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~ INTRODUCTION

This book is written primarily for all of us who teach or are interested. in
teaching English as a second language in the ‘workplace (EWP). It is hoped that
managgnent and umon representatives, EWP coordinators and ESL administrators
will also find the book helpful“m planning and dehvermg courses for and in the

-industrial and service sectors

. «

As .a term, Engl‘ish in the Workblace can include many types of courses from
pre- vocatlonal to.adult basic educatlon In thls book, EWP refers primarily to ESI.
courses which focus on commumcatlon in the workplace. combined with .varying

degrass of general ESL/onentatlon information: The learners are already employed °

and alth,bugh the gpurse may not be offered exactly at their worksite, it does address

" specific and current job communication probxems The EWP population is more
frequently semi-skilled or upskilled, unlike Enghsh for Special Purposes (ESP} whose
population usually needs language skills for further academic or work-related training - ,
in technical and professional fields. However, these distinctions shbuld not be‘applied |
rigidly. As more varieties of ESL courses_ are offered, in workplace settings, Lhe

boundaries* between all these vocationally-oriented programs may\ become ,

inappropriate and counter-productive. Whatever changes in courses may occur, the
constellation of players and arrangements Will remain - sponsors, educational
administrators, teachers and learners will still have, to negotiate, dete'rn:line needs,
design materials ?«nd evaluateina manner sayisfactory to both worlds qfeducatien and |
employment. - . '

The main purpose of this book is to bring fogether issues, ideas and work of
tmportance# in EWP Discussions of the problems and solutions regardmg
negotiations, needs analyses and curriculum development are based on ideas and
examples from practitioners in the field: learn_ers, teachers, administrators and
sponsors. In this regard, the work of the fauthors has been'of an ecdi“gori:al nature -
- gathering the _bdest of what is presently 'avai.‘l-able in EWP not onlg for ideas but also
for concrete examples of procedures, materials, assessment’'and evaluation forms and
so on. The information is presented as a desc'ription of recent Canadian EWP
programs and of valuable work from abroad rather’than as a step by step "how to." It
is hoped, that thxs descriptive approach will raise awareness, especially in the
education sector, of EWP programmmg and will also be ﬁrsprmgboard for actxon on the
problems and issues discussed in the final chapter. Vo :

«
.

-
A . .

There are two other purposes in writing the’ book. One is to offer some specific

»d




o _ ideas for classroom practice through léngu‘age tasks designed for com_municative ‘
interhctions. The other is to emphasi:ze the .importance of communication and . o
cooperation among the partners in EWP and to seeteachers and learners as equal,
c(m'pefmng“partnmnrtnepjramngan&dehveryofcombeb : . ; ./

9

-
l

Tt is not in the scope of this present book to discuss Lhe promotion and selling of
EWP. courses to companies and unions nor the development of cross cult,ural courses ,
offered to rative syeakers of English. Although these are considered to be of mtmnsu | L
1mportance they are not currently a Iarge part of most EWP programs in Canada. ltis
| 'hoped that these two areas will be well treated in future publlcatlons w1th the spreat-

'ot EWP programs. To encourage the growth of such programs, the Ontario Ministry of .
C‘tlzenshlp and Culture hosted a two-week intensive EWP, Traxnlng lhstitute in |
August 1984, Staff from the lnd'ustnal Language Training Service in Britain were .
invited to instrut ESL/EWP teachers and administrators from" across Canada.
_Bulldlng on that valuable experience, espec1ally' in the areas of marketing, cross
cultural training and nation-wide networking, EWP will _certainIy be a field of change

and expansion in Canadién Eprrgoramming'.' ) . _. " .

|
By way of explanation, two polntb should be ‘made. “First, the events and the .
« profiles of learners used throughout the text may be cotﬁposne pictures and thus do
_not. necessanly reflect the complete experience of only one learner, administrator,. BN
teacher or sponsor Second, the footXotes often tite the comments made by the ten ’ o
readers of Lhe first draft. In reviewing the draft prior to publlcatlon the readérs’ |
highlighted controver51es and prov1ded additional information that we, the authors,
felt would be ot Tnterest to anyone using the book , L

[

L

L . .
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Chapter1 : ,
~
ENGLISH%N THE WORKPLACE
~THE PARTICIPANTS
c o . | . R
- "[t's the nature of-ourjob to be part of the life ¢ ¢he factory." This comment by a ,
teacher 'in the tektiles industry captures that dynamic between workplace and
classroom that distinguishes our work as ESL teachers in the workplace. We join a
team of part1c1pants which includes the learners, their company and union, the . T

educational institutionand ourselves. In thxs chapter, let’s tn*st look at how and why B
employ ers and umons get involved. T hen who the learners are and why they come to

““class. Finally, the fink between the educational mbtltutlon and our expanded role as -
teachers in the workplace. , ' B -

1 4 ’

Recognizing Communication Problems’

Finglish in the Workplace classes exist because the management, the union or
the workers have recognized a communication-related problem.

The hotel general manager escorted his business clients’, '
into the grill room for a late night snack. After they sat

down they were told*by the busgirl, who spoke rathér’ N ‘

limited Enghsh "No very. late. We closing. 1 go home, ' .

get bus. Yougo." : y ' * '

e . -{.

+ . The possibility of an English in the Workplace course for the restaurant staff -
was. investigated by the, Hotel and a program was initiated soon after. From the hotel’s
pomt of view a language course would offér practice in the kind ofcommumcatlon that
‘was needed to ensure quahty’ service to it patrons.

N

A small city hosp%al changed its meal service procedure
to offer a mor&péstaurant-like atmosphere. The catering
staffPwould now have to read the menu order forms and
~ serve each patient individually. When management
_ found that several employees were not able to read the
forms, they contacted a local board of education for .
. assistance. . - @"'\
© The EWP program offered here was open to all employees and the resulting
classes also included nut'ses’ aides and orderlies. -

L]
| A"

’ ) r{}—‘3 i . .
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. A union local at a textile plant tried to recruit rank and .
Sle members for shop steward training.. When the | ,
recruitment did not produce ‘a- healthy number of '

background and needs of their mernbers, The majority of

* their members had not received formal ES[; training in o
Canada and used thelr natiwe languages at work to
communicate with their peers. Without a good command
of English, they did not feel confident enough to handle

. " training or to deal with union issues on a daily basis. -

Tge resultmg EWP course was held in the union hall. - The union’s first
initiative to recrult and train shop stewards had to be delayed i m favour of an ESL
coursq that used union-oriented content to help ‘rank and file members develop
lang’uage skills and to raise their self-conﬁdence in commumcatrng thh others.

‘A

‘Narciso always counted ori the bank teller to fill out his
4 deposit and withdrawal slips. Then he was asked by the .
' ~ teller to please fill out the forms himself in the interests "

' of efficiency. Ifhischildren weren’t available to help him,

R .Narciso had to request assistance, even though the teller _ .

e

was annoyed at the inconvenience,
L

o ’

When a jointly sponsored union and management ESL course was offered at his
. workplace, Narcigo signed up determiried to-learn-to write in English.

-

i

Elgha’s six-year-old daughter needed extra attentmn at - .
i school becausé .of her allergy problems. Since her ’
daughter’s previous teacher had been able to speak
Portuguese, Elena had no trouble talkmg to her about
the doctor’s orders, medication, warnings, etc., in her
ST ‘ native language. But her ‘next teacher. could‘not speak
K Portuguese, and Elena felt, uncomfortable about® ’
communicating with her solely t‘hzough an interpreter.

-—

- An EWP course for housekeepershad been “runni‘ng for two months at the
““hespltal where Elena worked. Although her cc-workers had urged her to sxgn up when_

. it began, she felt at that time that she couldn’ t stay after work for an extra hour. She
did register for the f,llowmg session with a definife purpo,se and commitment to

learning English. ,

Although the specific incidents which highlight the need for an ESL program

o )afy"m mo’{ﬁ:'é'sev'cmnmumcatlon prd’b-lems related directly to the workplace or to life
inthe COmmu nity are the chr\nmon trigger. - o
v . ]

L/
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"‘Ratjonale: The Views of Management and Unions

In the hotel ‘e‘(ample mentioned above, manageméht clearly linked

communication problems and ﬂttltudb with the quality of service bung oftered by the U

hotel restaurant In other cases, new procedures (often those involvine new
. technology) may hlghllght an immediate need for specific language skills. In many R
instances though the connection with communication skills is not so evident. It may. . »
take several major accidents before management realizes that the employees are not
able to fully understand health and safety regulations, to follow-instructions or to ask
questions\regarding safety measures. Management does not usually associate time
and money factors involved in productivity with effective communication. For
instance, unnecessary tlme may be spent using translators to relay messages’becween ‘ S w
employees and supervnsbrs Expensive materials can be wasted if workers do not
".understand spoken or written instructions. \l)lfflculty in recrultmg supervisory staff
mtemally may also be‘hnked to the language proficiency of the employees who are
better than average at their-own jobs but are a0t cenfident that they can handle the-

"
oral and written language demands at the supervisary level.

' : . : : g
In‘Blitain language tr atining sponsored by the Nutional Council for Industrial n
LLanguage / ‘raining (NCILT) plays a pivotal role in examining and reducmg 1ac1sm in 1
the wmk ace. English language courses for immigrant' t"workers-are comblned with
cross -cultaral training for Knglish-speaking supetvisory staff in q&mtfort to. ease racial
tensions through 1mprov.e’d communication. In other cases management may offer or -
agree to sponsor an EWP program as-a morale booster or a public relations vehicle to

instill loyalty, ease tension on the shop floor, attract new empioyees or to counteract

contract demands and drives for umom/atlon .

Unions often see bnghsh in the Workplace courses as part of their entire
educatlonal pmgram” As in the example cited, unions may view the EWP coulse as a
first step in involving the members in on-going training fox union positions. But more
often, the union offers the course elthex 1ndependently OI‘JOlntly with management to .
provide a learhing environment in which communication skills can be developed in a ' ~
labour contct with content focusing on workers’ rights and procedures for solving . o
worksrelated problems. For ihstance, health and safety issue&discussed in-class from a
labour perspective W(‘)uld emphasize the ‘employer’s responsibilities aé well as those of
the workers. Such dlscusslons would also teach learners to use the methods for
reporting and changing. an-unsafe worksite. With the emphasls on retrammg in many
mdustnes “unions have begun to v1ew EWP classes as part of the, larger issue ()ijb

security. Workers are able to take advantage of letrammg\on y 1if their language
praficiency level caggnivet the demands of the training programs Upgrading skills or . y

L4

learning new ones WM enable union members to keep pace with the changes in their

N -
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workplace. Communication skills a:e also central to full participation at membership
meetmgs in commlttees and other union activities. lor many anie. n-sponsored

Al

*

-

e .

Personal Motivation Co

B S T T

*  In the case of Nancxso self-esteem was part of his motlvatlon for signing up for
" the workplace ¢lass. Narciso wanted to take {ull responsxblllty for his banking; other
people need to improve their language skills to apply for higher positions or for
retraining courses. Some feel that they need to understand- ghelr rights and ’
responsibilities in the kaplace in orde. to protect themselves. . Bome need basic

survival language learned in‘a familiar context which fosters a i{ense of communmity

and muhual support. Communication within a context, not just isolated language
tralnmg, is the definitive mark®f E,ngllsh in the Worl\plare programs. .

. /\'

Who Are the Learners?

'

+

Learners in English in the Workplace cldsses are ’adult immigrants as well as
French-speaking Canadians from a wide variety of backgrounds. They can ‘be,}n their
early twenties and just entering;h'e workforce in Canada or pedple within ten years of
retirement who have finally found the right opportunity to learn. A large percentage
are women who have not beén able to attend lallgU'lge classes because of mellglblllty
fqr government- sponsored ESL training, work schedules home responsibilities or as a

result of ®ultural barriers which deny women access to continuing educatlon For ’-

many learners, tfaditional classroom education may be very much a childhood
experlence if they bave only completed grade 3 or 4. They may have no experience with

formal learning at all in theit native language so that pre-literacy training is the first

step. (xene ally, learners in KWP classes have some, degree of native language
o literazy; that i is, they can read and write in their native language to a greater or lesser
‘degree. But in English, their second or-additional language, they may have lower

levels of literacy. Often, they havé survival reading and writing ski:!s in English, but
-

are not functlonally literate. Or, they may feel comfortable with basic reading and .
wr 1tmg in theirpresent job, but do not have the skills to handlé more extended reading
and writiig needed perhgps to advance to a higher level joh. (T help them improve
their literacy skills in English, it is important for the teacher to be aware of their
famikarity with reading and writing in their native langyage.) In most cases, learners
"are at the entry or basic level in oral interaction or reading and writing skills in
Knglish. Usually, basic level learners can speak and listen bette® than they can read
and write. Very often they are unskllled or semi-skilled workers who don’t seem at
first sight to rely on communication skills to perform their jobs. They may avoid
communicative situations whenever possible. They may lack confidence regarding
learmng and have a low self-lmage legardmg their abllltleS to tackle the wider world

A ]
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of communication. But once they make the first step by agreeing to take the cohrse
(S S #1123 ) 4 0] 0102 ¢ P d?tamneckcommx%memrand—exposune_m_a geasitive teacking- Iearmng

AL T processéan overcomefear and deve}op self- L ASSUEANEE. —- .o
A .
'§§1le§ iS‘a 30-year-old Punjabi woman ‘wh(; came to - : o
Canada 5 year. ago with her husband and two children. o
© s h Desplte her desire to return to India, the family becomes
more § settleo every year and-Satvant has begun to feel the . RN
. N prossyjre to "learn Canadlanwys Soon after arriving . S
SR A " in Ca*x;ada she started working in the garment, industry. L : SESE ’
-5 Rer the last .3 years she has worked insa large high’ R '
pressured factory.asa sewihg: machme operator - .

- o ‘ -
' ) o- During the interview for the EWP class she was .
_ confident and- aple to interact quite well orally. With ST f Y
- help from o friehd she filled in the written questionnaire
o '  adequatety, so/she was placed lr}/the mostfdvanced of the
S .ﬂ' ~ three classes runnmg in-that faetory: Aftdr.three. days of
v . . instruction, Salvant was ﬁnally forced wyryustration and
determination to annodnce: "I can’t read. lease I want v
g . 0." Frem bhat crucial request came a new emphasis on . ' ~
} . literaecy ‘training which prepared her for her first big
. : challenge. She had always handed trer pay cheqieto her .
) husband who cashed it, gave her $50 and accounted for \‘/
v . ., therest himself. The day she opened her own%écount and S
S dep051ted her salary was her first tangible success‘m ,°
~ . dealing independently with the demands of a literate
A " society. \\\.\ '
- o \v-." - . ("
Pul Kwan srafternoon and evening shift \BNUsgyLrl in the -* '
city’s largest hotel was a far cry fram her respon&bfffbyL\ }
a cook and businésswoman,in Hong Kong. At 28 she ™ . . . -t
- seemed to be falling far behind her desired goals in the
. food' service industry. Management insisted that she, . .
/ ' - attend the workplacg: mghsh classes becauae they found : S |

——— —— e t

her troublesome, disruptive and indensitive th\customets’
needs. Her English, they said, was "loud and terrible."
The teacher found/Pui Kwan brlght and perceptwe
, although somewhat disruptive in class at times. Her
3) good listening skills were offset by real problems in oral
communication especially pronunciatior. Pui Kwan was
pregnant, in a fast-moving job, and havmg to cope with
family problems as well as reprimands from her .
- supervisor at work. It wasn't® any _$urprise that
“sometimes she just "refused to compréhend." In class,
Pui Kwan could command attention by clewning or by
L ‘ exercising her charismatic qualities. Her Chinese- , .
' speaking peers were very supportive and understanding
although somewhat cautious. They feit that management
had as/;mmed a generalized view of all Chinese workers in

ERIC - | 13
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. the hotel based on Pui Kwan's behaviour, “Pui Kwan’s
abrupt request in class one dayto work specifitally with

the .teacher who provided® concentrated and sensitive
assistance at that moment. A aramatic turring point! R
Trust was established and ghins in self-confidence and . -
o : } oral expression soon followed. - ‘ : ’
’ . |
T _Arrﬁando‘ is an outdoor worker with the¢ city’s
. - transportgtionssystem. After twe and a half years with
A s : the transi company, he’s still considered a "new man” on '
*_ the job sofhe follows f.ie accepted ways of doing things °
' .." 7 even thoukh he would sometimes like to- take the lead )
’ : and change them. He often feels that his job is unsafe S
becausé he frequently has o work’ alone witho‘\;\’L\a' S
N flagman to warn oncoming traffic of hig presence. With ’
' 30 years ahead of him, a growing family &g a job that he = S
- . . is uneasy with, Armandd would like to take advantage of )
w0 _*® _thecompany training courses to gecure a safer and higher . ¢

]

""‘Eﬁé"t?ath‘er—.zmd—n'ot-w'ﬁ;%r%heva»ide-»was—aeknowledged by -~ .. o

e - paid position. Until now his jobs in"cousgruction R e
and Canada have not demanded any: writing skills. .
During the 12 years that he's been in Canada he’s ¢ ‘
_ . developed adequate oral skills to talk his way through
o e : any situation. Even with very little fozmal edugation his
’ reading in English .is well beyond the survival level. -

v "7 T Betore he atten‘d@d’t’h?W§i‘k‘§1'§é‘é‘éia*séés;;herd'epended on e

_ . his children to help him with any activity that involvgd--
writing. He had never really tried to write in English, so
‘with a lot~of courage and with many .apologies for his
incomprehénsible sapawl, he began to produce words. He
‘keeps looking for new?ways to learn more words, to
master their spelling and to make meaning on the page.
- He is a proud adult learner who comes to classes even on
P , his days off and carties his reading and writing exercises .
’ with him everywhere he goes.

: Program Deliverers
"Onc¢k a company or union‘ decides to ‘investigate, and remedy " their
communication preblems, they often approach an educational institytion directly for
assistancel, Some boards of education and community colleges have well-established
programs "\vhich they advertise either b.y word-of-mouthvor througf\ their progi‘am'
brochures. | In some provinces the industrial-institutional link is usually made$
through the Canada Employment and Immigration Commission (CEIC) office under
the provisio'ns.of'the National Training Act. Companies or unions can also turn to
_ smaller, cemi-ihdependent organizationssuch us English in the.Workplace «London,
Ontax'io) and English in tue Working Environmeht (Kitchener, Ontario). These
orgarﬁzations specialize in language education for improved communication at the

1] . [

e
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~ workplace. Although they are financially deoendent on boargds, cc)mmnnity colleges or

government grants, they opelate more or less autonomously They de/elop the

" market, promote their services in the community and train thg ir'staff to assume the

responsibilities required of workplare educatons In the Centre for lsabour Studiés at
‘Humber College (Toronto, Ontario), the EWP olgamzer gperates in a similar fashiof -

except that they wonk primarily through ulllOI)S to promote and develop

commumcatlon courses with a labour perspectlve
. . /

Outside of the small, ‘se{mininq,ependent/organizations,‘a_ducational institutions
innCanada at this tim. are not actively engaged in doing market surveys to determine
which employels and unions would be most llkely tsneed and want EWP courses. Nor
are they actively promoting and sellmg courses as the NCILT does in Britajn. Perhaps
the next stage in Canada now that some EWP ptognams have been run’successfully -

" here, isto get the necessaly support to do promotion and sales. #
. . e .

Morethan ’l‘ea,c.hll)ng ’l he Roles of F‘WP ’l‘eacher

»

As teachersin the workplace our job goes well beyond the traditional elassroom
walls. Since we are in contact with the learners, the sponsors and the educational
institution, we-are the link among all the part1c1pants in thé program.! In this key
position, it is cextamly desirable that we take on new roles and tespon51b111tws by

’

T participating i the initial'negotiations;needs-analysis, eurriculum-development and’
evaludtion of programs:’ ’ . .

A In some workplace programs the tea('het and ‘the coordinator from the

educational institution share the I‘espOIlSlbﬂ'ltleS %or instance, a coordmator may
assume respomsibility for negotlat;mg the contract and doing a needs analysis, and

then hire a teacher to follow through. Even if we as teachers__gnter at this stage we,_

are responsible for developing and teaching a course based on the findings of a needs

analysis and the resilts of the neg‘otlatlons We are also responsible for building

relationships wjth the major partners.sponsm ing the course 80 thqt we can mtegrate

language development into the working environment and improve overall knowledge
» and communication.in the workplace.

In other programs teachers are oart of the initial procedures .and have the
r('sponsibilitynf'm" carrying out the needs analysis, for deciding on the levels and
participants ih the cofirse Q,nd for determmmg the hours and place of the class. No
matter what the division of rries, we have to be aware of all the ingredients i in the
process and of their results before we can design our course efFeanve,y. At a very

£ : . *

N »9“,? -

)
A})m- vdddor oxpressed'the contral role of the teacher in this diagram on page 8,

./‘
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- general level, for example, do the discussions with indus;tr'y and/or union identify a

»

e rr f'—"‘

!

g

’ ial need for oral as oppoeed to wrltten skxlls’ Do the future partlmpants in\t he
o Veou?se express‘f.he same needs’

Teaching in the workplace -~ e may find that our leSp()IlSlbllltleS increase Wlth

- each new pr oject. After teaching two or three classes we may be ‘called upon to take

part in the négotiations or needs analysis or perhaps prepare a syllabus and matenals

for other similar proy)ct& Siftce EWP programs are fairly recent addltl()llb to ESY in

Canada our e‘(penence 1s valuable to people entermg the field andXo those interested

T in expandmg EWP services. We can assume then that as out experience grows, sp will

S

our respon's,lb\\hty The tleld 18 exmtmg and d‘émand1

it

be part of a team of peop/lfe engaged,in t;eachmg and lea Qng\commumcatlons skills.

"in which the educator is a consultant specializing in communication.

.
a

’Q___. e m s

Vir gmla,bauvé an e\pemenced wotkplace teacher from Albelta likes a model

offering us the opportumty to '

"ed cators n

. the workmg envwonment we can tuke on the reles of negotiator and needs analyst

C -
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program des'gner and evaluator in addltlon to classroom teacher The diagram below, .
adagted from Sauvé’s model, illustrates the extgnt of ‘our job. More 1mportantly,

N R " ] . A .‘ v/ - '
. | .r - | . . ) \J ‘

»

‘o

p—

shows that we are called.upon to perforim duties imareasof- e'(perr,ise Hot cr' amonally

absocmted W1th the classroom but vital.to the workplace settmg ° ’
.6

a

4 L4 .

A

. Cross-Cultural -
o ' ESL Training/Sensitizgtion

«Classroom -
“Teaching -

.o “ ) (' ’ R .
. Negbtiatiohé""“”“ Syllabus‘Design =

Needs AnaIySIS

Admlmstratron
Maintznance

<4, Relationship © . G - s
- Building o

L LR ) . .

o Mg;e_r—'@l—s_vDé-yelopment_w- SR

Assessment & Evaluation '

Zsalivee's original model is described as a "change agen\." model in which evaluation is part of the consulting
" function. Sauvé also makes the distinction between project and program; the former referving to communication
within the company itself and the lutter to aspects dealing with language course design. Por jnstance, she sees the
first and essental needs.analysis within the industry at the project level. Next would come the program needs analysis
related specifically to one ecourse within that company. The model shown here would function at her program level.

2 . .

-
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" | NEGOTIA’[‘IONS SN .

4

\
’

Whenever‘we heaz of contract negotlatlons taklng place we usually think of
money and productive worklng condltlons blmllarly, negotlatlona with management - S
and/or unions as the. sponsors of EWP programs 1nvolve matters of ﬁnance and'good |
' teachmg/learnmg condltlons ~Once- the sponsox (company -andfor-- umon) has -
’ recogmzed the nged for 1mproved 'communhcatlon and has contacted a p)ovxder of

language trammg servrces dlscussmns begin on anﬂapproprlate cose:

et Usually.. sponsars’ délegate Qné/ employee-to be the-" coﬁmt person,; Hothe-pne— o oot
responSIble for the EWP program., 'Often, the management contnct person is part of. ' |
the personnel or staff - development department in.a large industry or ‘servicge
‘institution.’ In smalle-r Workplaces, the .general manager, a department manager.or a,-

line-supervisorcould uefthevcmttacfrpersen—— Formnions;-the-serviee- agent- a~membeeof—'~~~—~-- e
the local executive, the head of the education committee ora shopsteward is otten the -~ .

~_link between the teacher and the rank and file membershxp These contact people are . .
usually, the key players for the sponsors during negotiations to set up a workplace
pro am The educational’ institution delivering the course can be represented by an
EWP program coordinator, by a "lead instr :ctor". (teacher/admlmstrator responsrble |
for a small group of teachers) or by the actual teacher of the course. Coerdinatorg of
EWP programs often do the negotlatmg themselves without the .assistance .of a \
teacher. With no. firm commitment. from the company/unron at that stage;
coordinators may be reluctant to hire a teacher. They may be unable to obtdin the .
‘funds to pay a teacher to partlclpate in the negotiations or feel they do not have
enough time to interview and hire a teacher before negotlatlons begir. The job of -
negotiating is part of the "consulting" role wh1ch 15Just one aspect of worklng in EWP

. programs.

l

Financing o ' . | : '

L3

In most EWP programs across Canada the sponsors have not been requned to
make sngmﬁcant financial contributions. The bulk of the financial commitment to
cover teaching and administration has traditionally been met by the pubhc sector,
often through school boards and communlty colleges Their funds are often

- . . ) “ : &
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i
supplemented by provmpal mmlstrles alread volveQm other ESL programs and by
fedetal depaxtments such as Secretary of State and Lanada bmployment and

i

PU— ""““lmmlgratlonCommrssnon T ] _ ! K o

Management may ‘assume some f'mancial responsibility by offering the course |
| - during’ company time so that employees recewe full or partial wages for their ~®
' attendance A commonly sought’after formula is 50/50 shared time where the ‘
employees are paid for half the class time and volunteer their time for the remvamlmr
‘half, Ina workplace that has a 4: 30 qulttmg time, for mstance a 3:30-530 class mlght o
. be scheduled with the first hour paid studytimeé and tige finfal hour on the workers own |
S ‘time. Occasionally, ernployers‘pa.y'f'ull or partial wages for classe.” after work hours or
' ' give bonuses on completion of the course. In one EWP program, m: ~agement offered,

- financial assmtance by paying for an extra teﬂﬂ? to reduce the clas. size to'an 8:1

. ratio. \ v ., o .

- . ¢

. PR
- e " . L@

;."."..M...I....‘j:.,;,-N___malagmuelto help ﬁnamejbehleed&analysrs_Owa uculun dexelopmentf Albhough= -
. . otfisisnot currently the accepted practlce in Ontarlo there has been a definite change .
recently in sponsor w1llmgness ta accept some ﬁnanclal respon51b111ty ‘for curriculum
‘development, This has turned out_to be a controversial issue. .Seme teachers and. cl
cuuuumal:ors-feel—that—smceﬂ*resporrsm's ettefit{rom-the- eourserthey-should-be-asked-—
to carrly .som,e of the costs. Hlstorxcally ri-time teachers (the status of most EWP
~ teachers) have béen paid only for their contact hours with the class and not for
curriculum -devel,opment; staff meetings, evaluations, etc. These teachers feel‘"t_hat the
" sponsors could provide an additional source of funds which could pay for their
curriculuin development work on a set fee'or hourly basis. Others feel that curriculum:

. R B '
. <

is too sensitive an area for sponsors to finance directly. Ifsponsors pay for the curric- ¢

‘

\ < e
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ulum "then they may want to exercise ﬁnal control over its content, methodology or
et uSE,— FOr-this-reason, some-teachers. _px—'efer $o- request. “additional. funds -from- their -

a
<

educationial Phstitution which they see“as a more neutral and responsive body.
Sponsors may help tp meef immediate classroom needs by providing copym[.:,r facilities,
blackboards, tlip charts, blnets for supplles/materlals and perhaps refréshments

.~ Working Conditions

\

Working condltlons in relahon 1o EWP programs should be undmstood in the
broadest sense; that is, the condmons necessary for effectlve teachmg and learmng

T

o | _1s mvol\ed in the negotlat on proceés a mutual understandmg’T’why the course is

contract for the course »estabhsb.mgthe responslblllty of each player and so on.

‘ ' “ et

) ’l‘he first meetmg befween the sponsm(sl and the'EWP consultant not only

w bemg offered apd.a good ser. se of the a1ms of-the negotiations. Aims mclude‘settmga e

‘/..

‘f‘;“.‘f'“ T :.:_“estabhslfes—aworkmgﬁrappn‘t butralso outlinesthe Wox’klng .condlLf()nS A wmk—mg

' _ rapport is. based on a mutual understanding of why the course is bung offered and how
. best it can be delivered. The sponSm may have recognized \the need for improved
‘ " communication through some speclﬁc mcndent, but probably does not . reallz.e the
i ntmcaclesofitheeomm&mea%wn—neswerk &heempleyeesare_requlredio use,. m\mlymg

.
.

Lo both linguistic’and social behavnors For instance, when-one hotel management
* requested ap English course because the housekeepers eould not read the new order
“forms; management viewed the. communlcatlon problem in terms of one reading task.
As it turned out, the problem was nol; simply in reading the form but in actually using
S it. In reallty, even the performance of that single task requued oral mteractlon skills
between supervisor and houselteeper and possibly even more advanced reading and
writing skills. TF.. stwork mvolved contact with sapervisory staff laundry statf,
& ‘personnel ofﬁcers anu the hotel’s customerg as well as among theWorkers themselves,
\Managemen't was also not aware o.f the housel‘(eepe_rs language needs_for their wider ,
“communication nétwork in the hotel. The question o why the course was being
offered required further dlscussxon exploration and finally agreement by both sides.
Interactions within these networks became subJect matter for the course ortly after the
EWP coordinator helped management expand their view of communication in the
workplace So, even in our, initial meeting with the sponsor we should be prepared to
help them locate their own perceived communication need in a large network. Once ;
the sponsor has arcepted this more comprehenswe view of a commumcatlon problem
v ' we can then make a solid case for adequate pre-course developiment wor k in the form of -

4

a needs analysis.

.
¢

In the first meeting with the sponsor we, as the educational consultants, are

8

1deallynegot1at1,nglor A\ < ~ .
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¢ . -*Paid tirlle for pre- and post-course development work

\

e - G- ,
- e Access to \the sponsor shuman and materlal resources such as superwsory
: and tr ammg personnel, documents, handbooks, etc. for information. about

- the mdustry, the process and the product R f Y
* * * Shared re onslblllty m deternunmg the number and level of classes as
' well as t’h ake ﬁp of each class. . .
- ) \ ’
: . °Shared responslblhty in determmmg a sultable locatlon hours and
N support facllltles - - _ . . )

n e " . . . )
Pald Time for Pree,and- Post-Course -Development Work -

a l

To ensure that approprlate. course objeét_"ves can be set we shoyld present the
pre-course neegs analysls as the first stage i ina language and*commumcatlon trammg_ )
"prog;am and-as the basis for ‘other aspects ot the program. .The results of a needs s
analysis feed mto curx‘lculum developm'ev'nt dnd course dellvery Finilly, the course ls, -
e “evaluated in hght of the orlgmal obJectlves tﬁat‘ Were established’ duung the needs
analysis. In practxce these stages are not 1solated but interactive. Although the bulk .
of the need} analysns work can be done’ before the actual teachingebegins, we are
_ always mvestlgatmg new, needs,” mcorporatmg therm into‘the course and evaluatmg
- ——their-results- —thmugheu&-t%eeurse——Many—sponsorg“are*anmous—to seethecourse
o begm nﬁt away once they nave commltted themselves. They may have already made

R S promisesto the prospective iearners or obtained a. somewh,at tentative approval from
Lo their superiors. "If classes don’t begm néxt week the course may not be offered at all!"
- If we are clear on the 1mp01tance of a needs analy51s we can present a convmcmg‘

' argument , ' . '
' During the pre-coufse needs analysis We familiarize ourselves with the overall

working environment so that we tan locate our prospective learners and their jobs in
_the larger structure We then focus on the morheciﬁc communication needs |
expressed by thé sponsor antl the learngrs, explormg them 'in relatlon to the total )
communication network. 'If both union and management sponsor the.course, then we -

. . need ample time to mvestlgate the views of poth organizations in this manner. | -
f-/ " At the end of the course we also need adequate evaluation time to analyse our ' .
original-objectives and the effects of the course on the'learners and on the sponsormg oo

. _ organizatipn(s). The more the sponsors are mvolved in the planmng of the course, the "+ °
more interested they will be in its outcome. Was the time and money mvested in .
planmng and delivering the course used wisely? A thorough review of the obJecti'ves : : -
. and results of the course forms the basis for improved-needs analyses at other.sites, It - |

can also determine the objectives of a follow- up course in'the same workplace \

L]
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, Actes§tp Human and Material Resources

- ’ o
S e e e . . .- . <

| ' " To do pre- and post-course development work adequately we need access to the _ '
human and material resources‘ofthe sponsoring organization(s), that is, to all kevels of
™ person_nel and to.as many relevant documents and A-V n'rateuals as possible. '

P

"
, In our early negotlatlons we should become familiar withethe channels‘ of
: . commdmcatlon in the organization so that we can inform the right people ofwhat we
, - w1ll}¥ndertake in the various phases of the course. An organuatlon chart on page 15
' wrth the yames ef personnel rs-one of the most useful pleces of documentation to
request In a larger industry or service orgam/atlon we might have to speak to-

supelwsory staff at several different levels to ensure that each link person has'beeh

notlﬁed and consulted about the course For instance, durirg negotlatlons with a =

[

large munimpal department, one workplace teacher ‘had anranged to meet the
superintendent and the foremanof a partlcular sectton _The f0reman was somewhat

uncomfortable >-beeause-his 1mmedlateﬁsupemo@,{thesupermsor) had.not been contacted - e e
! ) 'to dlscuss the program. The nevtday the supervisor complamed that his foreman had -
| been-asked to coopexate on-a prégram, that had not lecened his (the supervrsor ’s)
appi‘eval Obkusly, more'thorough work during negotlatlons would have identified
 this supervisor as an 1mporuant link in the lihe of command. Whole courses can be put

i G e R

’

‘ \ mJeopardy;,lfthe rlght pr otocol is not followed by ¢ educators

]

>

- In a union-sponsored setting we may have to inform - regional executive’
about the coursé as lgvell as the local executive depending on:@e size of the union.
Meetings of the educationlcomrnit'tee ot the health ahd safety committee might also
. .- provide a‘gorod opportunity for us not only to'becpme familiar with the issues but also
o, : .to engage the committee membexs in the development of the course. Once again it is
' important to follow: thxough ?ﬁ the accepted line of command. In one jointly Sponsored L
_ o program,.forr example, the union wrg largely 1espons1ble for advertising the course.
. - “The EWP cooxdmat,or and the teacher spoke with the local’s- vice pres1dent but
’ “ unfoftunately not with the shop stewards who would Be receiving the notices forthe =~~~ ==
course As a.result, very few of the shop stewards were able to be real assets during
" récruitment. The learners mformed them of the detalls of the course rather than vice
?.i' . versa. v . \ w\\ d | o
: ‘During negotiations with a large organizatlon where learners may be drawnu- -
A ' from a varxety ofﬁepartments an efficient way to adVertlse the course and to mtroduce o
S ourselves is to arrange for 1ntroductory gloupJ meetings with middle-level
) -, - management or union representatlves those' people who are in daily contact with the
| prospective learners. ln‘dlvxdual foremen or shop stewalds can be approached later for

3 — [»detalled 1nform°atlon after the learners for the course have been selected. .

'Y ¢ - . .
’
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{To-understand how specific communication needs.relate to the wider network - .
s we should request access to the actual job éite for at least part of one dey. In a textile
! 7 factory, we want to be on the floor’ and ‘at the varidus machines to observe the
luteractlons [n. a hotel or hespital we want <o go through the routines with the
housekPepers ot service workers and make note o6f the types of activities and the range
of lmgutstlc and social® skills demande(& One te iﬂher who accompanied a hotel
: chamber maid during her morning duties comméntéd on the unseen pressures
associated with the job gelating to the numbex of rooms to be cleaned in a period ot
time. This insider’s view is one of the lmportant results of bemg on the shop floor. It ‘
~ helps explain the tension, fatlgue and worries of wmkers which often become part of
class discussioris,. Observation can begin with a tour of the site but_should not end _
“there. - Of course, atcess to ‘job s1tes may be a sensitive isstte if a manufacturer is " \

ey

" _worried about protectmg industrial secrets, for instance, Attendmg umt meelings,
~ orientation sessions or spec1al committees can also help us gam a more thorough T
. V “understanding ot’Lhe communjcation network within the-working environment—— — " ———"

x . B Access to the act.klal Job site also @eans that we have the opportumtv to discuss
o communication needs with the specific individuals that the learners relate to on a
e ————-daily-basis This-netwerk-usually goes well- b@ymdihummﬁdmte!.supenmsor or_shop
. steward. [t-can include. pgsonnel btatf receptionists and secretarigs, cafetena staff,

members’of spemal commlttees and so on.
» ) - ‘

In addmon to the human resources that the sponsor has to o(fel; we should
mvesmgate the material resources available for use in the course. Management is .
usually more than willing to offer health and safety manuals, employee handbooks ]
and company benefit forms but is often somewhat Feluctant to assist ir our dbtaiming ~  * 7

.Job descriptions and blank pay cheques. For the final evaluation phase it is helpful ) .
elther to have access to the sponsor’s records or to ask manageraent to check their-

records in re gard to certajn.questions. Has absenteeism on the job been affccted by the

langwge program? Have attendance rates-at umon_meeungs impraed?. .In the v

Jantzen, prolect in Vancouver, for example, extenswe dogcumestation supported

evidence of the i.verall positive attitude towards'the course. In an EWP evaluation .

xeport by Brishkai Lund, figures show g noticeable decrease in absenteeism f&r .

workers who took part in the coursg: ...the clear advantages of the course can be ' ‘

dlscerned in the bupEI’VlbOlS arid the trameLs attitudes, in the high morale among the Lo

trainees, and in the decrewge in the use ot interpreters and in the rates of absenteelsm '
: (Lund 1982:46). Evaluation reports that draw on infcimation of this type can be

helpful in mamtammg on-goiflg programs andvin initiating new ones because they

. " indicate the value of the program to m’Janag'ement In our initial negotiations we
\, " should investigate access to information that WOuld help us prepare such an

evaluation. * | CooN .

|
LS

.




