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The purpose of this study is to discover if there exists 

a difference between the perceived roles and functions of 

intensive English program (IEP) directors and what they 

actually are. The study is a partial replication of Matthies 

(1983). A total of 46 subjects participated in a nation-wide 

survey which asked the respondents to rate the importance of 

functions and skills in good job performance and in self-

assessment of ability. The findings indicated that IEP 

directors rate the activities associated with administration 

higher in importance than teaching skills, yet rate 

themselves better at teaching overall. Additionally, the 

respondents have more and higher degrees in Linguistics and 

Applied Linguistics than previously seen by Matthies (1983). 
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CHAPTER I 

INTRODUCTION 

The consequences of how an administrator performs 

his job are evident in the people around him: their 

sweat, their smiles and glares, and the quality 

and quantity of their visible output... This is a 

territory we need to know as a whole, but must 

study in abstracted parts (Ready, 1967. p. 47) 

This thesis addresses the changing descriptions of 

Intensive English Program (IEP) directors. As defined by the 

Institute of International Education, the purpose of an 

intensive English program is "...to develop and strengthen 

the English skills of persons whose native language is not 

English, usually in preparation for pursuing an academic 

program..." (01Driscolle, 1989, p. 202). The concept of the 

intensive English language program developed from the Army 

language schools of World War II "where personnel were 

trained intensively in small classes to read or speak foreign 

languages for ...specific purposes" (Matthies, 1983, p. 2). 

After the war, private language schools such as Berlitz 

adapted this intensive method. Since World War II, the 

greatest spread of intensive English schools in the U.S. has 



been on college and university campuses (Scully, 1981 and 

Sharp, 1984). Administrators of IEPs have been partially 

described and studied in educational journals in the last 

forty years, but no extensive survey of the characteristics 

of IEP directors has been performed in the time since 

Matthies (1983). 

Purpose 

The purpose of this thesis is to discover if there 

exists a difference between the perceived roles and functions 

of intensive English program directors in the United States 

and what they actually are. The intent of the present 

research is to perform a partial replication of the Matthies 

(1983) study. I will use both my own research and that of 

others to determine, first, the characteristics of IEP 

directors as reported ten years ago, and then how the 

directors characterize themselves today. I will further 

discuss some of the findings in order to determine if 

differences occur, and if they do, analyze why the changes in 

the roles and functions have, indeed, changed. 

Scope and Limitations 

The study was conducted in the form of a survey that was 

mailed to directors of IEPs in the United States. The 

respondents who participated in the study comprise a self-

selected sample and participated on a wholly volunteer basis. 

Additionally, the number of respondents affected the scope of 



the study; there were 46 usable returned surveys. Therefore, 

the results of the survey are not necessarily indicative of 

all intensive English program directors, but only apply to 

the respondents in this study. All further comments about 

IEP directors should be interpreted as applying only to the 

sample included in this survey. The results and findings are 

applicable to directors of ESL programs which offer intensive 

instruction and should not necessarily be extended to 

programs offering non-intensive instruction since that group 

was, by definition, excluded from this study. 

Overview of Remaining Chanters 

Chapter II is the review of literature relevant to this 

study. It is comprised of subsections on the duties and 

responsibilities of administrators, a description of 

administrator skills, and the characteristic rankings of 

administrators. Additionally, Chapter II includes Hypotheses 

for the current study. 

Chapter III, Method, is a description of the entire 

research design, subjects, materials, and procedures of 

instrumentation. 

Chapter IV, Results, is a detailed description from the 

survey. The chapter includes the results of Section I on the 

director's job description, Section II on the director's 

roles, and Section III on the intensive English program. 



Chapter V, Discussion, is an interpretation of the 

findings, and suggestions for further research. 



CHAPTER II 

REVIEW OF LITERATURE 

The present chapter summarizes the literature pertaining 

to academic administrators. For the last twenty years, 

researchers have been searching for ways to explain, 

describe, and (in many cases) label academic administrators 

and managers. For the purposes of this thesis, the literature 

has been organized into three types of studies that have been 

performed pertaining to the administrators: The Duties and 

Responsibilities of Administrators, A Description of 

Administrator Skills, and The Characteristic Rankings of 

Administrators. 

The Duties and Responsibilities of Administrators 

In order to examine the duties and responsibilities of 

department heads, Weaver and Gordon (1979) developed a study 

to measure the level of administrator competency with regard 

to the perceived importance of relevant leadership 

responsibilities. Weaver and Gordon (1979) found that the 57 

secondary social studies department heads in the study 

considered the following to be most important for their jobs, 

in descending order of importance: human relations, 

educational planning, and staffing management. The 

department heads, however, felt that they were less competent 



than they would like to be in fulfilling these leadership 

responsibilities. 

Shoemaker (1980), in his dissertation, examined the role 

of department and division chairpersons in the community 

college system of Georgia with the purpose of identifying 

common duties and responsibilities. The subjects in the 

survey were full-time faculty members, division/department 

chairpersons, and academic deans of 15 two-year colleges in 

the college system in Georgia. The chairpersons were given a 

series of managerial responsibilities and duties in the form 

of a questionnaire and asked to rank the functions in order 

of importance. Shoemaker (1980) found the following were 

considered most important as managerial activities (in the 

order of importance): preparing the division budget, 

overseeing budget allocation, resolving conflicts between 

divisional faculty and administration, and reviewing 

statistical data on the division to evaluate the division's 

effectiveness (Shoemaker, 1980). Shoemaker devised an 

outline of the common duties and responsibilities of the 

college chairpersons, but he concluded that the chairperson's 

job is made more difficult because they must serve both 

faculty and administrators, complicating their jobs by 

forcing them to choose between what they felt was most 

important and their responsibilities to their superiors. 

Reasor (1981) was also interested in the duties and 



responsibilities of academic administrators. His purpose 

was to perform an analysis of the administrative styles of 

ESL administrators in colleges and universities in the United 

States. His study worked not to identify the duties and 

responsibilities of administrators, but to analyze them using 

Mary K. Reddin's Educational Administrative Style Diagnosis 

Test (EASDT). Reasor (1981) included the administrators from 

different types of ESL programs in the United States 

including both proprietary and non-proprietary institutes. 

With only a 27% response rate, Reasor1s results showed a very 

dismal view of ESL administrators. Using the EASDT, Reasor 

found that the administrators were "ineffective" in 62% of 

the cases with both a "low concern for people and a low 

concern for tasks in their organizations" (p. 87). Reasor 

indicated that the results showed that no previous group of 

educational administrators had ever scored so poorly on the 

EASDT. The study found that 53% of the respondents did not 

show a "Dominant Administrative Style" by their responses. 

Reasor concluded that ESL administrators did not have enough 

experience in administration and were not good administrators 

in general. 

In the same year that Reasor (1981) came out with his 

study, the National Association for Foreign Student Affairs 

(NAFSA) outlined policies for international educational 

interchange, including the duties and responsibilities of ESL 



administrators. NAFSA states that its policy "...advocates a 

set of standards that will guide and direct the effective 

execution of responsibilities in international student 

education by competent and well-trained professional or 

volunteer staff..." (NAFSA, 1981, p. 2). The policy 

specifies that the obligations of the administration include 

planning, evaluation, and staffing. According to NAFSA, 

planning and evaluation mean that: 

Administrators must assess the needs in their 

areas of responsibility; make adequate plans to 

meet these needs; provide necessary leadership 

in carrying out the plans successfully; avoid 

duplication; assure coordination of services; 

make periodic reports; and evaluate their total 

programs, (p. 12) 

The policy specifies that staffing means that "administrators 

must select the most competent people available for staff 

responsibilities..." (NAFSA, 1981, p. 12) and must provide an 

adequate orientation for them. 

