of students in English classes:

average maximum minimum

11. Number of English classes with the fol lowing enrol lments

grades: 6 7 8 9 10 11 12

above 20

11 -20

be 1ow 11

12. What is the average length of class periods?

^mi nutes

13. Number of instructional periods in the school day:

14. Indicate whether the fol lowing are offered as electives,
as extra-curricular activities, as part of required
courses, or not offered:

extra- not

elective curricular required offered

yearbook

newspaper

dramat i c

presentat ions

15. Indicate whether the fol lowing out of class responsi
bi l ities are never assigned to Engl ish teachers <1),
assigned with extra pay (2), or assigned without extra
pay (3):

yearbook newspaper

student council speech or drama clubs

corridor duty lunch duty

chaperoning other (please specify)
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16. Number of English teachers with

US teaching certification

host country teaching certificate

third-country teaching certificate

no teaching certificate

teachers

teachers

teachers

teachers

17. Number of English teachers who within the last two years

completed a col lege English course

completed a col lege Education course

attended an English teaching conference
or workshop

participated in an Engl ish teaching
conference or workshop

teachers

teachers

teachers

teachers

18. How are English teachers usual ly recruited? (check
any which apply)

Someone representing the school (e.g., the
Superintendent, a Principal, etc.) travels
to the West to attend recruiting fairs.

Applications are received in the mail and
decisions are made on the basis of the

applications, not on interviews.

Appl ications are received in the mai l and the
appl icants are requested to visit your school
for interviews.

The person responsible for hiring English
teachers learns of effective English teachers
in other schools and actively recruits those
teachers for jobs with your school.

Other (please explain below)
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19. How often do foreign-hired English teachers sign up for
contract extensions?

never rarely sometimes frequently

20. Does your school subscribe to one or more professional
Engl ish-teaching journals?

yes no

21. Do any English teachers on your staff belong to NCTE?

yes no

22. If yes, does your school pay membership fees?

yes no

23. Do Engl ish teachers meet for regularly scheduled
department meetings?

yes no

24. If yes, how often are the meetings scheduled?

once a week every two weeks

once a month once a quarter

25. If Engl ish teachers do not meet regularly, how are
meetings scheduled?

whenever the department head wishes to
schedule meetings

whenever a problem arises which needs the
attention of al l Engl ish teachers

other (please explain)
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26. Are teachers regularly supervised in their work
(including classroom visits)?

yes no

27. If yes, indicate whether each of the fol lowing
plays no role (1), a minor role (2), or
a major role (3):

Superintendent Principal

Instructional Supervisor Vice-Principal

English Department Coordinator

other (please specify)

28. If there is supervision in your school, what
is its purpose?

to improve the qual ity of instruction

to evaluate teacher performance and
effect i veness

both the above

29. Briefly describe the method(s) used by the person or
people responsible for instructional supervision and
comment on the qual ity of the supervision.

30. Is the Engl ish department head given time out of class
for supervisory and/or administrative responsibi l ities?

yes no
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31. Do correspondence courses constitute any portion of the
instructional program for students in the secondary
school?

yes no

32. If yes, please describe:

33. Which of the fol lowing best describes the basic guide
for the secondary English program?

Curriculum guide devised by the administration
and/or School Board

Curriculum guide cooperatively developed by
teachers and others in the school

Curriculum guide developed by another school or
group and adapted for your school^s use

Teacher's manuals for the textbooks used

No printed basic guide is available

Other (please describe below)

34. Has your program undergone an evaluation (e.g., an
accreditation study, a self assessment, etc.) in the
last five years?

yes no don't know

35. If yes, briefly describe the process fol lowed and
comment on the extent to which the results were
used to revise the curriculum.
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36. If your program has adopted a series of textbooks,
identify the publ ishers:

for grammar:

for 1i terature:

for composition:

other:

37. Briefly describe below the way these publ ishers were
se1ected.

38. Has your school or department adopted a particular
instructional model (e.g.. Mastery Teaching, Mastery
Learn i ng)?

yes no

39. If yes, please identify the model and comment
below on its use.

40. Has this or other models been the subject of
recent staff development workshops?

yes no
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41. Indicate whether each of the fol lowing methods of
evaluating student progress Is never used (1), sometimes
used (2), or regularly used (3) by your department:

final exams constructed In whole or In part
by the department

final exams constructed by Individual teachers

standardized tests admlnlsteared to al l
students In a given grade

competency tests developed local ly

42. Does your school offer AP Engl ish?

yes no

43. What percentage of students took the exam last
year?

students

44. Does your school have an ESL program separate from the
Engl Ish department?

yes no

45. If yes, how many secondary students are
In the ESL program?

students

46. Are regular classroom English teachers trained to teach
ESL In their regular classrooms?

yes no
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47. Are special provisions made for remedial reading
instruction for students who are more than a year below
expected reading achievement level?

yes no

48. If yes, where is the remedial instruction given:

in the classroom by the classroom teacher

in the classroom by a reading special ist

in a special reading room by a reading
specialist

in summer reading programs

other (please specify below)

49. How does your school recognize the outstanding achieve
ments of students in Engl ish?

50. How frequently is writing usual ly assigned by Engl ish
teachers?

more than two times a week

one or two times a week

once every two weeks

other (please explain)
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51. In so far as you know, what kinds of writing are
students assigned to do (check al l which apply)?

journal writing creative writing

essay exams expository writing

note taking in class free writing

writing related to l iterature study

other (please describe)

52. Are microcomputers used in the Engl ish classrooms?

yes no

53. If ves. for what purpose(s) are they used (check
al l wh i ch app1y):

for dri l l and practice of grammar rules

for teaching editing skil ls

for student publ ishing (e.g., student
newspapers, newsletters, or literary
magaz i nes)

for keeping teachers'' records

for developing instructional materials

for playing games and simulations

other (please describe)
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54. Are local culture themes used in the Engl ish classrooms?

yes no

55. If yes, identify the kinds of themes used:

folktales

local myths

biographies or stories of local heroes

national festivals

rel igious days

other (please comment)

56. Are there recommended reading l ists for the secondary
Engl ish program?

yes no

57. If yes . . .

Are writers from the host country represented
on the 1 ists?

yes no

58. Is adolescent l iterature (works such as S. E. Hinton's

The Outsiders. Paul Zindel's The Pioman. and

Robert Cormier's The Chocolate War, written

especial ly for adolescents) included on the l ists?

yes no
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59. Identify five of the most popular books read by high
school students.

60. What is the approximate number of total library books
available in central and classroom l ibraries?

total 1 ibrary books

61. Of the total number of l ibrary books, what is the
approximate percentage of:

reference books

non-fiction resource books

fiction books

62. What do you feel are your program 's greatest strengths?

qual ified, experienced, and dedicated
instructional staff

supportive and effective administration

interested and involved community

rich cultural environment

intel ligent, industrious, and enthusiastic
students

other (please specify below)
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63. What do you feel are your progranr's greatest weaknesses?

lack of resources—inc1udlng money, wel l-
qualified teachers, teaching materials,
aids, etc.

inadequate faci1ity--inc1uding buildings,
classrooms, play areas, etc.

insupportive administration—including
School Board, Superintendent, Principal,
Department Heads, etc.

indifferent community—parents and others
do not seem to care about the education of
students

other (please specify)

64. What features of your Engl ish program are unique to your
school?
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65. A summary of the findings wil l be sent to your school
If you personal ly would l ike a separate copy, provide
your name and address in the space below.

Mr./Ms./Dr.

address:

Though I have burdened you with a long survey (and I do
again thank you for your help), I would appreciate any
additional written commentary you feel might be helpful to
me. Notes about present or anticipated problems, about
l ikely changes, about, real ly, anything at al l wil l provide
me a useful, personal flavor. I do appreciate your help.

Please be assured that, even if you provided your name
in question #65, your responses, in the summary and in the
questionnaire, wil l be kept completely confidential.

Thank you again.
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VITA

John Robert Aydelott was born in Centervll le,

Tennessee, on February 6, 1953. He attended the local

elementary, junior high, and high schools and graduated from

Hickman County Senior High School in May, 1971. He enrol led
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