& . “
—— -

... ¢ Shared Responsibility in Selecting Learners . . Y,
\ . . . v ’
In instances where the sponsdrs request language training, they will probably

have pre- -selected the learners. They may bé people from one unit-or department.as in
- thg case of the hotel housékeepers who had to use new OIde‘I forms. Or they may be
people drawn from a variety of depattments who will be involved in‘a spKemﬁc task
common to all of them. For mstance, a"union local may Want to recruit more people for
a shop steward course. Frequently though, this apparegtly, clear-cut. division of* rfeeds
becomes more complex. as information about the course spreads.throughout the
WOrk'place In one hospital a course initially designed solely for:the catering staff was

: su bsequently opened to the olderlles and dietary sLaffupon theirrequest. . ... ... ... ..

( : -

During the early negotlatlons we can arrange for tlr})e to assess the language

competence of the plospectwe learners, ‘even if aSSGSbmeIlt is done informally. More
formal oral interviews ana brief reading and wntmg tests. requue at least one group - .- .-
meetmg as well as prlvate meetings for the oral interviews. (See chapter 3 for.details -
_on pre-course assessment.) The final selection and placement of learners is best done

by examining the results of this _a_sse_ssment’jn conjunction with the nee‘ds analysis. -

.
L

" .We should also caution management about t’he negatlve effects of requmng"

employees to attend classes, especially when the class is held on-the employees own.
time. Employees who are forced to participate in a course may feel embarrassed at ;
bemg singled out and resentful at being asked to gl\.e their own time for training
which they didn’t request. Or, they may feel tzl‘lat their job security is threatened and , o

g |
that good performance in class is the only way they ¢an keep their jobs. [n such cases |
the teacher may have to spend many weeks in class trying to gain their contidence and '
trust. Instead of making attendance compulqory, a strong rel.ommendatlon to take the

course e\cplamed in terms of long-term benefit to the employees. would certainly lead to,, A
a more productlve result as: would the offer of paid time or a bonus

Altemativély, ifthe('c\oui's'e is open to a wide range of people onavoluntary basis . -
then publicity is a major factor. Who will be advertising the course? How will they
, describe it? How will they promute it? l;anglxelge and communication courses can be
advertised incorrectly as "brush up your grammar" courses. Sign up sheets with
_introductory course information in English (rather than the native language) can ,
never reach the potential learners who have very limited English. A written natice, R
even in the prospective learner’s native language, may not be comprehensible to - ‘o
workers with a low level of literacy. If the management or the union is msporlsiblé for
-

recruitment and publicity, then our collaboration is necessary to ensure that the most
accurate information gets to the appropriate people. S

t
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"Class size-is another variable open to negotiation. Due to present funding
arrangements, we may find that the educational institution is negetiating with
government rather than with the sponsor 6n the issue of class size. For instance in
some EWP programs, the:provincial government funding scheme requires an average
attendance of 15.learners to initiate a course or to. provide an additional class in an
existing course. Classes may start out with 15 or more but often drop- back to half due
to layoffs, shift work, home responsibilities, inconvenient hours, etc. In these cases,
some workplace cooxdmators have negotiated for reduced student-teacher ratios and

" have successfully maintained classes with 10 learners or less. Thissmaller size class is

preferable since there will be a variety of educational backgrounds and indivitlual
problems no matter how homogeneous the class appears to- be. Class size is a
“particular issue when some or all of the learners need a good deal of basic literacy

training since beginning literacy learners need a lot of individual attention. Because

classes are work-specific or even problem-specific, learners view workplace courses as

a one-time opportumty to take advantage of language training tailor-made for them..
With these conslderatlons and expectations in mind, classes usually function best wnth

o more. than 12 learners, - -

A. few more thoughts on attendance are worthwhlle mentioning. Because

attendance can vary sngmﬁcantly, we should be aware of the reasons for hlgh and low -
. -attentlance rates since. at some stage we will probably be reportmg to the sponsor

and/or the edﬁ'catlonal institution, Important factors are the economic environment

. which could produce layoffs and the industry’s spemﬁc conditions such as production

«cycles, job rotation, shift work and so on. Although we are usually sensitive to class
attendance frealmng that attendance plays a role in the evaluatlon and maintenance
of programs), we should also be aware of additional factors regardmg atténdance. If we

are working with a formula funding scheme from a government source, what are the .

bengfits of that particular scheme to workplace classes? What are the drawbacks? In
some cases sponsors prefer to use their own attendance policies established for thelr
staff training programs. For instanee, if employees miss more than x number of
classes in a period of time, then they are dropped.from the rolls. Once again, what are
the advantages and disadvantages for a langudge course? In other cases, the sponsor

asks the” teacher to suggest a policy. For example, one teacher, approached
independently Ly a multi-national corporation to set up a class for cleaners, was asked
abort an -attendance policy. Manage’ment had already agreed to & 50/50 shared time
basis for the class, so in effect.a deal was being made between management ~and
employees each one contributed h If time. Here, the details of a policy might best be
left to management, and the employees todecide. The teacher’s suggestlons might be
most helpful if they are made on the basis of good classroom practice. For instance, if
one employee has to miss the first; hour of every class, the teacher could consnder that

L}
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issue by asklng if that is practical and beneficial {rom a teaching and learning p;fnt of

’ view. ‘ . ' }
Courses of 9 to 12 weeks are most popular because they fit in WLth school board
and coliege sessions and altew the sponsor(s) \to review and evaluate fﬁeq ently so that
they stay in touch with the aims of the pro\gram For courses of thléength to be .
" successful, we will have to become very ade\pt at -analysing needs and spec1fymg' K
“objectives that are reallzable in limjted time periods.. Sponsors have shown more
willingness to commit themselves to short term courses with limited objectives, a 'S
format they often use in their own staff development programs. It can also be easier to
motivate learners in short spurts so that they can see and evaluate the results. It is
1mpoxtant with .,hmt term courses, however, to try to provide ongoing classes so that
learners can move through a series of levels. After twelve weeks, basic level learners
are just. begmnmg to feel comfortable with the classroom and the opportunity to
continue .learning should be provided. A series of short courses does offer the N
possibility of regrouping, changing location, scheduling in relation to the workplace’s
busy and light seasons ard mounting special courses - for workers who have been laid
off, for example. If EWP classes can be integrated into companyfunion programs, then
short language courses can be brldges into other courses. In Britain, the Linked Skills
Workmg Party has created a varlety ofwourses which link ESL and skills for

commuinity, craft and industry purposes Their efforts are well worth investigating in
their new publication, Linked Skills: A Handbook for S¥ . 1d ESL Tutors ( 1983). - = S |

P

Suitable Location, Hour and Support Facilities . | : ’

N 3

Since most workplace classes are hqused orx company property management

mgst give final approval in ‘selectmg a suitable locatlon unless, ofcotxrse the program
is sponsored solely by the union and held in the union hall. Clean, quiet and private )
rooms are ideal angd can often be obtained in hospxtals hotels, r(nummpal departments
v . ‘and large-scale industrial workplaces Boardrooms, staff “\trammg rooms and
cafeterias have all housed workplace classes. However, in many small industries,
‘ textile factories for instance there is often only one spacetsuitable for group meetings, - _ .
the lunchroom or an-area set away from the machines. In these relatwely en spaces, -
f . | noise can be a problem if the factory is still operating during class hours. Even in

unionized shops, teachers have reported that the supervisory staff?an take advantage
of these situations to observe the class, the content of the lessons aMhe remarks of
the learners. Predictably, the learners become reticent, sending that they are being
watched, t‘ested and kept in line by management’s presence. Dealing with this
problem one teacher felt that the. only answer in her particular situation was to
. ..----»,—--»——--request ‘that the next course be offered off the property in a nearby community house
or school. In another case the union took up the coinplaint, spoke to management and

SR 23
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eased the tension so that a more supportive learting environment was restored. In
unionized and non-unionized worksites teachers have found that invitjhg curious
supervisors into the classis the best way of dispelling the'ir fear fnd suspicion,
Although learners may feel unable to speak freely about their problems and
complamts during that class, gaining the confidence & anc{ trust ot the sponsor will serve
the course better.in the long term. - . . . .

-

Selectmg the hours foa the classes depends on the avallabahty of the learners,

the shared tim'e or voluntary nature of ‘the course as well as access to a suitable
location. ClabSQS ofteh tend to be most convenient at the end of the-work day or at the

end of a shift. [Jearnels must then Battle fatigue and also, in the case of many women,

make special arrangements at home for'their l'ate arrival. Iflearners are attendingon -

volunteer time at the end of their work day, one to two hour classes are most common,
The benefits of a one-hour class three or four times a week is that it provides frequent
exposure to ladnguage in short concentrated sessions. It.also encourages a more

conscious integrafion of language training into the daily .work rodtine. ~Some

programs prefer a pne-and-a-half or two- hour class twice a weekebecause there is more

“time to explore issues and more possibilities for settmg time asufe to work with Lhe
specialized needs of individual learners. Another altematlve is a lunch time session

which reduces. the fatlgue factor but k&s its own drawbacks. Half-hour classes do not
provide adequate time fo get into the material in any depth.. Furthermore, lunch is
often a more social time, the vnly real break from concentrated work. ){Vhen the course
is on a volunteer basis the choice ot he learners and their cnmmltment to 1ea1 n help
oVercome these drawbacks [n one textile plant, half-hour lunch-time classes were
scheduléd for each of the’ three shifts. Since leatrters were grouped actoxdmg to shifts
had mixed levels as well as continuous

rather than language competence, clasg
intake. The boardroom logation ang

drawbacks, but the commitmentafAht: women and the teacher was the key factor in
: 4

T

the success of this course.
3 . . _
Supporting facilities are als pen to negotiation. Sponsors can provide access to

copying facilities, blackboards, flip charts, secretarial assistance and refreshmentb

- such as coffee, tea and j Jmce Storage space for materials is'of great assistance and can

often be arranged more eas1ly than a blackboard. Many teachers still carry their flip
charts aﬂrd matenais from home to CldSS to home and have not enquired about
available ‘storage space. Since these suppoxt facjlities are usually a matter of
mnvemence obtaining them can depend on the good working relations estabhsheg

*

between the sponsors and ourselves.

!

good support facilities offeet some of Lhese‘
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Corlsideriﬁg\ the importan'ce of negotiations, if we as teachers are not din'ectlly
involved in this process, then we should bé well-briefed on the procedures followed, the -
pexsonnel involved and the results. Without direct mvolvement in the -negotlatums
the Leache:s as the final course dehverers may find it necessary to negotiate with - |

. educational institutions for paid pre- and post-course development work foritisduring -
these phases that good working- relations are developed and resource mformatlon
obtained. More 1mportantly, when teachers are®involved throughout the entire

- process, communication between participants is recognized as a key tactor in’

: de},lwerm;., and malntammg successful language programs '
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NEEDSANALYSIS L

_ "In doi‘n‘g a needs analyeis we investigate-'the workplﬁce by collecting i'nformeti()n
and by mterv1ewmg Sponsors and 1earners We then follow up Wtbh an, analysi’s of the
data tbat hrave been gathered -

4

S INVESTIGATING AN[) LOLLECTING THE DATA |

Currlculums for English in the Workplace. programs grow out of the learners’
langua,ge needs in an employment situation:. In this regard developmg and teachmg
an EWP course is radically dlffeyent from the most [ull- and part-time ESL programs
‘ whach usually focus on gerleral language needs and where the. learners usualLy fit into

a predaermmed curriculdm. To determine the language and communicatior needs of -

a workplace, we have to mVOIVe ourselves in the employment sxtuat,lo'x 80~ that- we
_come to know and "feel” the unique aspects of the workplace. The results of this
investigation into the learners’ communications needs are the basis for currmulum

“planning. Successful negotiations result in -pre- -course development time to-
investigate and collect data on learners’ needs, to analysé those needs and to prepare’

course o_bJectlves“based on the f'mdmgs. _ L

/
. Q

‘A needs analysis in the workplace usually involves three processes; interviews,
observatlons and language assessment. - 'I‘hese processes may overlap or happen
concurrently- rather than in a step-by- stepy fashion. They are, " presented here as
isolated items so that we can explore each oné thoreughly "

" Interviews

lnterv1ews wnth the proqpectlve learners and with a Varlety of personnel from

the sponggring orgamzatxons (company and/or uniof) serve a double purpose: access to
mtormat%nd access to the people in the larger c mmunication network. Through

our investigations we gather mformatlon on ‘th st;ructure and operahon of the

workplace, on the learners” relatlonshlps andJob responsrbllmes W1thm ‘that-structure

o " M N
) 1

L] . " [
.

Onv reader argues‘for some pre-set linguistic objectives even if they are mlmmully stated, For emmple all EWP

learners should be uble to know and use certain stated griommatical structures, ‘




“and. on the language and commumcatlon requxrements of the learners. We" also have
the opportumty to meet key people in the sponsoring organization(s). By clearly
describing the aims of our course we can win their Support and enlist their assistance-- ° '
in short, bitld relationships that will ensure their cooperation and mvolvement It is
helpful to tape record the interviews with sponsors-and learners as long as they have
: agreed beforehand and do not feel awkward or uncomfortable about bemg recorded &
} .

T W .

.[ntervxews wnth bponsors L

. . )
In order for us as efficient mvestlg'ators to approach these key people,

. 'plehmmary dlscuesmns with our. contact -person(s) should prowde us with some : '

working life programs,-types of jobs, labour turnover;

wo.k schedules (shifts and layoffs), method of payment, : v

benefits, promotion opportunities and requirements, .= . )

, " health and safety ‘instrudtions and records, orientation =
A and otherm-company tralmng programs

standard basw 1nformat10n ‘ ? LT N

' R : . ' A ' - o » c T
¢ Coinpany details: .products, structure of the company,
 number 4f departments and employees, quality of .

Union details; &.t;ructuru of the union and afﬁhatlons
number of membérs and “their partigipatiornt at regular
s, active committees, mportant(<omts in. the

agreement relating. to senidrity, pensmn,q

nd safety, ete., relataons with nanagement_

N

; ‘ - \:P?M\,.u‘
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W1th dur contact person(s)we should also 1dent1fy the. specific p%tple m the | ' ‘.
company and/or union to be interviewed, if this was not done during negov ations, Ina . R
large organization it is best. to start with top level personnel. .They will pxol?g}_)ly have-
already. discussed the course since they are responsible for its final approval. Qur

" supervisors; for the union, usually tieir shop stewards. (This requifes, of course, that
the learners have been at least tentatlvely identified.):- We sh(uld be pmtlculaxly

~ level usually are not consulted on the advisability, of offermg

“employees from work for interviews and assess.{nents It

- .’purpose in meeting them is to make personal contact, to describe tHe needs analysis - '

and to request that information .be passed through the appropriate communication
channels If the latter works smoofhly, then by.the time we reach the foremen and

© shop stewards they will have. been mformegl and will be expectmgr us. Top level S
administrators often have interesting.information highlighting the long-term goals of .~ .
the drganization. For instance, -one high-level superintendent f‘rom a mun1c1pal S
' depaxtment in discussion with the workplace teacher mentioned that in a few years |

the company was going to have real difficulties in recruiting foremen in the janitorial

. department. Company policy was to promote from within the section but there seemed- 7/

to. be vgry few qua lified candidates from’ among the_,amtors He saw the EWP course

~asong step in upgradmg their quahﬁcatlons for.promotion. Ina subsequent meetmg,

shop stewards reiterated that 85% of the janitors did not have adequate English- . E R
angudge skllls necessary, for obtamlng either jobs with lighter mahual work or hlgher ' '

: pand posltlons The sameProblem had been defined from two different per spectxves o .

- ) T

. Our next mterwews are with people who have direct, dally contact with the .

,’,ltarnegs Company interviews would be with the learners’ fore en or 1mmt.dlate

obselvant and sensltlve in these meetings, since people at thig

1ddle management
e coutse They may
have been told-that the company has decided in favour of t fe comse but not why. -~ - .

They may receive some mllu{matxon abc at, the course but ‘th y-are ‘ofter not told that'

they will have to spend son\ﬁ?tlme talking to us or even perhaps ha,ve to release their

roduction has been upset or

V'mconvemenced Epremen can react negatwely to the ver approval of the couxse !

’ [

L "I don’t know why they special program
Everybody else makes it on theiy ow? "don’t they""

Or, they may feel that ‘somehow the course is aty 1nd1cat10n of management s criticism:’
"I really don’t see why my eople need thls course. The
~ section runs smoothly. They're doing O.K. After all, they.
don’t need to read and wntefo do thisjob."

Or, in cases where-the job is of an assenibiy-line nature, foremen or supervisors may - .
have negative reactions to a class because of the pressure from a production quota



standard or sufﬁﬂent with natlve speakers

system. " Or, Lhev may see- no lrmnedlate use fox language training. From thelr.

perspective com mumcatlon is not really parx of the Job
, /-’ . L}

"Flor the work t?hey do,.they dont; need to read English.

4

I They don’t even need to speak English, !t’s bad enough *

when they talk to each other in their own language."

*
@ " - \

[f our expeuences at t}ns level axe often negatlve t;hen we can predxct some of' the -

conflict sxtuatlons that may surface in the classroom. Negative comments from
superwsory stafyf' can be somewhat diffused- by focusing initially on-their job, their
lesponmbllltles and their problemsm dealing with a multlllngual/cultuxal woxkforce

- Their comments, though sometimes ditficult to lesp(md to, are usefu] in gettmg a

feel" for the working environment and the atmosphere in which our learners work.

Does prejudice result in actual discrimination, or is it ‘usually expressed ;nore'

. indirectly through jokes and appatently harmless ;*emarks" Will the environment be

sensmve during subsequent mtel views and obser vat,lons at the worksite. .

-

. " oy -
. . ‘. s

Even suppomve supenl,sots may,’ “find it dlfﬁcult to be specific about
communication ploblems since they probably have made many accommodations ‘over
the yeaxs for poor commumcatlon Using interpreters, mlmmg, of gestur mg may have
become standard practiog by now.. Basically, they have accepLed (through use) a low

level of communication with 1mm1grant workexs that they would never accept as.

i

' suppmtlve for learmng’ Ifwe ask ourgelves such questions, we will certainl be more -
| 5 ybe more

F)lizabeth Laird in. Introduction 'to Functional Language Training in the

. NV(nkg_ldce (Laird 1977:10) suggest's that interviewers ask HOW questions to enable

the stipervisor (pr shop'steward) to describe their commumcatmn systems.” "How do

. you tell people about a new safety measure?" or "How do )ou complain about and

remedy poor workmanship?"' Answering these questions can be revealing for the

. supervnsms and-shop stewards.th-mselves. They-may become more conseious of their

frequent need for mtexpreters or of the inadéquacy of the snmple nod and "0.K." they
took for understanding from workers who are unable to ask for clarification. General
questions such as "Can everyone follow instructions?" might get an immediate "Yes."
While a more specific questica such as "How do workers tell you when they don’t

understand instructions?" helps the superwsox s to analyse then‘ own mteractlons with.
" workers. Some ["’WP programs distribute written questlonnalres to superv1sors 1d

shop stewards, especwllly in large orgam/atxons where learners are drawn from a
variety of departments. If they take the fime to fill out these questlonnalﬂs
(ingepé'n'de.ntly or with our'assistance), then Lhey more consciously become part of the
pre<course development process. Their involvement and awareness at this stage
encourage them to see themselves as partly responsible*for the success of the course.

e

’e

'.Q_
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The best way to use the two queStionnr}aires repr(;duced on pages 27 %#hd 28 from the
Toronto Board of Education and and the NCILT (Hoadley-Maidment 1978) is¥n -
L o individual interviews or as a follow-up to a group _meet&ng Wwith supervisors or
o .. stewards where the aims of the prograf{are discussed. e T
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Diagrams of Communications Networks, . 4 | / . g
Lo - . - » “® .
-~

‘.

o L
B Eliiabéthehaird‘ (1\977::5) also suggests r.n‘aking a communications ;}ert,wqu _ ‘
diagram for each group of workers with the same job. The diagram indicates all the. =~ -
_peaple that the workers communicate with in the periormance of their jobs. Hére is - |
the netwdrk_diagram that illustrates Pui Kwan’s communica-t.ibnssiti her job as'hotel
busgin (see section [). . R B . Cos T
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. Only a few of these ¢hannels of communication play major roles in Pui Kwan’s - ' .
performance on the job: restaurant manager/assistant manager, guests, and

%0

A personnel manager. In conversations with her fellow workers she almost always
’ . . N ’ . >
speaks Chinese. Her .communications with managers and guests are always in

English but for différent reasons and -under different “circu'msqtahces'.' The Nt
. communicatipn with the restauranbmana-ge.ris task related: assignmtent of station for 8/

. the day and any special cho.res guch as running for linens, making coffee’ and
replenishing the buffet table. Her communication with the guests, however, is of a

*

much nore social nature: at the non-verbal level there are smiles-and.acknowledge-
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‘ S THE BOARD OK EDUCATION FOR THE CITY | 5
| - )RF TORONTO
‘ RS ' SUPERVISOR NEEDS ASSESSMENT ‘
) J b E ~ *
. .EMPLOYEE'S NAME: "PHONE'NO.__ : ‘
. DEPARTMENT: ____ SUPERVISOR: . C
NATIVE LANGUAGE . . v v

1. hat Ianguage SklNS are necessary for the
proper performalr_l'ce of the empioyee’ S job?-

ing instr%gtlons/glvmg lnformatlon/greetlngs/
- partings:

R4

J. - r
L] Vo w - . - L ')4
jeaking: (e,g.) asking for assistence/for
information____ ! . :
- Readmg (e.g.) reading menus, reports,

mstructtons ‘ '

]

«Wiriting: (e.g.) writing reports’/accident forms

& i - ' 2 .
. ry 0 ¥ ¥

T

~ 4

v

2. Which skill is most important? _-___

employee must use thig skill-(e.g. } speaking
skill — tifs employee needs to know when
and llow to phone in when s/he is sick/how
' the phone to repor,;; to supervisors.___

3. Which job responsli’bilities involving language
skills need the most improvement?__
T :

(e.g.) telephone communication — home to
hotel/within hotel/within home_-

meirllos
reports.
evaluations
speaking to supervisors:

Listening’ Comprehension: (e.g.) understand- -

Suggest particular content areas whete the )

" dealing with workers

P

. answer::

" ¢) Does thns employee initiate conversatlen

. Please note the level of English profncnency for

dealing with peers

dealing with patients _
dealing with guests . N
dealing with students s [
dealing with customers
dealino with clients

-

% v
this employee by c'necknng the most relévant . S ’

a) Does this employee caII in to report when .
s/he is absent?

’

rarely

yes . ;,usual_ly no
* - b) Does this-employee understand instryc-
- tions (i) given over the telephone . -| |
yes usually rarely " no
'4(||) given in persqﬁ o ’
ves. _usually rarely no

(ifi) concernmg safety/health regulations . -

usdally rarely

yes no

(i) with the supervnsor AL I

yes | usually rarely no , -
ro y o
(i) with other workers
- yes usually = rarély no . .

- {iii). in English/in a native “language
. . ‘

’
)

¥ R .
{prepared by $.” Applebaum '82)




APPENDIX 11 - y o r .

QUESTIONNAIRE ENQUIRING ABOUT LANGUAGE/CULTURE SITUATION

‘Questions_for su ervis_ors and foremen A
« 1. Do,you have workers in your section who: R | , 8

s e a) Appear to understand English, but carry.out some instructions ‘wrongly \

AR - b) Say ‘‘Yes’’ wheh you give them an mstructlor;, then consult gther .vbrkers |n~the|r
: own’ language before carrying it out?

¢} Bring an "‘ifterpreter’’ when they come 1o sve you about a problem or dlsmplinary , )
. matter? - v - . :
~ d) Seem to understand some thungs you tell them, but nog others? . v
o ‘e) Give long. explanations which are difficult to understand?
" f) -Fail to come to you with grievances, personal problems stc? . ‘ %
! g) Fail to phone in-when sick, late, etc.? « . _
h) Fail to ask you for permission to do something, and then do |t anyway'r‘ e
. 1) Fail to report mach e breakdowfis, etc., adequately? - . ' h
R . i) Fail to report accident®safety hazards. etc. ?r p
- | k) Sound over- aggressive in any non- routine or stressful situation (e. g dlscrplunary r . N
S 'situation)? : ) . : t
ol " ~1) Write, poor-r orts, or fill gn forms badly (where these duties are part.of their job)?
m) Ask far, or 35; somethlng forbldden by company rules (e.g: holiday at wrong times
. etc.) ™ . )

n) Generally Tan’ 't seem to |dent|fy with the ‘factory or appear lndlfferent to problems of
production? - ‘

\

o) Seem to use you\rather than want to bunld up a relatlonshlp wuth you?
p) Faul to speak English even when you are present?

' : 2 Do you have to_cope wi f these situations: . ' o T
A L " a) Communicatio tworks which by-pass the normal factory h|erarchy {e.g- workers
. L taking a grigvance to people other than their lmmedlate superior in the flrst .t

' rn‘&tance)? o

b} Lack’ofjob flexibiiity, in the sense  that you, have workers whom you would I|ke to
- put on new joby, but cannoty because they are unwilling or unable? "

c) Mlsunderstandllhgs between the ethnic groups? -

3. Which of the aboye t,au!\yoru most difficulty? (You can write as many as you like. )lee
examples of whét actually happened.

4. Are there any other points not coveted in questrons 1 and 2 Whlch you would |IkQ:atO Le
mentijon? L0 , :
List those, and give exarhples. - '

.~ 5. What.kind of background information, if any, about West Indians, lndlans, Pakistanis,
* ltalians, etc., would you find useft‘nn managing your workforce?

*\‘ . . )

. ) . + . )

LI

I
Source:  National Council for Industrial Language Training (Hoadley-Maidsnent, 1978).
. Reproduced with permission. - @
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meﬁts ;and\cn\t the verbal’Tevél small .talk, enquiries about food and requests for

Lik
<

_ directions. With the per;,sonnelmanager communication is usuallyjob-related such as
_ enqliries about pay chequgs yacation, beﬁ’eﬁts Cominunications of a more personal
“.  or-counselling ‘natuxe may result from these enquiries if family life or home"

o

" environment affect job berform'ance. The diagram then makes us more qdnspioué'ofthe
" range and s_ty{e of‘:kan‘gu'age use required of our learners.

The teacher in [311_i Kwan’s hotel EWP: course also, used the .communications
network diagram as a‘guide for determining who to interview. The personnel
-manager, her company vontact produced the diagram with some basic information
about ‘the dbntent of each of the cofnmunications, Durmg the needs analysis the
teacher interviewed the restanrant manager, nostesses, waltresses runners in the
~ stewards’ department and the laundry staff, She herself was a customer in the
restaurant . several timé% so that she could observe the interactions between the_‘
busgirls and the customers. »pn the basis of these interviews, she chose the three lines-
- of communications ajready mentloned as the most. 1mportant m terms of frequency of
mterachn vauety oftone and dlversny ofcontent ‘

I‘. L] .

If we l.ook at Satvant $ commiunication network in the g'arrilent factory we find
once again an ‘extensive network but only a few lines of communication used’
f_requently ’F}k} large-scale unionized garment factory manufactured heavy'
i;ngus_trial garments, clngackets and uniforms for heavy industrial work.

T A

o . - emeral 4, . . L -
Plechanie ., \ JQ&!««J-UW
=~ v LT ,ﬂop,\fw

S Lok /a«d;
Hanager |

T //

With the help of the work study engineer, who was the company contact the teacher
sketched out the network diagram and decided who to interview. The most frequent
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communications were with the line supervisor, the ‘engineer, the shop steward and
fellow workers. Other contacts were minimal although some were identified as

important for basic oral tasks. For irigtance, although normally contact with the

receptionist was infrequent, the workers spoke to.her when they called in sick. '

Discussions with her revealed that many of the prospectlve learners were.unable to
describe their 1llnesses and usually had their children phone in for them

" - Communication among fellow workers at lunch time and coffee break was usually in |
their native language. Satvant, with a better command .of English, could circulate .
among groups meore easily and encouraged her co-workers to practice their English "

together. ¢

[ . * .

In the diagram, we sketch out the lines of communication and assign priority to

certain ones. Later, when we analyse the data we 'will detail the types -of

communication that takes place as the basis for curriculum planning. The people we
interview can supply ‘some of those details from their owri‘ experiences’ in
communicating with our learnefs. Social language forms a considerablt part of the
communication in most jobs. [s contact with the learners social as well as work-

related? How much socializing are our learners currently capable of and how much is -

-expected of them? Interviews with their co-workers who are native speakers might
provide sdme useful information in this area. At the basic level, language learned
_could be as simple as greetings and complimentary statements. At the higher levels,

socializing might involve. following up on an individual’s particular interests, .

instructing a co-worker in a task such as knitting, cooking or hume repair, or perhaps
understanding company/union "in-jokes" within the company or unioen: Our

interviews help us fill in the earhers communicdtion picture and provide direction '
~ and material for class. Equally lmpoxtant we are building relationships- within the

sponsormg organization at afl levels, encouraging mput and participation in this first
phase of the course. [n the textile factory, for instance, the receptionist can be asked
about the procedure for calling in s1ck We can tape a few of her calls so that we have

listening materials for class. (Be sure to obtain the consent of both parties before using

the tape.) In addition, we have gained an ally in the course. Having contributed to the

plannifig of the course; she will certainly be interested in its outcome and evaluation.

Printed and A.V. Materials ' | - )

During these interviews with management and union staff, we should enquire
about the printed dociments and A.V. materials produced by the sponsor and of value
for classroom use. Commonly available from m"ainagement are: '

-

maps of the physical layout ofthe snte advertising
brochures, employee Handbooks with a“history of the
company and its regulations, benefit plans, safety

,
3
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manuals, training manuals, fire regulations,
applications, payroll slips, employee newsletters/
newspapers and job descriptions.or descriptions ofﬂ,
routines with the names of equipment used on the job.

Printed material specific to individual jobs always varies with worksites and should be
requested in each interview. .\ waitress, for instance, may have to read daily specials
in addition to the regular menu. She may have to write in a log book as well as write
customers’ orders. In some hotel restaurants ordering has been computerized and
waitresses have to learn the codes for items and how to key them in. Maintenance
‘workers may_have to_fill out work tickets and list any items-with defeets-that-need -
repair. Other items that are job specific include production tickets, clock-in sheets,
piece work rates, and the like. Some of these materials might also be available from
the union as well as the following: )

collective agreements, heélth and safety manuals, - o

’ _ regular bulletins, newsletters/newspapers, brochures on

' specific topics such as seniority, pension, work schedules,

- etc.(Permissiofris needed to use the collective agreement
in class.)

<

L.arge companies and unions often have films or.slide shows for orientatiori _
puppo_ses and staff develgpment or in-service trainirig. Of course, not all these printed -

and ‘A.V. materials are useful in the classroom but they can supply ,us with
i.nf'ormati'('m'aboat the sponsor, the requirements (from the sponsor’s point of view) for
eftective performance and, in the case of management, the relationships between
authority and the workers. They usually make fairly interesting readmg and v1ew1ng

for newcomerbsuch/asourselvesmawmkplace - o

Interviews with Li¢arners R ‘ I

In our pre-course iixterviews with the prospective learners, we can ‘obtain
necessary backgroynd information as well as their perceptions.of their language and
communication needs.” These interviews are ideally not for language assessment but

rather for collecting data to determine course objectlves. Unfortunately, due to
limited time and resources in many programs, these initial interviews focussing on
persohal information and educational background often serve ds the lenguage
assessment. (For further details on pre-course language assessment, see page 40.)
Learnérs may be asked to fill in a short form with name, address, ESL training, job
*title, etc. - all necessary information but not adequate for determining language - At
competence. If learners help each other fill in these forms, as they often do, the results
can lead to some majer miscdnceptione about an individual’s competence in English,
Recalling Satvant’s profile in section I, we can see how the teacher was misguided
about her apparently strong reading skills. In fact, Satvant had compensated for her '

" . G
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* "Can you callin when you are sick?" '

. " begin'to thi

32 [y o ' K
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poox reading skills by gettmg assistance from her co-workers as she had always done
m the past, Furthermore, these form questlons have become so familiar to most
immigrants that their responses are not indicative of understanding in an irnteractive
situation. Thus, if learners are capahle of filling in these forms themselves or of

- answering similar questigns orally, this is not necessarily a reliable indication of their

level of competence. . ) ' - .

s

[,n'tervie’w's with potential learners are rich sources for de’termining course

objecuves as well as 1mportant opportunities for raising their awareness of themselves

s learners. In cases v\ehexe learners have low oral/aural skill$ or have great hesitancy
about using English, it would be beqt 16 conduct-the interview m the native language,
if possnble IHhey can ‘begin to thmk about their language and communication needs
before the course, then they will be better able to set reasonable goals, evaluate their
progress throughout the course and contmue 1earnmg after the course. Focussing on
language feuds, we can refer to the communications network diagram and confirm the

' mf‘ormatlon we have received about the f[;equency and content of their contacts. If the

lef(mers aré beyond the basic level, who do they speak English tg now? Who would

they hke to speak English to? Do they express most concern about oral or written

1anguage" General questions such as "What do you want to learn?"” can serve as an

ice-breaker but usually will not produce any concrete information The answer may be
be

. evuy@h}ng or "more .word§ ‘We can focus on the tasks they perform in Enghsh by

. A . S e
asking more specific questions:
U

¢

"Do you speak English to your supervisor?" "About what""

* "What do you do if );ou~r machine. breaks down?" "Who do you talk to?" 3 f

"What do you say?"

. Or more generally, "Who did you speak to in Engllsh today?" "About
"what?" -

‘At higher levels, learners may be able to specity what reading and writing they have

to do on tk;ﬁi()b" With our assistance they may be able to assess their competence and
k about their goals. [s English needed for promotion or training within

[

‘the company or for committee work with the gnion?

- Someé of the information we request in these interviews may require a
willingness and trust on the learner’s part. Although learners are frequently willing
'to be more open with teachers than with supervisors, it is important that we begin by
n*troducmg ourselves and explammg why we are having the interview. Whatever
help they can give us will make the course more usefu: for them. The NCILT

R | 4.1"
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J"kamg Papenr #16, Analysing Student Needs'" (I{oadley Maidment 1980) provides

useful information on rationale, content and techniqueg for mtervxewmg leatners _

This paper aleo comments on the pmctlcahtxes of mother-tongue interviews, Qaspema]ly
" the choice of mtuv1ewers/1nterpreters The questionnaire from nglls} in the.
Workplace London, is one example of personal and educational background
information that might be discussed in an interview., The Toronto Board of
Education’s general needs assessmeént is focussed on language needs and“.sk_ills. YLhese
questionnaires point to areas of information that are useful to explore, but it is crucial
that we explore them sensitively. We should be aware of literacy problems and any
areas in which workers might feel uncomfortable. These forms on pages 34 and 35
might best be used as interview schedules tather than questlonnalres for people 4o fill
out mdependenuv j ) S ‘
. ' : . P -

Selectiqns on. pages 36 and 37 are from the leamer”s questionnaire used in a
English course for trancophone managers, at McDonald’s The course was offered
thgugh the Centre ‘Cfm‘. Applled Language Studxes at Larleton University, Ottawa.
" Item VI on this form could be expanded so.that specific skill areas are mentioned wigh -

addlmonal space for the learners {o add their own comments.

¢ Learners can also supply printed materials or information about t'hesg materials

for the course. They, can bring to the first class any handbooks, manuals, agreements,
etc.; that'the company or union has given them. Simply ﬁndmg the materlal at home
and noting what they have received yet never read raises their awareness of their
needs as learners. Armando, the municipal worker described in chapter I, realized
that some of the readmg tasks in class were based on safety books that he had at home.
His supervisor gave him the books when he started in the department but up to that
point Armando had never really looked at them. He left class that night eager to f'md
out what else he had at home that could serve his new interest in reading.

”
Observation

The second component in the needs analysis is observation in the workplace,”

first in a general tour of the entire site and then mere specific observation in the areas
where the learrers work. In some programs the tour. is ¢8mbined with a photo-taking
session so that the photos can be used for-class materials later on In a small indudstry
this procedure may produce adequate results, especially if most; of the.workers are

familiar with tHe entire production operation. In large industries where learners may
be drawn from a variety of departments, taking photos at this stage may be too hasty.
Of course, in some workplaces photographing the equipment or process is not allowed
because of security and patent reasons or because of working conditiozis that might
violate employment standards regulations, Regérdless of the setting, it is importe:t
to-get permission, verbal or written, to photograph the site and the employees.

s
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34 A - .
. ‘ )
. EMPLOYER R DATE '
NAME : : SEX F Q M D
N (FAMILY) . (FIRST) . o .
Y ’ o .
- \ s
ADDRESS . : _
. (No.) (Street) ' - ) (city) ° (Postal Code)
' Lo . . ! ‘ 1
' PHONE NO. i ' . DATE OF BIRTH AGE
MARITAL STATUS: single D Married D Widowed D SeparatedD Divorced D
(check one) . ' o, '
WORK 'HOURS JOB TITLE ‘
" DATE STARTED " PRESENT DUTIES
PREVIOUS EMELOYERS IN LONDON )
' - . 1
i .
TRANSPORTATION TO/FROM WORK sus [] car ] wark [} rioe (]
. A
@COUNTRY OF BIRTH ' OTHER COUNTRIES LIVED IN 2 [
- . : S
DATE OF ARRIVAL IN CANADA : STATUS : CITIZEN [] LANDED IMMIGRANT O
@LA_NGUAGE(S) SPOKEN i READ . WRITTEN o _
; ,
YEARS AT SCHOOL WHERE . OTHER TRAININ& .
4
, OCCUPATION BEFORE COMING ‘TO CANADA __ L ' . P
. }
ENGLISH COURSE(SY: WHERE WHEN ' HOW LONG
. REASOM FOR ENDING COURSE '
9 POUSE'S NAME e ' EMPLOYEF ' . ’“\\
. s " X .
WORK HOURS , WORK DVUTIES
'CHILDREN & " NAME(S), AGF (S) SCHOOL/EMPLOYER -
: .
‘ WHAT DO YOU WANT TO LEARN IN THIS COURSE? 1.3t work- N -

. _ 2.talking to people at work (e.qg.)
s?eakxgg j.doctor & dentist )
listening 4. bank Sabdh .
rea}ding : 5 .school , ‘

A' writing . ' 6.:cading newspaper
' 7.0ther

o
Source: -English in the Workplace, London, Ontario. Reproduced with permission.
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THE BOARLC OF EDUCATION FOR THE CITY OF TORONTO

~ ' GENERAL NEEDS ASSESSMENT
. NAME: __ : . PHONE:
DEPARTMENT: . - | ~___POSITION TITLE: i

BRIEF JOB DESCRIPTION: ' — T

-

NATIVE LANGUAGE:

Ll
.

o

1. ."What language skills do you"need to per- .Circle the areas that you would like discuss-- 1

“ form your job efficiently? ' ed in thin English in the Workplace course:
Llsternng Comprehensnon ~ - ‘

N

a) Speaking on .the telephohe.
. b).  Speaking, to your Supervisor. -
) Speaking to other workers

-

Speaklng in English,
. 'y~ dl Understanding mstructlons
Reading : . e}  Understanding routines, '
_ ) R f)  Understanding your paysheet.
g g)  Understanding company benefits. .
Writ : — ' , h}  Understanding diners/ -
J riting — _. -

. patients/customers/guests

i} Reading.(menus, reports : . .)’