Similar to the guidelines proposed by NAFSA in 1981, 

O'Driscolle at the Institute of International Education 

proposed a more detailed description for university and 

college intensive English programs. O'Driscolle noted: 

The director of the program should have at least 

an MA degree in linguistics, applied linguistics, 



or TESL/TEFL, or an equivalent (which may be 

defined as a minimum of two years experience in 

ESL/EFL, either in the U.S. or in a binational 

center or comparable academic agency outside the 

U.S.). The director should have administrative 

experience or training, (p. 23) 

O'Driscolle (1989) further stated that the director or 

administrator of an intensive English program should have 

principal commitments to the program and preferably would 

have overseas experience teaching or in administration. 

O'Driscolle comments that the standards listed by TESOL also 

recommend at least a master's degree with a concentration in 

ESOL and experience in administration and supervision 

(O'Driscolle, 1989, p. 25). 

A Description of Administrator Skills 

Rather than trying to affix any type of specific job 

label on the person, Katz (1974) examined descriptions of 

chairpersons and administrators in terms of skills, not 

duties and responsibilities. Specifically, Katz was 

interested in the skills that an effective administrator must 

have in order to be successful. Katz defines a skill as "an 

ability which can be developed, not necessarily inborn, and 

which is manifested in performance, not merely in potential" 

(p. 91). Katz outlines three major categories that he feels 

are essential for an administrator to have: a) technical 
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skills, b) human skills, and c) conceptual skills. Technical 

skills imply "an understanding of, and proficiency in, a 

specific kind of activity, particularly one involving 

methods, processes, procedures, or techniques" (p. 91). 

According to Katz, a technical skill would be knowing how to 

run a machine or use a computer. A human skill has more to 

do with communication and is the "ability to work effectively 

as a group member and to build cooperative effort within the 

team he [the administrator] leads" (Katz, 1974) . A person 

who has good human skills is aware of how his attitudes and 

beliefs affect others and is able to see the usefulness and 

limitations in those feelings and beliefs. The third skill 

that Katz attributes to effective managers is the conceptual 

skill: 

... Conceptual skill involves the ability 

to see the enterprise as a whole; it includes 

recognizing how the various functions of the 

organization depend on one another, and how changes 

in any one part affect all the others; and it 

extends to visualizing the relationship of the 

individual business to the industry, the community, 

and the political, social, and economic forces of 

the nation as a whole, (p. 93) 

Katz notes that conceptual skills are essential in the 

effective coordination of all of the other various parts of a 
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business or organization. The conceptual skills of an 

administrator are used to set the tone for, and can 

ultimately determine the future of, the organization. 

Katz mentions that while the three skills are listed 

separately, in practice these skills are so closely 

interrelated that it is often difficult to determine where 

one skill ends and the other begins. Katz does however 

attempt to differentiate between the importance of these 

skills. He claims that technical skills are at the core of 

all the other skills and should be the most basic skill for a 

manager. Katz says that human skills are next in importance 

because they communicate that which is essential in working 

with others. Finally, Katz (1974) posits that conceptual 

skills are the most important for managers because having an 

overall vision for the organization and possessing the 

ability to implement needed changes leads to effective job 

performance (for more information on the descriptions of 

administrator skills see Carroll, 1974 and Newell, 1978). 

The Characteristic Rankings of Administrators 

Siever, Loomis, and Neidt (1972) surveyed the faculty 

and administrators of two land grant universities in an 

attempt to determine the characteristics of effective 

departmental chairpersons. Siever et al. (1972) found that 

there was a tendency among all of the participants to agree 

on which chairperson characteristics were most important and 



12 

least important. The personal characteristics ranked as the 

most important were "the ability to think decisively and to 

take action, to consider the department needs in the broader 

context of the total university, and to be interested in the 

needs of the students" (p. 407). The personal characteristics 

ranked least important were "being highly identified with 

one's academic specialty, identifying oneself as one of the 

faculty, first among equals, and making strong and positive 

impressions on people" (p. 407). The characteristics ranked 

lowest were all associated with responsibilities outside the 

department and, therefore, seemed to emphasize the 

chairperson's role as being centered within the department 

itself. In the end, Siever et al. were left wondering if 

there was only one set of characteristics that could be used 

to assist a chairperson in the execution of the job. In other 

words, they asked if a set of standardized characteristics 

was really correct. Siever et al. concluded that perhaps the 

leadership needs of the chairperson position would be better 

served if individual differences of each person were applied 

to fit the particular situation of a department. 

Jennerich (1981) conducted a study in the form of a one 

page questionnaire to determine "...what skills chairpersons 

thought important for the performance of their duties...." 

(p. 49). In the study, department chairpersons ranked the 

competencies that they felt were most necessary for their 
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positions. The study found that the chairpersons thought 

"character/integrity" was the most important quality for a 

chairperson to possess. The characteristics next in 

importance were (a) leadership ability, (b) interpersonal 

skills, (c) ability to communicate effectively, (d) decision-

making ability, and (e) organizational ability. Jennerich 

(1981) found that "...the four highest ranked competencies 

all deal with personal and interpersonal competencies rather 

than purely managerial ones" (p. 51). This finding is 

contrary to the notion presented by Katz (1974) who believed 

that conceptual skills, or managerial skills, were the most 

important leadership skills to have. The fact that personal 

and interpersonal skills were ranked so highly indicates that 

the managers in Jennerich (1981) felt that character and 

integrity or human skills (to use Katz's (1974) terminology) 

were more important for their jobs. 

As part of the growing trend toward characterizing the 

positions of educational administrators, Sergiovanni (1980) 

wrote a book meant to be a guide for effective leadership in 

a department. Sergiovanni listed many of the characteristics 

he felt were essential for the administrator's job and was 

one of the first since Weaver and Gordon (1979) to discuss 

the seeming gap between what an effective administrator 

should do and what they feel they are good at. Sergiovanni 

stated that "...competencies are descriptions of tasks and 
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performances that are considered essential for successful 

implementation of a given role" (p. 12). 

In 1982, Barbara Matthies began her study of the 

characteristics of Intensive English Program Directors as 

part of her dissertation. The primary aim of her study was 

to have a "...descriptive study which could provide an 

empirical data base upon which to develop more specific 

guidelines and evaluation procedures [for IEP directors]" (p. 

3). Matthies examined several dimensions of administration 

including role conflict and ambiguity, stress and 

dissatisfaction, educational background, and the need for 

further training. Of the IEP directors in the United States 

surveyed, 52.8% of the surveys returned were usable. 

Matthies (1983) showed a very different idea of IEP 

directors from that previously proposed by Reasor (1981). In 

what became the core of her study, the respondents from IEP 

programs in the United States commented on the relative 

importance of various administrative duties and their self-

assessment of these responsibilities and duties. Matthies 

(1991) found the following were rated most important for a 

director in descending order: 

1. Communicating effectively across cultures 

2. Maintaining an environment conducive to 

learning 

3. Developing a staff "team" 
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4. Managing available time efficiently 

5. Evaluating the program's needs 

6. Effectively anticipating problems, changes, 

conflict 

7. Keeping adequate records 

8. Maintaining enrollments: recruiting new 

students 

9. Formulating long-range plans for the program 

10. Managing crises effectively 

The respondents rated themselves differently in self-

assessment on those same responsibilities and duties, also 

listed in descending order: 

1. Teaching courses within the ESL program 

2. Communicating effectively across cultures 

3. Preparing program schedule 

4. Explaining basic operating procedures 

5. Overseeing testing and placement of students 

6. Managing crises effectively 

7. Evaluating the program's needs 

8. Interpreting program policies to others 

9. Developing a staff "team" 

10. Keeping adequate records 

Matthies found that the respondents in her study rated most 

highly the skills that were associated with the role of 

manager more than the role of educator even though "...many 



16 

English language program directors also teach and very few 

have had any formal training in management" (Matthies, 1991, 

p. 245). Another notable finding was that the skills that 

the managers perceived themselves to be the best at were 

related to the educator's role, not the manager's. Matthies 

concludes her study by saying that "after some time, a 

reassessment should be undertaken so that real professional 

growth can be documented" (Matthies, 1991, p. 245). (For 

further information of the characteristic rankings of 

administrators see Prentice, 1990.) 