' j)  Writing letters, memos, reports.

2. WhICh of these skills. are you havmg most ~ k) Using cerrect grammar. - 3
dlffICU“V with? o l  Using correct pronunciation. '

m) - Explaining what you need.

n} - Other suggestlons

3. bo you have trouble with any part of your . ' : ‘
" “job because of language problems? If yes, . ’ : -
‘ please e‘xplaln

4. - Whdt skalls do you feel are the most lmpor- S
tant to your job? .

¢

T e——

, (prepared by S. Abplebaum ‘82)

Reproduced with permission of the Toronto Board of Education. )

-
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4 N . s . . . o
0. b To do your job, do\'-you have to communicate with: - o A2 b, Do you have to communicate wlth the followmg pec'\" by
T S < ’ ' : writing to them? _
SOME . : - SOME- -
NEVER FIMES OFTEN | ALWAYS C NEVER TIMES OFTEN | ALWAYS
- " ¢ Operations Manager R B . Operations Manager T .
Supervisors , - ' - . Supervisors - ‘ -
v ‘ PR - . " ) . ' N b "
Manegere ] . Managers
Assistant Managers . o o : o Assistant Managers -
. Crew members = . . | . : ' Crew members
‘. - . : ] . . - , . . . )
. Other McDonald's employees _ o Other McDonald's employees .
. ) (Skcretarie$, stc.) ‘ : - : : ' : '
Customers Custémers . s
« - OtHer busiiiess people - : ' N : * Other business people ~
' ' ' R ) ;
* lil. a. When you commumcate with the followmg people do you do 80 ° c. To do your job, do you have ta ,gad; .
3 SOME y
by speaking to them? ' : - - : ' ' _ NEVER | TIMES | OFTEN | ALWAYS
’ . L . SOME. . ’ M - ’ . P
' neviR | TiMes | oFren | -ALwAvs - Memos ‘ 'K
. ] : . . . \
Operations Manager : o - ' Telephone messages o e
J - i — - . :
Suparvisors - -' ' | : -7 | Letters )
. " . — s ] . +
Manaqers . oy Reports
Assistant Managers I s 1 _ Evaluations  *
. _ . e . . —
Crew Members L ©,Magazine articles TN
; Other McDonald’s employees e : - . " .. Qperating instructions
i IURTDI SNSURNUD I, S v .
Customers . b ! - Procedures .
’ Other business pacple . , . , < Other material
' . IV.a. To do your ]ob do you have to-talk to people?
' . SOME -
.| NEvER TIMES JFTEN | ALWAYS
" Individually -
~In a'group . :
L . ' : - , . LUV WSSOI S B R
Q

N
Aruitoxt provided by Eic:

- - B N B o .
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Aruitoxt provided by Eic:
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SOME-,

b. Do you have to talk to people . :

. o . NEVER |. TIMES OFTEN ALWAYS R ~

Face to face S ‘
W '
Or the telephone "
V. . At work, do you talk to your co-workers about *
: . ™ SOME. )
" ’ NEVER TIMES OFTEN. ALWAYS
Work ' ’ ]
Outside interests in general . S
. — movies / TV > S o ‘

— sport ]

— politics / current affairs ) .

— family matters . - - v

— hobbies

-~ personal problems * .

) — other . _ ) ' f .
o . ¢ . .
Vi, What do you hope to get out of this course? ' I #
: o - ° [

- a m . to . Voo L N .
J. Pagurek and B. Fitzgerald,"McEnglish: Design and implementation of a communicative ESL course for
francophone managers." Paperpresented at TESL Ontario conference, November 1983,

L . a
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The use.of the photos in class is often lmked to describing job procedures and K
saf':/ty measures.. The most useful photos are usually job-specific, capturing the
learners in their own work roucines. In a large government department, for example, i
the tour and photo sessions were arranged before the teacher had an opportunity to S
.' interview the students. "The final package of photos had a wide range of jobs and '
~ locations but few of them actually matched the learners’ JObS l:,’hotos that document - C
_ the chronology of a worker s day are alsc.useful in class but depend on our knowing | o
- - 'what door workers use to enter the bulldmg, where they go on arrival, where they
' spend coffee breaks and lunch hour, who they talk to throughout the day’ and how they
get to and from work. Thistype of information is more easily obtained through specific
on-site observation or from the learners themselves rather than from a general tour. -
For this reason, some teachers prefer to wait until classes begin to take photos or to
have the learners be responsible for photographmg their own workplace Other
teachers have suggested that thersponsor take the photographs and either mount them
or prepare a slide show as a contribution to the cousse materials. Photographs could
also be taken of the different signs that people have to read at the workplace They are
partlcularly useful in working with basnc level literacy learners . e

¢
'

On-site Observation -

‘A general tour should give us a good sense of the physical layout of the
workplace, especially if we have obtained a map beforehand. Where are the facilities
such as lunchrooms, washrooms aid statlons, in relation to the learners’ actual work
sites? Tours can provide an overview of the entire process or service so that we can
o locate our learners’ jobs in the whole. Tours of hotels and hospitals help us understand _

how the job of housekeepers, for example, rehes on the work done by a variety of other‘ o
T ~departments. Conversely, which departments depend on their work?, Like. 1nterv1eWs, ) o
these tours also function as opportunities for advertising the course a'nd for meeting
the wide variety of people involved in the successful operation of any company. In a .
'management-union sponsored program a tour of the .union local office is the best way
to” meet the staff,' the committee lgembers and secretaries, who could provide L
sdggestions and assistance during the course. ' ' '

More specific on-site observations could take a half day to several days
depending on the size of the sponsoring organization(s), the diversity of learners’ jobs,
the variety within those - jobs and the. number -of people in the learners’
communications network, Baswally, through these observatlons we hope to gam a
view. We are mterested in the unseen

’

perspective somewhat closer to the "insider’s
~demands of the work itself which may cause undue fatigue, frustration and,
.com.plamts. In preparation for one EWP course the teacher worked in a hotel
restaurant during the morning shift. She finished her shift with a new tinderstanding

L}
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¢
of the in:exudependence ‘of all the jobs ard -of -some of the demands and pressu.es -
everyone faced. In a textile fact,oi'y, a téacher went through the entire procese of*

"making a garment herself. She used all the machines under the instruction of the
supervisor and her future students. Besides getting the experience-of doing a job and .
living through its frustrations, the teachers in these workp'laces certainly gained a -
new: visibility and respect among management and among their future students.
Unfortunate ly, not all educational in vtitutions or sponsoring org’ani#atio‘ns are willing
to approve this type of partncxpatlon More cogpimonly, teachers can-accompany some of
thelr leamers through their daily routlneaérsl in a hospital or hotel setting or follow |
learan_t/btfough their various procedures in an industrial %ettlng For comphcated

. procedurés -and the names of equlpment and matenals 'used, it -is helpful to have a
supervisor and/or.shop steward or the company and/or union contact person available .
forexplanations. '~ . : ' —_— '

.
lA .-

» 3 . Our. observat;lons can also help us fill"in, the specnﬁcs of the communications
network dlagrams We should look for the occurrence of social language - when, where
and w1thgvhom iif our dlagram" What language corresponds to the performance of
certain routines and procedures? What are the gaps between the language that is
required and the language that our learners can use? For instance, can-they get quick

- assistance .if their machine breaks down? Can they respond to "Where is the
" teJephone” in-a hotel or hospital setting? -In what circumstances are interpreters
needed for our learners? How often, on what issues, and what procedures are followed? -

' "« . These exact sjtuations ma}’ not arise dumng our visit*but there will cetainly be other

e opportunmes for observmg their language competence in initiating and responding in

s oral interactions. What written matenals do they deal with on a daily basis? Are

readlng and writing significant for carrying out thenmobs" If they can deal adequately ]

or even automatlcally with the printed materlal .required for their job (e.g. time sheets,
work tickets, order forms, etc) then that can “be .the. starting pgint-in class for

“improving their reading and wnt;lng skills. _ s

O_bsei'vations can also give us a feel for the interaction dynamiic of the workplace.

~ t'irst, we might take notice of the physical environment - the_noi'se level, the physical
distance between people, the number of opportunities for communication between
fellow workers, and so on. - One teacher, scheduled. to work in a course for hotel

restaurant staff, spent a few hours "incognito" in the restaurant at tea time and lunch
time. Her future students'waited on her and responded to her requests in their normal -
manner. Besides monitoring language use and needs, she was also able to observe the
tone of the verbal communications between native and non-native speakers as well as
the non-verbal cues such as eye contact, gestures and facial expressions. She found, for
instance, that one waitress always frowned and raised her eyes in frustration
whenever she had to talk to the busgirls. She appeared impatient; her attitude often
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demeaning. Cues like these are.especially indicative of people’s attitudesqn-dNOf the . \
general atmosphere of the working environment. Virginia Satdve recommends that
needs analyses incorporate anecdotal records "to demonstrate attitudes and specil‘rc
relationshlps .If the atmosphere is tense, what seen“’ls to make it so? .If, in the eyes of
one person or group, you deteet hostility, are there any clues as to why this isso? Who
' Lommumcates with whom and under what circumstances? Whq appears not to,
'comm\um'cate with others?...These are some of the kmds_of questions an observer
should be asking" (Sauve 1982a:39). For some of the other questions we as observers ‘

should be. asking, consult Jupp and Hodlin’s Industrial English (1975), unit one,
sectlon 6.4, Observatlons in the relevant sections or departments ’

Language Assessment : . - Lo

We assess workers’ language competence in a workplace setting to select and N
place learners, to diagnoge language problems and to evaluate progress. At the needs,
analysis stage we are primarily interested in selecting and groupmg learners although
tests designed with the 1dent1ﬁed language needs in mmd would also be-useful in

¢

diagnosing \g{eaknesses in certain skills. Some workplace teachers have expressed a
particular reticence about placement)tgsting because they feel it is too mtnmdaung for
the learners, especially for those who have volunteered to attend-classes. This can be
true particularly for learners whose -,ormal ed,ucatlon is many years behind them or
whose previous language leax ning sityations have not been satisfying. Some teachers
feel that an informal-talk with prospective learners is sufhcxenl toplace them in basic
or intermediate classes. One method that has been tried svccessfully (in textile
factories where the majority of learners were at a very basic lev:l inall four skills) is to
talk to learners in small groups of three or four. Everyone int1nduces themselves and .
personal information is exchanged with the help of bilingual teachers or interpreters if
necessary. Learnels can be asked to write their names on cards and then after more -
informal talk they can try’and write their addresses or the name of the country they
come from. In this way, some information about oral and written skills can- be
obtained although, as mentioned eatlier in this chapter, we should be aware of the o
possible problems in usmg this informal method for placement For diagnosing j
literacy problems more formal procedures can be carried out in the first few days of

class. . . : | .

[n programs where there is little’ direction and pressure from the sponsoring
erganizations and no obligation on the teacher’s part to satisfy their demands, this
informz] procedure is often successful. On the other hand, sponsors may insist on
formal tests because they must be accountable for the time and money spent on the -
program. Recently, a large urban hospltal requested an EWP course for non-unionized

" staff in nutritional services. Management:selected the participants for the course,

P 50




41
shared timeé on a 50/50 basis and insisted on formal testing procedures. It is possible
for us in administering formal tests to reduce the negative aspects of testing by being
btralghtforward and clear about why we are testing.7 As in the learner intenviews
described prevﬁl'o\us‘fy,splepaung for the test by explaining its purpose in the overall
design of the ‘course may help the learners to become more conscious of their, needs
xfigh't from the.start.. We should also make sure that time is set aside to review the test
or talk about the results to learners individually or in small groups. This personalizes

“the test for them and highlights the role of the test in_raising ‘their awareness.’
: : (Sample tests can be found on pages 44-49. For as%essment procedures related to fmal

, -

evaluation, see chapter 7.)

Reasons Lo : - ' \

.
[ P sl Al R - . -\
s . ’ . .

- Why test at this éiage? If we relied on past practi(;e in ESL, we would aim for
homogeneou's classes with the learners at a fairly- similar stageJ of langulige
development. However, it'is almost never the case that the EWP learners who appear
at the door on the first day ar¢ @ll-at the same level in oral.English br in Enghish
literacy. Therefore, we have to decide how to-group learners according to skills elther
within one claab or to separate them into two or three classes. Although ESL practice
has relied oh groupmg learners according to their language levels, there are other
possnbt_lltles for grouping which may be necessary or"even more workable for EWP
I settings. For ipstance, classéé are often determined by job descriptioﬁs hoiusékeepex s'

waitresses, janitors, Due to limited enrollment the class can be a mix of literate and
S non-literate learnersor fluent and limited Speakel s. Within a mixed level class we can
establish different groups for different learnmg tasks. For example for orientation
mformatmn we could pair learners.who have just arrived in Canada with those who

have lned hem for many years cmd are f"muhar with Canadian life.  Or, we could
group the ' ewpeuenced' ones and have them prepare orientation mformatlpn which
they can later present to the newly arr ived immigrunt. Although the preference -
among many teachers is still for’homogeneous classes and for a series of levels based
on language competence, this ptacme 1s bemg mndnhed Recently, there has beeu a
strong emphasis on interdependence among learners as well as on learner autonomy.
Since mixed level classes are the norm in EWP programs, this new-direction in ESL
" should offer some helpful suggestions for classroom practice. (See chapter 5,
Developing Materials, f'ornmore detail.) |

[norder to group learners it is necessary to find cut where théy are in,the broad
range of listening, speaking, reading and’writing skills. "Some learners Jmay*have
speaking and listening skills adequate for job per‘formance and survival in the wider
cum”m unity but do not have adequate reading and writing skills. Even within these
skill areas we rmiay be able to identify toplcs whpre the learners have good control. Jt”
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* Bell (1982b) found in her placement test1ng ina LeV1 Strauss garmerit factory that the
majority of people scored higher.on oral fests than written ones but that nearly
everyone did well on personal mformatlon and job-related vocabulary. Other learners
niay be at the absolute begmmng stage in all four skills, even perhaps in need of
pre-hteracy training if they do not have muc_h experience with the printed word.

[

* The uses of pre-course tests vary depending on the particular workplace

' situation. In some instances the tes* results can be. helpful in determining which

group of learners will be selected for language tralmng In one electronics factory
more then a hundred women sxgned up for classes, but the sponsormg organizations
and the educational institutions were only able to provide two classes at that time.
After initial testing they decided to begin at "the literacy and basic level where the
need was the greatest. When ‘all the learners can be accommodated int'programs with
a senes of levels, test results can help place learners in classes appropriate to their

level. Even in situations where we hzve no flexibility in the selection or placement of

learners, initial tests help us determine whlch levels exist in our own class and also
provide information for plannlng classroom activities that cater to different groups.
Pre-course tests complement the -other needs analysis -procedures in planmng of
overall objectives as well as the specific classroom objectives.
Constraints
o - . ., . , .
Unlike more formal ESL programs in educgsional institutions, testing for
selection and placement in the workplace is subject to a wide variety 'l)f constraints. To

begln with, if the selection of learners is predetermined by the sponsoring organization

they riay ‘see no need for pre-course assessment. For example, ten hospital
housekeepers are identified by, management, as course participants with a 50/50 shared
time arrangement. These housekeepers must upgrade their skills to cope with new

technology or lose their jobs. ln such a case we would want to test the housekeepers

first to see the range-of their language Sklllb If we have not been able to_negotiate
pre-coursé time for testing, then informal tests on the first day of class may be most
appropriate to identify strengths and weaknesses, for grouping learners and for
culnculum planning. This same procedure may be smtable if work shifts determine
the_selectlon and placement of the learners.

Even when pre-course assessment has been successfully negotiated for,
unex,pected problems often arise. Delays in starting a program may mean that
learners originally tested are no longer employed when the course begins. Crowded
conditions during testing make it easy for learners to consult with eachgther on the

. written-test, thus reducing its validity. Tests designed for one greup of iearners (for

example, those with more oral than written fluency) may not be challenglng enough or
suitable for another group of learners. By predicting possible prebléms in a glven

3 -
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situation; we can be better prepared and request a siitable testing timé and quiet area

large enough to hold groups but also with private space for individual testing. In.
addition, we should also consider who will notify the prospective learners of the time

and place of testing and how they will be notified - in a formal letter, bulletin or

mtormally on the shop floor? « | " -

T e——

Access to test results is a matter of consern and importance, particularly in

programs where progress statistics are‘trucial either as part of the employee‘s’ work
‘records or as data which may-stipport the continuation of EWP courses. In some .
e

courses, the teachers are the sole users of the test results which never go beyond the
classroom. In other courses, the results are used by the educational institution for

Lompnlmg program statistics or for use with vost-testing in a final evaluation. I

management requests access to the results either directly or in the form of a final
evaluatnon then decisions must be made in regard to the privacy. of. the learners.
Learners may be justifiably fearful that management will not use the test-results in
their interests, but rather as a cause for demotion or dismissal. At the very least,
learnexs should be informed if management will have access to the results of their

13

‘tests.? - : . .o s

L‘ypeg of Tests N . : '

-

[}

The placement tests and checklists available for the workp]ace display some.

common characteristics. The content is usually a combination of personal information
plus workplace-specific communication. Both oral and written tests are often task-
oriented, sometimes. requiring an integration of two or more SklllS (e.g. hstemn;r and
written or reading and speakmg) Sonie common'vvork spemﬁc tasks for speakmg ask
the learners to: '
b AN
. d'escri.be their jobs or one of the processes in their jobs o
* give short instruetions on how to perform one part ofthe'irjob
* respond to instructions that draw on job-related vocabulary

* deliver messages

* perform a task requmng knowledge-of company pohcy and/or social
appropriateness _

1

Eixamples of the latter would be:

-

=1

2()ne reader argues strongly for keeping all test results private, ' ( . »f‘l

o
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. What do you do if you're sick and can’t go‘to work?

. What would you say if your supervnsor asked you to work ovextlme and .
you couldn’t? o

¢ N

» What do you do if your pay cheque is wrong? . .

& .
[n such tasks we can measure their knowledge of correct procedures and their ability

to use language in carrying out the procedures.

Scoring ’I‘ests

A

. Scoring for these oral interaction tests is often done ona scale of 1-3 or.1-5 giving,

marks for intelligibility, fluency, accuracy and appropnateness Or they may simply

" be scored according to class levels with the basic level determined by the learners’
inability to perform the task: cannot follow simple directions, cannot describe their .

Jobs\ntelhglbly, etc. Such tests are administered md1v1duall) and tape recorded so
that tN) can be scored afterwards. This allows the teacher to be more responsive to
the learn\ars throughout the test, noting and dispelling fear or d'scomfort that inhibits
perfoxmame Readmg and wrltmg tasks often use work-specific forms, labelg or
bulletins to assess basic language "skills. Some writing tasks at a higher level require

learners to take messages, write notes requesting time off or write a brief description .

of an accident on the job. These tasks are realistic in ‘terms of what the learmer might
be expected to write in-the workplace. For example, asking a learner to write a
$aragraph about what they did last mpht would not be appropriate. If the placement
tests are de51gned to assess the learners’ competence in tasks that have ajready been

identified as needing improvement in the lmestxg\tlons then some of these sange.

questions'can be used in a post- .course test to assess progress, In a hospital setting, if
reading and unde rstandmg labels has been \dentlﬁed as a need, then incorporate these

into the ,pre- and post-tests., In a hotel restaurant settmg, if interacting with
customers, for waitresses or busglrls is an identified need, then oral tasks aimed ~*

social approprlatengs}s can be included in the tests. ,_ » ,

kxamples of Tests . . : |

Here are some examples of tgsts, which might be useful in duv-iding what is
suntable for a particular: .worKplace setting. Jupp and Uodlin in Industrial English
(1975) dlSCUSS issues in the assessment and selection of learners for company-wide or
allez‘ scale testing. Tests used for elementary and all levels assessment are also
included. .These tests concentrate on' spoken English in social conversation,
instructions and work-spetific procedures. Since the emphasis is on oral language,
they point out that the reading and writing tests: gwe only a "crude assessment” and
general background information about the learner. Jill Bell’s tests for Levi Strauss
build on the Jupp and Hodlin model but measure more specific listening and speakmt,

\‘,
> .
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. : FOR QFFICE USE ONLY
BIE  LEVI STRAUSS OF CANADA. INC.
13 N ’ ' N !ﬁ ‘
NAME (Prini) LAST FIRST 7 MIDDLE MAIDEN NAME
M
Miss
W SmiITM MARY  JoAN
1 ADDRESS POSTAL CODE " TELEPHONE NUMBER
82 vAavs ST 530 .2 h 0]
‘HAM [_L.‘TON " tf‘
- « | TYPE OF WbRK DESIRED ; " MARITAL STATUS
\ R ]
ol ewmq - Single#”  Mamed [~ .  Other , .
). | et 84T | AGES OF DEPENDENT CHILDREN | SOCIAL INSURANGE NUMBER | BIATG DATE
] OAY  MONTH  YEAR
| C e |veenr /IS | 6, 8 462, /3], 568 12 §3 .
[ 3 ” A | Are'you legaily entitied to work in Canada ) . Hourly Rate Expected
s Yoo f © N0 D | $5¢0
LY O
‘ o | w Right Handag S#” _,Lelt Handed n‘ ¢ Date Available ‘Mmd“‘w"‘f
. A | State any continuing aifiments or physical nandicaps Ale you interested in —
i L 'i_w{mcr.\ yOu navg - NO’\C\ " | FulTime s Temporary
. . . Part Tnme T Summer !
’ K wh Qlosl l}me ‘Workmen s Compensahon cases have Ate you willing 10 work o
ou haa? . | weex-ends vYes = N
. o AT N one - o
. ‘ . ) R Qvartime Yes No
‘ Ligl any relatives empioyed here . i : .
PAT SmiTH, . S:sm \
, Namo o . /)? Rejatonship , »
1] .
Name ‘ Relationship
3 " B —> I
&ect‘ioﬁ A Test Four o \
Readmg Comprehensuon o ' '
" Stiidents are given the sample job apphcatlon form and the sheet of questions. They are mspucted to
follow the directions on the sheét.
Look at the Job 2 Appllcatmn form. Write the answers to these questions.
1. What is the first name of the girl :A/d)?vs applying for the job?
» " - - /’
. 4
2. Does she have any children? ............. ettt e e iaes e rr e e as
o 3. How tall is $he? ... BT PRN
YA 15 8 MBITEATY, L.ovvceeecescte ettt
¢ B E;oes she want to work-full time? ........cc..ccomn. vt
. . A
6. Does she live in Hamilton? ............ccovvvennnn. e
7. Does she knowsanyone who works at Levi's? .vvvvivnnvivivinn, :
“ , ' [
8. When was she born? ... TP ,r\))
-~
9. What is her telephone number? .......cocovi e veveee e,
. . L3
10, Wilt she work OVETHIME? oo e eerean, ) ]
* . ¥,
Scoring-
Score 2 points for each*correct answer
Highoest possible score 20
Vi I R (E.Beportan languaee protieweney testingg of students m English elisses at Love Stevuss, Himlton,
ORI Ree mmlm edwith perouseaon ol the aathor sund Levy Strauss of Canada [ne.
2
O ‘ “ -
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skills‘as well as reading skills that are developed in the Levn Strauss materials kit.

.Here is her reading comprehension test. _ ‘ .

v \

Reading and writing are paired in the test on pages 47 and 48 from the
McDonald’s course for francophone managers from Carleton University.

. N
@
! e /._"‘_)

From the Classroom to the Workplace: Teaching ESL to Adults is a publication

from the Center for Applied Linguistics in Washington D.C. It argues for an interview

' format over more formal tests to determine the communicative abilities of learners in
respect to the workplace. Interviews are preferred because they are less Lhreate.ning
and, do not assume a sophisticated educational bgckground. ‘T'wo sections from theif
elementary level interview with questions on personal andjob specific mfotmatlon are
on pages 49,

1
*

In many workplace programs, literacy training has top priority. A Handbook for

ESL _Literacy by Bell and Burnaby (1984) is récommended .for suggestions on
measuring literacy skills in native language as well as pre-literacy skills in English,
The handbook offers gvne ral guidance and spocmc v\amples of test qliestions,
check'ists for recognizing language demands in a basic KSL class and for determining

the level of pre-literacy skills. In addition, there are models for developfhg more

. . o
form/@l literacy placement tests.

4

n

. ANA( YSING THE'DATA

A nalysmg the data we hdve collected entails identifying common concerns about

communication that come out of our investigations and relating them to the results of
the language assessment. What problems are repeatedly mentioned by learnets and
hy sponsors in our interviews? What comimon language requirements are referred to?
Does our own personal observation in the workplace confirm these cominonly stated
concerns? Do the learners and sponsori ng organizations express similar needs? 1f not,

it may be best to find the ovellaps rather than. consider the two points of view
mutually exclusive. - Informaticn from our mtervnews with management, union,

learners and their co-workers, plus’the assessment scores indicdte where the lear ners
can and cannot cope with the language, demands of their workplace and pelhaps of
Lhmr wider community. ’

For example, an KEWP program in a muhicipal service commission drew skilled
and semi-skilled workers from a large variety of departments. In the interviews the
most commonly stated concerns involved reading and writing skills, Management felt
that the workers should be able to read safety manuals and important memos relating
to _j()B performance. In an eftort to ‘maintain the high safety standards of the
commission, they were proposing annual safety exams for all their employees. Over

& ' ‘ \ "
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Read the letter bglow..Then qircle the correct answer to the questions which follow.

.

]

L]

\ : » 1930 Main St.,
. : . Ottawa, K1N 402,
January 5, 1983

J. B. Smith, | o ‘
Manager : :
McDonald's Ltd., “

_____ St., , s
_ Ottawa, Ontario / \

Dear Mr. Smith:'

¢

| visited your restaurant at noon’on Sunday, January 2, and.was very
disappointed. | was especially upset because we had visitors from over-

- seas with us. v

> .

The parking lot was messy -- the garbage cans were overflowing.
Inside, things were just as bad. There was a very long line-up because the
girl at the cash couldn’t cope with the crowd. Obwiously, she was over-
worked and didn’t have enough assistance. When we finally ordered, there -
was a long delay because the fish filets were not ready. Although we were

B o

. extremely hungry by the time we got our lunch, we couldn’t eat it because

the buns were stale. | didn’t say anything_at the time begause there seem-

ed to be no one. in chagge. : '

| thought McDonalds wanted its customers to come back. This
customer won't return, '

. ’ ’ ¢
I3

Yours truly,

L . c) with more than one person.
. .4. The parking lot was a) clean:
- b) dirty, ,
c) full,
5. In the restaurant there were a) a lot of . : ‘
b) a few customers.
. €) sorme
6. At the cash, the girl didn‘t have enough a) hamburgers.
b) help.
c) money
Source L Pagueekoand B'Fitzgerald, MeFnghsh: Designand implementation of o vommumzrut.ivo IESE course for -
- necophone manngers. Puper presented at TESL Ontario conference, November 1983,
4
) e
¢ v o/

a L3

Questions

E i L]

1. In this letter, Mrs, Jones is a) making a complaint,

. ' b) - saying thank you.
: c) asking fors information.
. 2. She a) enjoyed her visit to McDonalds.

. ' b) didn’t enjoy her visit to McDonalds.

3. Mrs. Jones came &' alone.

b) with one person.
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" Writing Test

Name -

Do either duestion A or question B.
You may use an English- Engllsh dlctlonary

A. 'Read Mrs. Jones'’ Ietter agam (Readmg Test Part |l)
and wrlte a reply

T or

’ : - S

‘B. Read about the crew memb'er,’ Phil Jackson below and write a

Phll Jackson

— has worked_at McDonald’s for two months

- is very enthus;asuc about the job o

— wants to make a career at McDonald's - -

— sometimes uses incorrect procedures becapse he thinks he can
work’ faster that way j‘ /

— makes many suggestions . -

— appearance is sometimes untldy His halr has grown until it
overlaps his collar

—* has already learned to work 4 stations

— his uniform is often wrinkled. Sometimes he wears
brightly coloured sacks. v . o

— is never late for work o

-~ sometimes wears his name-tag upS|de down

— once, forgot to call in sick . v

— doesn’t take correction very well

4




The following example is for the elementary level. Other, similar
tests would have to be devised for higher levels.

(M Social Contact
Instructor Learner/Worker's Replzes
. N Ac‘ceptablel Unacceptable ,

48

L)

Opening greetingy B

Self-identification! o

. What's your name?

‘How do you sp:1l your name?

Where do you live?

Which coyntry are you from?

Do you have family here?

‘How long have you worked here?

Where did you work before?

What's the name of your
supervisor? :

How do you spell that name?.

TOTAL SCORE:

£

OB DB -

L
.=

%_wl'—‘—- co~ocooco ©

, (2) Job Specmcs :
A similar outline can be made for the, instructor to question the
learner/worker on his or her Job The quesuonb can be as follows:

1. What's your job?
2.” What do you do in your job?
On anassembly line, for instance?

3. What happers to the product before it reaches you? °
4.. 'What do you do to it? :
5. What happens to the product after it leaves you" .
6. What time do you start wo.k? :
7. What's the first thmg you do when you get to your work
¢ station?
. 8. Do you get more work done in the mornmg or in the
afternoon? >
* 9. ‘What problems do you have in this Job” '
10.

Who do you go to if you need help?

A

Source:

Center for Applied Linguistics, From the Classroom to the w tkplace Teaching ESL to Adults(lQB?)

pp.83-84. Reproduced with permission.
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the long term, they h0ped that the EWP course would upgrade the readmg skills of the
‘semi-skilled, hourly-rated workers. Many of these workers had been commission

emplovees for over ten years and might-now find their jobs in jeopardy if they couldn’t

priority., He used the telephone almost exclusively for communicating with the

' workers, The union echoed the main concerns of management, but also felt that

improved xeadmg and writing skills were necessary for retramlng workers to ensur’e
job security. The workers themselves wanted to begin where they felt their skills were

.pass the sat'el‘.y'exam. . Only one foreman gave listening and speaking skills top -

weakest - writing-for theJob and for personal use.” Placement tests partlally confirmed

their own assessment of themselves: ‘writing qu the weakest avea, reading for
‘thorough understanding also needed improvement and oral interaction skills varied

widely. Fortunately, the classes divided naturally on the basjs of skills and job -

location. ‘While both classes worked on reading and writing skills, group A, operating

s

skills identified by their fm eman. ;

A communications‘ netWork diagram helps us describe the general language
requ‘trements in terms of commupication tasks. It also provides a ﬁamewmk for
asking questions and retording and categormng‘»mformatlon so that there is an

interplay between investigation and analysis. What similar items were.mentioned in.

" dut of a’different location than group B, put an equal emphasis on the olal interaction

different networlc channels? How many. people mentioned the same communication '

task as a source of difficulty? Since many communication ‘tasks over lpp channels and

_ involve a variety of people, we are likely to hear the same problems repeated For
instance, reporting a machine breakdown in a textile factory can put the worker in . "¢

contact with tl}e méchamc the lirie superwsor and possibly the union representative

(if continued reqﬁlests for assnstance are not met). Understandmg oral and written’

_instructipns mlght involve contact with the line supervisor, the methanic, the union
health and safety. person and the pezsonnel manager. Calling in sick usually requires

commumcatlon with the receptionist and. with the buperwsor. Do Qe\reral_

communicators comment on language and/or culture-related problems associated with

one task? When %ne channel of commumcatlon reports a problem, do the other v

4 .

channels involved in that task agree on it asa pnonty 1tem‘7

The e\(amples above illustrate the 1nterplay of investigating and analysing; of

course, they will next become involved with the process of curriculum plapning. -

Ongoing analysis during the collection of data helps us focus our ‘questions and
observations’in the interests of curriculum development. Each is in the service of the
other, structurally linkec “ut hlghllghted at different times threughout the
development and planning vt a course. o . A

*

“



"We begin with an emphasis on investigation informed by analysis and by our .| |
future goal of planuing an appropriate curriculum. Dur ing the concentrated analysis
stage we study the collected data caxefully for thﬁg purpose of writing obJet.tlves A
cumcxﬂum with overall course obJectlves and more specific classroom ObjéCthCS is.
actually not a static document but rather a working document. [ts first form is bz;sed -
on the results of ouneeds analyéis. With the variety of intterests to be served in every *
EWP program, inevithdbly new interests and needs..come’ to light as the course
progresses. [hvestigation and anélysis continue, always informing our choices and our
reflections on the working curnculum In addition, if we and the 'learners are

. evaluatmg thf‘ ohjeetiv.g regularly throughout the course, we need a curriculum that
can be responsive. Ane Lhe original obJectlves rolevant or not? Too broad? Too
‘narmw" A keen awareness of the ongomg and interactive role of. 1hVebt1gahon '
analysis and evaluation with curriculum planmng helps to ensure , 2 responblve

curriculum.

Kxample: Hospital Housekeepers o , : e

Now, let’s look at some of the data collected during investigations in a - -
union/management sponsored course for housekeepers in a m‘edium-sized hospital. c
The EWP program was initiated by management because supervisary staff noticed”
persistent difficulties in following instructions and reporting damages aswell as the
continued use of intei‘preters in complex personnel and payroll problems. The union-

agreed to the cotirse primarily because they saw a need for more health and safety
education.” At that time they were also in arbitration on an issue that colild affect the
housekeepers. 'T'he shop steward,.a native speaker of English, felt that improved
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lahguage skills would help the housekeepers stay abxeast of the issue. Hexe 1s the
commumcatlons network diagram that was produced:” 1 | - : ;
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The lines of communication most frequently used were w1th the patients, fellow -
3 workers, the head housekeeper and the shop steward. Although socializing with' the’

patients:is.not actually part of the housekeepers’ job description, this interaction was
. the most- frequent and often the most satlsfymg of all communications. Initiating
comments by the housekeepers could include enquiries about health, family, the daily

TV, _soap opera as well as cheermg up and synfpathizing. In respondmg to patients,

housekeepers might be asked about their families, their job or to react to complaints

"("my family never visits me") or requests ("close the blinds","call the nurse") and even

“insults ("you people are: so rude. You never answer me".) A good-relationship with

patients relies on an understandmg of the importance that attitude, perceptlon and
emotions play in commur}lcatlon In this partlcular hospxta} the housekeepmg staff
represented a wide variéty of ethnic groups so soc1allzmg with fellow workers was
usually in English? At coffee breaks and lunch the topics of” conversatlon could cover
famlly concerns, health issues, entertamment (\bmgo) daily work-related matters, and
curtent uhion-issues. Their relationship with the head housekeeper was such that
communication between them was strictly business. ’I‘here was little mclmatlon on
either side for informal conversations. Their. commumcatlon focussed on complamts
about the quahty of work, health and safety requlrements, scheduling, ordermg
supplies, reporting damages and procedures such as phoning in sick, reporting
accidents and request.iug vacation bime. . So, although contact with the head
housekeeper ‘was not as. frequent- as, with the patients and fellow workers, the
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: mformatlon exchanged was essential for good job performance. Contact with the shop

steward was especially frequent during the- lmtlal stages of this course due to a union

-arbitration on behalf of nutritional services workers. ThlS arbitration was followed
carefully by the housekeepers because it involved layoffs that might affect their jobs in
the future. With a rather rigid hierarachy in the hospital, the housekeepers felt that
they rated little esteem from those above them. Their relationship with the nurses
and other medical staff ‘was observably cool. 'N_urses did not expect. or invite
communication with the housekeepers. The only real contact was that initiated by the
nurses regarding job-r jlated commands ("do that room first"). Once again,

cOmmumcatlon although infrequent, was crucial for job performance. of the office
personnel only the pdyroll ‘department had any significant -contact with the
housekeepex‘s when there were discrepancies in pay cheqpes. Commumcatmg with
the general public (usually’ with visitors. about directions to the cafet:ena etc.) was
mfrequent: and not considered a: pmomty area.

’[‘he specific problem areas that were n(_)t:ed during interviews and Observations

fell into four broad categories: job routines, personnel-related procedures, socializing

and informal contacts and communication in the wider commumty (The letters
 before each xtem below md'cate the source: S=supervisory staff, U=union,
H =housekeepers.) ;

»

Job Routines . ; 0

€

S, H , - -can’t always follow instructions or ask for clarification

S SU. B ‘-can’t read names of materials, so can’t order
S,U ' -not'sure of the health hazards associated with matgrials used
S -don’t know names of furniture and items in rooms
S- -don’t know colours to identify coding for cleansers, etc. -
S,U -don’t understand all the health and safety reguldtlons

Pet sonnel-related Plocedures

S “don’t understand the procedures for vacation requests v
S,H . -have difficulty phoning in sick; can’t make themselves understood
U -aren’t always aware of issues affecting their job category

S,U -don’t know procedures for ﬁlmg accident report

Socialieing and _Informal Contacts‘ .

H o -don't feel comfortable with some patients who want to talk
- H,S -cap 't always respond to patients’ enquiries, requests, insults
H . -cah’t converse easily with fellow-wor kers on t:oplcs of cdmon interest

Wider Communityy

H -can’t fill out bank forms
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H -have difficulty making appointments with doctors, dentists

*

This information, along with the variety of resource materials available from
the hospltal and the union, prov1ded ample content for curriculum planning. ’I‘he
language assessment pointed to a common need for basic reading and writing skills.

The initial reading and writing levels ranged from literacy to high basic. “Oral
interaction skills were more noticeably divided between basic and high intermediate.

) : g
Two classes were recommended with the division based on listening/speaking

bklll levels - ‘the skills which were more dissimilar in testing and more frequently
mentxoned in the investigations. Thgabasic class could punsue -priority content
mformatlon in tasks. emphasmmg oral interaction with basic reading skills. The
intermediate level class could use tasks that more fully integrated the f'our skills with
slightly more emphasison readmg and writing.

o

\\ . i i
In summary, an informal or an in-depth needs analysis involves an ongoing

.effort to collect and analyse data. Through interviews, observation and assessment,

we can get mformatlon to help us develop relevant lessons and materials. Just as

important, we can establish a presence in the workplace by building relationships -

within the organization and by finding our place in the communication network.

30ne reader compiled this list of "rules” from the NCILT and other readings for interviewing sponsors and learners:

~

[
Rules: Sponsors: * Rules: Leg}ners
start at the ;dp of the organization 1. explain who you are (i.e. you '
and have them direct bheirr$ubordinates are not a harbinger of redun~-
to cooperate b : dancy)
‘recognize competence of supervisors, 2. tape interview 1f possible
stewards etc. . :
listen for clues to atmospherics, ' 3. mother tongue an asset where
voluntary cooperation, bonuses for possible but requires training
good igeas, racism, sexism etc. . of interviewer
be patient if expectations of learners 4. keep it spontaneous and flowing
are low on part of supervisors, with minimum amount of partici-
stewards. L . pation by you
t

"Don't you find that...?" 5. listen with a third ear for what

a bad form of question is unconsciously omitted

[
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.- 6. "How do 'you teach a new procedure”- © 6. start with descriptive (easier)
.~ a better one. than analytjical (requires more
. : " : confidence in self and in you)
7. g;ouiBTzeting with sponsors if 7. use situational problems to
- poss ' wrinkle out info. if necessary
8. pre-course questionnaire teads to "8. back track as necessary
- more "ownership" of contept ..
, programme .
4
9, sociograms are vital . - 9, avoid prepared questions which can
) . '= : intimidate interviewee
on' - ; '
10. don't forget social language needs ‘10. 30 to 40 minutes maximum
~ . . R o v -
11. get all available A.V. 'materials, . vl o
' floor plans, brochures, newsletters, ' ! *
etc, ) . '
‘ ’ 1
o
. ‘ ! ‘ Q R \\E -
’ *



. INTRODUCTION TO CURRICULUM DESIGN" *~ |

EWP teachela are also curriculum designers as the diagram in Chapter |

", ,suggests, Curriculum demgners determine objectives. for their courses; that is, what

has to be achieved overall and what has to bé accomphshed on a daily basis. Designers

choose the content or subject matter of the course Wthh can include knowledge and

. skills about language, the workplace and the commumty. Designers of curriculum
decide on different ways or methods of gettingat this subject matter. The-methods.

chosen are evident in the materials and lessons plans developed for the classroom.

‘\/ " Designers evaluate their choices not just at the end of the course but throughout the
entire process (Breen 1983). Let us c0n51der all of these activities as being part of
° . curriculum design--so we are taking a broad view of curriculunt. These activities do

not occur in a linecar fashion with objectives followed rigidly By materials development
S ~ and then evaluation. Rather, each ong informs the’other. When we write 6bje_ctives,
) | we outline subject matter to be covered. When we evaluate, we look back to our
objectives and perhaps revise those obJectlves and the subject matter in light of our- :
ﬁnumgs . o e _ .

Who are the designers of curriculums? Traditionally, curriculum specialists and
textbook writers have.been largeloy responsible for the activities described above. - "
Currently- in second lallguage_teach“ing, teachers and learners are assuming more '
responsibility in curriculum design. Together we can discuss and agree on the overall -
goals of the course and on mdwxdual goals for each learner. Learners can be at le.st
partially responsible for contnbutmg materials to be worked on in class. And with the ‘
teachers, learners can be more active in momtormg the progress of the course through o

, _ . on-going evaluation. . - g C
For English in the Workplace programs we have to add anot er player in the
design process--the sponsor who also has a role to play in setting obJectwes, pmvnﬁ ing

content materials and evaluating the results. : '
\U‘l - .

9

* With the number of players and th‘e’variety of communi%tion needs in EWP
programs, teachers usually find that a new curriculum evolves or is designed for each
course. Thissituation is different from most general ESL adult programs Large-scale
general programs of this type usually have predetermined objectives and subject
matter correspondmg to different language levels. The objectives are often stated in

- terms of grammatical structures (past tense, possessive pronouns), or language - '
; functions (greeting, requesting, refusing), or a combination of the two. Topics, themes o, o
-or situations might be suggested to help place the language tearned in a realistic
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E tenals teachers often use commercxally available texthooks
whlch\are geared to the general ESL program. '

In an'\E\WP program, on the other hand, all the players act}ively engage in

- curriculum design. They can determine the objectives and subject matter most

suitable for the specific group oflearners and work'with appropriate materials that are

. often’ tailor-made for each course Each workplace and each group of learners js-

_'umque In EWP. proglarﬁs we have the good fortune to bein-a position where the

uniqueness of each program is:seen as a benefit and as the motivating force for
curriculum deéign. )

¢

In the next chapters we will look at'three currjculum activities:

°

1. designing a syllabus (that is, writing course objectives)

2. developing classroom materials and planning lessons

-
hed

3. evaluating ﬁhe,entire process and the results.’

Since the actlivitiés are so interrela&g&&iﬁégmewhat misleading to talk about each

—one separately. Each chapter:has its focus but makes rfeference to the other activities

A

which necessarily complement it.




L i

> o
9 | .‘ ?
\ / Cﬁapjer 4
DESIGNING A SYLLABUS
o
) " When we design a syllabus, we write course objecti\;eS. This involves selecting

and-organizing the content for a'course. As the preceding chapterimplied, there is a
_ great deal of discussion among teachers,\researchers and writers on such questions as
“ who should be setting sﬁeciﬁc course ohjectives, when'they shoule be set and how they
should be set. Some educators prefer doing an extensive needs analysis to determine
the goals of the course and to help organize course objectives in teaching and learhing W
> units. As described in chapter three, a needs énalysis forthe workplace would be done
mainly before the course begins and would draw dn as many information sources as
+possible so that all the participants in the program contribute to the design_of the
syllabus Other educators feel that the syllabus should be much less predetefmined '
’I‘hey see teachers and learners developing and evaluating goals throughout the course
80 thal the syllabus emerges as the course unfolds. For them, the syllabus itself is
process of defining, analysmg and treating needs. In this appmach to syllabus deblgn
a needs analysis is not a preliminary. step camed out,. by teachers and ‘coordinators,
- Rather, it is an on-going activity that teachets and lea;ners are engaged in throughout
the course. The ‘needs and the desires of thre part1c1pant's become topics of nbgotmtlon
in the classroom with decisionssmade jointly on how to fulfill them. EWDP courses have
been run successfully on both bases although more often syliabuses are designed by
drawing on both models. For irstance, if the sponspr of a program has very Uefinite
aims Wthh can be realistically incorporated and achieved, then we begin that course
in with some predetermined éutcomes in mind. This does not eliminate the emergence of
 new objéctives but rather forces us to integrate the original and the developing
objectives. As the préceding chapter on needs analysis indicated, the process: of
writing objectives is an interactive one: in_vestigafion and analysis of needs leading'to
a preliminary syllabus which is responsive to the results of ongoing evaluation and
reflection. The whole curriculum as a "working document" is meant to capture that
sense of constant mterplay between analysis, obJectlve and evaluation. '

A workplace syllabus is also dynamic in another more practical sense: it can
respond to and incorporate a learner’s daily needs. The day that Anna's paychequc is
incorrect is the day to begin working on the problem. [t is often in these specific

* problem areas that a change in behaviour, an increase in self-confidence and the .
J

‘ . ’ ' ’ ! 8 8 | ) v v

~ ' '
.
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learning of coping skills can be achieved» When we respond immédiately, we
acknowledge the ability gf the learners to identify.what is important to them and

vprowde an opportunity for them to exercise some of their controlling interest in the

course. bWP teachers often: act on the belief that their first obligation is to the

" learners, Respondmg to Anna’s paycheque problem as a‘'language learning activity for
the whole class is one expresssion of that belief.

Writing Objectives . ‘ Q

In mény.EWP programs, éponsors and/or educational institutions rkquest some
statement: of course objectives either formally presented in a written report or

Ainformally agreed upon in discussion. 'Even if the sponsors do not make a specific
.request, it is 1mp0rtdnt to show them the course objectives before classes begin. We
.can get théir confirmation and assistance before further detailed drafts and classroom

aterials are developed. Equally as important, we set their expectations for
improvem‘e!nt in the learners’ communication.
0 . _

The syllabus-can be formal or informal, fine-tuned or roughly outlined. The
shape of the syllabus depends on its purpose as well "iS a variety of other factors such as
personal preference, time limitations, ﬁnancxal arrangerents and the demands of the
sponsors and educ‘ational institutions. :

Syllab.uses caq have'dit'f'erent purposes and different audiences. For instance, a
syllabus can be-written for a course that will be offered repeatedly to similar groups of
learniers. In this case, the syllabus is for the future teachers of the course and usually
1s designed mﬂy after several.courses_have been offered and objectives have been
prigrized. An example is A Curuculum Qutline for’an ESL Program for Adults
Integrating Office English and ’lyplr‘eg by Laylm and Blackwell (1978) (for an e‘(cerpt
see page 64). This type of course 15 usually offered at the pre-vocational stage,

althiough its orientatjon is to a specific worksite. With information from. a needs

+ analysis, a syllabus can be written before a course begins by the teacher or an outside

designer. For instance, ina pragram for city hall property department workers, the
local board of education received funding to carry out E needs analysis and design a

i by“ablm two months prior ta the course. In thl% case, the syllabus was designed to
“mdlcate the objectives and the.content'to be taugh‘t In other cases, rather than offer

()b]E(.thPS for tedchmg in the classroom, a syllabus could be designed to help the

teacher write matermls for a course.

A syll abus for a workplace. spon‘sm could be simply a list of uhe commumcatmn
tasks that have been identified as problem areas (socialize with customers, get meal
orders from .patients, etc.). For some teachers this rough outline is sufficient for their
own teaching purposes. Other teachers prefer Lo break down these task objectives mto

64
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specific focus.

L]

Examples of Workplace Syllabuses

.

smaller units so that they can develop classroom materials and activities with a

LY

Since there are many ways of stating objectives, let's examine a variety of
syMabuses from different workplace programs. Some are course-specific while others
can he more accurately described as overall institutional guidelines from which course
objectives can be drawn. Some helpful questions to 'isk ourselves are: What subject
matter is chosen? How are the oanctlveq categorlzed" s a methodology implied?

If we are starting with the results of a needs analysis from the workplace, then
we will probably have a variety of communication tasks that have been identified as
important and needing improvement. For instance, here is the list of objectives from
the Jantzen ESL project in Vancouver. This was a twenty-four-week course forfemale
textile workers.

1. Functions 11) fill out work-related forms (e.g.. .
Students should be able to: time sheets. requests for standard
l) communicate eftectively with super- chGCKS). agd write other information
. visors, office personnel, co-workers as required. ,
and other support staff in theob set- _
ting: 117 Enabling skills )
2) deal with the broad range of. job- ‘

related problem situations; - Students should be able to: ‘

N\.3) identify and carry out daily work re- [) form questions (c.g.. vequest permis--
sponsibilities and procedures in re- sion, assistance, c'lqnflcatlon. in-

sponse to direction, and demonstrate struction. make inquiries, etc.)

knowledge of specific job-related 2) respond to questions and make state-

terms and expressnons ments of explanation and clarifica-

4) identify wage policies and benefits, tion; o .
! and calculate earnings; 3) respond to directions appropri-
S) identify functions, procedures, poli- , ately (i. € demonstrafe comprehen-
cies, ete, of the company: sion); . d
6) provide information -about selves " 4) produce structures which result in ad-
and family: ‘equate communication (i.e., use
! ' . .
7) demonstrate understanding of equip- proper, verb tense, word order, etc.).
ment and materials (functions, 5) produce language with a fluency
" operation of. et¢.) (i.e., pronunciation, rhythm and
8) describe problems and prbcedureq stress) sufficient to ensure compre-

related to machine/equipment main- » hension; '

tenance, "6) identify relevant written language;

9) participate in mtormdl social ex- 7) write relevant language; .
changes: ~ 8) use lexical -items and idiomatic ex-
10) identify and understand work- pressions appropriately (i.e. . demon-_

related forms (e.g. daily earnings strate understanding and producc)

slips. work order cards) and other 9) express themselves appropri-

written material; ately in informal social exchanges.

Sourees Jan Laylin,"An approach to on-the-job learning,” Tesl Talk, 9(3) (1974), 39-40. Reproduced with pd\wmmm

of Tes! and the author.
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’

Some’teachers prefer:to jump right in by 'choosing one of these objéctives and
developing exercises and activities to enable learners to perform them. They make the
transition to the next objective by linking it through a coinmmon topic or a function or
a skill (llstemng, speaking, reading or wrltmg) They prefer this very loose

Lor gamzatnon because it provides them and the learners with the most opportunities for
incorporating new ideas, evaluating and changing direction. Other teachers who work
in this fashion do so not out of preference but because no time or money has been
allotted for moce détailed orgamzatlon of the syllabus."

aud materials writer J111 ‘Bell {lists the following job-specific objectxves that were
. identified by-the learners and other loyees \

Given, the time a money, sgine teachers refer to categorize the objectives so
" that they can plan units of work fhore easily. F‘o(%he Levi-Strauss course, the teacher

.

The specific topics identified: by the 5tudents and other employees as
being necessary, included:
* thorough krowledge of jok: related vocabulary
‘ * explaining problems on the job such as machine breakdowns

* following oral instructions either to remedy a problem or as part of
job training

* asking permission of the supervisor to leave the floor or have time off
. ® phoningin sick g
* explaining that one had not understood instructions
* handling minor social problems such as refusmg a request or %
apologizing for an accident
. handlmg rebukes ;rom supervisory staff
) v various types of orientation information mcludmg the pe_iyroll '
4 system, health and safrety, etc. _ . .o -
Source:  Jill Bell,"The Levi Strauss project: Development of a curriculum "f[qg_l_l‘g_l_l_g 1304) (1982a), 87, Reploduwd

with permission of Tesl and the author, - ~..

When she prepared the materials for the course, she developt d five\sections that
covered both social and work-related situations. She found that languag for social
_interaction provides non-threatening situations for increasing self-confidence,
incorporates most of the basic stryctural patterns and motivates le:a\r;}iers by raising
passive knowledge to the active level (Bell, 1982a). After establishing this base, more
.speciiic job-related topics were covered,
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Outline of topics covered

S "~ The materials 'are designed in five sections, to be taught sequentially.
- Each section breaks down intora number of units which can be taught

in one lesson, or covered in greater detail-over a number of lessons with
' -more basic students.

-

Section One.covers some of the basic ground rules of the lanf.,uage It '
aims to activate the passive knowledge which manystudents will
have and thus increase their confidence in their ability to learn. It
also familiarizes the students with the learning teLhmques which
will be demanded of them.

Section Two concentrates on the use of everyday social conversation
with peers. The language items covered are those indicated by the
language needs assessment as being most frequently required.

Section Three provides the basic language necessary for the work to
'be performed correctly and efficiently and reinforces the social °
conventions covered in Section Two. :

. : _ Section Four concentrates on the ‘use of Yangifage on the .job,

' - applying previously learned structures to the sntuatmn on the factory

- ‘ “Hoor. It also provides orientation information on company polncv in
' areas such as safety and sickness. . .

Section Five deals w“\h the use of lam,ua;.,e in high pressure
situations such -as disagreements: or discussions with superiors.
Orientation information on quality requirements and the payroll*.
system is also introduced.

Somcu Jill Bell, “The Levi Strauss projett: Devlopment of ncurr\cmum,"'leql'['dlk 13 (4), (‘982&1) #9. l{vproduu'(l
with permission of Tesl und the author.

Looking solely at job-related communication, the Cénter for Applied Linguistics
' in Washington D.C. offers these categories for organizing objectives that are common
to many vocational ESL ¢ourses: '

Language used in routine social interaction
Greetings, farewells, ways of addressing coworkers, talking
with coworkers in the cafeteria, working as a part of a team
Language used for a specific job
Responding to instructions, making requests, helpmg others,
keeping records, following safety regulations -
Language for fléxibility and increased responsibility
" Describing the process of the whole plant, addressing a variety
of people, giving messages, carrying messages, writing notes,
. using the telephone, initiating conversation .
-} . Language for inquiring about formal procedures ' '
\\/ Questioning about wages, holiday4, leave, fringe benefits; us- S :
. ing the clinic and credit union; discussing grievances '

Source: Center {ur Applied Linguistics, "I'r rom the Classroom to the workplace: lvuthmy ESL to /\dults"(l%d)
pp. 8182, Reproduced with perinission.

v
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The examples of syllabuses we have looked at so far were written to describe
courses of were meanv to be used as reports to the sponsor. In the next example from
Laylin and Blackwell, the syllabus was written as a guide for the teaching itself. In
- their course on office English and typing they chose five ' commumcatlon skills" which

. were required of most office workers. The example on page 64 is from +'Dealing with

[nstructions and Directions” and lllustrates one way of breakmg down ovefall
objectives into manageable units.

" Now let’s look' at some overall program outlines where objectives have been
organized by themes and topics. |

. The Centre for Labour Studies at Humber College in Toronto describes the goafs
of its courses as the development of the four language skills with the important
addition of bu,ildi ng learners’.self;cqnﬁdence_(See nage 65). The subject areas of work
and the lagger community are organized thematical[y with subtopics i 'entifying more
spécific- issues. The classes in thns program are union sponsored and promote a pro-
~ worker attitude The subtoplcs reflect that approach in encouraging aWareness ‘and -
‘ understandmg of rights as well as procedures to follow to protect those nghts The
learners in this program explore those themes and topics and learn the language to
“help them do this. The language component'is therefore a tool rather than the aimed-
“for product and is worked out only after the themes and topics have been decided upon.
In practice, this outline is used as a guide, and teachers and learnefs_ select topics that
are of interest for development in the classroom or topjcs that relate to needs identified
in pre-course investigations. . -7 S o . |
Using this outline as guide for the grammatical component of a course, we may
find that it is too heavily weighted with verb tense practiceahd too rigidly defined.
Perhaps a'more organic or evolving development inthe grammatical component would
better suit. the presentation of themes and topics in the style mentioned above.

The next example on 66 from Themes for Learning and Teaching, a Freirian-
based guide, is also more of an overall guide than a course-specific syllabus. Like the
previous exaraple, the content is organized according to themes and topics, but the
methodology is explicitly stated. In the Freirian approach to learning, the writers

choose relevant themes ‘as the basis for building a critical consciousness. (Paulo
f'reire, a Brazilian eddcator and theorist: based his method of teaching literacy to
1dults on a belief in education as a process of liberation through developing a critical
consciousness. See.Pedagogy of the Oppressed and Education as a Practice for

- Freedom.) The methodology is outlined in the steps corresponding to each topic:
A. Descriptive; B. Problematising; and C. Alternatives. The main objective is for the
learners to develop this consciousness thi‘ough the practice of analysis on topics of
common concern and interest. |

. E
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Aruitoxt provided by Eic:

D. Dealing with Instructions and Directiocns

1.

2.

Learning Objectives -

a.

b, .

- Ce

d.

giving, instructions
following instructions
asking questions of clarification

providing clarifying information

v

Structure -
structure .
* ° + a, imperativeg, e.g, "Switch the machine off."

b, prepwsitions, e.g. "The supply room is next to
the personnel office."

c. modal verbs e.g. "You have to dial 112 before a long~
distance call."

_d. question formation:

3.

4v
‘Listening

Speaking:

" Reading:

Writing:

[N

5.

Content Areas

direct - How many cppies of this report do you need?
indirect - Could you tell me where the Royal Bapk is?

“

a.

b..

Classroom Activities

changing a typewriter ribbon

operating office machinery

"setting margins

making a long—distéhce call

performing'general job duties in an office

_operating a switchhoard

using a phone with more than one line

locating office supplies

ao"

b.
c.
a.
b,
a.
b.

repeating oral or taped instructions

answering questions about instructions

4

.carrying out instructions

explaining to another student’ how to do SOMething
asking clarifying questions of another's 1nstruct10ns
completing worksheet based on written Anstructions
carrying dut written instructions

writing a series of related instructions or.directions

b. writing a letser or memo giving ingtruction/directions*

Classroogwq;gg'

4. written instructions for office equipment
b. a varxety of office equipment and supplies
c. a map of the business area of town

d. nccess to a switchboard

a. access.to an inter—offiqg phone system

f. floor plan of an office.

Source:

Jun Luylinand Margaret Blackwell, A curriculum outline for an ESL program for adults integrating
office English and typing (Vancouver: Vancouver Community College, 1978), pp.8-9. Reproduced with
perntission of Vancouver Community College.

74 .




»

65

ENGLISH AT THE WORKPFLACE — COURSE OUTLINE

General 'Description

Goals To develop English language skill$ relevant to the work situation and for

general competence.’

Specifically (a) to develop listening and speaking skills and the ablllty to
verbally communicate work-related problems to both management and union

officials.

(b) to develop readrng and writing skills, partrcularly those related to the

workplace and to union procedures.’

(c) to develop self-confidence to enable workers to better asseit themselves at

word and, within their union.

Course Outlme — 10 weeks

?

3

A}

Englrsh at the Workplace is concerned with the func'tronal method of language teachrng

Classes are conducted around particular themes relevant to the: students, and the appropriate
* grammatical structures are then built into these themes. The majority af units focus on the

theme of work with some additional themes of more general relevance.

THEME

1. Work — a) Your job and work
experience

2. . Work — b) Overall production
.~ how the process works

3. Work — c) Time — how it affects
the warkplace

4. Wotk — d) Communication in'the
workplace — between employees;
employees/empldyer;

5. Work — e) Wages' & earning -~
payslips, banking, understanding
benefit plans, etc.

6. Work:- — f}-Role of the union
— The grievance procedure; union
structure, services; women and unions

7. Work — g) Health & Safery discussion
+ of procedures to follow awareness of .

rights -
8. Work — h) Qut of work - UIC, job in-
-+ terviews, etc - R
9. Family Life — Family tree, routines,

cultural background, leisure time, etc.
— remembering the experience of
immigrating to Canada

10. Housing - renting, owning a home,
CO'nn'lUnity awareness, etc.

11. Connsumption -- basic necessities for
well-being; information about goods
ahd services

J12. 'Immigration & Citizenship -

— understanding laws, electoral
system

DS

EXAMPLES OF

 STRUCTURES PRACTICED

Descriptions: tenses (Present
continuous)

Tenses — interfogative forms

~ Habitual present and present con-

tinuous tenses; Telling time.
L3

_Reporting; Giving and receiving
Instructions;. the Imperative

Past tense/comparisons/explanations

Present perfect tense/use of the
conditional : : :

Imperatives/negatives/condi-
tionals/reporting skills

Reporting/oral skills

Past perfect tense; adjectives; adverbs;

Future tense; Infinitives

Future perfect tense; Idioms

Passive voice; Indirect speech;

i

Source-

Centre for Labour Studies, Humber College. Reproduced with permission.
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’ WO R K ”
PIes AL BESCRIPTIVE ' o . PROBLEMATISING G, ALTERNATIVES _
looking lor & job, applying for yt)h:.tades to finding ewloyment Job ¢reat.ion, 'Iraxmng and
1 QW I.O-b Job ?ntervx~ev.a~. Unenpioyment . _ wgrading, .
EMPLOYMEN) bifteront kinds of jobs. Rules and W gulations of U.T.C. ~° te%;z;g“m - political
AND - applyirdg (or U.1.LC. benetits P ) .
UNTMPLOYNENT Under - Employment
The employment situation in city,
province, Canada as a wholc. _
. rates of.p:ny Limitations of Employment Ox};anization of Workers
il . Wugcs.-: ;\«:ll‘fmt:gn; Standards Act: - More active participation in
CONDITIONS o wag - - Wages vs Purchasing Power. Labour Unions.
' of Benefits . - Huzards to Health Safety.: "Effecting change through the
. IHcalth and safety - Job & Income insecurity. political process,
WORK . (Remembering that Workers
T have a history). ’
111 K

» | SOCIAL RELATIONS

Relationship between workers
themselves. ’

Relationship between workers

Causes . for divisions betueen
workers.

- Commmications between Workers and

at |'and management « Management )
e Co - a) general barriers |
WORK Labour Relations Act b) in mion Contracts ‘
. Goods . Profits « s Working towards change and
v Raw materials and their trans- . alienation T a better economic.order.
formation into the fxmshed . consumerism
WOHK AND SOCIETY| products - overproduction
. |Services - waste »
- pollution .

Source:

A

4{gxth permission,

ESL Core Group,. 'I‘hemes for learmngand teaching (Toront.o ESL Core Group. 1979),p

4

-

191. Reproduced ¢ -

.

- A similar three-step process drawn from a literacy approach ponular in Central .

America shapes the materials being prepared by the Core Foundation and the Board of
Education for the City of North York under the dlrectlon of Deborah Barndt.. [n each
of the five units the themes and sub-themes are developed according to t

.methodology of looking at, analysing and then acting upon experiences. As outlined
below, each unit has a tool to help explore the theme, to assist teachers and learners in

doing their own needs analyses and to serve as a mode. for developing their own
. materials. |

-
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TOOLS
[

""History Book'’
(Stories)

\

""Photo Packages’’
(Photographs)

L]
\

”ﬁadio-Novels”
{Audio Tapes) *

Ay
*"Cartoen.Card Game'’
{Drawings)

o

""Day in the Life’’
(Poster)

b s

|

UNIT THEMES

'OUR HISTORIES AS

IMMIGRANT WOBKERS

OUR JOBS WITHIN
OVERALL PRODUCTION
(OR SERVICE) PROCESS

9
.

{. OUR WORK RELATION-

SHIPS (WITH MANAGE-
MENT, PUBLIC,
WORKERS, UNION)

. OUR WORKING
~ CONDITIONS .

IMPACT OF QUR WORK

- ON HOME LIFE AND

COMMUNITY LIFE

SUB-THEMES .

. Personal immigration histories. why we

came to Canada
Comparing jobs there and here
Contribution Qf immigrant workers to
Canadian sconomy
Job interviews

Job descriptions, tasks (technical
language needed on job)

Step-by-step review of production process

Decision-making and communications
structure within workplace

Relations with supervisor
Client relations

Reiations with other workers
Union

Wages and benefits

Health and safety v
wCas/uiC

Upgradmg/educatlonai opportunmes

Double day: outside work housework
Banking/shopping
School/doctor *

- Community adtivities

- Source: Deb'?rahBu,rndt. /

[

One questlon we can ask is how a needs analysis fits into the d931gn shown in
these last three examples. During the needs analysis we look for commumcatlon
problems that are evident in the way language is used. At the same tigne,.we are also
building relatxonshlps within the sponsoring organizations.  Every workplace
program, irrespective of its teaching and learning methods, benefits from a healthy
relationship with the sponsors. As for the:specific communication needs identified,
they can be treated in the context of the larger framework. "Calling in sick", for
example, can be part of a section on problems related to health and safety or to home
and family. life. Are people frequently off work because of conditions on the job,
because of family re'sponsibilities or, more likely, a combination of the two? Learners
practice the steps in phoning in sick so they are competent in this task but the
overriding objective is to follow through on a process’of enquiry and problem-solving.
When using this approach, we should be particilarly conscious of allotting time to deal
specifically with communication tasks.

T T vy
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»

Communication Tasks . )

.

As we have seen, the objectives and subject matter for each workplace program

are different. Likewise, the format for organizing those objectives can vary according
to persc_ma-lﬂ,preference,"program guidelines, preferred methods and the types of needs

identified. If we cheose to identify learners’ needs in terms of their competence in
certain communication tasks, then we can easily translate those needs into course
objectives. The use of task-oriented goals seems particularly well-suited to the
workplace where job descriptions are stated in terms of tasks and success on the job is
measured in terms of how well these tasks are performed. For use in the classroom
these oyerall course objectives must be further specified into teaching and leamix’i'g
objectives. ' S '
For example, let’s look at what is involved in teaching and learning how to call
insick. To perform this task, learners"ha_ve to be able to: '

LIST/SP. READ WRITE ASS0C. TOPICS

CALLING IN 1. 1identify parts of body

. SICK

d : »//IWOrk Environment
a ‘'~ job illnesses

S assoclated with
light, temperature,
noise, ventilation,
etc, ’

»

2. 1identify common ailments

3. talking to receptionist/
switchboard

4, report/respond about illuess

- - substanc d
’ 5. -understand/give information . substances use
-about return ’ -~ feelings about

6. end conversati work: common
: satlon préblems and

- understand signal.to eund feelings
- use appropriate formulas -/g

, - cultural factors at
. . i work :
’ . (eg. degree of info

appropriate to give
| about medical

/," conditions)

| » right to privacy

| * need to learn how

, to make a general

| statement without

!

AN

going inco particu-
lars

+need to learn to
cope with inappro-

pridte personal
queAtions

LY
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[f we outline the language components of the tasks in this manner, then we
know what the task demands and how much the learners can already handle. To |,
present these items in class, we can design activities for listening, speaking, reading

< and writing. Outlining the language components also gives us a better idea of where
tasks overlap so that we can make links between tasks. Several further examples of
tasks that are often taken up in EWP courses are outlined below. The associated -

topics might be useful if these tasks are presented in a topic or theme format.
L3 "‘ . \
o LIST/SP. _READ WRITE _ASSOC." TOPLCS
) . - . o ‘ .
REPORTING 1. didentify parts of body - A Health.& Safety:
AN 2. identify common accidents v R - calling in aick
ACCIDENT 3. explain why accidents occur v I, - government/union
' 4. offer preventative action s . protection &
Q 5. describe procedure: . 0 : rules
‘ - who 'to talk to f ~ feelings at work:
« forms to f£ill out . common problems
6. follow the above procedure e S u//, - stress at work
in example: ! - workman's compen~
call/explain/form | ) sation
. i i
\ . : ‘! ' 4; ~ ’
REQUESTING . l. {identify days of week/dates i u(/ ' V/#_l " - common' reasons
- TIME OFF 2.  ddentify times of day/hours . v "'v/ X - flexibility of
) 3. ask for time to talk to A ‘ job; other
- supervisor ¥ B schedules for work .
4. make Bequiest “ ? ' < reasons for -
5. give reasons WARa | refusal: under-
6. understand/respond to e : standing the
hesitancy ~ persuade ' i system o
7. uuderstand/respond tp v ! ~ their job schedules:
"~ refusal or acceptance |- ) shifts, change of . .
8. give appropriate thanks/ g i " jobs .
. regrets :
i ~ 9, end conversation v
— —=
« INTERPRETING 1. identify numbers/amounts . v v hd - advantages/dis~
PAY SLIPS of money ’ j advantages of pay
, 2, 1identify dates/month, v v v’ system
day, year, - shifts: dis-
3. describe wage system i v advantage of schedul
! - salary/piecework/hourly . Y/ l- overtime: fraquent,
- cash, cheque, bank deposit | desirable, law~
4, be familiar with computer v e ol , related issues, how
. format - boxes . requested, conse-
5. 1identify boxed items: UIC, o o !"quences if refused
CPP, Income Tax, Union . 1= deductions: benefit
. 6. calculate their wages for e e v~~~ | Pplans, use of taxes
day/week :
7. identify overtime calculation , o v
rd —
KEPORT ING 1. above . | .- hoiiday & vazation
A PAY 2. ask for time to talk o ' pay; adequate or not
PRUBLEM 3. explain problem & give - - dispogal of income:
proof : budget, banking,
4. understand/respond to positive e savings/spendings
and negative from authority ‘ .
5. Lf negative: -
- check calculation v w7 o
-~ consult union rep
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. A
¢
 LIST/SP. READ _ WRITE ASSOC. TOPICS
¢ ! . \
SOCIALIZING 1. understand/produce, greetings v E Leisure:
farewells, compliments. ' v -~ activities
‘ 2, identify members of family: v v ;= amount of time
¢ ; - desirable: how
age, school, work . |
LW v to get more
3. talk about their own history: V/’ leisure time
arrival, why to Canada,
country, language, E
work history . '
. !
4. talk about daily activities v po ¢
~and getting to work: | ,
° trangportation, cooking, !
shopping, parenting |
- (dayware), weekends - :
5. complain, request in social - . L
situations as needed. !
6.‘_identffy cultyres and Ve _ .
' - attitudes toward other é
"cultures
T VE
RESPONDING (Example: late) ~
TO ENQUIRY ' e v T
1. .tell time - concepts of
R i ' | 7 | time and social
BEHAVIOR 2. identify hours of work: e b :;e ‘i’“ socla
start/finish ehav 2;
3. identify common o - grt;ural .
;reasons for being late . timeerences re:
4. describe procedure P((

- who to talk to

5. understand/respond to
supervisor enquiry. N

6. state reasons why

7. 1indicate accept/ ,
reject penalty !

€D
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)

Depending on what needs were identified, task objectives for textile workers and for

hotel and hospital housekeepers could include some of the above and perhaps other

like the following: .
'
’
S~ .
HOSRITAL LIST/SP, READ  WRITE ASSOC. TOPICS
SOCIALIZING 1. understand/produce Lt/’ N 1: feelings re:
WITH PATIENTS greetings, farewells, i - hospital care, .
' compliments . . long-term illness,
_ : L { fear of dying, etc.,
2. enquiries re: health v _ to better understaqd
that day, compliment, I e
! patients
cheer up, sympathize !
L ¥ - f
3. recognize/respond to v | parcd o\\bo?y
requests for assistance i . - line of command re:
' ' . delivering
N 4. understand/deliver, v v’ v messages
messages
TEXTILE LIST/SP. READ WRITE ASSQOC. TOPICS
od . S
REPORTING 1. identify parts of machine “ V// V// - piece work
HINE )
« MAC 2, identify possible mal~ v~ V’/ -~ technological
BREAKDOWN
functions change
- 3, call/get attention of v/’ - pace of work
* fl ]
’ oor lady . - machine_&
4. describe the malfunction v body stress
5. request repair/help v - favouritism
6. persuade/insist if e - production
response 1is negative ! . process
7. f£ill out form: i .
§ relate sequence of*events v v’ | V//
HObe HOUSEKEEPER LIST/SP. READ  WRITE ASSBC. TOPICS
| 7
MAKING 1. 1interrupt/get attention a ~ interrupting:
l, . ENQUIRIES with enquiry: : sozial behaviour
['excuse me, can I clean
the room..." ‘b//,
. 2. understand/produce time
) related phrases:
. not now, come back
’ later, hour or two
+
+




[t is always difficult to state course‘objectives to decide what to include and how

to organize the ideas. The language component in these syllabuses are presented ina

variety of'ways some as grammatncal structures, some as functions or a combination

of the two. Remember that structures and functions are just one aspect of

communication, the grammatical aspect. There are also.other important aspects
which most of these syllabuses do not illustrate. They ave sociolinguistic competence
involving issues of appropriateness, strategic competence involving strategies to avoid
breakdowns in communication, and discourse competence involving the ‘use of certain
markers and formats to produce connected and coherent speech and writing (Canale
1983). In Chapter 5 there are suggestions on how to develop materials and plan
! Looking back over .these

syllabus statements, we should keep in mind that most of .them are really draft

classroom activities incorporating these four aspects.

documents and, in practice, change and are adapted with each new group of learners.

They may appear abstract on paper but they betome concrete through activities which-

mcorporate the objectives and enable the learners to become competent in all four
aspects of communication. '

[

/
Looking Ahead to Activities -

The langu'age level of the class or zioup determines whith teaching/learning
items need to be emphasized or explored in depth. For instance, in "requesting time
off” a basic class would need more work on days of the week, dates and time. We can
develop a variety of communication activities, games and exercises that prov1de
practice for these items. For example, if a special event is being planned in class
(speaker, party, visitor, etc.), have learners work in twos or threes with a calendar to
determine which day would be best. Language can be as simple as:~

-
0

Is Tuesday a good day? :
Which Tuesday? ‘
January 12th.

No; 'm busy. I'm going to the doctor.,

For the remaining teachmg/learmng items (making the request, giving reasons,
responding to the answer), we can set easier listening and speakmg exercises which
introduce one or two formula phrases such as "Could [...7"

In an intermediate class we could explore the varieties of structuring a request,

-

For maternls/activities which incorporate soc iolingwistic aspects, see Chapter b, pages 81.84, 88, 95, 102,
103-105. For discourse aspocts, see pages 84-8h, 86-88, 89-91, 95, 100, 102-103. For steategic aspects, seo puyes 81,
R, %8, 103105, /

N ~
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of supervisors’ responses and more persuasive comments in case of refusal. F

instance, as a listening exercise learners might listen to two taped dialogues, one

73 .

or
in

which the worker gets a positive response to a request for a day off and the other a
negative. [n small groups'they can try to identify tive or three uses of language that -
account for the response. They can be instructed to listen to how the conversation

begins, the tonie of voice of the supervisor (friendly, busy. angry), the actual phrasing of

the request and the substance of the reasons given. "They can rewrite the negati

dialogue and then present their version to the whole class which then decides if

ve
it .

would be successful or not. Basic and intermediate classes differ nbt so mucH in the
number 0{ teaching/learning objectives covered but rather in the depth in which they

are e.\'plo_red. The same objective can be tackled by a basic and intermediate class wi

th

more difficult tasks se} for the latter. For mixed level classes, these examples could be

applied for basic and intermediate learners working in groups.

kinglish for Work, a curriculum from British Columkia's Ministry of Education,
" does precisely this in setting teaching/learning objec[\ives and devising lesson plans.
Mere is a sample from the module on "Dealing with job-related problems: spec}:l

- requests.” The overall objective for the module is written in terms of a task-oriented
q ,

goal:

OVERALL OBJECTIVE:

1

1. Make a special réquest to a supervisor and understand his response..

L4 ©

~

FUNCTIONS: _ .
1. Describing a Future , "My mother and father are arriving from L&banon
Action: on Fridgy."
2. Requesting Permission:  “Could % have the day off, please?"
CULTURAL NOTES: : '

1. Granting time off for personal matters is done reluctantly and is often
considered by the boss to be a favour, In asking for time off,
employees may put themselves in employer's debt.

2. Time off in these circumstances is usually without pay. Sometimes time
can be '"made up". , -
When getting supervisor's-attention, greet him by name.

4. When we give a.refusal, we usually give a reason,

What the worker considers a matter of personal importance (e.q. méeting
a relative at the airport) may be of no consequence to employers.

Souree:s Eoghsh tor Wark (19823, p.13-1. Provinee of B.C. Ministr of Educition, Continuing Education Division,

Victoree, B O Reproduced with perunssion,
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A chart on page 75 details language components with teaching/learning objectives
further defined by their functions. At all three levels the ask is accomplished but

with dxfferiJmphases . . o

The parti lesson plans on page M‘e supplied for each teaching/learning
objective. ’Ihey give instructions and’ideas for classroom activities that provide
practice iv the language components related to the-performance of that task- oriented

~ goal. _ ' - 7

-~

-

In the next chapter we wi‘lyﬁ;n&(ier lesson planning and materials development .
in more detail. Here, it is important to point out that our plans for lessons and the

materials we design to use in class ate always informed by our view of the teacher’s
and the learner’s roles. In a workplace setting the sponsoring orgam/atxon(s) also has
a key role to play as does the specific resource material provxded for us. Since these
roles are ‘crucial in determining how our classes will operate, let us look at the possible

- responsibilities of each player as outlined on page 77.