Summary 

The existing literature on IEPs examines educational 

administrators in terms of duties and responsibilities of 

administrators, descriptions of administrator's skills, and 

finally characteristic rankings of administrators. The most 

recent study, performed over 10 years ago on IEP directors, 

describes their functions and skills in terms of how these 

activities relate to good job performance and the director's 

self assessment of ability in performing the activities. 

Hypotheses 

This study reports on the results of empirical research 

conducted to record the characteristics of intensive English 

program directors in the United States. More specifically, 

this research sets out to test six related hypotheses about 

IEP directors: 
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1. Subjects describe themselves primarily as administrators 

at present, but in an ideal situation, they would rather 

be administrators who still have some teaching duties. 

2. With regard to their roles and functions, they will 

rate the functions having to do with administration 

higher in importance than those that are more "teaching" 

based. Additionally, they will rate the functions 

and skills that they feel are important differently 

from the functions and skills they feel they are 

qualified in doing. 

3. The male respondents will rank the jobs and functions 

differently in regard to importance to job performance 

and self assessment than will the female respondents. 

4. Subjects will indicate that the responsibilities and 

activities learned in college are general in nature, 

as opposed to the responsibilities and activities 

learned on the job, which are specific to the 

individual institutes. 

5. Subjects will have higher and relatively more degrees in 

the fields of Linguistics and English as a Second 

Language or Foreign Language than was previously observed 

by Matthies (1983). 

6. A correlation exists between the jobs and functions that 

the IEP directors rate lowest in regard to self 

assessment and the types of higher education courses 
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they are currently taking. 

Chapter III discusses the Method used in collecting the 

data for the current study. 



CHAPTER III 

METHOD 

As outlined in Chapter I, Introduction, the present 

investigation sets out to collect data concerning the 

characteristics of intensive English program directors in the 

United States. This Chapter discusses a) the subjects of the 

study, b) the materials in the study, and c) the procedures 

used. 

Sub-iects 

A total of 96 managers (coordinators, directors, etc.) 

of intensive English programs were selected to be surveyed 

for the study. Fifty of the surveys were returned (52%), but 

only 46 questionnaires (48%) were usable for the purposes of 

this study. Appendix A contains a breakdown by State of the 

number of surveys sent out, and the responses received. 

The four surveys that were not included in the study 

were excluded because of a) unanswered questions on the 

survey, b) confusion about how to fill out the questionnaire, 

and c) arrival past the deadline. One respondent commented: 

Thank you for inviting me to participate in your study. 

Unfortunately, I am unable to complete you questionnaire 

this semester. We had some cut backs in our 

administrative and full time teaching staff, so I have 

19 
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to prioritize all tasks very carefully. Consequently, 

there's no time left over for tasks that don't 

directly relate to our mission. 

Additionally, one respondent commented that he was unable to 

fill out the questionnaire because he was only an acting 

director and felt that his comments might jeopardize the 

study. 

The gender of the respondents was almost equally split in 

number, with a total of 21 male (46%) and 24 female (52%) 

administrators completing the survey. (One person (2%) did 

not respond to the question of gender.) Table 1 shows the 

age range of the subjects. 

The subjects included in the study all met the following 

requirements: a) they administer programs that have at 

least 100 average students during their regular terms (i.e., 

excluding summers), b) the institute they administer is 

affiliated with a university or college, and c) the 

institute they administer is located in the United States. 

The addresses of the subjects are listed in the DeAngelis and 

Battle (1992). 



Table 1 

Age Breakdown of Respondents 

21 

Responses 

Age n Percentage 

Under 2 5 0 0 

25-34 2 4 

35-44 20 43 

45-54 16 35 

55-64 8 17 

65 and over 0 0 

As shown in Table 1, the majority of the respondents were 

between the ages of 35 and 54, the age typical of middle 

management positions in education. 

Materials 

A questionnaire, modeled after Matthies' study (1983), 

was used as the basis for the study. Several changes were 

implemented in the questionnaire as Matthies (1983) designed 

it, in order to address additional questions about the 

administrators not posited by Matthies. Most notably, the 

survey format was changed to test two of the hypotheses made 

in Chapter I that: a) the administrators will have received 
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the largest amount of training for their current positions on 

the job, rather than in any type of college or university-

level course, and b) a correlation exists between the jobs 

and functions that the IEP directors rate lowest in regard to 

self assessment and the types of higher education courses 

they are currently taking. 

The entire questionnaire consisted of three component 

parts: a) a cover letter, b) a cover sheet, and c) a 

questionnaire. A cover letter, explaining the study to the 

participants and informing them of the deadline, preceded the 

questionnaire. A cover sheet, defining IEP, Director, and 

TESL, was attached to the front of the survey. The 

questionnaire itself was printed on the front and back, 

consisting of five pages. The survey was divided into three 

major sections: a) The Director's Job Description, b) The 

Director's Roles, and c) The Intensive English Program, (see 

Appendices B and C). 

Section I, The Director's Job, contained four questions 

concerning the title of the director, questions about a 

written job description, and descriptions of the present and 

ideal administrator job characteristics. 

Section II, The Director's Roles, contained thirty-one 

questions about the perceived roles of the directors. Each 

question was made up of four parts: a) importance in job 

performance, b) self assessment of ability in performing the 
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job, c) amount of training in college, and d) amount of 

training acquired on the job. The directors were asked to 

rate each of the suggested jobs and responsibilities, using a 

Likert scale of 1 to 5, where 1 represented a response of low 

importance or not applicable and 5 represented high 

importance. Due to the design of the survey, no effort was 

made to distinguish between responses of low importance and 

not applicable. 

Section III, The Intensive English Program, was 

subdivided into two parts. Part A contained three questions 

about the period of instruction for each program, numbers of 

student enrollment and faculty, and the IEP's relationship to 

its university or college. Part B contained questions about 

the director's background, including gender, age, type of 

degrees held, year attained degrees, and continuing education 

information. 

Questions used were evaluated and chosen, in part, to 

support or disprove the hypotheses stated in Chapter I. 

Additionally, the questions were selected on the basis of 

relevance to the topic of IEP administrators, and feasibility 

in drawing conclusions. The overall questionnaire was 

condensed to a form that could be easily completed within a 

ten minute time frame so as to allow more administrators to 

respond. 
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Procedures 

The questionnaires were mailed out of the Intensive 

English Language Institute at the University of North Texas. 

The deadline was set for five weeks from the mailing date, 

after which time no more returned surveys were included in 

the study. 

The instructions for filling out the questionnaire were 

printed at the beginning of each of the three sections. In 

Section I, the respondents were asked to place an X beside 

their answer to each question. In Section II, the 

respondents were asked to place a number between one and five 

in the spaces beside each numbered activity and 

responsibility. A rating of one indicated the lowest rating 

or not applicable and five indicated the highest rating. For 

the activities and responsibilities listed in Section II, 

there were four columns under which the respondents evaluated 

their answers. The columns were titled: a) importance in 

job performance, b) self assessment of ability, c) amount of 

training in college, and d) amount of training on the job 

(see Appendix C). In Section III, the respondents were asked 

to place an X beside their answers to each question, or 

respond with a number, year, or short words. 

The responses to Section I, The Director's Job 

Description, and Section III, The Intensive English Program, 



25 

were manually tallied. The responses that could be converted 

to percentages were. 

Section II, The Director's Roles, contained 124 total 

response cells per questionnaire. The answers to each of the 

124 responses were transferred onto scantron bubble sheets 

and the corresponding 46 scantron sheets (one for every 

participant) were taken to Data Entry on the University of 

North Texas campus. A print-out of the results was received 

and organized with the item number (1 to 124), the 

corresponding mean, standard deviation, and frequency of 

responses. Additionally, a floppy disk with an ASC II data 

file with the raw data (responses to the 124 questions) 

arranged in rows according to subject number (1 to 46) was 

also returned from Data Entry. The functions and skills of 

Section II were then ranked according to mean. The results 

of Section II will be discussed in Chapter IV. 

Summary 

The forty-six subjects in the study were a self-selected 

group of IEP directors in the United States. The apparatus 

consisted primarily of a five page questionnaire which was 

used to analyze the various characteristics and functions of 

the IEP directors. The answers to the usable surveys were 

tallied both manually and using scantron bubble sheets. 

Chapter IV, Results, outlines and describes the findings 

of the questionnaires. 



CHAPTER IV 

RESULTS 

This chapter presents a description and analysis of the 

data collected on intensive English program directors in the 

United States. 

Section I 

Section I, The Director's Job Description, was concerned 

with the director's job description and consisted of four 

questions. The majority of the respondents indicated their 

job title was director or co-director. One respondent 

commented about the position of director: 

My department has a department director (me) plus 

an ELP director. My responsibilities include other 

program components in addition to ELP-related tasks, 

and as well, the majority of ELP tasks are the 

responsibility of the ELP director. 

Table 2 illustrates the responses in numbers of the 

participants to the question of job title. 
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Table 2 

Administrator Job Titles 

27 

Responses 

Titles n Percentages 

(Co-)Director 35 76 

Chair(person) 0 0 

Coordinator 5 11 

Other 6 13 

The job titles listed as Other included: Assistant Director, 

Dean, Director: Academic Program, Head of ESL, Department 

Head, and Acting Director. The person who responded "Head of 

ESL" further commented in the margin, "Coordinator is a 

departmental designation. Head/Team leader is used for 

discipline leaders." 

When asked if there is a written job statement that 

outlines the responsibilities of their position, 34 (74%) of 

the respondents noted that they had such a document, but only 

26 (57%) respondents said that having a job statement or 

description was important for their position. Of the 

respondents answering that they did have written job 

description, three noted that the documents were "general" or 
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"informal." Table 3 illustrates the findings of the final 

part of Section I. The subjects were asked to rate how they 

would describe themselves professionally at present compared 

to how they would describe themselves in an ideal situation. 

Table 3 

How Administrators Would Describe Themselves at Present and 

in an Ideal Situation 

Time 

At Ideal 

no Descriptions Present Situation 

n n 

1. A teacher 0 0 

2. Primarily a teacher with some 

administrative duties 5 8 

3 . An administrator 24 16 

4. Primarily an administrator with 

some teaching duties 15 22 

Table 3 illustrates that while the respondents described 

themselves primarily as administrators at present, in a 

different, ideal situation they would prefer to be 

administrators with the addition of some teaching duties. 



29 

Two respondents noted in writing that in an ideal situation 

they would prefer to be equally split between the jobs of 

teaching and administering. Perhaps because the subject 

group selected for the survey was administrators, no 

respondents commented that they were only teachers either at 

present or in an ideal situation. 

Section II 

Section II, The Director's Roles, was concerned with the 

jobs and functions of the administrators. The data were 

analyzed both with respect to the respondent group as a 

whole, and to the responses of the male and female 

administrators, and finally in terms of respondents who 

received their degrees before 1980 and after 1980. Table 4 

shows the ten highest rated activities and responsibilities 

in regard to importance in good job performance for the 

respondent group as a whole. 
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Table 4 

Mean Scores for the Functions Rated Most Important in Good 

Job Performance 

no Functions Mean 

1. Evaluating program needs 4.76 

2. Communicating effectively 

across cultures 4.69 

3. Managing time 4.69 

4. Knowledge of TESL field 4.60 

5. Formulating long range plans 

for IEP 4.56 

6. Ability to delegate appropriately 4.50 

7 . Conflict management 4.43 

8. Staff development 4.34 

9. Record keeping 4.28 

10 . Utilizing a computer 4.17 

The results shown in Table 4 differ slightly from the results 

shown in Table 5, in which the respondents rated their self 

assessment of the activities and responsibilities. The 

functions are given in descending order. Appendices I 

contains the functions rated lowest in self assessment of 

ability. 
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Table 5 

Mean Scores for the Functions Rated Highest in Self 

Assessment of Ability 

no. Functions Mean 

1. Teaching courses in IEP 4.37 

2. Communicating effectively 

across cultures 4.34 

3. Evaluating program needs 4.23 

4. Curriculum planning 4.23 

5. Attending conferences 4.15 

6. Knowledge of TESL field 4.15 

7. Formulating long range plans 

for IEP 4.06 

8. Interviewing new teachers 4.06 

9. Overseeing testing and placement 

of students 4.04 

10. Reporting to supervisors 4.04 

Note. Function numbers seven and eight, and nine and ten are 

not necessarily in ranking order because their mean scores 

are the same. 

The final part of Section II asked where the respondent 

learned the activities and responsibilities. Specifically, 



32 

the survey was concerned with how much training the 

respondents received for the job or function in college and 

on the job. Table 6 lists the top five items the respondents 

learned the most about in college. 

Table 6 

Mean Score for the Functions Learned Most in College 

no Functions Mean 

1. Research 3.80 

2. Knowledge of TESL field 3.39 

3. Teaching courses in IEP 3 .37 

4. Evaluating and selecting 

class material 3.08 

5. Publishing 3.04 

Only one of the top five items learned in college is 

also among the top items learned on the job: Teaching 

courses in IEP. Table 7 outlines the six functions, in 

descending order, learned on the job. (see the Table 7 Note 

for explanation for the listing of six items, rather than 

five.) 
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Table 7 

Mean Scores for the Functions Learned Most on the Job 

no Functions Mean 

1. Teaching courses in IEP 3 .93 

2. Utilizing a computer 3.91 

3. Curriculum planning 3 .89 

4. Evaluating program needs 3.76 

5. Formulating long range plans 

for IEP 3 .73 

6. Staff development 3.73 

Note. Six items are included in the table, rather than five, 

because of the identical mean scores. Functions five and six 

are not necessarily in ranking order because their mean score 

is the same. 

It is interesting to note that the amount of training 

attained in college versus on the job differ in two very-

distinct ways. The functions learned in college are, for the 

most part, general enough so as to apply to various types of 

IEP or other ESL situations. The top functions learned on 

the job apply more specifically to individual IEPs and 

therefore are appropriate for on-the-job training, rather 

than in a classroom. In sum, the respondents indicated that 
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the training they got in college was general enough in nature 

so as to apply to most situations, whereas the training on-

the-job was specific to the institute where they work. 

For Section II, the respondent group was further 

subdivided by gender, into male response rankings and female 

response rankings. Interestingly, the two groups rated the 

jobs and functions similarly throughout the section on job 

importance and self assessment of ability. Table 8 shows how 

the male group rated the functions in respect to importance 

to good job performance. The items in Table 8 are in 

descending order, beginning with the most important function. 

Table 8 

Mean Scores for the Functions Rated Most Important in Good 

Job Performance bv the Male Respondents 

no. Functions Mean 

1. Evaluating program needs 4. 75 

2. Communicating effectively 

across cultures 4. 60 

3. Managing time 4. 55 

4. Knowledge of TESL field 4. 50 

5. Formulating long range plans 4. 35 

Table 9 shows almost identical results to Table 8, 
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except that the functions are ranked in a slightly different 

order. Note also that the mean scores are slightly higher 

for the female respondents than for the male respondents. 

Table 9 

Mean Scores for the Functions Rated Most Important in Good 

Job Performance bv the Female Respondents 

no. Functions Mean 

1. Managing time 4. 84 

2. Evaluating program needs 4. 80 

3 . Communicating effectively 

across cultures 4. 80 

4. Knowledge of TESL field 4. 72 

5. Formulating long range plans 4. 72 

Note. Function two and three, and functions four and five 

are not necessarily in ranking order because their mean 

scores are the same. 

An explanation for the same listings of functions for 

the males and females could be that the respondents' groups 

are almost evenly split in number, 52% female and 48% male. 

The function rankings of the male and female respondents 

with respect to self assessment of ability showed that both 

groups of respondents again rated the same items in the top 
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five. The different genders rated the functions in a 

different order and with different mean scores, but the items 

were identical and corresponded with the overall top ten 

ratings by the entire group (see Appendix D and E for the 

exact mean scores for the male and female self assessments of 

ability). 

The respondents did show a distinction, however, in 

their rankings of the amount of training they received for 

the functions in college. Table 10 lists the activities and 

responsibilities that the male subjects learned the most 

about in college. 