[}

summaty, in designing a syllabus we select and organize content. In EWP

programs\we can work cooperatlvely with the learners and the sponsors in this

process. As lan_guage teachers, we operate in the broad framework of communication.,
In designing a syllabus for commuaication needs, we integrate knowledge of the
workplace 4nd-pfthe community with language skills. In the latter, we join the more
matical aspect of langluage with its sociolinguistic, discourse and

famxhar gr
strateglc adbects. In the next two chapters these four aspects of language and the
N roles outlified abe will be illustrated in suggestions for classroom practice.

] . €

¢ : '
+




‘“\-4-3-%_,_\\ -
LANGUAGE COMPONENTS \
LEVEL 1 LEVEL 3: ' "
, Function Objective Structure vocabulary Function Objective ‘ Structure Vocabulary
- Describing Future 1. Make & statement N ¢+ ¥ing and com- family names Requesting 1, See Level 2 See lLevel 2 See Level 2
Action about &n event in  plement possessive pronouns Permission
the future, My mother and .e.g, » our . )
¢ ' ’ f:ther arepcoking'» 5 ) 2. Develop strategies [ realize . treating
/ from Lebanon on countries ‘ and create follow- 1 appreciate deserve
Friday. ¢t days of week . up dialogue for: .
. y W " - positive respupse T think
Attracting . Use polite forms Excuse me forms of address . - negative response You told me to
Someone’s to attract Parcan me . Mr,, Hiss, Ms., from supervisor, .
Attentfon attention, ' What ‘s {t7 Mrss vs. {nformal .
. . first name, R ‘e
Requesting . Request permission Could [ have the day off
Permission and understand day off?\E
N ' too + adjective ,
yes/no rep_1_1es. 882’, I guess {t's 2.9, to0 busy )
No, 1'm sorry.
o ) We're too busy. 1
. . Request permission “Could I borrow ¢lassroom objects
to borrow some- your ? e.9. pen, dictionary
thing. , | rk
-
LEVEL 2: , , NOTES TO THE TEACHER -
' Function Objective Structure Vocabulary 1. Objective #2 in Lrvel 3 provides a useful opportunity to discuss subtleties
Requesting . Ask boss for time ' Could you spare a spare a noment of raising a difficult point. Consider feelings, consequences and how thuse
. permission off. moment ? have a word ~ situations might be handled in students' countries.
Would it be © request 2, Intonation §s significant in these kinds of situation,
possible? causes , )
[ understand t . short-staffed oy "
i e.g.: "Could I have the day off?" is acceptable intonation.
That's not possible e T TN
because . "Could I have the day oM} 1s not acceptable and creates the
Respond to - Ask boss about his Czn you give me exnected impression of a demand rather than a request.
Affirmative decision and ‘unders ? personnel
and Negative stand yes/no Have you had time ) .
Renheg reoh‘e:, tOv‘th¥nL about similarly in Appendix 0, correct intonation is very important when George
‘ ” asks for an explanatinn, '
Make Suggestions . Use can't and Couldn't you ? ORI s N, 4
»ug9 couldn't as forms  Can't you) — “Can you please toll me why?"
of suggestion, o
A )

Souree:

Victoria, B.O.
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English for Work (1982), p.13.2.3. Provinee of B.U. Mivistry of
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SAMPL LESSONS FOR THREE LEVELS :
| DEVICES _ "LEVEL 1 " - DEVICES | LEVEL )
LEVEL ) 1. Enabling Cbjective: Desgribe future acttons, LEVEL ) -2. Enabling Objective: Attract someone's attention. -
. picture of - ' ' . pop bottle
parents at . or .
”?”2“ halds Procedurs: ‘ -+ bean bag Procedure:
calendar —_——c . —_—
. Show students drawi g of George's mother and father arriving b . Have a more fluent student attract your attention using:
at the alrport. G{ e them some background information using . picture of Excuse me . -
mup and calendar, - : airport !
4 , 1f students can make "wh" questions, have them ask instructor: | ° x:&::’;;’:’gﬁ Respond with reply:
L : k [ . a
Who 1s coming? dtalogue with Yes .o what s 1t )
Where are they coming from? blanks Make 11
. . st of names of other people (insthuctors, custodians
When are they coming? . secretary) for practice. L ' '0
- Use answers to create se:tence: , Have students practise with one another, al'ternating beétween
. LEVED 2 AﬁD 3 My mother and father are coming from Lebanon on LEVEL. 2 "gExcuse me” and "Pardon me". Use of a bean bag or pop bottle
L ‘Friday. = can add some fun to this simple activity. .
. Appendix A, ) . Appendix D
q and © . Review vocabulary for family names - . ?yad Activity 'EEEER] \\\\
: . ! Appendix £
brother, stster, aunt, uncle, ett. ) 1anguage maiter 3. Enabling Objective: Request permission and understand .
Flash cards with one name per card“are useful, cards : affTimative and negative replies. \
. Extend tnis basic sentence using cue words from students: '
+ 0
. brother, Fij1, Saturday : | Procedure: i
grandparents, Hong Kong, Tuesday . i . Show picture of George's parents, Review statement of this,
Students wo-k 1n pairs using "wh" questions from above to . Draw picture of George talking to supervisor. Role-play
! make new sentences. dialogue. '
N . Expand with singular form and possessive 1f appropriate. . G: My mother and father are coming from Lebanon on
My mother's sister is coming ..... " Frifay. Could 1 have the day off?
S: ves, ! guess it's 0.k, .
! LEVEL 3 . .
' ! ‘-;;;;;e Shost . Have students practise questions and answers in pairs,
' ) . Return to nict.re and statement, and question. Add new
. \ (Appendix F) N
N response.
5: No, 1'm sorry, We're too busy.
' . Read wholg dialogue fromflackboard. Divide class for roles.
As practice continues, erase one ur two words at a time
until only one or two words per |ine rematn, Students go to
blackboard to fill fn missing wurds,
. Have students {11 in worksheet with blank spaces fin dia-
Togue.
; Source:  nglish for Work (1982),p.13-4,6. Provinee of B.C. Mimistry of Edueation, Continuing Education Division,
) Vietorin, H.( '
Q e .
5 . Pyl "‘ ’
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Role of t* ‘aarner
- to wort. itively with teacher and fullow
learners in assiyned tasks
- to seek out opportunities to use langi:age learn-
ed in the workpldce o
- to report on the succebses/faslure‘ of the ap-
plication of classroom Ieamed mateial to the
woukplace

- to evaluate classroom activities according to in-
terest and value in terms of uselulness
-~ to express their language needs as they see
them at work, now and for the future
~ to suggest areas/topics of interest to be taken

_up in the class

+- to contribute to the class by relating their ex-
periences and concerns whenever possible .-

*

Role of the Teacher in the workplace/in the
educational institution

- to investigate and report on the workplace
regarding language needs

- to establish working relationships with manage-
ment and urion

-- to inform all levels of management and union of
the class preferably through persdnnel contacts

- to maintain frequent communication with im-~
mediate superiors and union reps of the wprkers
- to engage the assistance of the above in
language practice for the learners

- to prepare tests for language assessment (pre-

and post-course) and an evaluation of the course

in conjunction with the educational institution

~ to encourdge the educational institution to pro-
vide paid time for regular meetings among
workplace staff .

: to encourage the educational institution to see
the. many demands on the teacher in EWP with
the hope of enlarging the role of*teacher to in-
clude the responsibilities of consultant

~- to select the ledrners in conjunction with the

educational institution and the sponsoring

. organizations according to sound professional and

pedagogical principles

“ .- to become familiar with the negotiation process

used by the educational institution, the personnel
involved in the negotiations and the outcome of

the negotiations (if the teacher was not included
in the negotiation process)

L

Role of the Teacher in class
- to integrate the communic:tion neads of the

learners and the sponsoring organizations .

to provide resource materials appropriate 16 the
sidentified needs

to design learner maternials {to accompany the
resource materials) which will engage the lparner
in communicative tasks

to provida a learner-centred environment

3

~ to prepare a working curriculum based on the
needs identified in the assessment and to refine it
as the course progresses:

- to provide opportunity for evaluation of the
course by the learners throughout or at the very
least at the end

— to design and/or administer initial language

. assessment interviews/tests

-- to lead the learner to a role of responsibility for
Janguage development ’

— to encourage a non-threatening atmosphere

~ to recognize and make use of the past éxperi-
ence of adults in their learning and working lives
-- to recognize the learning behaviours the'adults
are accustomed to and to draw upon the’ good
points of that methodology

* ,
. f,

Role of Sponsoring Organization in Workplace
- to provide information on the organization of
the company and/or union with names of key
personnel
— to.arrange personal contact meetings between
the teacher and various levels of management/
union to inform and promote the class
- to arrange meetings with the teacher and the
immediate supervisors/shop stewards of the
workers involved\to establish the link between

classes and workplace and to obtain information
‘for the needs analysis

-~ to appoint one br more persons who will be
responsible for thg EWP program and to whom the
teacher can communicate for administrative needs
- to recruit learners in conjunction with the
educational institution .

- to view themselves as partners in the program
with the learners, the teacher and the gducational
institution with-equal but not sole responsibility for

.

. the selection of learners and content

— to provide an adequate facility for learning and
teaching (clean, quiet)
-~ to provide supporting materials that learners

. use in their normal work activities {printed

material, A-V, audio, etc.) o
- to provide blatkboard, flip chart, duplicating
and secretarial service whenever possible

¥ .

Role of the Materials (resources from spon-
sors and from students as well as teacher-
made materials)

— to serve as the basis for language development
tasks which are linked to the workplace and the
wider community

#-- to provide opportunities for real communication

in tasks designed to engage learners in increasing
their content and fanguage knowledge
- to reflect the language level of the learners as

~ they progress

- to provide concrete evidence of progress and
information learned for the learners

Q

ERIC

Aruitoxt provided by Eic:
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Chapter 5
DEVELOPING MATE RIALS

One of the exciting yet “demanding opportunities in EWP programs is for
teachers and learners to develop materials for language learning. The individuality of-
each workplace environment, the specific demands of the sponsor(s) and the
unpredlctablllty of learners’ needs and interests make it difficult to find a textbook
that would be appropriate and .would cover all the various needs throughout the
course. We may find that commermally prepared materials are useful to meet some of

" the specific needs of particular learners in the class. For instance, a group that

requires pre-literacy leadmg or writing skills or another that needs pronunciation”’

practice may both benefit from following different prescribed courses for a period of

time during each class. In mixed level classes, these materials relieve some of the

preparation time necessary when the teacher has to cope ‘with two or three different

groups of learners. But, on the whole, we as teache , are responsible for integrating

the sponsor’s demands, the learners’ desires wnd the educational institution’s
4 requirements in materials that are iridi"idually suited to each course.

Accommodating the L_earhing Environment

Before looking at examples of materials, let’s define the learning environment in
workplace settings more precisely. The constraints of a particular environment
influence the materials and the lessons We design. Amidst the variety of needs,
interests and language levels of the learners, there is at least the one common factor of
a single employer and usually of one union. (We can not always count on one single
union since, in a large company, there may be several unions representing ditferent

“groups of workers.) In a class with people from different departments who do not know
each other and the jobs they do, we can capitalize on the fact that they all work for the
same employer. We can have learners describe their jobs and relate them to the
overall process of the workplace. [n some instances, the class has been able to tour the
worksite so that each person describes the work he or she does. This works
particularly well in large industries or hospital and hotels where workers are more
likely to come from different departments. Not only are people interested in what
their co-workers do. but théy also take pride in telling others of their own
responsibilities. This type of activity is especially effective for building self-confidence

<&
—
-
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and for developiné a sense of comfnunity in the class by encouraging mutual respect
(Sauve 1982a).

t

Fatigue

If classes are scheduled at the end of the work day then fatigue is almost a
certainty. Learners need a transition to relieve that end-of-the-day tiredness and to
change the pace of work. To achieve this transition teaghers have tried short physical -
exercises for relaxation and for setting a different pacé for learning. Other teachers
suggest a few minutes for refreshments so that people can re-orient themselves as well
as socialize before they tackle éoncentrat;ed learning. ‘

[rregular Atte_ndance

1

[rregular attendance is another factor to be considered in any pre-planning. In
small industries _layoffs, overtime and shift changes often account for classes of twelv@e
people one week and three or four the next. In institutions like hospitals and hotels
where we do not expect so many sudden changes, there is still the normal pressure of
home responsibilities that can affect attendance, expecially when classes are on the
1earners own time. In such a situation we can encourage practices that counteract a
‘potentially demoralizing effect on teachers and learners if the class dwindles. Those
who attend the classes regularly can be responsible for keeping their co~workers up to
date. Peer pressure rather than teacher-pressu¥: might encourage some people to

' %ht come to class on their days off or

~ returntoclass. People who rotate days or shifts
/ even when they are laid off (when the company allows it).

Unexpected Problems on the Job

A}
?

We can deal with the unexpected at the {evel of lesson planning by thinking of a
lesson as a complete unit containing a number of tasks. If dur plans for a le.sson
change due to an unexpected problem (reprimand, notice of layoff, incorrect payslip),
then in our next class we can try to relate what was covered in class that day to what
had originally been planned. Or, perhaps we can relate it to another topic that we had
intended to cover later on. If we follow up with a related item, then the language
learned can be reviewed in a new-context. For instance, if there is a misunderstanding
about shift changes, we can take it up in class and perhaps be building on work with
days of the week and time that we had done before in describing the work day.
Describing the problem and exploring the causes, solutions and various forms of
requests could proilide a model for other.similar tasks such as requesting time off.

- V/ith lesson planning such as this, learners who have ‘missed a few classes can get
some practice with material covered in their absence through reviews and recycling of

tupics and tasks. L

Il
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Mixed Levels

EWP programs do not usually have the number and range of classes which allow
for consistent homogeneous grouping. We may find that even in a basic class, for
example, there iy a mixture of language competencies. Some learners may need
literacy or even pre-literacy training while others may be able to cope with the written
language at a basic level. In an intermediate class where oral interaction skills may
be fairly even but the demand is for more reading and writir:g, there may be a wide |
range of interests and competence in these skills. This was precisely the situationin a

-course for mun1c1pal workexs Although reading skills were fairly similar, writing
skills vamed from two men who had never tried to write in bnghsh to those who were

_responsible for writing reporis. Group work is an effective way of handling such
diversity. For example, oral work on reporting an accndent could include small group
discussions on what types of acmdents frequently occur, why they occur and how they
are reported. These discussions could then lead to different writing tasks catering to
different groups. Learners 'who want.to practice writing extended prose could write up
an accident report eithé;r as a group, or individually and then exchange reports. The
more basic level writers could fill in a single accident report form with a one sentence
description of what happened. If the company’s accident form is too complicated, then
they can fill in only, certain sectlons or they could work with a teacher-prepared
simple form like the following: ‘

ACCIDENT REPORT
NAME:

DEPARTMENT:

TIME of accident:

LOCATION ofaccident: : .

DESCRIBE briefly what happened:

~

TYPE OF INJURY:

Did worker go to hospital?:

More advanced learners could be available to assist others so that peer dependence is
encouraged rather than teacher-dependence.

]

Autonomy .

A

Equally as important as a healthy peer dependence is the development of
autonomy and independent learning strategies that will take learners beyond the

-
O
-
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classroom. Corxs{dermg that EWP programs are part-time and usually shorter than
adult intensive courses, the need to become an autonomous learner is heightened.
Autonomy can be encouraged by acknowledging the rich experience that adults
“already have in learning (in and out of the classroom) and by starting with that
experience and then providing more input to help them grow in knowledge and skills.
Course participants ca‘n..al_so learn how to assess their own' pi‘ogresé. and how to
evaluate the course’s effectiveness in meeting their needs, thus developing their own
analytical and critical skills and helping the teacher to tailor the edurse to their
perceived needs, ' ' "

Language for Interaction

If we see mzAningful, appropriate communication as the primary function of ;
language, then oyt classroom practice should present language as communication and
stress the inteZaction between communicators in getting meaning across. For
example, in developing a lesson about requesting time off, we can shift the focus from
grammatical accuracy or formula phrases (Could [..? Would it be possible...?) to
learners making a request 'by deciding whoithey are talking to, understanding the
difficulty/ease of fulfilling- their request and predicting the ‘response. At the
intermediate level, learners can talk about whether their supervisors are easy or |
diffiult to get along with and when the best time is to catch them in a good mood. [f
this direct .approach is ‘not suitable in a specific workplace, then pick up on.
spontaneous comments from learners about their supervisors or generalize about
people’s moods - what affects them, how they react in stressful situations and so on.
'[‘héy can also discuss the likelihood of getting time off, which is often dependent on the
workload of the factory at that time of year, the number of eniployees on holidays, etc.
Depe(r}'ding on these factors, what kind of requesﬁ do they want to make? Qur role is to
provide them with the language they need for what they want to do. Before they
actually role play the situation, they can listen to some simulated dialogues on tape
~ where some requests are successful and others are not. They might try and predict the
outcomeg 30 that they must listen to tone of voice, hesitancy, reactions, etc. Having
analysed these dialogues, they can be more sensitive when they préduce their own. At
this level we are encouraging learners to discover independently how language is used
- good practice for life-long learning.

Realistically, learners at the basnc level cannqt talk about the situation in buch
detail unless it is a bilingual class. Yet even at this -level.we can indicate the
importance of context by preparing exercises which present requests in two different
situations. For example, language for requests can be introducéd by using pictures or
brief stories of a social situation contrasted with the work situation. Do the workers
have coffee breaks together and do they socialize? If so, one request involving peers

J3
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could be in that context (getting a coffee, asking where something was bought). The
other requests could be between the employer and the employee (time off, clarification,
assistance). Perhaps there are people in the class who can take a stab at making the
request. Their ideas along with ours can introduce the vamety of language use. If
possible, the class can be divided into groups and one group can suggest_ more
situations for another group to study and determine appropriate request forms. In this
task learners are in a sense creating materialé by identifying situations that are most
immediate for them. Even though the learners do not have a wide repertoire of
'language to work with, the task encourages them to analyse the situation beforé
~ deciding what to say. ‘

?
7

Dialogues

¢ .
O, . : ‘ |
If language is the communication of meaning and a process of analysis and

creative solutions, then our classrooms should enable the learners to analyse and
create through specific tasks. For example, let’s look at this pre- scnpted dlalogue for
hospital housekeepers to help them socialize with patients:

(basic level) -
Housekeeper: Hello; Mrs. Daméll, how are you today?
Mrs. Darnell: A little better, [think. ‘

Housekeeper: Oh, that’s good. It’s a lovely day today.

In the past we were encouraged to work with dialogues in the following way.
First the learners listen to the teacher read the dialogue. Then practice follows in
choral repetition, paired repetition and perhaps substitution of names - all leading to
memorization. Finally, the focus is turned to aspects of form such as the use of
contractions (that’s, it’s) ot formula phrases such as "How are you today?" With this
treatment, the dialogue is incidentally about interaction and more about grammatical
rules and functional phrases. The housekeepers see language as matching learned
structures and formulas to situations - a-rather limited and closed system.

Anotiier way to work with a dialogue is to focus on meaning rather than form so
that we endourage learners to think about' what they want to say, who they want to
talk to and how it might be said. Oral interactions do not exist as isolated items but
are part of a context-involving knowledge and emotions. What is the context of our
housekeeper’s dialogue? Who is Mrs. Darnell and what is her problem? How does she
feel today and why? We want learners to think about thése variables so that they can
realize the breadth of language as well as its constraints. We can ask them to describe
one or two patients that they see on a daily basis. Perhaps Mrs. Darnell is a little deaf
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and often has difticult nights‘ but is ba'siéally a friendly person. If we use a partially

contmlled diaﬁ‘dgue rather than a fully controlled one, then learners have to look for
meamng before they can express themselves. Girammatical- -accuracy is not the focus, ’

" but rather understandlng what was said and deciding how to respond. In the example

below, learners work in pairs, one taking the housekeeper’s patt and the other the

patient’s part. The dialogue begms with a single "Good morning". Then éach person

. hasto decide which line would logically follow that opener. Taking turns, the learners

) ' choose one ofthe two responses that makes sense. r
> o i . H: Good morning, Mrs. Darnell
Mrs.D: -What? "
' -No. [ didn’t call the nurse. : _ )
\\\ - . . B o
. . _ ~ H:<I'said, good mornirig. How are you”

- -[ was sick yesterd:., .

Mrs.D: -Is breakfast ready? :
= -Not too bad. But | v
didh't sleepagain :
last night.

H: -Oh, that’s too bad But 1t;.a
sunny day today. '
t -l have to clean your room. '

Mrs.[): -lcan’t eat right now. o
-Yes, it’s nice to see the sun, '

Another pussibilility with a partially controlled dialogue is to leave the final
response bl{mk so that learners have a chance to choose their OWn response.

- Mrb D:  Maria, help me get out of bed, will you?
by H: " Wait a minute and I'll call the nusse.
Mrs.D:  lcan’t wait for her.

H: N

Y
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In groups of two or three, learners can decide what they want to say with cither the
teacher or a more advanced classmate helping out if necessary. Groups can then
compare their dialogues, acknowledging variety but making sure the responses are
sensible and appropriate. With a more advanced group they can find Mrs. Darnell’s
own voice by Using their experience with patients to recreate a character they already
know. Their dialogue can be more of a role play which develops on the spot, is taped
and then analysed. Group members should be encouraged’to pursue questions such as
"What did you really mean here?" or "Why did you say it that way - ~are you angry with
her?" Discussion begins as leamens look critically at the language they have
produced. In this example, the task is not to come up with the right response, but to go
through the process of negotiating meaning to produce an dppl()prmte response that_'
communicates meaning in context - a more open- -ended task.

.

In these tasks, language is presented not as a closed system of rules and
behavxours but rather as & dynamic, interactive one. When we talk to other people, for
mstance we’ “are conk,tantly interpreting what we hear so that we can rvespond or
choose how we should say things. Here is the unpredictability of language. We as
native speakers can cope with, it, but our learners hpve to recognize and develop the
confidence to do the same. Learning lahguage as communication is learning to
operate in adynamic situation where we are continually thinking aBout what was said
and deciding how to respond. These abilities have been called interpretation,
e\pressmn and negotiation (Breen and Candlin 1980). }f we view language as an open,
dy naml(‘ system then our teaching/learning situations should be tHe same.

.
:

*

SOURCE MATERIALS .

LY

Photographs . ) -

I

l)c*pendmg on the communication needs that have been’identified in mltml
ihvestigations in the workplace, we can develop tasks based on the source rn'm‘nalc,
we have gathered. For instance, supervisors in a small manufacturing pl:mt,‘comment
that they often feel that their instructions regarding production are not uhdelsu)od
Since following instructions requires an undu standing of context, we could begm with
the production process. Photographs ()f th entire process can be used to hvlp learners

see where their par Ucular;ob fits in. : ‘ i
i

r - o

6.
We might begin with an mtelmedlate level Jlass by asking a small group Lo

identify the steps in the preduction process and note the steps they are involved in.

'
.

'\ 9% |
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Then they compare their stepb with those in the’photos to enbur e that every 1mportant
stop has been covered. Nam‘mg the steps involves technical vocabulary  and

seq  -ing markers such as "first”", "then", "after that." At % more basic level, we

wwuld vegin with the: photes and have them sequenced before moving on to oral work
that would iiame the vamoue steps. See how m: any of the steps they already know by ) v
workmg orally wnth the whole class or with leamexs in small groups. To fill in the y
remainder we could have a more advanced worker review the process with them so
that listening skills would be used to con/qplete the task. Learners would. be listening )
only for the specific information they themselves need. Requesting repetition and
‘clarification could be practiced befoxehand so that important,information will not be
missed. If we feel'that sequencing or naming needs to be rev'iewed the photos could ,
thm be used in a variety of ways to complement hstemng or reading exercises. Short t
sentenceb (or even one word) could be presented in a scrambled fashion. Learners _ - ',
working alone or m(gmups match up ‘the sentences with the sequenced photos. Or in .
pairs, one person might silently read a slightly different description of one stepand ©° = -
then ask the partner tor the correct picture by describing the step in their own words ‘
Here, the photos p{ay a key role in devising tasks which integrate a variety of skllls

- listening, speaking and xeadmg The tasks themselves depend on each othe :
following a natural plogressmn of skills - for example, oral to reading or ogal to _
writing; or a sequence such as ldentlfymﬁlmatchlng/copylng/sequenc\ng - . e

LN

independently.

Rt
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" Photos can be used to ldenLlfy parts of machmeq tools or mateudls that are

Lt

"~ being procesged. Liearners can produce their own list ofpaylrs tools, materials or safety

equipment by 1eter1mg to the photog. If they have very! little techmcal vocabulaly,

then try writing simple descrlpmous that contain the basic names;.. l“he wire-gotneets . oI

to..." "Gloves protect hands." "’l‘hen by 1eadmg and lookmg at the pictures the

learners should be able to 1dent1f’y the Ob_]eCt and its name and write'up a list. The
workers.know what- parts of the machine break down, wHat tools ofteh need g}epau‘ - in

“other.words, what items on the list create problems for them. Perhaps they dre not

aware of all the safety equipment that is availablé/required as pictured in the photos

~Naming 1tems may not be. difficult, bub the .overall objective is' to understand

instructions which incorporate them and relate thent .to the whole job process '[‘he
photos are integrated mto a sguuence of tasks which depend on ther completlon of one

step’ before tackling the next In this last example, nammg the items is a prerequisite

Tape-recorded lnteractions ' R e "

*information (such as location, time, names, specific requests, orders), for sequence, for

e«

to ldentlfymg the problem aneas. These problem: areas might be the focus for more
contentrated work on giving and followmg mstructlons

-

1

/ 1
Y

- In some workplace swuatmns teachers are able to reco.rd authenti¢ conversations

as they take place on the shop ﬂoor over the telephdne, in the supervisor’s office or at
health and 'safety meetings. If conversations relevant to the identified needs a1‘e
taped then we have an invaluable source for analysmg interactions, For example, in
one workplace the foreman communicated with: ‘his workers mostly by telephone
because of the variety of work. locations. He had identiféd pmblehls with listening
sqnprehension directly reldted toLenqumes mstructlo,n and reports Lommumcated

‘over the telephohe.’ He agreed to havé some of his conversations tape recorded so that

a few of‘them might be used in class tafter he and the worker involved® had given

permission)? Tasks based ¢n these tapes could involve, listening for specific”

changes$ in tone of voice or simply for getting the drift of the conversation. We might’

begin by asking the class what is co‘mrnumcated in these telephone conversations
(reports, enquiries, mstrgctmns) and write up teir comments on the board/tlip char.
‘Does their list match the foreman’s? What does a report or enquiry include? They
could role play a few conversations for the purpese of identifying what kind of
information is related in each of these conversations. Can they identify which
interactions cause problems? If so, then start with those conversatlons l’exhdpb they

don’t feel there are any comprehension problems. Do the tapes confirm or negate that?
[n either case we begin by setting the stage for listeninhg through oral work that draws
on their.knowledge and perceptidns of sltuatwns and ploblems thus preparing them

Lo listen. Worksheets to accompany the tapeo can be prep&ked so ‘that small groups can
work together to analyse t:he conversations. If the class has mixed le,velég different

v
1
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asks can be handled by different | groups. A more basic group mlght only be able to get

the drift of the message and a few points of ¢ specmc mf‘urmatmn For msta,nce it the
message 1s a reminder of : health and®safety meetmg wnh mformatmn on. the

Rt agendaftrhbﬂ AWOr k-She@tr f()l’ baSlC Ie&rl}ers C()u l-d be B S e :_ " o
AYETTING THE DRIFT
Listen tothe conversation and try co get the'drift . ’
or the general.idea. - : : . ‘
Us this a messgage about.,. -
: oo a change of shift? ' o y
. — | | .
- L0 a meeting? ° »
‘ 'a ,Eoliday?‘ ' ' - .
’\\ . . . * - N ,.,, »ﬁ,, - .n . - | ) -
_ LH’I‘ENIN(; FOR SPEC® lF‘IC‘ INFORMA 'ON "’ . ‘.
_ Now hsten for the following: ~ « o
. Day__ _ - ' -
D Time , ) S -
‘o Place’ . e

. More advanced learners could listen for the sequence of the agenda. By
“providing them with the language markers used i in the conversation, they can focus on

. the contentofthe messsage when they hear the cue: o s
: AGENDA: o SP U S
First . - '
- After that
i) ' . - .
) - The last thing ! ¢
2 : A} ) - € - . '

If we prepare a sequence or chain of tasks, each task can depend on“pthe_
information conveyed from the previous one. Here, for example, the more advanced
group might pass on'the agenda information in their own words te the basic group.

: 99 ‘ ‘
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The basic group can use the tape to'confirm what they’ have written down. If a \vrxtten

‘bulletin is available, both groups might use it to check. ail the information they have
heard and recorded: Or, the advanued group u)uld draw up a wrltten bulletxn and pass .

Y

" . "

b

. Y . : " . . . . \ L} . L .
the conversations so that tHe communicatign is successful and ‘appropriate: In this

e St SRR - S

at.on.to. thebasm group for checking. . R B e

+ ) ]

If we then focus\on th(—: points that_ indicate successful communication qr

‘

breakdowns we can lead from listening comprehensxon to speakirig-or production. 'I‘he .
tapes themselves w1ll gmde us on what to hlghhght, . . ;
. Is there an obvious breakdown in communlcatlon’ What is said to indicate '
" that? A L . _ .

« Does the listener use any strategies to compensate for faulty
comprehenswn such as 1equests }or clarification, repetition, paraphrasmg,

ofg.” y oo
. How does the hstenex indicate that. thie information is undex st.ood,.and wiil ‘n
" be ‘acted upon? By repeatmg ‘the lmpontant point to confirm? s¥OK."  » 7
enotigh to 1nd1cate thorough wnderstanding? 2 s o .
o : [ 'r 3 . "'

* Does tone of voice change to‘mdicate impatience, anger, cont'i‘x‘sion, etes?
What was said and how was it said that could cause this abrupt change"

‘e

Through successwe tasks learners can fOCUa their etforts on analysing these pomts in-

the conversatlon In prellmlnary steps they could establish the context by defining the ;

S

communicators, teir status, the location, the topic. Then different groups.can revise

sequence of tasks, learners first discover and describe the problem area. They then

: amlyse the, causes of the communication problem and working together. suggest '

various solutions. Their own revised conversamon (which can Be -recorded) then

becomes the topic of a similar analysis. ] o

‘In cases where authentic conversations are not available or where company
personnel are not able or willing to cooperate on\makmg tapes, then snmulatxons could N
provide the necessary input material, Try.recruiting some co- workcrs whe) are native
;speakers to help in a recording session that simulates a conversation without prepaxed
scripts. For examplb, if informal bomalmng atwork poses problems then establish-the

setting {lunch room, break-time), the players (native speaker arfd non-native speaker)

~and the to ic (bingo, weekend, etc.) and let the participants carry on indépendently. .
p ‘ ! pants p r

Or try pairing a native speaker with a class member-or-a-more-advanced learner with a

basic learner. Make sure they understand the setting and Have the necessary y
information to communicate, but don't script the conversation. See how it develops. |
and use the language that results. . '
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During the needs analysis teachers can’ usually dcquue a vzmety of printed |

L e ematorial suoh HEWREY sug esu,d in ch‘tpten three. Whlle__mgch of the mdtexml'may

* only provide backgmund information on how the compdny/unr()n opelates smvne of it B

" may provide the input for certdin Lmks dob descriptions2tor instance, often dcxnbe
vesponsibilities in terms Of actnvmes tools or materials used and p()bslble hazards on
the job. lhlb-xesouxw could be used in sequencing tasks aimed at descnbmp{ L“hu job - L
processeand u:sp(mduy1 to enguiries about the quality of work. Mdny workers never. '
get-an opportunity to ‘read their own jobdeseriptions, so they are often surprised to see
a distrepancy between what is wx itten and what- they actually de. It is precisely for
this reason that companies hire’ sometimes hesxtaut to provide Lhen? «The company .
may be demanding mere of Lhen..wm kers thnn is actually’stated in thean description. "
If the atmosphere is conducwe Lo, this type, of enqu.ny, then tasks can be stluched’
thaL start with the lemncrs deﬁnmg their jobs qra]ly followed by an emmmatlon of . -

-Mtho job du:.cnptmn in Tn;ﬂnt o{ ‘what they have’ alrt‘ady'notod If this results in"an T
unuvvn slate, then thi pfocess of enquiry can continue by identitying specmc examples
of wmk that are hot bart of the job description and establishing reasons w hy they are
asked to pertorm them The outcomes of a ta&}f sequenge of this nature will be varied
but mdxvldual leayners Wl” have the opportunity to’ hnd a rc-solutmn' that satisfies .
them ﬂaueptance, a fequest for a pay increase, consultation W1th colleagues or with

XN

the union, ete. On issues such as this one abovc, it is important to remember that we
and the learners should consider the. possiblé and probable consequences of our .
resolutions to'the problem. For instance, is ‘there adequate protection. fm the WOlkG{l

.. L
complaining. . * '
. 1Y ¥ L + * '

[y ~ - ‘ * .

[n one wmkpl,m‘ setting managmnent union and;the wmk(ﬁ;,s had put the

-

primary emphasison reading and writing.skills. One commonly-stated reason wag the . o
.nycd'f()r these skills in obtaining any job advancement. Mzm'agemunt was interested - .. .
in promoting from within the ranks, the union wanted to bi*()tect workers’ secutity and  © ’
the woskers themselves wanted promotions for bet.l‘er wurkm conditions and higher .
salary, These punmnmns required pot only more reading and wr mn;, rvsp(msrhllltws ' >
on the job But alsoa p%smsr grade 'on a variety of written-tests. Loarners expressed . :
their need and desire to practice test-taking and working under p!essure bvcuyso they

huad been unable to complete the tests on pr@vio}fs attempts. Although the teacherwas.

. able to look bl‘feﬂy‘b

[nstead part of the format of the test was adopted (multiple choice) with content drawn

» .\ v
from the learners’ own safety manuals. The reading passage in the manual was on

some of the tests, they were not allowed to'be used in-the class.

artificial respiration with illustrations and instructions of the steps to be followed. ) .

. ) . N




—————-ARTIFICIAL- RESPIRATION- ——— — -

__(RESCUE BREATHING) :

U Rt PG SR

SR -

Artificial Respiration means helping or making a person * ! .
-, breathe when their.normat breathing has stopped. Normal '
- breathing can stop immediately following any one of many
mishaps. A heaft attack, drowning, .choking, rhemical
fumes or asphyxiation and electric shagck are reasons. that
cause & person to stop breathing. kn giving help to -an _
alectric shock victim; special care must be taken to be sure iE “
you are not electrocuted Igy touching him. Disconnect the : v
power quickly if you can or by using a dry piece of wood, :
lift or push the electrical conductor and tha victim apart. A
dry rope or leather belt could be used to pull a man away _
“ _ from an electrified wire or machine. : . 2t
. [ ' >
: : A word often used with artificial respiration is
© “’resuscitation’’ which means ‘‘reviving’’ or "‘bringing back - ‘
to life". The following procedure has saved many-lives and is
’ quite easy to apply if you know how. Read it often until you
completely understand it. Be ready to save a life. The ' 2
knowiedge is free. .
v L]

[4

ra

RESCUE BREATMING (MOUTH-TO-MOUT!;()

THE CANADIAN RED CROSS SOCIETY , . + .
The sooher you starl. the greater the chance of success.

+

Start r:mediately

Pinch nostrils 107
prevent air leakage

Remove niouth

Release nostnls

Listen for air escaping

back with the othes from lungs Watch 4 ®
hand for chest to tail

o REPEAT LAST THREE STEPS TWELVE TO FIFTEEN TIMES PER MINUTE
4F AIR PASSAGES ARE NOT OPEN: Check neck ane head posmons CLEAR
mouth and throat of fureign substances ‘

* Foranfants m\(i children; cover entire mouth and nose wnh yout mouth Use small
putts ot s about 20 umes per minute.

USE RESCUE BREATHING when persons haNopped bredthmg as a result-of.
DROWNING. CHOKING. ELECTRIC SHOCK, HEART ATTACK. SUFFOCATION

t, o GASTPOISONING 3 .
Dot qive up - Send someone for a doctor  Continue untl medical help-arrives or

hre athing i ressored™ "

Seal your mouth
tightly around the
svictim $ mouth and -
btow 1n The victim s
chest should rise s

Quen arcway by hitung
neck with one hand

and ultny the head Mawitain opén airway
by khesping the neck

elpvated

L

Souree:

Safy Practices in Overhead Linework."l'unc}\\tn Transit Comunnssion Plant Departinent (n.d., pp. 80 81,
I '
Reproduced with permission, .
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[n Lie p’ISt we were Pncouxaged to treat reading maLermI in the f’ollowing way. l*‘nrst
present difficult vocabulaty words from the }eamnf, gwe their meanings otrdee if

e ___anyone in class knows the meanings. _’_l‘hen have the class read the passage silentlyor . .. .