Table 10 

Mean Scores for the Functions Learned Most in College bv the 

Male Respondents 

no. Functions Mean 

1. Research 3 .95 

2. Continuing education 3.60 

3. Conflict management 3 .50 

4. Knowledge of TESL field 3.50 

5. Publishing 3.40 

Note. Functions four and five are not necessarily in ranking 

order because their mean score is the same. 
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The female respondents, on the other hand, indicated 

that they learned only two of the same things in college that 

the male respondents did: Research and Knowledge of TESL 

field. Table 11 shows the rankings, in descending order, of 

the female subjects. 

Table 11 

Mean Scores for the Functions Learned Most in College bv the 

Female Respondents 

no. Functions Mean 

1. Research 3.68 

2. Knowledge of TESL field 3.36 

3. Teaching courses in IEP 3.28 

4. Evaluating and selecting 

class material 3.04 

5. Curriculum planning 2.96 

A comparison of Table 10 and 11 shows that several of 

the functions ranked highly by the female subjects correspond 

to teaching-related jobs in the IEP, whereas the male 

subjects all rated administrative-related jobs more highly in 

respect to training in college. 

The amount of training that the different genders 

received on the job also varied slightly. Table 12 
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illustrates the top five functions for which the male 

subjects received training on the job. 

Table 12 

Mean Scores for the Functions Learned Most on the Job bv the 

Male Respondents 

no. Functions Mean 

1. Teaching courses in IEP 4.35 

2. Curriculum planning 4.25 

3. Communicating effectively 

across cultures 4.15 

4. Staff development 3.85 

5. Utilizing a computer 3.85 

Note. Functions four and five are not necessarily in ranking 

order because their mean score is the same. 

The female subjects indicated by their rankings that 

their on-the-job training varied slightly from their male 

counterparts. Table 13 shows the rankings of the female 

respondents. 
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Table 13 

Mean Scores for the Functions Learned Most on the Job bv the 

Female Respondents 

no. Functions Mean 

1. Utilizing a computer 3.96 

2. Evaluating program needs 3.96 

3. Communicating effectively 

across cultures 3 .96 

4. Teacher evaluations 3.84 

5. Interpreting policy for others 3.80 

Note. Function numbers one, two, and three all have the same 

mean score and therefore are not necessarily in ranking 

order. 

The two activities and responsibilities that the 

different genders both rated highly for on the job training 

were "Utilizing a computer" (though the females rated the 

function higher than the males) and "Communicating 

effectively across cultures." 

In order to determine if the jobs and functions rated 

highest as being learned in college and on the job bear any 

relationship to when the administrators received their 

highest degrees, additional analyses were performed. The 
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respondents were grouped into those having received their 

degrees before 1980 (20% of the survey group) and those 

having received their degrees on or after 1980 (26%). The 

results show that what both groups learned in college was 

amazingly similar given the time stretches between the 

degrees. "Research" was ranked at the top of both list and 

the only difference in training in college for the two groups 

was that the Before 1980 group learned more about 

"Communicating effectively' across cultures" and the After 

1980 group felt that they had received more training in 

"Publishing" (see Appendix H). It is interesting to note 

that while the two groups felt that they had received the 

most amount of training in college in the area of "Research," 

the function was rated in the bottom five functions for self 

assessment of ability (see Appendix I). 

In terms of the amount of training that the- two groups 

of graduates received on the job, only two of the functions 

("Curriculum planning" and "Utilizing a computer") were rated 

in the top five on both group's lists. While the Before 1980 

group felt that the majority of training on the job was in 

"Curriculum planning," the After 1980 group rated 

"Interviewing new teachers" as the function they received the 

most amount of training for on the job (see Appendix K). 

Overall, the respondents consistently rated 

"Communicating effectively across cultures" as essential for 
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the job of IEP administrator, ranking the function in the top 

five of nearly every column. 

Section III 

Section III, The Intensive English Program, was 

concerned with a description of the IEPs administered by and 

the specific characteristics of the respondents. 

When asked about the period of instruction for the IEPs, 

the majority of the respondents noted that their institute 

offered instruction for the entire year. Table 14 shows the 

periods of instruction of the surveyed group. 

Table 14 

Period of Instruction Offered bv the Institutes 

Period of 

Instruction n Percentage 

The entire year 41 89 

The academic year only 4 9 

The summer only 0 0 

One respondent (2%) commented under "Other" that the 

institute they administer is open for "4-7 week sessions." 

It is interesting to note that while the survey group 

was selected, in part, because of their affiliation with a 

university of college, very few respondents noted that they 
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only offered instruction during the academic year. One 

explanation may be that because the survey group was 

primarily made up of proprietary organizations, the schools 

have to remain open the entire year to survive (see 

Table 15 for more information about the location of the 

surveyed institutes). 

Another requirement for participation in the study was 

that the respondent's schools had to have at least an average 

of 100 students per academic year. The results of the survey 

show that over 75% of the schools included in the study have 

at least 200 students per year. The average number of full-

time students is 322, with a range of 100 to 3000 students 

per year. The average number of part time students is 62, 

with a range of 4 to 381. When asked about the number of 

full time teachers, the respondents noted that they have an 

average of 19 teachers per session and an average of 13 part-

time teachers. 

The majority of the respondents noted that their IEPs 

were administered by an institution of higher education. 

Table 15 shows a breakdown of the results to the question of 

where the IEP is located and how it is organized. 

Table 15 indicates that while the respondents were at 

least located on a campus of higher education, they were 

split between those that were organized as self-supporting 

enterprises and those that were not. This seems to indicate 
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that almost half of the schools may not necessarily be 

proprietary in nature. 

Table 15 

Description of IEP in Regard to Organization and 

Administration 

IEP Description Yes No 

n n 

Administered by an institution 

of higher education 39 6 

Located on the campus of an 

institution of higher 

education by not administered 

by it 12 32 

Organized as a self-supporting 

enterprise 23 21 

Note. Some of the respondents answered in more than one 

slot. 

The final questions of the survey were concerned with 

the educational background of the respondents. Table 16 

shows the highest degrees held by the subjects. 
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Table 16 

Highest Academic Degrees held bv the Respondents 

Degree n Percentage 

Bachelor's 0 0 

Master's 26 57 

Doctorate 20 43 

It is worth noting that two of the respondents who 

indicated that they held a Doctorate, wrote in the margins 

that they were in the process of finishing their highest 

degrees and therefore did not yet have them. One respondent 

wrote under the category of "Other" that they held an MBA in 

addition to a Doctorate. Interestingly, none of the 

respondents held only a Bachelor's degree as their highest 

academic degree, (see Discussion for more information about 

the results of Table 16 in comparison to Matthies' results on 

the highest academic degrees). 

The degrees listed in Table 16 were attained, on 

average, in the year 1980. The years in which the highest 

degrees were attained ranged from 1955 to 1993. In regard to 

the types of undergraduate degrees held by the respondents, 

the list includes 22 different major titles. The most 

frequently named undergraduate degree was English Literature 
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and several of the respondents noted that they held more than 

one degree of often different subject matters. Appendix F 

lists the exact titles of the undergraduate degrees held by 

the respondents. 

The titles of the Master's and Doctorate degrees were 

almost as varied in number and type as the undergraduate 

degrees. However, the difference in the higher degrees is 

that they seemed to be more concentrated in the areas of 

TESOL, Linguistics, Applied Linguistics, and Literature. 

Appendices G and H contain the exact listings of graduate 

degrees held by the respondents. For further discussion of 

the highest degrees held, see Chapter V. 

A total of six (13%) of the respondents indicated that 

they were currently taking higher education courses that they 

felt would aid them in their positions as IEP directors. 

Table 17 shows the titles of the courses taken by the male 

and female respondents. 