S o1 2

_out loud Finally, test the learners on their compreheuslon b) askmg muitnple choice |

A hure e emeca e e [ S,

3 questlons or questlons wxﬁh-;l-x;ple dtreﬂ"answers In this rype of reading exercise, the
learners are tested on then comprethmovg rather than guided in how to-read for
m;nprehensmn The’passage is an 1qolatea text with no immediate context other than
a list of vocabulary words.which preceded the readmg IUS\.t"dd of guiding leamers to
, _ 'dfwelop strategies for guessing the meanmgs.ofwoxds from the context, the vocabulary

. is given to them. Le s look at what thlq teacher did to establish context and to direct

.

the lea rners toward 1eadmg for mea mng

q LY

. .
. - ‘
A . ¥

h . i Before the reading and questrons were attempted the teacher

artificjal’ respiration with the class. ‘One person had taken a short course several years
ago-and descnbed the step».accurate‘iy The language used in his description of the

. totally accessible introduction to'the toplc Subsequently, most of the Iean*er% were
| able to guess at the méaning of the words in the written descnptxon (pmr'h nostnl
alrway) by referrmg to what they had just heard and to the a companying pictures. In
the tasks on page 92 the leamers not only deveicped readmg and test-taking skills but
they a‘so dnscovered infor mation in their manuals that they L1ad never xead befnre

+

The second part of the reading passage emphasizes the sequence of steps in

giving artificial respiration. ‘The worksheet on page 93 uses the visual representation

tinally, to actually practice gmng artificial resplratlon

whele basic literacy needs are the primary factor for requesting, an KWW program,
there will probably be some specific items that learne’rs must become acquainted with.
For example, in a hospital EW¥ program described prevtously, the dietary staff were
given new responsibilities which involved reading menus. When new ordecing and
repair reporting’ procedures ‘were intfrodu‘ced in a hotel, the housekeepers were

responsible for filling out forms where previously they had made reports and ordered

overwhelming, we could begin with commonly recognized signs and symbols in the

. fownd. Laundry symbols on clothing labels can be worked out by learners in.small
N . grolips with vocabulary Sllpplled By more advanced- le‘altners if possible. Then, leamex‘si
' » ' Al :

discusqed'

. steps was qulte different than in the written information above, but it served as a

¢ to help the learners understand the sequence and the prose. Further steps, not shown
here, would be to have the learners sequence a scr ambled set of pictures and prose and

- We can also incorporate company/unidy materialsinto literacy trammg [n cases '

supplies orally. Rather than sfart with the¢se unfamiliar forms which might prove -

fommunity such as street 81gns and’ pub]nc mformatum signs ("no smoking" ).,
"hotographs or drawings of the signs could be matched with places where they are:
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1. Read the information on artificial respiration below. . . o
" e 7 — \
2,. While you réad, look for the definition of artificial respiration. Underline any / _ I
» ser:tences or phrases or words that give the meaning. . . ’
. ARTIFICIALRESPIRATION |~ . .
(RESCUE RREATHING) ‘ .
Qk - . . N
’ Artificial Respiration maans helping of making a person ) , o~ B
breathe wher their norrmal breathing has stopped. Normal : . .
breathing can stop immediately following any one of many
mishaps. A heart attack, drowning, choking, chemigcal
fumes or. asphyxtation and electric shock are reasons that i
»  cause a person to stop breathing. In giving help fo an - . .
y¢ elactric shock victim, spacial care must be taken to be suré .- ’
you are not electrocuted by touching him. Disconnect the < !
power quickly if you caf or by using a dry piece of wood,
lift or push the electrical conductor and the victim apart. A
dry rope or leather belt could be used to pull a man away
. from an electrified wire or machine. »
’ A word often used with artficial respiration is
‘ ~ "resuscitation” which means “reviving" or *bringing back
- . 1o life”. The following procedure has saved many lives and is ¢
- quite easy to apply if you know how. Read it often until you - "
‘ completely understand it. Be réady to save a life. The
. © knowledge is free.. ., - o |
b . e . . \J
. ‘ ¢ . ./ '
Answer’the two questions after you have réad the informatipn. Circle all the
answers that are correct. T ) SNy
’ ' S
1. Artificial respiration B
a. is ‘‘bringing someobne back to life” . -
b. is used when normal braathing has stopped ' \
2 ‘
c. occurs just before a heart attfick - , -
d. happens prior to most accidents. !
: . . . . L3 Cm ’ . \
2. ,"If someone has been electrocuted, us¢ a dry piece of wood-.or rope or a e
! leather belt to move them because
"a. these don‘t conduct electricity ~ s
’ b. electricity can flow from the pers'on_‘s body to yours
‘c. electric shocks multiply. ~ . !
" N 4 -
1 d . ‘ : '
- - M ) 3
[} . o
L : \' N ¢
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b A ,
| /_,/ .o ,RESCUL BREATHING (MOUTH.TG-MOUTH) \ ' .
N ..,-.__..;M. T e e e e CANADIAN RED CROSS SOCIETY - SV SURE S R
/// © Swirtaummediately  The sooner you start the greater the chance of success : o “
P A s g i VU TU VUSSP U B O SUY
. ¥ : : I L , ‘
) Match the pictures with the descriptions printed on the right.
. Put the letter on the space next to the picture. . )
Pinch nostnis to * - .
prevent air leakage RN .
R @ Maintain"open airway ] v .
by keeping the nech
elnvated n ¢
>
’ - -~
L]
. ‘ * N
) » : Seal your mouth
" tightly around the
. @ victun s mouth and A
blow i The victiim s
chest should rise
)y L d -
- . 6
g o
+
- ‘ a M [
. Open anway by Witing * «
' 1 @ ‘Ineck with one hand ; -
. and titing the head
N back with the other
hand .
S ) '
[ 4 ' .
’ [
1
¢ ———— . O Remove mouth
. " Q Release nostrls *
Listen for air escapin Y
- from lungs Watch
- for chest to fall .
. '
. ¢ 9 )
. . ’ REPEAT LAST THREE STEPS
; : @ * TWELVE TO FIFTEEN TIMES ”
, Y 2 PER MINUTE. IF AIR PASSAGES )
. - ARE NOT OPEN: Check neck and
: . head positions, CLEAR mouth and
#7/ _ throat of toreign substances
0 .
: v sz}l)‘
° ,,'¢ Ve . —————
. s o 7 K} «
L :
] M’(:\A,‘
o : ) 1 () 5 .
LY ) e
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can draw up thelr own labels for certam types of fabncs usmg the mtematxonal

symbols. T . e

4

~ -~

Labels and 51gns that are common at the WOY’kPla?e m,lght mclude colour:coded

=77 7 labels on chemicals er dgtergents, Warning signs on “riachines” (caution, danger" T
‘hazard), door signs (employees only, visitors), etc. - Either the labels or Signs
themselves or photographs of them can provide initial readmg material that is-
famxllax and.non-threatening to the learners. We can ask learners to go aut and copy
s;me signs from the workplace. They ¢an brmg in anes they understand and ones they
-are not familiar w\{th Working in groups, they can explain the signs {hey are familiar
- with and get assistance from their peers with those they flnd.dlfficult,. In this activity
learners are encouraged to identify their owa needs and to effer assistance-as well as
be instructed. ' : o ' , . .
. Y . ' - 2
N ' . ’ . w . ¢
LEARNER-PRODUCED MATERIALS

-~

' N * 4 ¢ . . e.\ )
' We have been looking at ways of using saurcé materials obtained fronf the -
f - . N ¢

sponsoring organization or from the wider community. Now let’s turn to material
produced by the learners themselves and consider two points: how to elicit it and how

¢

to design tasks based on this material.
. " Photostories A S
v ’ ‘ v
l’hotostomes can be records of events as they happen (class tour of the workslte

«

citizenship hearmg, eté.). Or, a toplc for a photostory can bt decided on and ‘the
-photostory can be a representatlon of daily routines (getting to work) or "a day insthe

life of..." Photostories capture the expression, the feelings and the'attitudes that often
words cannot. They can add humour, pathos or sympathy to a situatiof, I Anna
o complams about food shoppmg and.how e\(haustsd it makes hér, she mlght say: "Too . -
heay. [ tired at home" A picture capturing. her with 4 or 5 grocery bags and an B
expreéssion of awkwardfress or frustration could evoke humour or sympathy. Not only '
. "do people relate more quickly to photos than to oral stories, but the photos smmulate

their own stomes and language comes intowplay. Discussion about what to photogxaph ..

,  provides useful language practice, particularly in description dndJustlf'lcatmn

. "

Yo -
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I‘akmg photographs of class-related events as they happen not only provide good
material for subsequent. class activities but also build a sense of-community in the

[A)

class. The teacher mlght start out by taking the photographs'initially to give peopie
an .idea of what scenes to capture and then learners can easily take on the
responsibility. We are looking for scenes of humoyr, expressions ofjoy .ptlzzleme}lt,
frustration, pleasure and of expressive mteractlons with other people Making a
photostnry could be an activity for the whole class or for one or twp small groups. They
can focus on an evenj, perhaps one out51de the work situation, Maybe someone’s
relative isarriving from another country to live in Canada or maybe one class member
is becoming a citizer. Gettmg outside the classroom is often difficult, so another
posslblllty is to photograph role plays that are of particular mtenest

-
’

Once the photog are developed, we can create’activities to accompz;_qy the story,
especially for llstenmg/qpeakmg and wntmg WQrkm, in groups, learners can
concentrate on move?:nent and arrange the photos in sequence so the story can be
retold or written - Dlalogue can be added or role plays can re-enact scenes of emotion or '
when commumcatlon was difficult. Plctures that capture feelings can provide a good
starting pr at for a dlscussmn about causes and effects. We can contrast two different’
seftings in photos (for example the’ cafeteria vs. the peFsonnel office) and fecus on
sociolinguistic asgects of communjecation. A series of photos with a clear,” logical
argument within them can be used to concentrate ondiscourse aspects. !

) ~

¢

5 . B . ‘ &

g

. . .
NS <

Uor further illustrs ons of how to use photostories, see the specml issue of Tesl Talk on English in the W()t'kpld(.(.
Fall, 982, pagres 24 .& as well as the EWP modules being prepared by the Core Foundﬂtlon and the Bdard of
Jodueation for the City of \Imth ank

q
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— ' . Photostories and follow- -up¢ didcussions can also explore issues and proHems that

oo~ .. .. the opportunity to work thtough a relevant problem; to-purzle-over the possible routes -

toward a solution, to learn the language necessary for following through on the process

J <and to reach a solution which learners determine as a group or as individuals.
Problem-posing tasks share many of the same characteristics as commuunicative

" language tasks. They engage the learners actively.by drawing on their prior

know.ledge (content and linguistic) and on their feelings and attitudes. 'l"hey operate

on an interactive basis so that working through the task is a group cftort requiring

negotiation, analysis and evaluation even though the outcomes or the salutions of the

-

task may be multiple. A book of photostories and teaching activities, Getting lhele

Productmg Photostories ‘with Immigrant Women by Barndt, Cristall. and marino
(1982), is a good example of materials based on this method. The book itself is the
result of a particular problem - the need for refevant resource material in employment-
orientation programs for immigrant women, Immigrant working-class women from

. factories and offices and women community workers were involved in the'production.

Getting There includes two photostories of immigrant women seeking vmployment

> and also advice and instructions on making photstories and how to use them in a

variety of educational settings. TH€ photostories are based on the telling of personal

. « stories and the text accompanying the photographs was developed by the storytellers

{ and thee authors. According to the authors, the stories-offer a methodology for "another
way of learning." |

Y
*
: L . )
\ -
. - We are not supporting the telling of per-
' ‘ / sonal stories only for self-expression or ther-
' * ! . . - .
T apy; we are supporting the sharing of daily
N experiences, which”can lead to a clearer
b . , understanding of social structures, a critical
‘ s L analysis and a readiness to act-collectively.
-~ 0 4 e
" . .. Source: 1. Buradt, F. Cristall, &.marino, Getting there: Producing photostories with innngrant women
{Toranto: Between the Lines, 1982), p.15.
N The activities that they suggest using with the photostories lead learners through a
LW 0 step-by-step analysis: describing the feelings in the stories, identifying a similar
‘ ' personal experience, recognizing other people’s similar problems, analysing the causes
$ "of the problems and coming up with suggested solutions. Here is an example of a

specific activity based on a quote from the photostory tesi of "Gloria’s Story™

' ./ ,‘JV * ' .1()&:,“

people are concernpd about. }1’1 this regard, they otfe good material ' r pxoblem-'
“posing tasks’ which o uset")z’l in developing autorony a8 a léarner, “T1 . se tasks offer

(W]
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, . . - .

A,

- .| “AFTER I CAME TO CANADA FRCM ' \
A ' PORTUGAL MY HUSBAND AND I '
L SEPARATED. | HAD TO FlNDAJOB”

. 1. Describe your first year in Canada. ' o
. ‘1" Did you come with your famiiy?

) i Did you come alone?
o What-effect did-the move have on your
.. - relatianships (with. your husband, your
children; Your parents)? - ' v

- 2. Describe a typtcal day in your household. ..
Who does what in the house? .
What is the.most dlfflcult part of your
day?. s
The easiest?

3. Why are you looking for work?
 Make a list of the reasons. _
Talk about the similarities and differences | -~ - S —
between your lists. ' -

a4, How do you gn about gemng a ]ob7 ) .
List the things you might need to know .
“How to do"". ‘ =
For example, how to: ‘

o - use the employment and 1mmlgratlon
, office. . . : ' N

. look on the job board: ~——
- make inquiries by telephone\**(\
o - dress for an interview. \\l\ ‘ : e

. - describe your skills and experiences. ~-

5. Role-play a visit to a manpower office. ' , ’

~One person takes the role of receptionist, : :
-another the role of the manpower coun- - b
sellor, another the role of the person ; )
seeking work. o -

Source:  1),Barndt, F. Cristall, d. marino, Getting there: Producing photostories with immigrant womui_x -
t"Toronte: Between the Lines, 19821, pp.96-97. Reproduced witH permission -

103

. . § . L
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4

For effective use in an ESL class, we would have to structure a variety of tasks to
help learners work through some of the questions. For example, in question #1 we
could start out by havmg small groups of learners mterv1ew each other and fill in a

PR

simple chart: . : ' o A
- | ' ) v ! ’ -
¢ ' = ‘
Narne | When did you Who did you | What did they |Why did you
' . come to Canada?| come with? do the first come to Canada?
- | year?
: . o
3 . \W ) . 9
| B ) : : -'Y'*-B] N - R
2 4

) &

If the class is familiar with Glorla s story and has understood he?t’feehngs ‘ther they

' rmght be prepared to gescrlbe their own experiences. Gloria's story takes place on the

first day she travels:to her factory alone. The focus of the photostory is the process of

"getting there" and how her anxitty and loneliness are overcome by courage and

assistance. Question #1 encourages learners to come up with their own story'

illustrating how they have adapted to their new environment. If Gloria’s story hasn’ t
triggered a story of their own, then they could explore thexr "eelmgs further

[ felt afraid
‘ -[f'elt alone _ o _- N
N ' { felt confused ' \

V- - S 'Ineeded'helptd(d'osomeuh‘i;ng‘)... - S
4

Discussin‘g‘thEir responses in small groups, leaxgers ‘could be stimulated by the
similarity or differences among them and thus be encouraged to participate. Writing

» down experiences of one of the learndrs is easier after it has been'explored orally. >
Dépending on the langiiage levels, the writing task could take a variety of forms.
With non-literate learners, we could write down the sEory as it is told to us or have it )
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taped and thenitranscribed for Fur.ther work. We can ask Jearners with mgre advanced
writing skills to include how they‘ felt, what caused the Eroblems-'a’xfd what the
out;cf)me was. Members of this group could exchange writt A work to confirm that all . .
three content guestjons have been answered. Feedback.is/zZsurfed and revisions can be ‘
~ done based on what we as teachers and other learn/ex’s’,' have noted. Basically then, e
question #1 can result in learners recounting th}y/process of dealing with ‘problem: ‘

circumstances to better understand causes and 9)<1tcomes.

s

»

5y

Learners’ Ocal Stories -

4

° There are various ways of collecting and using the learners’ own spoken stories*
. depending on the language level of the class:and the purpose of the activity. These . v

stories are usually stimulated by an oral discussion on a topic of interest. The topic :
- may have come up at-that moment or it-may have been prepared for and introducedby -~ -~ —

. the tgacher‘ withA an experience of his/her own, with another learnér’s story, with a° -

.picture, newspaper article or any other aural or Visual.cat’alyst. The learners can '

 recount -ap—i-ncidént, a pe-ribdiof'-life or a particular experience related to the Lopic.. It .
may be about their. past experiences (coming to Canada, finding their first job, .

comparing work in their native coutitry to workd njﬁ*am*ad-av‘ﬂor~ab<m"c—f,odfry’~e,"went:-.““—-—~—~~—~~——-~——j
(dealing withthe foreman’s remarks, explaining reasons for refyrning a faulty itehm to ’
the store). A story is dis;ti\nct from an interview which asks for particular information
4  through specific questions. Stoties can also be_pmduéed ina variety of teacher-learner
relationships. Theteacher can be working one-on-one with a learner who is producing
< his/herown story. Or, the teacher can be working with the whole class in which either

‘

a group story is produced or individual st'vies are produced from different learners.

¢ - - Let% look first-ata class of learners with basic level listening, speakirg, and
o literacy skills and-consider the different ways of collecting or documenting the stories. |
'H;é learners. will'probably tell their stories slowly, in simple sentences, with-lots of — - ———
hesitation. We will probably take a strong role in.eliciting the content and selecting .« |
- - what will be written. There will be gran%matical’.errox\ls and inappropriate vocabd.lar'y.
e I this case, weTean documient the story by writing it down ot the board ot flip chart if ~ =
| it is a whole class activity. Whether the story comes solely from one person or.is a
~ group effort, we have to consider our participation and the learners’ in editing-the -
story as it is being written down. «If the learners are at a beginning literacy level, then .
usually we must’ write down exzfctly what they say (I home 5 o’clock), otherwise the
authors themselves will not besgble to read it. Working with a little bigher level of
literacy, we may find that some learners in the class offer grammatical changes or
re-ordering of sequence. As the transcribers, we can incorporate thése changes if the
' speaker agrees and understands the reasons for them. In this way, we ask the class to
consider alternatives, but wé are faithful to what the sp;eaker decides since we are only

A

Q \. - ) | ) 11"1
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wutmg for them mot deciding for them. In a one-on- one-situation'\;vith a learner at

this level, we might suggest and discuss changes and then write what the speaker feels -

o comfortable with. ‘wmce building self-confidence in readmg and writing istone of the

v w

main reagonsfor using the stories at this level, we should see that as the pnmax y goal
rather than "correct [inglish" and let it guide our deuslons on editing and
transceibing. % Al%o, learners should understand that writing doesn’t come out
perfectly the first tlme and that edltlng skills are useful v -

i =

Fer

- transcribe the story, once g,again using the’ exact speech ‘as presented. Th# works

particularly well with more fluent speakers whose storytelhng might be constrained-

by havmg someone writing down™ theit words as they speak. Some teachers tape

record every class so that this rich mater ial from students is never W8t and canalways

Another -way’ of documenting the story is to use a tape recorder and then |,

.be incorpordted into future classes. Dependlng on the use of the stories and the
‘writing abilities of the learners, we can do all the transcnbmg omselves or have
learners do part or all of their own story or another person’s story. With these mpre
- literate learners, the teacher can encourage learners £o develop skills in editing and

t

__correcting material for thembelve§ : o s

k)

Oral S_tones and Reading Skills o ' : "

Once collected, these stories can serve a variety of purposes. Their:nse in

teaching reading skills at the basw literacy level is familiar in an approach called the "

Language Expetience Approach (LEA). In this me method the teacher writés down the

‘ . story exactly as the learner delivers it. There isa good deal of integration of speaking,
‘N

Won page 101.

reading alkd writing. Sentences are read aloud by the teacher after each contribution
and. the whole story can be read aloud several times to help connect the written &nd
the spoken word The Handbook {ur ESL: Literacy (Bell & Burnaby 1984) describes- the

“LEA met:hod in detail-and commentson the advantages of literacy work based on the—---

language and the experiences ofthe learners themselves. Some follow-up activities for

readmg and wrltlng w1th LLA stox ies Whl(‘h the authors lecommend are to be ﬁ)und

~ »

20ne reader urgued firmly against this method for ESL literacy. She maintained that it worked well for native
speakers but was misleading for second language learners who u)uld be unaware of their major grammatical errors.

112
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1 L . . '
I. When a class has completed the oral reading of a story, the story
cafi be transcribed by the teacher for further work. It should be

. ' photocopied, §o that each student recelves a copy of the story for a ,
file for silent reading latér. '

“ 2. Students gan copy all or part.of the story for wrmng practice. -

3. Working with the teacher’s transcript of, the: stofy, students can
r underline all the parts which: they can read. This not only helps
the teacher assess progress, but deronstrates progress to the student.

4. The teacher can transcribe the story leaving blanks to represent cer- -
tain words (a cloze exercise), The blanks can replace certain B4
types. of words, such as nouns, or can be spaced regularly throughout e
. the story. Students then attempt to read the story orally, supplymg A
. each missing word of an acceptable substitute. This exercise pro- - i
, ‘vrdes excellent pracuce in prediction. Studentsmay alse:tackle the- — -
— v ——cloze-exerciseas awriting exerciseé, altholigh the missing words
.o may need to be provrded (m‘raudom order) on the blackboard to help ,
: - with spelling.

5. The teacher may focus on one sentence of the LEA story for further- - - -~

«  work. The sentence is written on a large strip of card, and mdrvrdugl ' .

: words in the sentence are written on index cards. The teacher reads ’

. __the chiosen sentence aloud, or asks for volunteers to read it. Students ___.

' . then'attempt to match-the mdlvrdual words on the index cards with ‘

: ' ‘ ~ 1he master sentence, reading the completed sentence asthey do so. ’

. In this way students learn to recognize individual words.and the L
way in which they are”put together to make a sentence. (It is usually .
easier if one of the more grammaucally sound sentences is chosen for
this activity.) ' o .

o S 6. The students can be given the cards i in random order and work in
" groups to recreate the sentence wrth or wrlhout. reference to the
nmaster. _ - s
B 7. The word cards can be rearranged to make new sentences, particular- ~ 4
" ly if one or two extra cards using other words from the story are =
. } e ,,A,._M_provrdesi e et e e L
)
Source: hll Belland Barbara Burnaby, A handbook for ESL lrturucy(l‘oronto OISL./Hodder and Stoughton 1984).
. pp.49- 50

A} 3 .

?

Pat Rigg and Liz Taylor who teach literacy to native speakers of English also
advocate the LEA method as well as other techniques, In their work for T.V. Ontario’s - ¢
Out of the Shadows (Rigg & Taylor 1983:45-9), they also recommend using four other |
techmques rereadir.g , retelling, assisted reading and qustamed silent reading. They
are well worth mvestlgdtmg and experxmentmg with in ESL literacy contexts,
especially if the learners have had a good deal of exposure to English and can speak

adequately.

+
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Ora_lStoriesandWritingSkills | L g ..

’I‘he use of the ‘learners own oral storles for improving writing skllls‘fwas
mentxoned in the basic literacy activities ‘above. Even at more advanced levels of
LWr 1tmg, learners can w‘g'rk with their own oral stories and mconporate that experience

into. a *more sbructured wrltdng exercise, such as an a cident_ report, a letter of .

complaint, a, newspaper article, etc. They could get the main points for their wrlt
exercise by listening to the tape or readmg the transcrlpt This plov1des some pract\ce

" in organizing and editing prior to composing. For 1nstance if some learners-are

responsible for writing up accident reports or weekly reports in Lhelrjobs but have a
difficult time organizing and composing what they want to say, then they could begin’
by talkmg about the accident and tape recording their description. The story can be

| transcrlbed by the teacher or the learner(s), so that the ideas and the content are down

- on- paper. Learners. may. feel more-at ease: talking: rather-than- wrlt+ng~about——bhe«-

- accident, so that they probably would cover many more points org)ly. The next step is

report.

to help the learners transpose that spoken language into the appropriate written form -

for an accident report. For the achdent report form they have to follow a'different N

format and also pay more attention to grammatical accuracy, to choice of vocabulary

| m}mm&c ent,shat et Qime&jfspelMXI&mﬁmelem the learners can use-the:

& -

original transcrlptron as a reference fpr correct spelhng Agaln as a reference, the
transcription can be us ed to conﬁrm that all the 1mportant pomts ale covered in the .

T

Comparing the fylal report and the transcrlptlon of the oral story w1ll help
lealners see some o(‘gthe differences between the the two rodes of communicating,
speakmg and wutmg For insta.ice, readers may have a lower tolerance for

', R

inaccuracies in grammal word choice and approprmteness than listeners do. A

speakex also has more opportumty to clarify the migundérstandings of the listeneT by

- speaking and writing.

nespondlng to the listener's questions and by observmg how well the listener is

attendmg and followmg Reahzmg this, learners can then consider theirown goals in
"

e

. .
o = .
o

For intermediate and advanced levels, oral stories can be used to improve

hstemng and speaking skills. We can use the tape of a learner’s stery for listening

exgrcises with the same class or with another class entirely. I[n this case, we could
design-worksheets to guide the listeners through the tape by asking them to listen for"
the general idea, for specific 1nfonnatlon for sequence of events, ete. If we want to

. then focus on speaking and how to tell stories, we could pair learners’ taped stories

with those of native speakers. What are the different ways that native speakers use to
order the events of their stories? What tenses do they use? How do they keep the

listener interested? Keeping these types of questions in rind, learners can listen to

[
)
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h

“after-them:3-"The-common-thread -amoni all'these uses is that the learners begin by 771 7/

'bo‘th tapes ﬁrst Thén -they can try 1ncorpordt1ng some  of the natxve speaker
strategies and stylein therr own storytelllpg

In Getting There, the authors and the learners edit the original oral histories” N
and chooose relevant text to accompany their phetos. Here the emphasis is on using = . .

the oral stories as a stimulus for further dlscussmn of issues and for more accounts of ¢
* personal ' e)g)erlences In an EWF class we might choose to type up and hand out an
oral story from one, of the class members 81mply as a refreshrer to lead intoa dl‘scusswn ,
of the causes and the solutlons to a problem in the story. Or, we can review it as '
prepalatlon for more detalled and more careful reading on a topic. Classes sometimes
" collect the stories and prepare booklets to document the progres: of the class and the
tssues discussed. Or, they team the stories up with photos or tap. = of the_stories to
make a molt'i-media production for their own use and for the many v sses that come

~ working with their own experience in their own words prec1Sely so that they can gain

it

L

the conﬁdence and the skills Jomove beyond them

+

RolePlays o I S - J
|

Pre-scripted dlalogues may be samsTctory 1n s1tuatlons whlch are so hlghly‘
formalized that they are almost totally predictable. For example buying a ticket at

S the mbvie theatre would invelve mostly forlea phrases S

~

-t -’lwo adults please - ‘
d * ~ + <Which movie? SR

- (name of movie) c : ,

e , ' -$10, please

< ' ol ' -

._..’._._._3_- ...__.

Many situations Wthh involve oral communication at the workplace and in the '

community are not, so predlctable Our relationship with the ‘other participant and | the

outcome of our interaction is open to negotiation. Also, pre- scrlpted dlalogues are

" usually developed to illustrate a sbructure or function and often do not indicate the

flow of realspeech Oral interaction is an mterplay of interpreting And expressing: a

procéss of expressing what.we want to say based on our mte.rpretatlon of what we hear,

" We can never fully predict language in this regard SO We are always negotiating

" meaning, both received and produced. Role plays pxov1de the format in which. to
_capture the flow of real language so that learners can de'velop their ability to interpret, . »

axpress and negotiate. o : A .

v o 7 ' - [
3 or examples of collected work from learners, see the special m@ue of Tes] Talk on English in the Workplace. Fall,
1982, espeinlly Hlthle by Barudt & marine and Nettle. e .

3
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.lf leamers play themselves in role plays (rabher than other characters) then they
are commumcatmg in a situation which is as close to real life as is possible for the
" classroom. &emg themselves in a sxtuatlon which is immediately relevant, learners

to be totally 1nvolved [4 also encourages them to speak and to listen asthey would in
their own language that is, to listen for meaning and to be attentive to the attltudes
and emotiohs of the other person so that they can x_‘eqund appropriately. )

, o As we all know, work is full of problems and very often it is the 'problems that,

can use language to  expresss, their ideas, their attitudes and their emotions - in short,

. . people bring to class. .Denise Gubbay from the ‘Pathway Industrial Unit in Britdin sees .
PO * .',
role play as a hlghly effectlve tool for addressmg those pret“),le’nlgm,n_a language
. lezu'mng chntext: . I . .
-.‘\l' - ¥ o * ' ‘, - lal ’”)// 1N V ) - - -
‘ Role -play was evolved to .enable the teacher to meet the students at «
¢ the point of strongest motivation - the pmnt at which they must speak
~ or else lose self-respect; that is why it is problem- centred, not
language centred It has four Objbctlves _ _ T - 4 -
) 1. To make people more. aware that there are always K)
‘e . ! two sides.to a problem and to help them to ¢
. ——identify. with- hothMe&mxhey_mdemand_the__ e
forces at work; 0 N
2. To give people information about the situation i} )
) . and their r\ghts! L A o
3. To give them skﬂls or strategies so they can . )
.use thisawareness and 1nfomatﬁonto influence: - -~ .- -~ o - -
. their environment; - . o = ‘ .
) 4. Yo show how these skills can be extended to .. , ! :
. _ ther 51 tuations. : ’ . . :
T T T GURR Y (19800 . ' . . ' '
o ' ® \ I _ . . “ :
‘ T
. L) .
. . Wt - - ., . t - .
. Y . 0 P . B
- In her hook, Role Play: The Theory and Process ¢ a Method for Increasing N
Banguage Awareness, (Jubbay (1980) pairs the teacher. and the learner in role plays.
. N The teacher has enough control in the role play to introduce unpredlctable elements | .
and thus to force the learner to deal with the unexpected. For example, int role playmg . n'..
callmg in sick,”" let’s suppose the worker usually talks to Louise who answers th o '
phone. They might start out by saying, "Louise, this is ...." The teacher woulgrthen
_ _ say, "Sorry, this isn’t Louise, she’s sick goday Gubbay feels it is important to
bove introduté unpredxctables at an early stage in language learning. This may be .
disconcerting at firs., but once-learners have handled the unpredictable their
. confidence increases which makes for better performance the next time.

H .
. 9 "
.. - ‘ _ _ )
A ‘

e o
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Gubbav has developed two methods for conductlng role plays. Method A is most
suitable for the lower levedgearner who lacks confidence and may need to rely more ol
| a framework lmtlally In Method A’ the téacher dand the lear_ners build up a dialogue
' together. At the same time the teacher is analysing tite st_rucr,ur‘e or flow of the
dlalogue in’ terms of language functlons for the learners. At this stage, there is no_
pressute of the _unexpected so thac learnexs develop an understanding and an -~
_ awareness of the\exrhange Once the learners are fannl'ar with the flow and the
¢ - language of the dialogue (ean reprodiice it conﬁdently and fairly accurately), then is -
the time for them tl) experience and cope with the unptedictability of a role play. The
teachér then mtroduces responses such’ as "you must have the wrong number."
sl Learners are forced to cope and to develop strategies to a.vold a total breﬁkdown of the ’

conversation. ~ : L . 5

1 v

~.Z-Z"Méthed.B. works part,rculazly “well with-learners: whOSe--Engllsh appears to-be- L Il
" fluent ‘but who rea\lly are not effective because the/ are not atte.nllve to the other '
~  person’s responses. Method B is more challenging and has the learners under pressure -

*  atall times. Assuming that there i6 an understandmg of how the conversation should,
o proceed, the teacher and the learner start the role play with ne prellmmaxy analysis.of ' _
UUIdanCQ/ ~Theteacher stops ¢he role play whenever there is -a growing erisis in”~~ 7,777

commumcatlon for mstance when negatlve feelings are aroused The intent of this
__method is to make learrers feel tnat a mechanical response is_not emough they have

to‘exhibit feelmg and attitudes through language as well as understand the feelings .

R — RO SR U —

and attltudes of the other p person . _ .

1

o In these two methods the focus'is on learnln.or how to get through the exchange
and on developing the confidence £o deal3w1th the unpxedlctable through analysls and #
pl actice. [iearners develop strategies for eoping and become better- able to interpret
and expyess, the total response of an involved communicator. Gubbay’s book plowdes a’

very thoxough explanation of each method as well as transcripts from lessons - g book

well- wolthmvestlgatmg ‘ S - .

Questionnaires/Cha_rts/Diagrams

N

t

In supplymg mformatlon for questlonnalres/charts/dlag'rams learners are also :

bringing into play their experience- and knowledge of the workplace and the . - . ~
comntynity. The format this lee requires classification or categorization rather than ‘o0
extendet prose. ‘Simple interview questionnaires are often good "get acquainted” tools ’ .

with a class that has adequate literacy skills. In pairs or groups of three, learners can
. : . . . A
interview each other and record the information on the questionnairer-- + -

AY

»

-

4
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. oy C e e . Y S
. y Name . Arrival in Canada ~ ‘ _ First Job Started at _
. Year ‘Date this cempany '
} 1‘ " . . © ‘ : .
| - . . a o™ ,
| : .
| 7 !
2. \ - . PN
. 1
T o ’ N '
»
N )3 h‘A . * . ' - .
. . ' - , - . v .
. .
P i . !
o ) e = — Je— ——— e __-__ e pe - ——— - .‘«'J.‘
¢ § ¢° ‘
. ) o 1 .
'n " ! ' ' ‘\ [ . .
. ) . Y R ‘>.. . L ' \ . . . C : y ’ ‘
. B . o . o ' . . L . ) e Co
e '*;["héz’reamerswmght"ﬂeed"a model to-fottow imasking the questions-and-writing the — S
- answers. \If so, we can reproduce the questionnaire on the board/flip chart, interview

~ora date rather than sentences so the fear of formmg complentences is reduced. .

- the ot:hers to record the-information -as it-is presented so-that-everyone willhaveaclass. .= .« ..

‘one member of the class, asking simple questlons and recording them: "What’s ynur.

name?" "How do you-spellthat?", etc.” The wrltt;en answersonly-require-a few words -~
[mportant to remember when gathermg information ‘of this M¥ture is the purpose to

which it will be put. Once learners have provided the mformatlon how will jt be used,

transformed. or integrated into future lessons?, In this case we can ask learners to o .
.introduce the peOple they. ha\‘e mterv1ewed to therest’ of the clasg. We might even ask -

list at the end. Observing the pairg or groups interacting during this task will give
" some 1nd1catlon of their competence in producmg and understanding questions to elicit
information, requests for spelling and repetltlon num%ers etc. Although people may o
work inthe*same factory they often have little opportunity to get to know each other v
: because of shlfts language and- cultural ba.rrlers and the like. With learners with a
moderats degree of oral comEete , this sample quest10nna1re can® often turn into -

more than stralghtforward questions and résponses. 4 . ¢

. )
[n, one large workpldce with multxpte locatlons, Job safety was repeatedly ‘

stressed durmg the needs analysis. An early questtonnalre asked for more work- t
related information: — o - : : )
) 4; . ! " e . .
: : v . ’ . ‘. ~ )
P ' - . |
13 'w. Y . w
4 k ’ ~ )
. " 118§
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- T - ' —
. Name » Location Job title Activities - Safety
_ - 7 Hazards
~ . . . » , s
. L ' 1 a ) ' .
¢ > . v N
o : ' v . ot » )
. i ’ ’ * * - ! " |
v . <
» : e
. U . \
» o ‘ . .
(\ ~ » R
‘ ) g
’ B ] N ‘#]
S The learners in this rl’as‘s‘came from different locations and had a wide variety of jobs.
. The information gathered was later pooled typed up and distributed to serve as.a‘class )
- ——-;-—'"*-lrstfor everyoné-—Tt-alsp-served-as a reference -shieet when the class worked on the e
overall production process. When accident prevention was first taken up, it provided '
the source matenal for a task aimed ut identifying hazards associated with particular
e - jdbs and suggestmg methods of preventien. In addition, everyone in the classreferred- -~~~ -
to it when they had sp«al ing problemb with job-related vocabulary. .
» . : . ) . - . . - ) ‘
-‘Didgrams can als0 help learners interpret their knowledge and experience by . .
= s+ providinZ a visual dlspldy "that is often more compelling than words. If comments e
_ - “about fatigue and multiple rgsponsnbl‘ll_tles at horne and at work are frequent then we «
rmght begm explormg the causes of stress w1th a dxagram llke t;lms. o
» : N - ’ [] ’ ' : ’
. .. . i '. ’A - . . .. e e L ...,....._'..:._
: / .. ' ’ . - . . . \ '
’ Activity \ Hours - T4 R Whpre does your C go? .
oo ' t ' '
’ w_ork . © . | , o e
shOpping L ———— r * »
. cooking ‘ R ' : .o
cleaning — _ = 24 hours .
‘ Thild®care —— . \\ , 3
sleeping® ‘ S . ' .
t . )
L oy

)
<
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‘ .Léarnérs.'can start by doing‘thei‘x‘ own graphic descriptions which involves practice in
B numeracy"(fracti(;ns, i)ercent'ages, ratios). Thenin §mall groupslearners can compare
their diégr-am§ to discover similar patterns..A diagram ofthis type'can be one step ina
problem-f)osing.activity which then investigates the causes of stress and its effects and

concltdes with suggestions for reducing stress at hame and at?work..

"’ P The value rof these questlonnanes/Charts?dlagrams is twofold: content

information -for the course is provided by the learners, themselves :and they ¢ qre

_ » mtroduced to reading and using forniais of this type. When. they are faced W1th a
’ *  diagram or chart in the newspaper or in work related matenals they may be

!

. encouraged to read it over. : L
4 . . -

Learners as Researchers . A . ' ‘ Con

P
v

LI In--one—sense—we--are- -encouraging learners_-to--- become Pesearchers—-- and--
) investigatdrs by analyzﬁng their -experience -and recordmg the data in. a partxcular

» .. | format: We can also ‘focusthis research work on communication and language
learning by having-learners analyse their own needs in much the same way that we

@’

; " their. own commumcatxons network diagrams (chapter three). If the couxse is
welghted m favour of. hst:emng and speaking, -then they can make a dlagram
‘ 1«4deratlfymg the people they communicate with or would: like to communicate with
i orally. Next they can chart the interactions they have or would hke to have as

4

e indicated on page 109. - ' _ .
‘ - » L e . ' . . .

~ Later, we can assist them in detailing the tbbicé they itemize. lf paycheque is
mentioned with a personnel officer, we can help themy identif'y requests and
-complaints. By doing their own comr)xumcatlon dlaglams, learners can begin to assess’

Lhexr ﬁlesent competence, determine priorities for learning, set goals and measure

encourages "learner-trairing" to ensure thit learning continues well beyond the
-~ classroom. : ~ |

:."I\‘ ..‘ "
,'.i ) & ! . -

[n summary, we have looked at different types of source matenals - authentlc
materials from the workplace and "the ‘com'nunity, some commercxally prepared
materials and learner- produced materials. In all three instances, the tasks_that we

de51gn to help learners interact with the material --to understand it, coinment on it
" and enquire beyond it-- are’ ctucial. Tasks can be writter for objectives’that define
performance such as Ldllmg in sick”". They«an also be deblgned for problem solving
ebjectives that define a method of enquiry. A checkllst; of chﬁractensmcs follows for

ruse in desxgnmg communicative tasks,

e —did-irthe "needs—ana’ryms**beamers"wmhm mita rjvﬁsrcan*work—tﬂgethe r—ttrpmd gee

~ progress. This type of task along with problem-ppsing activities mentioned earlier =~

—h

¥
¢
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110 __
. . I N . o . Y ,
. {involving the learnersin f"in\ling out new information ' i ‘ ’
* . ' N )
_» starting froni the learners’ own experlences and knowledge of the world,
- work and 1anguage » _ ' L
. I E ‘ © . ' . v
- . integrati'ng various skills in a natural sequence of tasks \ '
[ : . .
-+ varying the dlfﬁculty of the task rather than the authentlc mater ial tosuit - T e
the level of the learner .
oy + making tasks dependent on each dther so that the lnformatlon from one ' ‘
RN o task is used in the next : . | ‘o . 7
* transfer 1nformat10n from one' mode (productlon/receptlon) to another. - Y
(reading to .wrltlng or listenirg to speaking) . - Co o *
T .
o e provnde dlfferent types of. partlcnpatlon ‘over a series of tasks (whole class,. _ ; . .
. . group work, 1nd1v1dual work) “ .
*-as oftjen as poss1b1e providing for a proceqs ofenqumy and resolutmn ," -
R LY
J . '. : "‘."‘.&;‘;&
o~ ._.* design _problem-solving. LaskLWIth a_ vaneL)L of outcomes:. from the p oo 0
, planned .and expected” solutions to .the, completely 1nd1v1dual and
e unexpected solutions. ’ A
. ' * share and evaluate the creative outcomes o't'. activities in some.public ¢ . .
"~ forum (small group or whole class) ~ , - .

'« evaluate (learnets and teacher) the activities and. the work cycle itself to
check progress and.to determine appmpriéteixess. .o

(based on Breen 1983 and Johnson 1982) :

As writers of materials, we could develup language activities with soine of tfwse‘ con
- characgemstlcs in midd or we could evaluate exercises and activities that we have
orepared previously. As buyers of commemallv ptenared materials, we could usq
" these charactéristics as a gundellne to critidue .nd evaluate textbooks. bandta
Savignon in Commuumicative Competence: Theory and Practice (1983) offers a
checklist specifically for evaluafing commercially available materials which is well

worth investigating.

The last chapter on resources includes suggestions for classroom materials that ‘

]

would be suitahle in a v;/orkplace setting. ) P

0
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- +Class Profile

' K Chapter 6 .
CLASSROOM SEQUENCES

) > . ’ ‘ ... [ . e mna meemme o — . XTI - .
" The following classroom sequences illustrate ‘communicative activities which-
combine a variety of tasks.! In both sequences we see leasnér-teacher interaction over

a two-day period. In the first sequence, the focus is on reading but the tasks involve a

good deal of listening and speaking which support the reading in a natural sequence of -

“skills. | In the second example, listening and speaking skills are the focus and the
tasks, involving analysis and production, offer a variety of arrangements - whole class,

small group, pair and individual. _
! v "N L

SEQUENCE 1

LY B \
-

+ * municipal workers - 10 men from a variety of departments.
F g -

- ¢ union initiated but co-sponsored by union and management

]

* voluntary time ’ ‘

- cafeteria with flip chart, blackboard and supply space provided by

gmployer |

* 2 hours per class; 2 times per week 3

4

. * native languages: Italian and Portuguese
* range of ages: 32-60

* levels of education in native country: g}'ades 4-10
* yearsin Canada: 6-25 - ¢

R ' LN

o~

; ‘ .
l[-‘or m clussroom sequence illustrating aetivitips for basic literacy level learners (using the LEA- method) in a

- toxtilo factory, sge Haudbeok for ESL Literacy by Hell und Burnaby (1984),

a . 123 =
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) Language Levels and Needs | é"

-All th~ men are. used to communicating ordlly in Enrlish. They can make
themselves understood as well as argue a point in Englis‘h ‘although their language is
often grammatically ingorrect and, at thes mappropnate for the. situation. When
they discuss very personal metters or upse{ztmg incidents at ‘work among themselves
they initiate the conversation in then' native Ianguage '

) . e\

~They all want to' fogus on reading and writing where they feel their per formance -
~ is ' weak and where they Tack control-over the-tanguage—They also need reaﬁxngand——\~~—
~ writing skills to obtain better jobs and to'take quahfymg exams. o -

-Thelr English literacy Bkills: vary, although everyone can read and write in
their’ natlve tongue ata basic functional level. One man has never tried to write in
English and another displays noticeable he\bxtam‘y about.writing at all. Some can
write paragraphs others -cannot fill’out cheques and banking forms. One f'oreman N
needs to wnte reports English. . Some buy newspapers regularly and read all the
bulletins from the company and the union. All of them can function adequately onthe
job with then‘ reading skills but want to read faster and feel more secure in their
readmgcomorehensxon, e,specmlly for testmgpurposes. _ T ‘ C -

. 2 .

v In'the previous class, Vincenzo had arrived late and upset becauqe of a near
“accident that day. Eliana, the’ teacher, had encourage 1 "m to discuss the situation
-which revolved.around his working alone on a job that . »: .ved two people. Hisfellow
workers comforted hint’ by acknowledging the dangers on the job and offering
alternatives, whlle Michele recounted how he felt when his friend was killed on the job

a few years. ago Michele's purpose was not toAmake Vincenzo.more apprehenswe but

——\. o ———

el
to illustrate an alternative =to request’ anothét work location, at least temporarily..
. This story Was taped and Eliana intends to transcribe it and then. use it for

mdmdualued writing work. -For instance, Luca, the temporary foreman, can use it to
“write up a report, while Joe might use.it just as a catalyst to tell and 1ater write his
own story. . ‘ " ) ' S

1

_ [n the two classes this week, the men and Eliana have decided to look at the
legislation involving the right to refuse hazardous work, partiqularly in regard to . .
Vincenzo’s situation. Many of them are not aware of their right or familiar with the
«official procedure. During the union interviews in the peeds analysis, ©liana was
given a copy of Ontario’s Occupational Health and Safety Act, Bill 70, as well as a

lobour studies’ booklet interpreting the bill. The men suggested having a union
_-_-,repmseata%i#ev%sit—the’ckrss*'after they have become familiar with the law and the
process involved in refusing unsafe work. These two classes will provide that
groundwork. ' '

124
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Lven though there has been a fair amount of discussion about unsafe incidents
N and accidents-on the _]Ob Eliana decides to prepare the class for the reading tasks by
T -some oral worl: focussed on the steps in refusing> Following up on the previous day’s .
stoues she asks if these aécidents or any others had resulted in a refusal to do unsafe
work. Angelo comments on a refusal in his department and Eliana writes down the
steps on the blackboard as Angelo describes what happened

v
4

L. worker reported to foreman and te member-of health and safety committee ,

* » . " . . . [
- —_——— ———— - - —— Q

2. goverlunent 1nspector was called ’ ol L ST S

4 N *5.
3. company told to put in new yéntil_ation :

'I‘he other men are surprised to hear the government ruled in favour of the
worker.. Apparently, the informal channels of communication at the workplace had
not carried this news. They ask if the worker got paid but Angelo doesn’t know. . C
Fsliana suggests that they might look fer information on that particular question while '

they read. She notes down.the question’on'the board."

. * x R . . A . ® L ve
s e e T S L B . . ‘,
. o ° A . . ) 3 -

) o~ '
Once the 'men are enthused and curious about* the details of the procedure,

«Eliana divides them into groups of fou\‘(two are absent’ today). In each group thereisa .
strong reader who can assist the people with lower level skills. One group is going to . S

look at portlons ‘of the government’s Guide to Bill 70 on page 114 which is dense but
with an dCCEbSlble format of question and answer

Ihe other group.is gfomg to read a‘union mterpretatlon of the bill, a booklet prepared
for wor kers and educators by a labour studies centre Although the language is not so
dense in this reading selection, it does tend to be more "wordy". This aspect, combined
with long stretches of unbroken plose sometlmes makes it more dlfﬁcult to find
specific information (see page | l.5)

" El{ana asks the men to briefly look over the reading material while she hands out the
. worksheets to accompany it (see page 116). ot

L

She reads over the wor ksheet with the class to make sure the drrectrons are clear and
‘A to ensure ‘that evelyone understands that they are only lookmg for spemﬁc
informatfon. In prevrous reading tasks, the class has practiced skimming, scanning
and reading for thorough understanding She is anxious to see if they use these skills’ ‘
(w1thout being directly instructed to) in working with fairly dlfﬁcu]t material. The
groups quickly fall into their own pattern of working. One group (workmg with the .
(ruide to Bill 70) talks about each question and searches for the answer together ~The \

. people in the othet grbup decide to work alone and then review thelr answers together.
7

[

. a
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o - Refusal to Work Where Health

., - or Safety Is in Danger
(Sections 23-24)

L "a IR
. WA

. . Cag a worker refuse to do-dangerons work?

1 © . Yes, if the worker-has reason to believe that:

~angther worker;- .

e N : conduct or heakh of another worker.,

cnrcumstang&.s of the refusal.

Musl lhe employer-or superwsm n'spond ?

-

presence of the workcr and

e ~~_a health and safety representative,-or

or the workers.

e "’

- the equnpmunl or mdchmuy to be used i I8 likely. to endanger the wnrlm or

"~ the physwal condition.of the workpldce is likely to endunger the worker,

— the equipment, or machinery or physical condition of the workplace are.
v : - likely to endanger any wor&r and contmvure the Act or ugu!.mons

. The Act does not entitle @ worker to reftlsc._\_vork due to anncnpmcd or actual

What is a worker to do if he or she refises 1 work’in these ¢‘ir¢'inn.s'mm'('.s'."

' ' Thc worker must nnmedmtely inform the cmplnycr or supervhksor of lhc

The supervisor or cmployu must nnmcdmlcly investigate the su&anun in lhc

.~ adesignated member of the health and safety committee, n there is one, o

If the situation is ruolvu! at this sld;.c “The -worker will return to wan\
What if the worker i,s' dissptisfied wilh Ih(‘ result of the i;m',s'nguuun."
. . a [ . .

I-the worker has reasonable grounds to believe that the circumstances ure
- , . such that the work is dangerous, the workep may continue to rci'usc to work.

The wan\Lr or cmplnyu must notify a Ministry of Labour inspector,
. Inspectors can be contacted by telephoning the nearest disgrict office as listed
“in this booklet or in the government Immp of the telephone book.

.

~ a worker selected for his or her experience and training hy the lr.uh, unmn 3

X

Source: A Guide to the Occupational Health and Safet% Act, 1 978; p.21. Ontario Mi

[

v

stry of Labour.
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The law roquires'che-employor, the suoervisor, a union repres-

encacive or the worker to call in the governmenc inspector. Because .

this duty is-not assigned to a specifiv’ "{individual by the law,
unions should: dnvelop a policy regarding who 13 responsible for

--calling -in-anm- inspeccor., The*simpitst~policy-may ‘be-for-this--job-to.-

be done by cho'health tnd safocy reprosenta:ive .Qr commictee member.

" The union “should also “atctempt €o" ensure that- the—phoue—number for--
the appropriate Districc Min*otry Inspectors office 1s posted and iso
koowa to all stewards. . - o I '

)

-

* During the time it takes for an inspeccor to arrive and giveAa

"decision, the law allows tho employer to assign che réfusing worker

another Job. 1f 2nother job is not available che employer may give
"other directious" to a worker 8o long as these other directions do

not consti:ute a penalcy. Ie' is ‘our belief that any assignmenc that

chznges”o wage rate or ptherwise coscs 3 worker any money or bene-

‘fics would be a’penalty and cherefore. violation of. the law.

Similarly any change of shifts or assignmonc to'a job wita signifi-
cantly harsher working conditions in our belief, would also be a

penalty. Redress for this penalty would, however, be left to an

a

arbitration board or the Ontario. Labour Relations Board
(Sec. 23(10))

. s .‘.~ N
When the inspector arrives he or she must inqpecc the circum—

"s:ances of the refusal in the _presence of the employer or a super=-

<

visor and the workar dnd the representa;ive or committee member who !

was present at the earlier investigation. The 1ingpector is reqq}red :

to give a written decision."as soon as is practicable” and provide a

~copy of the decision to the worker,'the worker's repreoencotive, and

the emplover. (Sec. 23 (7) and (9))

1

-

Souree:

The Oceupational Health and Safety Act, 1978: Questions and Answers, p.12. Center for Lubour Studies, .
Humber College, Keproduced with permission.

S . &
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- Right to Refuse Unsafe Work
" ) ’. U’. . D * N
Directions: ” .
. Read question #1° . .
' [ . ’ .
. _ P i _ . :
'“T“?iha‘fﬁéfEédtiﬁﬁ"iﬁﬂ§6ﬁf“?éé&iﬁé“tﬁdtmiﬁéﬁéfé“fhé'qUéSfiﬁﬁV““f“ [
—}-----Read. _that Séction.andNWrite a éhprt,ahswer.
1, Read the reasons why a worker can refuse to do dang erous work. Which~ \
1 3
‘ , Feason wowﬁd cover the problem of. worklng alone? o N
[ u Ez‘ v ) .
. - ! _" - . [y J
.o S _ : . . & . ’
2, What is the procedure 'in refusing to work? List the people' the worker . ’
.. v . N ' . ' ' . ‘-_-u . - N ' ’
must speak to. o N = -
. 'l' . l
) 20 l; ’ »‘
. ' _ _ , o
oy 3, . ! L .
9 | | «
s . . . R f,‘f N S'L .~
3. What work ‘cah an employee do while waiting for the inspector?
4, What can happan to a worker 1f he/she refuses to work? <. " ae
Can the employer take any action agalnst hlm/her7 [” " _
5, Does the worKer .get pi}d when refusing to work?
* ) : ) . M ,
0. "Can another - work$r be asked to.do the same job MMen it has been refﬁéed°
' What is the responslbllitv of the emplover” ' ‘
- . ; -
\0
i * .




N

As she visits the groups, Eliana notices that the tour men using the goverjment guide ,
seem to be.stymied by its "official" px‘esentatlon - partly a result_ of their previous -

unsuccessfu'l experiences with other government dociuments (income tax, workmen'’s”

cumpensatmu, unemployment insurance). The question and. answer format”strikes .
b
- them as unusual and at first is a hindrance rather than a help Luca extlaims;"How do

[ find anything on this?*’ Eliu.a, picking up ot the request, asks the group to tell her

onj,y,_b*axe to read the :ecuon Lhat gl\’eb the answer to théf question. "But how can we
find the section?" - Litca. Kliana lephe.s with-another cue, "How do you kn()w what S -

' bvmg falked abnut in each section?” Vincenzo discovers the use of the for mat "By the

questions.” Luca is pleased that his {rustration has been relieved and gums up the
A . :
instructions: " "Ah, so we read- over the questmns to tmd what we have to read."

L\elwnegetsdowntowork . ' : , . L

# ¢

13

lhe other g:oup haa reached the- stage of 1evwwmg their .mgwexs ‘and an
av(rument is in pmgxebs mer the ambwmtv of one section dealmg with pa)mg a
wmkv who retuses. hlmna sk them which points are unclear and helps them
ldvntm the words and phr ases. Lhat create amblgum ("It does net howeyer bpeuhcally
state.,." and "...it vs our bellef . Othe: questl(fns encuumge them to try and- c\plam
why itis amblguoub (Why make a law that is vague and unclear?, How does the union’

interpret this sectlon’ How do you think the government interprets it?). The group is .
sull divided over Lhe issue and she suggests that Lhe\ note the problem and discuss it

in th nextstage ofthe actmty

. .
.

Work g0es on longe»‘ than usual and only 45 mmutesaemam in the c‘lass Kliana
suggests that ey u)unu Ldke al0- io minute tea break before the newt step

-

L

.‘/ hen wmk resumes, s&\} mt,egldtes the groups so that new oups form with |
two members from ench preyious gu)up I‘ollowmg hex' oralingtructions , the men go -

“through each question and look for mconblstencte and dlfferences in govemment, and

umun ﬁatomentsf‘-&he pmnt of mgument from the previous discussion is brought up"

passages. Eliana then bri ings Lhe wholhe class together and asks for any problems that
couldn't be worked out.ol he one pomt\)t ambiguity is raised and the group offers its
resolution reached by inter preting the government bill in light of the union comment%
With five minutes left, Eliana comments on the follow-up activities planned for the
next lesson. Angelo asks for the reading material and worksheet for an absent
classmate and Luca says he’ll check out the Health and Safety poster thats in his
department. Classends with, "Who's bri mgmg in the mitk n¢xt t,lme"'

R1Y

. o \

, 12§

p\hat thcy are lookmg for in quost’,nm 1. When th'ey tell her she relterates that Lhey >

" in both groups but nnly one group seemb to resolve il by coniparing the two reading"

e —— N A
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Sequence 1 - Subsequent Cla'ss R . .
_ Aldo, who mlssed the prevrous sess”ion returns with apologies - his daughter s
o - birthday. Ehana asks about the party details while the other, mén arrive and make ¢
* tea. Vincenzo shows her some written’ work that he did at home and Eliana, pleased
' ~ with his ongoing efforts, mentlons that they 1l hawe a chance to look over it in the last
¢ . part ofclass s A o o
[P, S SN . A

T Wlth» everyone }'efreshed and—ready to bemn —-Ehan& rev1ews—-the hlghhghts 0ff""“'““'f"“-":‘""'

0

the last sess10n Aldo feels somewhat more prepared and Eliana assures him that he 1l
have the opportunity to do the reading he missed later on in the class. Having dealt
. . with some of the issues in refusing unsafe work, Eliana would like to use this class to
} © Yocus on the actual procedure The.labour studies Booklet provides a case study on an
t unsafe chemical in diagrammatic form (see pages\l‘ZO and’ 121). .
" . To gulde the class in reading through the diagram, Eliana has made a worksheet (on
. page 119) which emphas1zes the sequence m the pxocedu re. ~ o

~

'bhe asks the class to dlvxde mto groups qf three and encoulages them to join up with
people they haven' t worked with recently. She directs Aldo to agxoupof people whom
she kngwswill be able to assist him, if necessary~ El‘iana'ekplla‘lns the diagram, shows
the bopk it was takensfrom and reviews the worksheet. ‘Beéing familiar with similar
tasks, each group sets their own rhythm and work begms in earnest. Eliana visits the
gloups and offers guidance, trying not to glve answers to the reading questions but to
elicit ideas, from the other people in the grohp or to lead them to a discovery of their
own, One gloup is having difficulty labeling the steps in procedure A, Eliana first asks
them to describe the procedure in their own words, Step/Q is the stumblmg block,
'especnally the words "agree" and "consult.” They understdnd Step 3, the result, so she
; advises them to use what they know from step 3 to ht,lp figure out step 2. "What had to
~ happen before the hazard was. controlled”" "What is the relationship between the *
employer and the committee? With these ‘cues and Aldo ] suggestlon of "like ’ o
_agreement", the group i5 left to ﬁgure it out. . . : y

.
©

OO ' .A‘t'ter tea break, Eliana brings the whole class together to review the answers

and to discuss any problems. She refers buck to the steps outlired by Angelo in the_

previous class and everyone recognwes procedure B. Vincenzo, whose problem of

y - working alone originally sparked this investigation, asks for some further e‘cplanatlon '

| of the appeal procedure. Although the class decides to pursue.this when the union rep
visits, it does lead easily into a final 10-to-15 minute discussion-on the problems.and
cpnséquences related to exercising this right, The procedure has been effective in the A
company in the past, but would it be so now? If not, why not? Vincenzo, for instance,
is not prepared to take this type of action yet: but he dd\E\s fedl more informed.

]

.o | 130 .
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Understanding Procedures: . » h " . o
- . | | = N OL‘\\ R : -
" Directions: , , . .-. ;o o )

1. Follow the arrows across the .top df page £ \grocedure A lf ® } |
) -« look-at the- Pictures and- read&about ----- ey ~0ﬂer*w#v--~3~m¥?W‘mw»- 2 :
R eSS e U B ] 4 . ’ . [ U SR, ~ :

2 Look at p1cture #l again and follow the arrow that points dowm | R
" Tfor Procedure B. - - T ~;-- T “‘-____“mﬁwm~ﬁww T T

S 1eok at the pictures and read about each one. - - b ‘ e

, _ o . . .

3. Look over thé words and phrases'belou." _ i et "

' . do you understand them all? ?wj\ ) | ' a .' ! ‘ )
. if not, 1obk back at the plctures to help you. o h}

) A o Ct A . . 7 o '. :_:,_ K]
inform & investigate ’ i order mepany to change o L B
eorreot unsafe work o dangerous work is done moyre safely * \ . |

! uot'satisfied' o ) . dangerous work is avpided . ° - ‘

call 1nspector ' L .; i I v oo i T L ' %

inspect the workplace N T o A y .

4, Fill in the charts below.' Use the vocabutary above to describe what

\‘_' happens in each picture. ot ' e _ Vot
. " ~ ¢ - v . [ : _?’4 "
PROCEDURE A . - - B \ o r o :
Step #1 . - '« Step #2= I  .result . _ ‘ N T
. . ) . - re A
T g N 1 T < - — N L . T ¥ V .
PROCEDURE B R S G - | |
"Step #1 . " Step #2 . step #3 ' t; ‘ R
step #4 - S ‘step #5 T " result . .
« ¢ v J b
4 .
| -~ 4 ’ ' . »
, , }{31
' ¢
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y N : :
R LI _ ' . : . INFORM SUPERVISOR AND INVESTIGATE
- T ;- , SN TOGETHER WITH WORKER MEMBER OF
A C , ' N COMMITTEE ' :

PﬁOCEDURE IN EXERCISING
AIGHT TO REFUSE “
- HAZARDOUS WORK _

o

\'} . o0

CALL GOVERNMENT INSPECTOR- .
there is a ‘rafusal to work’ atour fo ' /

This chemical saems unsafe -

4
1
1
|
!

GOVERNMENT INSPECTION WITH
WORKER, HEALTH & SAFETY
COMMITTEE MEMBER, AND
EMPLOYER REPRESENTATIVE

PR . We have a ‘refusal to work’ and would )
like 10 appeal the inspectors report. =~ ¢

7 — e

! @) et
o, ‘.-“ .
< L /

. \'la'

* v
A} / » . _ . ‘ )
[ro— . '; . | N L Iy 1
.//— Lo / ’ r - .
B CALL GOVERYMENT DIRECTOR
‘ TO APPEAL N
. . .
n
!

GECT L L
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TN | . - 121
. - ~ .
.y A ,
. 1
. .« - “ L L
. . : Employer agrees chemical unsate. Will ‘
: . tonsult with committes and correct C . L
" g MHazard terqeoraril-y controlled
Lol
» . <-: . )
I! '
L3
\
\ 1
) .
|
|
)
- '.._....-_.___...:_\ s e AT R | N T T T PR e e e et e —mm
i
o K .
- 5‘._ '
. ' "The company mdst install venblation
. Or substitute chemical !
“ ’ - .
« ' .
L)
o ? Another chémical could be used . |
- ° that is safe
’ 9
. N o [ Y-
] 7 . . -, .4
® i It doesn’'t sedm ike the situation is ' . . o
serious. ¥ ' v - .
= ' . ' ' ¢
- v " . -
7 HAZARD AVOIOED : ' .
. g "
. . ¢ v . ) e N
,45"-' s
Pl N " ) . ‘
. _ WRITTEN DECISION ' ’
: . - . _ , s
[} o
Sawrce:  The Occuputional Health and Safety Act, 1978 ‘.j_lwbtlonﬁ and Answers, pp. 10-11. Center for Labour v
Studies, Humber Collepe. . . '
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4 ’ ) . a2 °
- R Is :
Q g ’
'



N B

« . Intheremaining half hour, the men choose to do their own work. Aldo wants to
begm reading what hg missed in the prev1ous class. Angelo writes a brief repon based
“on the earlier story abox;t, unsafe workmg conditions while twe other men pair up to
; practice spelling words related to their work tickets. Joe works on some citizenship °
materials which Ellana has gathered together in preparation for his hearing. Eliana
works with Vmcenzo on the wrlt‘,mg he did at home and then has 10 or 15 minutes for
advising. other people in the class and assnst;mg them in evaluating their progress to
AR e e e

>

SEQUENCEz ‘ : e

Class Pl‘oﬁle . o .
1 ) - . - - . | ) \
< . » hospital workers,.8 women from housekeeping, 2 ‘men and 1 woman from °
. laundry . S ' .
A ' *'management-sponsored , : - '

o %5 50/50 shared time at the end of the work day>

* boatrdroom facilities with blackboard', flip chart, refreshments and supply

space provided .
"

o] and l/2<Zours per class, 2, tlmes per week : ) . ' .

o native languages: Chinese, POllShv, Tagalog, Portuguese

- = rangeof ages: 34-55
N w‘ . . .. . ’ : .
o *,levels ot education ih native country: grades 2;6 :
© +yearsin Canada: 6 months to 18 years ‘ .

3
-Language Level and Needs

- -Most of the people in the class are}\a basic literacy level in English. There is
very little reading and wxiting demanded on the.job and what is required can be
managed by everyone. thexacy is usually dealt with in class in a communlty context’

athet than a work conte\t

L -Oral in'teracti.'on skills vary. One woman is just beyond survival English, two or
three speak rather haltingly, and'the rest have a fluency marked by ndny
| grammatical and sociolinguistic errors but for the most part comp ehensible. The

hospital requested the course after a few complamts by supervnsors nd pdtlenbs abour,/
, the inability of a few housekeepers to communicate speakmg/ll ening) adequately.
\ Requests and instructions had not been understood and therefore had not been acted
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o o A
. | 4 - , .
upon. Most of the people jn class recognize their need for improved listening/speaking

skills although the more fluent speakers specifically requested literacy work. If this - ..

three month session is successful, then the hospital is willing to continue classes and
increase the hours if desired.

€

People start arriving 5 or 10 minutes carly, some with their coffee from the
, cafeteria, Diana, the teacher, welcomes back Mr. Weng after a two-week absence and

she joins him for a brief chat about the ilinéss that kepx him ftom work. When

. everyone has-taken their-seats; Diana-intreduces- the htemcy—wor? sherhafprepared SR

for that day. . '
e : ‘ . ' -

Katarzyna one ofthe newer workers, and her fmend are speaking [*olish in what

appeaxs to-be an intense conversatmn When Diana anproaches them with the
handouts for that class, she eriquires about any problems. Katarzyna, who can make
herself understood although with some- difficulty, telis Dianu that the head
housekeeper just 1epnmanded her for working too slowly. Befoxe getting the details,
Diana asks the rest of the class to review their reddmg and wntmg homework in the
usual manner (small groups self-correct and then report any ’ major "pr'oblems) Dxana

talks to Katarzyna for a few minutes and figures that the head: housekeeper had.
/‘Zxﬂok;?y said something like: "You don’t have to spend so much time in the rooms. o

ithér you work too slowly or you talk too much.” Katarzyna felt unable to defend

nerself adequately and could only offer the fact that she was working as quickly as she

o could. This had not been satisfactory for either parfy and so the issue seemed
' unresolveds Diana asks Katarzyna if it would be all right to deal with the problem in

class and she agrees. Diana decides to put aside toda.y’sllesson since this issue is
* precisely at the heart; of the hospitjal’s motivation for initiating the course.

After-the small groups,»€port on.the homework and problems are cleared up,
Diana takes up Katarzyna’s problem. To put the problem in the larger context of

respondmg to enqumes and reprimands, she asks the class who else has had similar
problems elther at “work. or outside of work. She decides to tape record the rest of this .
class since .there could be rich material in the experiences to be told. She tells
“everyone why she- wants to record and with no objection, the discussion continues.
One of the men comments on a misunderstanding about the weekend shift which had:
made his supervisor furious. Since that incide-nt;,'_he always confirms his schedule with- -~ >
the supervisor. With some occasional help from her Chinese co-worker, Mrs. Li tells of
the time she did not under’stand'the nurse’s instructions to clean one 'partiéular room
first. Fortunately, there was 'no aemergencya involved and the nurse boffered
understanding and assistance rather than a repriméhd.
By this point Katarzyna does not feel isolated by her experience or by her

. . »
»
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reaciion but hag gained the support of the class. For the last half hour, Diana suggests
that they focus on Katarzyna’s interactions with the head housekeeper. Briefly they ,
‘ + establish the background for the interaction:

l - ©+ What was the complaint: not quick enough

* Any other complaint implied?: talk too inuch with patients ' .

e ,,,,:..Yihab,is.__hel;rgﬂL;Ollbhip__&ith the head_housekeeper?. _workable, bnt_ e
' rather cool. Katarzyna is ouLgomg and the head housekeuper doesn’t '
appear to be somable ‘ :

* What kind ofday was it?: very hectic - short-staffed

¢ How did Katawjna feel that day" 0.K. but almost arrived late because of
a problum at home. .
14
0 v <

Witl’ these factors in mind, Diana sets up a role play between herself as the head
_housekeeper and Katarzyna. oo A

% .

D:  Katarzyna, I'd like te talk to you for a minute,
K: Yes.

-Diana gtops the tape and asks her what she):(e/ans. Is it a question? "Yes?"

- implying "what would you like to talk about?" Or does she mean"O.K.?" - implying 1
“understand? Katarzyna indicates the latter and motions to Diana to start again. This’ 2
' time she uses O.K. but Diana thinks it sounds a bit abrupt, espemally considering that .

the head hous¢keeper ic "touchy” today. She asks the class how the lepiJr sournde;l;
"Surprised" a/d "scared" are the answers. Other women start giving replies with a
differen’ tene, more noticeably neutral. Mr. Wong suggests, "Want see me now?"
Katarzyna agrees and tries again with Mr. Wong’s addition, "Do you want see me
now?" ‘ '

N
v

Once Katarzyna has been guided to notice her tone ac well as the content of her
reply, she begins to correct herself as the role play moves on./ﬂi;ina‘ tries to keep the
exchanges to a minimum so she won't lose the, interest of some women with less
speaking and listening skills. A few more exchﬁnges and Katarzyna is still unable to
answer the head housekeeper’s reprimand - "You're too slow or, you talk to much.”
Katarzyna can only say,"l can’t work more fast." Diana stops to explore the problem a e
little deeper. Do you feelin a hurry? Do you want to talk to the patients? With a little
help from her Polish friend, she explains that she finds it hard to leave the room when
* _ a patient is talking to her. Why not tell the head housekeéper, suggests ‘Diana, and
’ encourages Katarzyna to try. Katarzyna laughs and shrugs her shoulders. One ,
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woman sugrrests "l want leave but no can say to patient.” Katarzyna agrees that this
is one part of the problem and offers it as a feply. Jose, taking the head houukeeper s
role, says humourously, "Then go to English class!" With a good laugh, the tension is
relieved. The role play is'reviewed once more between Katarzyna and Diana and
© everyone agrees to practice "getting out of rooms" in the next class.
'Seqt_nenée 2. Subsequent Class '

Y

-
~

Betpre this c'lass, -Diana has been ﬁSrtungte in ‘éo'ntacting two other

housekeepers both native'speakers, who had enthusiastically offered their assistance.
Diaria decided to make two short tapes simulating interactions between patients and
housekecperi She e\(p]amed tha . type of language problem encountered and the
housekeepers agreed to try the snmulatnons One even offered to involve a patient
(With permission) but, w1th time at.a premium, Diana decided to save that for another
situation. . Diana decides to use two of the stmulations - one in which thé patnent
_ accepts the _housev-keepers reason for teaving the room and another in which the
interaction.js not s\atisfactory and the f)atient is left abruptly.. ' Y

In c.l'asé Diana begins by replaying the role play that was taped in the last
session. Laughing one more time at Jose’s remarks, the class recalls what their work
is today - to practice talking to_patients. The class breaks up i}(to groupsrand Diana
asks Mrs. Li if she can tey working without her friend this time for a listening exercise.
She agrees to give it- a try, laughing but a bit nerveus. Diana makes sure that
K'ltarfyna is in the same group since she is supportlve and underst'mdmg in her
assistance, to other learners . ‘ , -

The groups work with the two simulated conversations made by 'the_'othg,:r
housckeepers; each group listens to a different tape. The first time they listen for'the
general drift of the interaction - what’s happening between the housekeeper and the
patient. “Then Diana asks them to listen for the specific requests from the patients
{"You'don’t have to g(; yet?" and "You want to hear a good story?") and the responses of

the housekeepers ("We're short- staffed today so I really have to go ..." and "I can’t stay -

how."). Then she asks them to listen agam for tone of voice and obvmus indications of
. being-willing or unwﬂlmg to listen to the patient.

©
+

The  groups exchange tapes and the secdhd ahalvsis is easier after doing the first. _
Diana brmgs everyone together to compare their ideas and reactions. She notes on the
board the different language used by the housekeepers to start and end the
- conversations and to ipdicate their attention while hstenmg ("Oh really"”, "Yes, I
know..."). She asks .th‘e c1dss to consider other possible options and a few are
recommended which she notes down with discussion on the inaopropriate options.

1
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After a short break for refreshments, the class divides iuto pairs to create some
similar short role plays. Following Diana’s.suggestions,.some choose to rework: the
uqsatlsfactory version they have just heard with & successful outcome whxle others”

chwse different situations to explore, picking up on the problems disi issed in the /_}

previous class. Dlana VlSltS_ the pairs and asks two groups to tape their role plays. _One

. ) . ] .
is a humorous and successful conclusion to the former.dialogue.

4 " n
. Patient: Want to hear a good story befoTe you go? -

Housekeeper: We're short-staffed today so 1 really have to go. )
Patient: The story’s funny. Make you a good laugh.
Housekeeper: Oh, tell my supervisor. She:need a good laugh!

A3

The second role play is another instance of a hou§elgeepér’s inability to respond. The
patient says ‘abruptly,”Get me the nurse.” Diana notices that the class has gone a few’

minutes overtime. She calls; a halt to the’ work and explains that the taped role plays '
will Be used in the next class. A few people ask for the tapes to use over the weekend’

and Diana encourages them' to listen and analyse first and then to tape new

conversatlons #ith their.families or co- workers. '
. ’ e

While everyone is preparing to leave, Diana’jots down a few ideas about how

& - {

s)me’d like to use the class role plays. -By splitting the class, the’ more gble speakers can-

analyse the humoroustape for why it isa successful interaction whlle she works with
the more limited speakers in creating some responses to the patient. She can take
them through the exchange by labeling and writing each turn, thus allowing them
enough time to think and practice without pressure. Then she can introduce the
unpredictable element in a structured role play while the other group follows up on
their literacy work. | '

‘

!

.
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Chapter7
ASSESSMENT AND EVALUATION S

[n this chapter, assessment refers to the measurement ‘of the learners’
- performance and progress. Evaluation refers to the measurement of success of the
entire program (with assessment as just one factor). An assessment of the learners

performance -and progress either through formal testing or more informal procedures
is often the only type of evaluation that we do. Since EWP courses involve many more
relatlonshl-ps "and more specific needs than most general ESL courses, progress. is
" dependent on a variety of factors. The support of the sponsor the process of
" negotiations, the identification of learners’ needs related to the workplace and the
materials incorporating those needs all play a role ir: determining the'progress that
learners can make. Judging their performance and progress is best ddhe when it ig
carried out as part -of .an overall evaluation of the entire EWP program.™ Both
assessment and evaluation can be done on an on-going basis as well as at the end of the
course. [n both time framessa number of participants'i is involved in each procedure: -

o ! : :
Assessment of Learners:

by the learners themselves (self-assessment)

by the teachers - . - . | o

by the supervisor and/or union representative

Eva_luation ofthe Program: . : ‘.
by the learners |
bY the teachers
by the sponsors

by the educational institution
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) . ' ONG;)}NG AﬁS‘ESSltENT AND EVALUATION -

If we adopt th/e/ldea of syllabus design as a dynamlc process (chapter 4), then our
classroom objectiy 45 and language activities are the result of a constant lnterplay of
investigation, a /lysrs ‘and evaluation. The latter, component includes an ongoing -

assessment of/learners and an on-going evaluation of the program. Daily class
.objectives' can only be determined by considering the learners’ performance in each = . °
" previous cl/ziss as well as the constraints and posribilities within the overall program.. - ,
A ngldly pre -planned syllabus does not allow for the flexibility needed to accommodate -
| learneré’ needs and interests as they emerge. With a more flexible syllabus we can . |
pl‘arl/for next week based partially on the results of this week. -

N -
4

For evaluatlon we might have to consider if our classroom Ob_]ecthGS are
] "'approprlate in light of the particular workplace setting or if the materials we use and.
. develop are suitable for the leyel, interests and needs of the learners. For ins stance, in .
v one non-unionized textile factory, there was a history of management resistance to
g _ EWP classes. Management felt that efforts might be made to unionize workers
directly or indirectly through ghe English classes Later, pressure from within the
‘industry itself forced management to reconsider and offer the classes. The teacher. at : »
this site had to consider the hes1tancy on the part of management in planning every
lesson. If supervisors overheard a partlcular lesson; how weuld: they interpret it? In -
one class the rights and reguletions regaldmg unemployment insurance were the
. focus of language activities. The workers had. requested this toplc because many of
them faced lay offs duririg the slack times of the yedr. When management asked the
teacher to justify her choice, she'was able to turn the situation to her advantajge
Instead of defendmg her choice in terms of class réquests and factory lay offs, she
. inwited the gupervisor to look over her lesson plan and materlals Her openness
“effectively iatlated management’s concern. Although some .trust had been
established, she still had to consider the management factur in determining just what
tOBL('E could be covered in class and in what depth. In another instance, commerclally
prepared books were banned in textile factory courses (both union and non-unionized
° factories). An industrial advisory council (a liaison between management,
government and the union) decided that some of the text in these books did not reflect
well on the garment industry and demanded that the educational institution remove -
them from the classroom. In the interest of maintaining the classes, this was done. o
Here is an examplé of the crucial need for educational institutions to have standards

and policies in regard to English in the Workplace, so that they can protect and main-

A
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- ‘tain their classes and their.teachers for the benefit of the learners.!