Table 17 shows that two of the courses listed ("Advance 

Multimedia Courses for Computer Labs" and "Research Design") 

do correspond the functions and skills rated lowest in self 

assessment of ability. Chapter V discusses what these 

results mean in terms of the hypothesis six made in Chapter 

II. 
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Table 17 

Courses The Male and Female Respondents are Currently Taking 

to Aid in their Positions as IEP Directors 

Gender 

Course Title Male Female 

Advanced Multimedia Courses for 

Computer Labs 1 

Developing Effective Leadership 

Skills (School of Business) 1 

Educational Policy Analysis 1 

ESL Writing 1 

Programming Visual Basic unknown 

Research Design 1 

Note. One of the respondents did not indicate a gender so it 

could not be specified in this table. 

Summary 

The results indicate that while the respondents classify 

their current positions as that of administrators, in an 

ideal situation they would prefer to have more teaching 

duties. This finding also corresponds with the 

responsibilities and activities that the respondents rated 
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highest in regard to importance in job performance and self 

assessment of ability. 

Chapter V, Discussion, is an interpretation of the 

results and suggestions for further study into the 

characteristics of IEP directors. 



CHAPTER V 

DISCUSSION 

This chapter presents an interpretation of the results 

of the study by examining the original hypotheses made in 

Chapter II. Additionally, this chapter will give suggestions 

for future studies into the topic of intensive English 

program directors. 

HYPOTHESES 

Hypothesis 1 

The first hypothesis stated that the IEP directors would 

describe themselves primarily as administrators at present, 

but in an ideal situation, they would rather be 

administrators who still have some teaching duties. 

The results of the study do indeed show that the 

respondents feel that they would characterize themselves as 

administrators at present, but in an ideal situation, more of 

the respondents would like to have teaching responsibilities 

in addition to administrative duties. One possible 

explanation for this finding may be that the respondents in 

the study were not originally trained to be administrators, 

but rather trained to be in some type of teaching capacity. 

Two additional study findings support this explanation. 

First, several of the functions and skills that the 

48 
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respondents rated highest in regard to self assessment 

correspond to teaching functions. This indicates that the 

teachers feel they are the most satisfied in their 

performances as educators and, therefore, in an ideal 

situation they would like to use more of the teaching skills 

they feel qualified in performing. Second, while a very high 

percentage of the higher degrees were earned in the fields of 

Linguistics, Applied Linguistics, and Literature, none of 

these degrees are necessarily administrative in nature. 

Therefore the respondents may not feel that they are 

completely comfortable in their roles solely as 

administrators because they do not have extensive educational 

background in the area of management. 

Hypothesis 2 

Hypothesis two stated that in regard to the 

administrator's roles and functions, they would rate the 

functions having to do with administration higher in 

importance than those that are more "teaching" based. 

Additionally, they would rate the functions and skills that 

they feel are important differently from the functions and 

skills they feel they are qualified in doing. 

The top ratings of functions important for good 

performance do, in fact, involve more administrative skills 

than teaching skills. Furthermore, by applying the 

terminology of administrator skills employed by Katz (1974) 
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to the functions rated most important in good job performance 

and highest in self assessment of ability (found in Tables 4 

and 5), one finds that there is a distinct difference in the 

top listings of functions rated most important and the self 

assessment of the functions. The top three functions rated 

important in good job performance include first "Evaluating 

program needs," which according to Katz is a conceptual 

skill. Next is "Communicating effectively across cultures," 

which is a human skill, followed by "Managing time" which is 

again a conceptual skill. As was mentioned in Chapter II, 

Katz believes that conceptual skills are the most important 

skills a manager should possess. The respondents also seem 

to feel by their ratings that conceptual skills are 

important and thus, did rate functions having to do with 

administration higher than the mere "teaching" skills. 

As for the top three functions rated highest in self 

assessment of ability, the function rated first is "Teaching 

courses in the IEP" which, according to Katz (1974), is a 

technical skill. The second rated function (which also 

corresponds to the listing of importance in good job 

performance) is "Communicating effectively across cultures," 

a human skill. Thirdly, "Evaluating program needs," a 

conceptual skill, is rated among the top three in self 

assessment. 
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Therefore, by using Katz1s terminology, it can be seen 

that the functions having to do with administration are rated 

higher in importance, but not necessarily higher in self 

assessment, than those skills that are perceived to be more 

teaching based. This shows that the second part of 

hypothesis two is correct in that somewhat different 

functions and skills are found in the lists of activities 

deemed most important for good job performance and those 

activities the respondents felt they were the best in 

performing. 

One problem with this hypothesis, however, is that while 

the highest rated skills are clearly "conceptual" versus 

"technical," this distinction does not hold so 

straightforwardly for the other functions listed in the top 

ten lists. Several of the functions listed further down on 

the top ten lists can also be interpreted as technical or 

human skills. According to Sergiovanni (1980), the existence 

of so many human skills in the top rankings of good job 

performance and self assessment of ability is good. He says, 

"The emphasis on technical and conceptual skills may vary 

with management level, but human skills are the common 

denominator that appears to be crucial at all levels" (p. 

14) . 

The list in Table 4 of functions important in good job 

performance still has more conceptual and human skills 
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overall than are evidenced in Table 5 of the functions rated 

in self assessment of good job performance. 

Hypothesis 3 

In regard to importance in job performance and self 

assessment of ability, hypothesis three stated that the male 

respondents would rank the jobs and functions differently 

from what the female respondents would rank them. 

The findings showed that hypothesis three was not 

confirmed. Tables 8 and 9 illustrate that the activities 

that the males and females rated in regard to importance in 

job performance were the exact same, only in a slightly 

different ranking order. Additionally, both genders rated 

their self assessments very similar as well (see Appendices D 

and E). 

Two possible explanations can be given for the rankings 

given by the male and female subjects. One explanation is 

that the respondents had similar educational backgrounds and 

experiences on the job that led them to rate the functions 

the same. The results show that both groups hold almost 

equal degrees in the same areas, which also contributes to 

the fact that because of their backgrounds they would find 

the same functions to be important. 

Jennerich (1981) commented on what may be a second 

explanation for the reason the two respondent groups rated 

the functions similarly. He stated: 



53 

We cannot reasonably expect individuals trained as 

researchers, scholars and teachers to assume the 

new and distinctly different role of department 

chairperson and first-line administrator without 

any sort of prior training, (p. 56) 

In other words, because neither group indicated that they 

have extensive experience in administration, they are both 

likely to feel more comfortable with the technical parts of 

the job, which are the teaching responsibilities. Therefore 

they both rate "Teaching courses in IEP" at the top of their 

list of self assessment of ability. 

It is interesting to note in regard to the male and 

female administrators that while in the study the gender 

split was almost equal, the ESL Employment Survey noted in 

1983 that 80% of the ESL teachers were female, showing that 

the gender difference in administration may not be 

representative of the teachers as a whole (Kreidler and 

Edmondson, 1983). 

Hypothesis 4 

Hypothesis four stated that the respondents would 

indicate that the responsibilities and activities they 

learned in college are general in nature, as opposed to the 

responsibilities and activities learned on the job, which are 

specific to the individual institutes. 
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The results show the hypothesis to be confirmed. The 

activities learned most in college include "Research," 

"Knowledge of TESL field," and "Teaching courses in IEP" (see 

Table 6). These functions are indeed general topics that can 

be taught in the colleges and then applied to the schools 

were the respondents are employed. The activities learned 

most on the job included "Teaching courses in IEP," 

"Utilizing a computer," and "Curriculum planning" (see Table 

7). Arguably, the last two functions would be learned most 

effectively on the job because they are specific to the 

individual institution. For example, each school may have a 

different computer system for record keeping and student 

enrollment and the system may be updated as new software is 

implemented, making it nearly impossible to cover all of the 

possible computer applications in the college setting. 

Further evidence for the general nature of activities learned 

in college as opposed to more specific functions learned on 

the job can be seen in the remaining functions listed in 

Tables 6 and 7. 

It is interesting to note that "Teaching courses in IEP" 

is included on both lists. The survey did not allow room for 

comments or additional questions about the functions, but 

perhaps in keeping with the hypothesis, the respondents 

received general information about teaching ESL by way of 

college preparation courses or practicum classes. On the job 
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the function of teaching was also rated highly because each 

administrator has probably taught at one time or another and 

had to learn and adjust teaching to the real classroom. 

Hypothesis 5 

Hypothesis five stated that the respondents would have 

higher and relatively more degrees in the fields of 

Linguistics and English as a Second Language or Foreign 

Language than was previously observed by Matthies (1983). 

Matthies found in her study that 9% of her respondents 

held a Bachelor's as their highest degree. This current 

study showed that all of the respondents held at least a 

Master's degree, with several subjects holding more than one 

Bachelor's degree in addition to the Master's and Doctorates. 

One similarity between Matthies' study (1983) and this 

study is that the majority of the respondents with a Master's 

degree concentrated in the fields of TESOL, Linguistics, or 

Literature. In Matthies' study 43% of her respondents held 

Master's in those areas. In the current study, an 

overwhelming 70% of the respondents commented that their 

Master's degrees were in the fields of TESOL, Linguistics, or 

Literature. Also, Matthies found that 18% of her subjects 

went on the get a Doctorate in Linguistics or Applied 

Linguistics. The present study found that 45% of the 

respondents held Doctorates in the stated areas. 
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These findings show that perhaps the field of ESL 

administration is requiring the degrees held by the managers 

to be more specific to the jobs they administer. In the ten 

years since Matthies performed her study, the field has 

become more competitive with increasing numbers of candidates 

with higher and more relevant degrees seeking the jobs of 

administrators. The competition for jobs and increased 

awareness of the need for qualified applicants has 

contributed to the notable rise in higher degrees. 

The fact that the respondents hold higher and more 

specialized degrees may also reflect the movement towards 

more education in ESL for persons in management positions. 

This basic idea corresponds with Katz's (1974) notion that 

"technical skills" (i.e., Teaching in IEP in this case) are 

the foundation for a good manager in order to understand the 

people they manage. As was mentioned before, the respondents 

indicated that they feel they are best at teaching in the 

institute, but crucially, they realize the need to 

incorporate more long term conceptual skills (i.e., 

Evaluating program needs) into their administrations. The 

shift in noted importance in job performance is further 

evidence through Matthies (1983), who found that the 

respondents in her study felt that a human skill (ie. 

Communicating effectively across cultures) was the most 

important functions in good job performance. 
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One final note on the topic of educational background, 

this current study found that business experience played a 

role in more than one of the respondents background and 

continuing education. Bennett (1983) stated in his 

prediction for the future of administrators that "Many of the 

problems that chairpersons will face in coming years will be 

rooted in finances" (p. 56). Perhaps the administrators of 

the future will need to have training in not only areas of 

TESOL and Linguistics, but also in business to reflect the 

need for the proprietary schools to be well managed 

financially. 

Hypothesis 6 

Hypothesis six stated that a correlation exists between 

the jobs and functions that the IEP directors rate lowest in 

regard to self assessment and the types of higher education 

courses they are taking. 

A total of 13% (6) of the respondents noted that they 

were taking continuing education courses that they felt would 

aid them in their positions as director. Table 17 lists the 

various courses being taken by the respondents. Two of the 

continuing education courses correspond with the functions 

rated lowest in self assessment of ability (see Appendix I). 

One course, "Advanced Multimedia Courses for Computer Labs," 

relates to the lowest rated function of "Managing or 

overseeing a language lab." Also, the course entitled 
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"Research Design" corresponds to the function "Research," 

also listed low in self assessment. 

The correspondence between the courses currently taken 

by the respondents and their self assessment of ability is 

not strong enough though to make a solid claim about their 

relationship. For one, because of the design of the survey, 

no distinction can be made between the responses rated lowest 

in self assessment and those rated as not applicable. It is 

possible that the functions ranked as low in self assessment 

really are not applicable and therefore should not be 

evidence for the reason the continuing education courses are 

being taken. Additionally, the course titles alone were 

given, without any explanation of their content, so again no 

concise relationship can be posited between the course and 

the functions rated lowest. Some of the respondents 

indicated that they were in the process of finishing degrees, 

so these courses may be requirements for course work, rather 

than elective courses taken to specifically further the 

manager careers. 

Suggestions for Further Research 

Future research should examine more closely the 

educational background of ESL administrators. The current 

study asked where the administrators learned the functions 

and skills they used for their jobs, but more specific 

questions about the types of training they received for each 
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function and where they received their training would also be 

helpful in understanding the results of this study. The 

length of time the administrators have been in their current 

positions would also help to shed light on the activities the 

subjects learned in college and on the job. One respondent 

seemed to agree that more specific attention should be paid 

to the question of where the functions are learned when they 

wrote, "In Section II, I found Column IV [amount of training 

learned on the job] somewhat ambiguous. Are you defining 

training on the job as actual training courses or as 

training-through-experience?" 

The characteristics of intensive English program 

directors have changed somewhat in the ten years since 

Matthies first began her study and it is unlikely that the 

descriptions of the administrators will remain exactly the 

same ten years from now. Perhaps future research can apply 

the findings of this study to more in-depth work on ESL 

administrators so as to more accurately characterize, and 

hence better understand, the roles and functions of IEP 

directors. 
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Surveys 

Sent Returned 

State Out Usable 

Alabama 1 0 

Arizona 2 1 

California 18 11 

Colorado 1 1 

Connecticut 1 0 

Delaware 1 0 

Washington, D.C. 4 4 

Florida 3 1 

Georgia 3 2 

Hawaii 4 3 

Illinois 3 1 

Indiana 1 0 

Kansas 3 1 

Louisiana 2 0 

Massachusetts 4 2 

Michigan 2 1 



62 

Surveys 

State 

Sent 

Out 

Returned 

Usable 

New Jersey 

New York 

North Carolina 

Ohio 

Oregon 

Pennsilvania 

South Carolina 

Tennessee 

Texas 

Utah 

Virginia 

Washington 

Wisconsin 

4 

10 

2 

2 

2 

4 

1 

1 

5 

4 

3 

5 

1 

0 

3 

1 

0 

0 

1 

1 

0 

5 

2 

1 

3 

1 
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October 14,1993 

Dear IEP Director, 

We are updating a portion of Barbara Matthies' 1982 study of IEP directors, focusing on 
roles and perceived roles of directors. The results of this study will greatly aid us in 
formulating new ideas for our M. A. TESL Management course. Therefore, we would 
greatly appreciate your participation. 

The questionnaire has been designed so that items can be answered by placing an X on a 
line or by writing a number in the provided space, and any of your comments would be 
greatly appreciated. Of course, all comments will be confidential with no reference made to 
your name or the name of your institution. 

The entire survey should only take about ten minutes to complete. You will find a self-
addressed envelope label enclosed. Please complete the questionnaire and return it in the 
envelope before November 3 so that our results can be computed by our November 29 
deadline. 

Thank you for your time. 

Sincerely, 

Tamara Atkinson 

University of North Texas 
Intensive English Language Institute 
P.O. Box 13258 
Denton, TX 76203-3258 
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Study of Intensive English Language 
Program Director's Roles and Skills 

Definitions of terms used in this study. These definitions are based on those used by 
Matthies. 

ffiP 

Director 

TESL 

Intensive English Program, whose purpose it is to teach 
English language skills to persons who do not speak English 
as their native language. These programs are usually in 
preparation for academic study at the undergraduate, or 
graduate level, requiring at least 20 hours of English 
instruction per week. 

The principal administrator within the IEP, usually, but not 
necessarily responsible for staff development, budgeting, 
curriculum design, screening of applicants, etc. Many 
directors also teach classes within the institution. 

Teaching English as a Second Language in an English-
speaking environment to persons whose native language is 
not English. Only English is used in instruction. 
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I. THE DIRECTOR'S JOB DESCRIPTION 

The questions below refer to your position in the IEP. Please respond by putting an X in 
the space corresponding to your answer. 

1. What is your job title?: 

(Co-)Director 

Chair(person) 

Coordinator 

Other (please specify) 

2. Is there a written statement that outlines the responsibilities 
and duties of your job? 

Yes No Not sure 

Is having a written job statement or description important 
to your position as director? 

Yes No Not sure 

3. How would you describe yourself professionally at present? Place an 
X next to the description: 

A teacher 
Primarily a teacher with some administrative duties 
An administrator 
Primarily an administrator with some teaching duties 
Other 

4. How would you describe yourself professionally in an ideal situation? Place an 
X next to the description: 

A teacher 
Primarily a teacher with some administrative duties 
An administrator 
Primarily an administrator with some teaching duties 
Other 
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II. THE DIRECTOR S ROLES 
The following items are concerned with an IEP director's activities and responsibilities. 
For each item below you are asked to give one response in each of the four columns using 
a scale of 1 to 5. 

In column I. answer the question: 
How important is this item in good job performance? 

In column II: 
How satisfied are you that you have the ability to do this 
function or skill well? 

In column III: 
How much training did you get for this function or skill in your 
formal university training? 

In column IV: 
How much training did you get for this function or skill 
on the -job? 

Write a number from 1 to 5 in each of the four columns after the item. 
(1= lowest rating or not applicable and 5= highest rating) 

(importance in 
job performance) 

I I 
(self assess-
ment of ability) 

amount of training 

I I I IV 
(in (on the 

college) job) 

1. Teaching courses in IEP 

2. Ability to delegate 
appropriately 

3. Conflict Management 

4. Reporting to supervisors 

5. Budget Preparation 

6. Recruiting new students 

7. Counseling students 

8. Research 

9. Publishing 

10. Attending Conferences 

11. Continuing your Education 

12. Interviewing new teachers 
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amount of training 

I I I I I I IV 
(importance in (self assess- (in (on the 
job performance) ment of ability) college) job) 

13. Training teachers 

14. Managing or overseeing 
a language lab 

15. Teacher Evaluations 

16. Utilizing a computer 

17. Managing Time 

18. Record Keeping 

19. Preparing job descriptions 
for teaching staff 

20. Evaluating and selecting 
class material 

21. Evaluating program needs 

22. Interpreting policy for others 

23. Knowledge of TESL field 

24. Curriculum planning 

25. Formulating long range 
plans for IEP 

26. Communicating effectively 
across cultures 

27. Overseeing testing and 
placement of students 

28. Supervising non-teaching 
staff 

29. Staff development 

30. Arranging extra-curricular 
activities for IEP students 

31. Writing proposals for projects 



70 

III. THE INTENSIVE ENGLISH PROGRAM 

A. This section deals with a description of your IEP. 

(Adapted from Matthies) 

For what period of time does your IEP offer instruction? 

The entire year 

The academic year only 

The summer only 

Some other time frame (please explain) 

How many students were enrolled 
in your IEP? 

Full Time Part Time 

How many teachers were employed 
by the IEP? 

Is your DEP... 

Administered by an institution of 
higher education? . yes no 

Located on the campus of an 
institution of higher education 
but not administered by it? .yes no 

Organized as a self-supporting enterprise? yes no 

B. The next section deals with your background as the IEP director. 

What is your gender? Male Female 



What is your age? Under 25 
25-34 
35-44 
45-54 

.55-64 
65 or over 

What is your highest academic degree? 

71 

. Bachelor's 

. Master's 

. Doctorate 

. Other (specify): 

4. In what year did you receive your highest academic degree?. 

5. What was your undergraduate major? 

7. 
ffiP 

6. What was/were your graduate major(s)?Masters:_ 

Doctorate: 

Are you currently taking any higher education course to aid you in your position as 
director? 

Yes; name of course. 

No 

©S&EJ5S S®® FUSS'S' E1®(§S! SfOS SOWS B 

Please return this completed questionnaire immediately. 
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Mean Scores for the Functions Rated Highest in Self 

Assessment of Ability for Male Respondents 

no Functions Mean 

1. Teaching courses in IEP 4.45 

2. Evaluating program needs 4.45 

3 . Curriculum planning 4.45 

4. Communicating effectively 

across cultures 4.45 

5 . Knowledge of TESL field 4.25 

Note. Functions numbers one, two, and three are not 

necessarily in ranking order because the mean scores are the 

same. 
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Mean Scores for the Functions Rated Highest in Self 

Assessment of Ability for the Female Respondents 

no. Functions Mean 

1. Teaching courses in IEP 4 .28 

2. Communicating effectively 

across cultures 4 .24 

3 . Attending conferences 4 .20 

4. Curriculum planning 4 . 12 

5. Evaluating program needs 4 .08 
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Undergraduate Degrees Held by the Respondents 

Degree n 

Biology 1 

Classical Literature 1 

Education 3 

Elementary Education 2 

English Literature 18 

Finance 1 

French 5 

Geography 1 

Geology 1 

History 2 

International Relations 1 

Italian 1 

Journalism 1 

Linguistics 3 

Modern Languages 1 

Philosophy 1 

Social Science 1 

Spanish 3 

Speech Communication 1 
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Degree n 

TEFL 1 

Theatre Arts 1 

Theology 1 

Theoretical Linguistics 1 
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Master's Degrees Held bv the Respondents 

Degree n 

American Studies 1 

Applied Linguistics 4 

Bilingual Education 1 

Computer Science 1 

Curriculum-Linguistics 1 

Education 2 

Education/Curriculum/Instruction 1 

French 2 

History 2 

Language and Literature in Education (EFL) 1 

Linguistics 19 

Literature 8 

MBA Finance and Strategic Management 1 

Public Administration 1 

Social Science 1 

Spanish Language and Literature 1 

Teaching-Language Instruction 1 

TESOL 2 
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Doctorate Degrees Held bv the Respondents 

Degree n 

Adult Education Program Management 1 

Applied Linguistics 4 

Bilingual/ Special Education 1 

Communication 1 

Educational Administration 1 

Educational Psychology and L2 Acquisition 1 

English (focus on rhetoric and composition) 1 

English Literature 3 

Instructional Technology (L2) 1 

Linguistics 4 

Sociolinguistics 1 

Speech Communication 1 
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Functions Rated Lowest in Self Assessment of Ability 

Function Mean 

1. Managing or overseeing a 

language lab 2.26 

2. Arranging extra-curricular 

activities for IEP 2.89 

3. Publishing 3.00 

4. Recruiting new students 3.26 

5. Research 3.28 
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Mean Scores for the TOP Functions Learned Most in College bv 

The Respondents who Received Their Highest Degrees Before 

1980 

Functions Mean 

1. Research 3.75 

2. Knowledge of TESL field 3.70 

3. Teaching courses in IEP 3.60 

4. Communicating effectively 

across cultures 3.00 

5. Evaluating and selecting 

class materials 2.95 
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Mean Scores for the TOP Functions Learned Most in College bv 

The Respondents who Received Their Highest Degrees After 19 80 

Functions Mean 

1. Research 

00
 

ro
 

2 . Publishing 

00
 

CM 

r
o
 

3 . Evaluating and selecting 

class materials 3 .24 

4. Teaching courses in IEP 3 .20 

5. Knowledge of TESL field 3.20 

Note. Functions four and five are not necessarily in ranking 

order because their mean scores are the same. 
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Mean Scores for the Top Functions Learned On the Job bv The 

Respondents who Received Their Highest Degrees Before 1980 

Functions Mean 

1. Curriculum planning 3 . 95 

2. Utilizing a computer 3 .90 

3. Evaluating and selecting 

class materials 3 .90 

4. Staff development 3.85 

5. Managing time 3 .85 

Note. Functins two and three, four and five are not 

necessarily in ranking order because they have the same mean 

scores. 
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LEARNED MOST ON THE JOB 

BY THE RESPONDENTS WHO RECEIVED THEIR DEGREES 
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Mean Scores for the TOP Functions Learned On the Job bv The 

Respondents who Received Their Highest Degrees After 1980 

Functions Mean 

1. Interviewing new teachers 3 .92 

2 . Utilizing a computer 3 .92 

3 . Curriculum planning 3.88 

4. Formulating long range 

plans for IEP 3.88 

5. Teacher evaluations u>
 

00
 

o
 

Note. Functions one and two, three and four may are not 

necessarily in ranking order because they have the same mean 

scores. 
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