~ Techniques
]

v -~

‘Observation is the most flexible and reddily available tool that the teacher can
use for on-going assessment During each task that'the learners are working on, we
can observe how well'they perform in listening, speaking, reading or wrltmg '

o

. \ ‘ ‘ . . . : -
- » Can they nandle and produce more language than they dld a few weeks
* ago?

e What types of tasks continue to present problems for certain learners? v

. Are learners at the basic hteracy level mcxeasmg their store of sight

4 v

. Are learners recognizing commumcatlon breakdowns and begmmng to
cope withthem? = : i R

Our daily observatlons of successes.and difficulties create an emergmg proﬁle of

.each learner. There are several ways of mformal'y documentmg this development
Virginia Sauvé (1982a:89) suggests that we’ _keep-e.- daily journal which can be used to
n_o'te down comments about the learner_s" performance and beha\}iour. (To keep close

track of a learner’s development more consistently, try noting comments in individual -

- files prepared for each person in the class.) We can also use the journal to record
requests and suggestlons from superv1sors/stewards questions that we might have or
"bright ideas" that we don’t want to forget. Making journal entries after every class
also provides'thie necessary time for reflection. Reflection ensures that our next class
will build on. the strengths of the previous class and ‘provide extra support for the

weaknesses observed in that class. In terms of overall program evaluation, the
s : W '

LP rom one reader: This actount dbes not reflect the number of issues related to the pnoblem ofcensorhxp Considz
these: :

.
.

t

I, How far cunll)ouks/mutermls which reflect the real life situations of workers be used in the factory's tlussrooms
What about students’ stories which are not favourable to the mdustry"

.

2. How fur can the teacher go? It is an issue of methodology or philosophy. Unless the educational institutions have
clenrly stated policies and'objectives for E'WP programs, similar instances will occur again.

3. Tedcherq jobs ate jeopardmed and become mcreasmgly insecure when differences of phllosophy and
methodology are not accepted by the edurational.institution’s administrators, "

b

4. Policy-makinyg and decision-making hy whom? If the teachers’ responsibilities as you have outlined them in this
book are so broad, what role can the teacher play in areas of consultation and decisiun-making?
tedited version) ‘ - /

14j
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" reflections in journals are invaluable for reviewing what we have done and deciding

wheretogonext . 7

~When wrxtxng skills are the focus, try keeplng sepdrate file folders for each
learner The files are their propel ty and contain all their written work, drafts.as well

'.as the final products. For instance, their wopksheets and LEA stories with comments

from ourselves and other readers can be kept in the files. At times we can review all-

“the work -and carry on a dialogue with the learner by wrltmg to each other. Not only

do-the files document their growth but thcy also serve as reference material that the
learner can use for spelling, vocabulary, sentence structure, etc. For oral work tapes

can serve the same function as the folders. .Tape-recorded items might be their

language " experience -tories, their role plays or thelr interviews with other class
members. With control over a body of their own work, ledrners can then be guided to

- assess their own progress. Perhaps mid-way through the course we can assist them in
reviewing their work to date in order to build awareness of what they can now do and -
what still needs improvement. This type of review-and self"assessment can only be -

effective if we have encouraged them to assess their own performance and others’

throughout the course,

" How can we do this? In the chapter on materials development, activities were "

. described in which learners worked with each other arid with the teacher to evaMate
" performance. For example, learners can listen to the roleplays and dlalogues of others
" and comment on their performance When -did commumcatlon break down? Who

handled it best and why? They can read whal others hav® written, looking for
meaning and commenting on how well thelr peers were able to get an idea across and

how well they organized facts and events to make their" points (rather.than grammar
‘and spelling). " If- we work with small groups or individuals in this process, then

together wecan determine what standards for performance might be.

©,

Learners_can also be guided to asses,s their own progress by reviewing their

“achievement at the end of each unit of work‘. If class objectives have been developed

through performance tasks, then learners can assess themigvfs by judging how well
they can perform those tasks. For example, in English for Wyrk, each module contains

an asessment form for learners and teachers to use. purpose of these forms is
stated below, followed by an example from the module "Preventing Accidents.”

142
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Aruitoxt provided by Eic:

€

. N . ) .
The evaluation forms within each module are directly related to the objectives of the
lessons Their purpose 1 to enable the students, their peers and the teacher to
monitar indvidual student and class progress. The instructor may find indications af

LEVEL 2:

EVALUATION B
The student can:

i

neaed for more review, reinforcement or additional practice. The objectives listed in . . A 1 Intel 14 1bi :
the modules can be used as a classroom tool o give students asenseof o o c;::;%: y ntebutq y Lnadequately
accomplishment and to help them set peruonal goals related to the course. The Fliently ln'accuratﬂy .
evaluation agreed on between the teacher and student could ther: become part of e .
. theindividual student’s record of achievement. When the stydent moves to another 1. State the need for a piece of .
N class or institution, the record will enable future instructors to seé whdt he can do -saféty equipment,
) imd what group or class he should be placed in. 2. Explain verbal and non-verbal
warning signs about the use of -
The evaluation 1s 1n thls format for each Jevel. The Ieammg oulcomas are listed and safety equipment.
the student’ spariormancels assessed 3. Follow verbal warnings to deal
: A ot Ettt i et —— .~ with.common job hazards. "
Accutately Intalligibly 4' 14 ; : 3 .
sy # . entify safety equipment and ]
F’"" or o but Inadequatety procedures used 1n own .
luently Inaccuratety " occupation .
' ) ’ fy so fes f *
—identity h 5. ldentify some strategies for
&4 —udentily s accupation . . dealing with unsafe conditions
s o . on the job. . .
y , ‘
“Fluent” maans that the student can produce the language without undue .
husitat on, clearly and understandably Hemay have minor errors in grammar as
would a native speaker “Intelligible’* means that the slqdent can make himself " ” .
understood but may still need to improve pronunciation, intonation, grammar, e . B .
choice of words or speed Because the objectives in the modules are related to the
lessons, they are more specific and detailed than would be needed for overali
assessment of language competencg ‘ i -
- a
' LEVEL 3: EVALUATION ~ °
LEVEL 1: EVALUATION " The student
e student can:
The student can: can
Accurately | Intsll1gibly . & Accurately - | Intelligibly
. and/or but Inadequately and/or but Inadequately
fluently Inaccurately Fluently Inaccurately
1. State a need for a piece of 1. State a need for a plece of safety . '
safety equipment, , » . equipment . _ .
2. Follow verbal warnings to use 2. Explain non-verbal warning signs, s
safety equipment. 3. Folloy verbal warnings to deal
3. Ask about the location of ) © with comion job hazards.
safety 'QU1P‘“¢"‘ . , 4. ldentify safety equipment and pro- :
4. Explain about non-verbal warning v cedures used {n own occupation.
stgns using safety equipment. 5. Ildentify some strategies for
; dealing with unsafe conditions on .
. the job. :
_ Completely | ' Partially Inadequately
. 6. Understand instructions for safety b
' procedures on harardous products. .
Al -
Scurce: English for Work(1982). pp.8,9-18,19. Provinge of B.C. Ministry of Education, Continuing Education . -
Division, Victoria, B.C.
”~
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An example (on page 133) ofa mid-courée self-assessment form used in a class tha* had

a reading and writing focus., =~ ’ " . '
Self‘-a’ssessm._gnt of performance and progress is part of-the process pf set't'i'ng

short-term and long-term objectives. Do we agree with'the learners’ assessment of

themselves? Do we have time to talk with them about it? Having judged themselves,

learners might then be able to looi critically at the entire course, Basically, we want .
. to_d}eter_miné if they are satisfied with tRe topics and the activities in class. If at the

beéinﬁir_lg of the courge,‘ learners contr,i?ited to setting objectives, then we could 'all y
‘review those first thoughts. Do we warit to change them in light of progress made, of
. Rew interests or of changes in the work s'it_uati(')n?' ' '

1

If the Sponsors have'been part of setting the objectives, they can be valuable
critics in on-going assessment and evaluation. If a cordial and supportive working
relatignship has been established between Qurselves'e_md the sponsor, then they can be

par the learners’ language development. Teachers suggest not only informing’ - |

them@bout topics covered in class each week but a(;tivély involving them in creating’

RN

AW, COME ON ! WHAT GOOD CAN

ALL THIS ENGLISH STUFF DO

ANYBODY 7 WHAT HAVE
REALLY

LEARNED?

opportunities for learners to use the language they have learned. One teacher, for
example, makes a practice of giving the supervisor a weekly review sheet every
Monday. She asks him to look over the_to.pi_cs, the problem-solving activities and the
language items covered in the previous week. " He can then be more aware of the

natural situations in the workplace where that language is used.. His comments on

. how well the learners are handling\the';’language situations is valuable feedback for

the tegcher and for the learners. If the sponsors have this type of role in the process of
language development and assessment, thql:i they will naturally make evaluative
comments throughout the course. They may ‘find that their expectations are
changing: from "Get them to read and understand their safety manuals" to "Learning
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SELF-ASSESSMENT

1

1. I dan write the name of
my job and the activities
I do. ‘

2. 1 éan write the tybes of
safety hazards in my job.

3. I can write the names of
safety equipment I use.

4. I can write the name of
«. my location and of the

location of others

3. I can find important

information in.a bulletin_!‘

— from the union,

6. I can find specific infor-
mation in a newspaper
article.

7. T can find specific
information in safety:
information,

8., I know the procedu%e
for certain safety issues
= for example refusing to "
work in unsafe situations,

’

easilfy

Reading and Writing

with some
-difficulty

lot of
difficulty

not at

all

Rate the wbrk,;helclass has done so far acdqrding to interest and value, Circle
a number from one to ten, Ten is the highest.

Learning vocabulary ani/spelling

“

Reading newspaper article

Reading information on safety
Writing short ‘paragraphs from
class information or plctutes

Discussing procedures

Writing cheques.and bank slips

T

1

1

2

2

3

3

4

4 5
4 5
4 5
4 5
4 5
4 5

6

6

7

7

8 9 10
8 .9 10
8 9 10
8.9 10
8 9 10
8 9 10

1, Of the six activities above write the one that interested you most,

[
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to ask for explanation when safety measures. are not understood" or, perhaps that

increased self-confidence may be the first step and even the primary goal of an entire

course. If sponsors havebeen involved throughout the course, they wnlllbe able to L,
“make a fairerand more realistic evaluation at the end. R e

-—

. FINAL ASSESSMENT AND EVALUATION . o ,
WHY?
: , .
[f assessment and evaluation have been on-going then those procedures at the
. end of the caurse should hold no real surprises in terms of learners’ perfdrmance and
course objectiyes./‘Fiﬂastessments and evaluations have much broader uses for
teachers, sponsors and the. educational institution. These procedures can‘satisfy
demands for accodntability in régaf'd to ¢urrent ahd future financing. One large -
“hospital that was sponsoring its first EWP program insisted on pre- and p@st-te.sts.'
because the course was a pilot project. Sponsors may not request the.results of final
assessments or -express thq desire to. be part of a final evaluation. Educational
institutions may insist on learners’ assessment but not allow timeror money for overall
program evaluation. EWP teachers, on- the other hand, may argue strongly against
i formalized testing but plead for the opportunity to get together to review the materials
- and evaluate their past efforts. Of cour se, formal festing is just one possxble techmque
for assessing learners’ progress. If we see final assessment as one component of the
' larger procedure of overall program evaluation, then its role is mtegrated rather than
highlighted. o e ' : o
> . .

Besides. satisfying demands for accountability, final evaluations give all the

o

participants (learners, teachers, sponsors and the educational institution) the
opportlinity to review the original and the achieved goals. The résults can be used to -
v : improve the entire process of needs analysis, syllabus design and materials
development for future courses at'the same’ site or at other locations. Rinal
evaluations can also have implications for'negotiation-procedures,- for in-service
teacher training, for the marketing’ of coursesand for other types of communication’
. training beneficial to the sponsor. Follow-up assessment and evaluation after six
months can provide a further mdlcatlon of the success of the program, of the
willingness on the part of supervisors to accept some responsibility fon mamtammg
the gains of their eniployees and of any need for further language training.
FINAL ASSESSMENT . . .

°

r[‘echmque

Learners, teachers and supervisors can all be part of a final assessment of
progress. For learners, the process of self-assessment at this stage should highlight
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autenomy and the need to continue lea_rnirig beyond the specific course. They can

begin by looking at what they have accomplished in the course, at what they can do‘

now and couldi’t do at the start. To help them become more autonomous learners,
they can judge their gains and then consider what they will do to contine jmproving
" their skills. The final self-assessment form shown on page 136 was used in the class of
municipal workers pictured in Chapter 6, Sequence 1. The last question had been a
topi¢: of -conversation. a few days earlier. The teacher felt that asking the men to

identify what methods appealed to them would be another step in a‘commitment to

continue learning.’ \
If learners are at a basic literacy level then t;hls type of quest;lonnalre is unsuitable,
but similar questlons can be discussed orally [f oral skills are too basic , bilingual

assistance would probably be needed to obtain the kind of information' we are asking

learners to think about. In another type_ofselanSEessment, learners can be encouraged-

to think ahout specifi¢ ingtances where communication once blocked is now possible.
.-In one workplace setting/;/a kitchen worker noted the firsttime she had the courage to
try and read the waitreSses’ written orders.rather than rely on verbal orders from the
chef. She succeeded inreading the order c(')rre'ctly, and for the first time carried out the

entire process herself. This focus on achievement could logically be followed up by

talkmg about instances where commumcatlon stxll needb improvement.

If we are goullg to use more formal tests for a final assessment, then we should
ensure that they are consnstent with the methods and’{he content of dur course. If we
are. teaching language as communication through problem solving actwmes or
through performance tasks, then tests should reflect that practice. In other words, we
should test what we'teach. Some workplace programs prefer to administer the same or
very similar pre-and post-tests." They often require learners to show their competence
in describing théir jobs, in following instructions (work or non-work related) and in
solving a problem, that tequxres oral communieation (e.g. pay cheque error). Using a

‘predetermined set of items and criteria makes it easier to measure progress.
Unfortunately, this procedure reflects a static rather than a dynamic syllabus des1gn.
If we start a course knowing how and what learners will be ﬁn’allngdged on, then we
will‘teach to that content. _'I‘ha.t focus may cause us to overlook learner needs and

interests that do not fit in easily. Or, it may dissuade us from involving the learner -

arid the sponsot in on-going assessment and evaluation. In short, this type of pre- and
post-testing does not reflect changes in objectives and may discourage us from even

L]
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Self Assessment
; —~

Directions:

——

+ Are you improving?

A

;7 Reading Safety Information

\F‘" better than before
| same 3s'befdfe‘

|| want to know more

[::I better than before
]' l same as before,

] want to practice more

3. I feel more comfortable reading:

A . |_government-forms l }
. _ f ‘ government booklets = | _ |

]
\

II. Reading in a Testing Situation

| - better than before
b —

O

[] want to practice more .

same as before

~ [ } better than before
™| same as before

Smsre

R ) | | want to préctice more

! 3. I know how tp pace my time in a
] better than before

; " same as before

f—
| want to practice more

1. I understand safety procedures at work.

+ Look over the reading and writing work you have done In class

+  Answer the quest iong below. Put a check (vf) in one or more boxes, “

L :

N

-

company rulebooks *
company notices'’

Y

1. I can read and understand questions on a test

3 *
2, I can read quickly when T'm under pressure.

test.

[

t

2, I can read safety information from the company, -union and gdvernment. .

|

.

] l union bulleting

*l union information
booklets

4. Write down a few ways you can practice writing at home.

ERIC
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contemplating them.?

Other issues to be considered in administering formal tests include:

v

* Who will administer and score the tests. Possibilities include: the t\eachqr
doing both procedures, a third person doing both procedures, or the teacher
administering the tests ind a third person scoring them. The last
possibility offers the likelihood of establishing a rela\ed and famlhar\ .
atmosphere plus a more obJectwe analysis.

. Explmnatlons to the learners about the reasons for testing and if thc tests
are required by the sponsor or the educatmnal mstxtutmn

. lnformation for the learners regarding the actual results of the tests. If
tests are given before the last class, then learners can review the results
and use them in their own self-assessments. In this way tests results can
be incorporated into the self-assessment process and provnde learners wit"y

“.another measure of their success. Final testsshould aim at assessing what

\}\aners can do and not emphasize their weaknesses.

« As was mentioned in regard to pre-course tests, learners siould be aware
of the use of-test results. Results may become part of a final report = -
.. prepared for the industry or for the educational institution. Or, they
. might’ be consulted when the industry considers lay offs, promatiens,
- retraining, etc. "~

JFinal _assessmenté should incorporate the initial language needs mentiened by
the sponsoring organ:iration [f the course was initiated because hospital dietary
workers could not read menus, then some indic ’tnm‘h of their progress t.oward this
target is necessary. Perhaps at the end of the course some learners will feel
comfortable with reading and discussing the merius while others may not be at the
same performance level. This brings us to the sponsor’s role in the final assessmént of
learners’ progress. If our relationship with representatives from the sponsoring
organization, has been a healthy and working one, then frequent discussions over
needs, objectives and assessment may have taken place. In these discussions we and
the sponsors move closer to a common understandmg of what is worthwhile pursuting
and what are the crlterld for success. It i lb dkely that the sponsor(s) will not be able to
judge Just how much can be learne® in'a twelve- week session, for insiance. One
sponsor requested that hotel housekeepers learn to read and write basic English in a
tw.elw-week course that met for two hours a week., Without on-going discussions

\
WA

R AE
‘)()m' reader corments: "Students very often want some formal testing to see how they have progressed. The
teacher should find out how the class feels about this, The problem with end-of covrse testing is thut it leads now hgq o
students should have the 'award’ of being uble to move on to u hegher fevel clags. 'This is very important since the
~wor k/furtly life (especinlly for women) means that EWP classes are the only feasible v.nv for them to take uny ¢lasses
atall .

: | 150
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around this obj.ective they would judge learners’ progress based on theiwr initial
_expectatlon On'the other hand, for some sponsors the slightest indication that some
learning has taken place will satisfy them. "How are you?" or "Where is the Phillip’s
screwdnver"' is often enough to indicate progress (Sauvé 1982a). In ‘both cases,
on-going communication with the sponsor(s) can help bring their expectations in line
wnth classrpom work and provide direction for & more relevant measure of success. .

, One technique for assisting sponsors in judging progress is the "critical

incident.” The National Council for Industrial Language Training in Britain uses this
. ~technique to help supervisors identify spec1f‘1c incidents that cause problems

. * Supervisors are encouraged to keep diaries of these communication incidents and to

_ see if they are still faced with the same problems at the end of the course (Roberts

.~ 1976:5), We can turn the critical incident technique into a positiva commentary by

joting when supervisors express pleasure and surprise over improved communication

’ channels. A commg;r.lt from the restaurant hostess about how successfully a waitress

W

| £ harpdled a customer’s complamt is really an observation and measure of progress.
[ These pbservations also reﬂect on the course as a whole and become a valuable tool in :

the final evaluation of the EWP program.
! Final Evhalllation‘ v : ’ ‘ -

S e Program evaluatlons tend to be placed at the bottom of the priorities lnat unless

the sponsors demand a written teport aQ the end of the course. Frequently, surviving

: from one EWP course to- the next requires all the energy that teachers and

coordmatoxs can muster. Unfortunately, they may not realize that final evaluations

" arethe .key to srxrvwal and success, since the ultimate use of any program evaluation
* iste-make tha next program better. ' '

negst.ations and needs analysis done to set up the course, the determination of overall
objectlves and more specifically s,yllabus design, the development of materials to be
- used m class the roles of teachers and learners in the methodology; the role of
e , u)mmumcatlon and classroom interaction in language teaching, the relevance of the
,sub;ect matter content andsthe language content to the workplace and the wider
i L comniunjty, the assessment and evaluation procedures themselves and the degree of
preparation and readiness of all the participants to mount and teach such a course.

’ In each of these stages the various participants in an'lyWP program have certain
P(‘bp()llblbllltles to fu'"ii. Learners, teachers, sponsors and the education:l institution
‘can evaluate the success of each stage depending on their 1espect1ve roles. [n areport
lm Canada Employment and Immigration Commission, Vlrgmm Sauvé outlined the
"typical roles of key participants” seen on page 140. We can use her descriptions as a

T o Each of the stages of an EWP program can be evaluated for its effectiveness: the .
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checklist to see what possible roles each participant can have and then how
'successfully these'responsibilities have been fulfilled.

Al

An exercise of this type, even if carried out informally in post-course discussions,
can reveal the strengths and weaknesses of a program and help determine posgible

.

remedies. _ _ o

Techniques

Questionnaires are probably the most common way of eliciting information on
course evaludation. The educational institution and/or the teachers often produce
questionnaires for learners and for the sponsors. "Eﬁglish.in the Workplace," the
program in London, Ontario, has used the general course evaluation on page 141 for
learners. '

4 )
As mentioned previously, for learners at the basic literacy or basic ora! levels, -
questions may have to be discussed orally with the assistance of a bilingual person if
necessary. Learners can also be asked to comment on the course object}ves and
individuals goals as skown in the questionnaire on page 142 used in a municipal EWP
program, n
The following examples of questionnaires. for management or/'union ’

representatives were designed for specific courses. The st on page 143 was for a =

_#.m_-_hespi%a%-hetrsekeepe'f:sdmrogrzrnrin—t;ondonﬁi)ntaﬁor'%€secvnd"on"pzrgle—ltft—'rg“cﬁé“—“ —.

evaluation form and the results of an EWP program in Marv Holland Industries in
Fdmonton, Alberta. PR -

'Questidnnaires are much more successful if they are teamed with or followed up
by a personal interview. Since the written form is static, we usually get only what we
-ask for. The interview.can provide the opportunity for anecdotes that poihit to critical
incidents and for explanations.that would never be found in print. Supervisors may
feel uncomfortable with written questions, may not be used to dealing with them or
may be illiterate themselves. “in these cases, oral interviews based on points in the,
questionnaire are best. Also, the questionnaires shown above focus solely on language
development. Interviews can explore the other stages of the EWP program such as the -
negotiation process, the aavertising and recruting procedures, scheduling, etc.

Compiling statistics from industry can also provide evaluative information.
Industry often judges the success of a program by performancé on the job and by
work-related behaviour. Statistics on the following might be indicators of success:
absentee rates, health and safety figures, punctuality, staff turnover, promotions,
raises, use of interpreters, etc. We should be cautious ,though, in our reliance on these

. o 152
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2 » [
* . V. Typical Roles of Key Partlcupants ¢ '
- : Since no twg projects are alike, nor should they be, there is no one model for
- assigning responsibility W|th|n a project. The following represents a typical
- roles description. .
! ) ) {
4 A.lIndustry Contpct ' .o _ acquiring information relevant to
F — requests program in E.W. P. effective job performance and com- !
) — negotiates funding agreement munity life “
: . with educatiopal agency .— Writes fmal project eva|uatnon
~- assists in/Anstructor orientation to
plants and gersonnel, _ C. Administrator/Coordinator
— informs all workers in the plant — participates in initial negotiations
about the project . — may do needs assessment, if has
— encourages supervisors to be as expertise in E.W.P.
helpful as possible ‘ — makes funding arrangements '
~. assists instructor in setﬁhg of ~ does ‘‘paperwork’” necegsary for
objectives the project e ’
— finds most appropriate facility {or — sees that instructor has sufiicient
classes . development time to prepare for the
— supplies refreshments for after ~ course - . | '
hour classes : — sees the instructor is provided
— receives regular feedback as to with necessary resources, clerical '
course content and practices those . help and consultation
items with workers whenever: passi- — maintains contact with the in-
ble, encouraging superwsors to do ~.structor re: progress of course
likewise — participates in final project’
— supplies work-related memos, eValuation :
training manuals, diagrams, tools, - : . '
pay stubs and other matenals as ' D. SUDGTWSO"S/FO"eme“ ' .
requested ' — cooperate with instructor in com- I 1.
— cooperates in project evaluatmn . municating the kinds of communica-
tion problems they expenence with a -
B. Instructor immigrant workers
- does needs assessment, if not .~ encourage those workers who
already -done choose to participate in E.W.P.
— participates in negotiations re: _ Cclasses o
~ lewel, length of course, etc. — try to practice with workers
- does extensive observation within items learned in the classes, as
the industry; learns as much as " given to them in writing by the in-
possible about product and process, structor or mdustry contact each
with special attention to com- © week”
munication patterns on the floor o — assist instructor in evaluating pro- "
— designé curriculum in consultation gress and modifying course content DR
" with plant personnel +. atend socials when invited by
. — creates materials for instruction worker/students and/or instructor
: — 'teaches — sit in on the occasional class, if
- maintains regular liaison with possible
supervisors and industry ¢oh.act, ' T )
giving weekly feedback on course E. Worker/Students
» content and soliciting suggestlons. --apply themselves with enthusiasm !
— evaluates students formally at ~ to the task of learning the language
the beginning and end of the — try to practice on the job what is
course, and informally throughout ! v learned in class “
giving feedback on progress to -~ contribute some free time to the
students and the employer ' classes, as well as some paid time
- keeps administrator/coordinator ~ try to do homework, if practical
informed as to curriculum and 4 to do so
progress ™ - give ingtructor ideas as to what
. seeks to provide opportunities for they need and want to learn
increasing language skills, learning ~ participate in project evaluation
skills and self-confidence, and for upon course completion

Sonrce:  Virginia Sauveé lQ}SQb)
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COURSE EVALUATION

’

—

."At work, the English.classes helped me ,
SPEAKING

UNDERSTANDINQ READING WRITING
a lot Calot__2 : a lot ©a lot
some _____.___. some . ‘some _____ . some
notatall__._____ not at all - not at all _ not at all

2. Outside work, the English. classes helped my o

~ SPEAKING READING . WRITING

! a lot , a‘lot _ a lot’

some _________ some some _
notatall ______ not at all

not at all

3. I'have a problem with (check NO MORE than 2)
understanding English '

o g e ot

spelling English |
speaking English ‘ '

8. | would like to: continue classes at work

._._ writing
reading English : |
4. In class, we spent most time on (check’NO MORE than 2)
- learning to understand English - . spell English
speak English - spell English "
read English ___ — write i
5. | wanted: iess homework ____________ more homework ___ no homework -
6. During class, | understood the teacher: most of the time _____ sdémetimes _
7. The English we learned was: too hard too easy 4 0K

. L :
go to English classes outside work

stop going to English classes

- 9. Comments; (Use the back of the:page)

!

L e e eeC 4 e

Source:  English in the Workplace, London, Ontario. Reproduced with permission.
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EVALUATION OF COURSE

‘Name of course: !

Location of course:" / o
: . / . ¥ ] '

!
li

Sponsored by:

1. What did you learn a lot from? Check off the activities that you feel
were jmportant o you'in learmng to read and write better.

- reading the newspaper ' A o

R

- reading in a testing situation .«
(safety mformatxon) : =

o | - feading my job description

- reading the health and safety bill o

' - writing my own stories. e |
- writing and reading forms S
= writing and reading forms:
- banking ' o ’

<, . =minor accident forms
» - appllcatxon form-

2. Do you feel more confident about your readmg and wrmng'?
+ alot more _ httle more . ho : '

-

3, Why did you sign up for the coursé'in_isep;reinber?‘

- . ——— - - - . — AL W ———

-

——— o o oo

- b, Has the course helped you do that?

5. ‘Would you recommend this course to others? __

[N

6. Do you want to continue in January?

e | 7.  If yes, do you want to work on ...
N PR E

speaking and listening

reading and writing

8. How can we make this course better?

A vt {0 ot ot - - ————— - - N d

it . o o e o < % 4 7 B e etk M mAm WS [ b M bk WL e iy T S T A8 e s Smel
. 3

e e o s

it
o
C.g ——

Sy g o A rtad dad B dl b h o daka o 8 A dd i
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d) W.riting‘ reports

Lt cmtas s e rarrara aa e, [

Source:  Fryhsh in the Workpluce, Lond(:n"f!nt:;rio.’!?epmdu‘ced.'with permisyion,

[

\ e
a) Understanding Verbal‘Instructions

(e.g. memos, work procedures) .

c) Ability to communicate in English

- 'i. regarding work situations

* ji. in other situations;
e.g. socializing) . -

1

g

(e.g. extra duty sheets, repairs,
needed, supply lists . .
¢ ° .

L

e) Attitude .
e.g. self-confidence, getting aiong

p) Understanding Written Instructions

with co-workers, imterest in work .

¢

i
<

S8

v SUPERVISORS’ EVALUATION

Yes/ Nb

Am e s = ———

7

Name

Dept

. Did the course help the students in the following areas:

Fl

Comments

Y

Cop

. Wiat recommendadans do vou have if another English course were offered?

\

&




* 144 . . A _ ‘ 7
Supervisor’'s Evaluation . o
, . ' ‘Worse No Change Better Don‘t know »
Self-confidence , . AR , o o .
Understanding Instructions . ‘ C0 v
- 4“ { (.‘ ) ) — 21 : .
| Asking Questiond. T . 4 6 _ : ] '
Expressing Problems 3y 1 9 ‘ ' )
‘ Speaking to Sudervisor v ' E : o, ‘10. ' R
Making Mistakes on the Job. - . 8 2 .
l‘. ) Q’ ’ *
L .
¢4 ¢ .o i
Comments: S ) : _ : ' .
Y . - - . . . *
[ 4 .
® ""Doesn’t rely on interpreters“. S ot ‘
A : ' . ]
o "More open and fnendly , ’
® "'Attempts to get by with & little Enghsh and gestures’’. . N v |
o "Self—confsdence mpreveuf . , ,
® 'Much happler at wark’’. - o
‘@ "Understands supervnsor much more easily’’. ;'
o "Offers mformatlon back instead of just answering the questlons
@ ''Communication is now a 2-way process’’, ¢ & _ '
® ''100% for the English Course*’. . o : , T e
® "Everyone beneflts from the course’’ ‘
® ''Much more co- operatnon between workers o o ‘ : e
-
® ''Morale booster"’ o i
]

7.

" Source: M Christianson and 8. Thompson, l*mﬂl Lvuluauon apd Report: Eoglish in the Wurkplem, Project #2 at
Mary Holland Industries (Alberta Vocational Centre, 1982), Reproduéed with permission of the Alberta

Voenttonal Centre,
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as total measures of success since very often the most obvious and benéficial result of a .
course is an inerease in gelf-confidence. This can be obgerved and valued hut certainly
~ not measured in the same way as absentee rates. Furthermore, statistics ofth;s-ty(’pe
wcah be misleading unless the content is fully explained. Health and safety figures may
“remain low because of poor safety conditions, desp;ite improved communication and
knowledge about safety un the shop floer. " High a};s”ent‘ee ratesefor some emp]oyeeé '
. may have more todo with problems at home thaii poor cdrﬁmunication at the worksite. ..
l’romo};ions may depend not S0 nﬁ—zh on language facility as on the turnover of" _
employees, ‘the ,hnanual health of the mduery, personahty mnsnderabnons or T

¢
dnscmmlnatfon : . : R .

. . . @
[ - M . . > / : .
()utcomes and Recommendations ' . / e

N
’. -

Fvaluations provide the opportunity: ‘for eac lof‘ the participantz in an EWP.-. -
program to review their roles throughout the hte){the course. During this review,
. recommenddtu)ns for future plannmg can emerge. Basea on the strengths and

’ wvakne 5568 of the current program, 10.;:(>mmendavwns could be made for subsequent
programs at the same. site or for rew programs al different sites. "These
recommendations would pr(;bably- redefine the roles of the particibants - clarifying the
responsibilities of learners, teachers, sponsors and the educational institution. For
‘instance, 'in regard to the recruiting and ddvertlsmg of the course, one EWP Lo
coordinator in a umon/management sponsoxed program decided that more

' personali"vé‘d publicity was needed. Before the next session the teachers and the
coordmatow met with.supervisors and with bhop stewards to explain the goals of the -
courses "md enhst their support. Suggestions from these meetings led the teachers

" and the coordinator to employee health and safety meetings at 7:00am and 10:30pm.

This pt'e-éoux'se field work resulted in two ﬂdditional_ classes at that worksite.

-
o

E.lch stage of the b\&fl’ pr‘ogra,m could be examined for its effectiveness in terms

of the responmbnhtleq of the partncnpantb It may be that principles based on sound

- educational practice need to be set by the teachers and the educational mstntutlon to
guide the negotiation process. What are the minimum requirements for a successful .
EWP program? It iay be that many of the teachers are new to the workplace setting * .
or even to ESL and vhus perhaps in-service tralmng would be useful. Intwo separate |

s

programs, the teachers got toguther and with the help of the coordinators began
mgam/mg materials production workshops. The 1dea developed further with requests
for paid teave for curriculum. development and then for a series ofwmkshop/semmars
for certification. of EWP, teachers. ’Ieachers often recognize the ‘need for more
specialized training in ESL Iltyeracy or in dealing with racism in the workplace, for

. 2
instance. .
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We may find that recommendations for training 5000 go beyond the teachers and

-learners in the lartguage classes. Virginia Sauvé comments that "EWP is more than a

classroom activity. It is an intervention into the affairs of an organization." (Sauvé
1982a:57) This intervention may result in the sqonsors taking a second look at their
own organization to assess the need for some type of commumcatlon t;rammg for
natlve-speakexs of English. ~In Britain, language courses for 1mm1g1ants are

'frequently paired with cross-cultural training for native speakers. The NCILT has -
developed this model to assist industries and unions in dealing with racism through an -
understanding of what communication is as- well as how to improve that

communication. Cross-Cultural ’I‘rammg by Yates, Christmas and Wilson (1982} is a
mu lti- medxa training package- for use in seminars with native-speaking -white
workers, trade unionists.and management. Through films, tapes, readings, preblem-
solving activities and straightforward discussion, ;articipantsare given the tools to

~ analyse communication in terms of language, culture and the workplace. Their stated

objectives are

~AIMS AND OBJECTIVES

Our overall aim is to enable our trameeq to. communicate more
effectively at work with people from different linguistic and
cultural backgrounds. :This aim can be broken down into specific
objectives: : :

0

(a) to get trainees to look at the role and significance of-
communlca,tlon, spoken and written in their jobs

(,bjl) to give trainees the analytical tools to exa.mme commumcatlon
in terms of language and cplture -

(¢) to examine negative a.ssu.mptlons end stereotypes and get
trainees to relate to people as individuels .

(d) 'to establish what background information is needed in order to.
commumcate better with the workforce

(e) to.engage. thelr sympathy for the problems & person from a
different linguistic and cultural background faces 1n trymg to
communicate. effectively in Engllsh

(t) to get them to rpappralse their own behaviour towards ethnic
' minorities in their work in the light of yhat they have learnt

(¢) to look at the systems operating in the workplace to see how
they can be changed to sult the workforce.

2

Source:

V. Yates, K. Christmas, P. Wilson, Cross cultural training (Southall: NCILT, 1982), p.6. Reproduced with permission.

|
|

~ Classroom objectives and lesson pla"'ns are explicitly laid out for in-depth examinations




147

of the language used in interpersonal communications at work. Aithough the context
is Britain and the groups focussed on are Asian workers and white supervisors, this
two-pronged model is certainly worth studying. =

In Canada, the Cross Cultural Communications Centre has produced

Combatting Racism at the Workptace by Thomas and Novegrodsky (1683). In contrast

to the NCILT, racism is not approached througin 2 study of interpersonal
communication but from the wider'perspéc.tive of individual experience, history and
rights. This manual for workers also offers classcnom objectives and tesson plans for a
full course on identifying and fighting racism on the shop floor and in the community,
'The context is Canada with units on immigratica history and policy, legislation
againstdiscrimination and union contracts and practices to resist racism,

[n summary, evaluations may raise more questions than we can answer. We

- may find that as teachers our share of i‘esponsibi]ifny is ever expanding. [n this regard:

evaluations highlight the varied nature of our jub - negotiater, needs analyst, course
designer, materials developer, teacher and evaluator. Fvaluntions show us where we

have been and help us determine where we want 1o gu. Progress may mean exploring: _
the resources we have or turning to other models for inspiration. Evaluation provides

the opportunity to reflect, and in reflection to gain the insights we need to grow and
improve. |
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QUESTIONS AND ISSUES FOR FURTHER RESEARCH

I

“
1

The readerq ofl'the first draft of this handbook indicéte.d a need for fu-x:t‘her .

research dnd documentatnon on a variety of issues. Their comments were offered as

criticisms of the text and as ‘suggestions for supplying additional mformatlon
“Althaugh we, the authors, were unable to carry out the reseatch required to
_incorporate some of' these buggevtnor\s the issues are noteworthy. We feel not only
that they deserve miention in the handbogk but adso that they are fertile areas for
important and necessary research. We thank our first draft reviewers for their )
thoughtful comments and pass on their ideas to you, the reader, for your consnderatmn
and future work in EWP. . C |

. . . .

L

ISSUE. Current Proﬁle of EWP

'S

‘Several readers comment on the low prohle of" bWP as an optlon for languag
txammg In most locales,. compames and unions are not aware that s\;ch fraining is
even avdilable and ‘unless there \s active promotion by an educatnonal institution
and/or initiatives ftaken by government potential spc)nsons w1ll 1emam uninformed..
One reader wonders if the kind of cooperation among sponsors, learners and educators
ddvocated in the handbook is in fact possible given such a low profile at present. Here
. are some suggestions, as additions to the usual sellmg and promotion techmques for
r«usmg the profile of EWP. . . . . '

3

» documentation on the learners and on. all phases of the pn‘ograrﬁ'in
recently held programs. This documentation would provide a realistic
picture "of present” EWP programs in the consultmg, —eurriculum
development and teaching functions. It would also provide ideas,
resources and successful precedents fnr educational mstntutmns starting

' up new programs.

* a variety ofmformatlon meetings with employers and unions such as large.’
meetings with management representatives from several factories with .
_the same union. At these meetings, the educational institution could plant
the seeds for future management/union- sponsored courses.

«'for ongoing union-sponsored classes, the teacher could attend local union -
meetings and act as a kind of interpreter for the members in the EWP
class. The-presence of the teacher would not only support the learners but
“also sensitize the native speakers to their communication with non-native:
‘ypeakers. [t might be one step in raising awareness on the issues of
discrimination and non-participation by one portion of the membefship.

i
161




_ISSUE: What‘Makes an EWP Program Successful? ‘

“This coOperatlon between the teacher and the locak membershlp might
also encourage recruitment to the EWP class.

* more emphasis on the role of sponsors in improving communication at the
‘workplace. Programs to train English speakers as well as second language
speakers should highlight the role of culture and values in communication
and raise awareness on “hese levels.

»

[y »

In the ‘search for a workable structure to plan and deliver effective EWP
programs one reader expresses the need for several models of coordination. These
models would reflect the structures of current programs ‘around the country and wouid

offer educational institutions concrete examples. to analyse, adopt or adapt. Here are

some questlons to consxder 1ndraw1ng up these models. .

. place of EWP in overall adult ESL programs

* roles and respons1b111t1es of coordlnatots and teachers in demsmns T
affectlngplannmganddehvery "

-

.

* policy-making procédures: who is‘invoived and how are the procedures
carried out . - S ' )

. fundi’ng schemes , - -

With several models to consult, educatlonal institutions would be more likely tt

start out sucoessfully, avoiding commonly repeat;ed errors. f'eachers could also beneflt )

directly if educational institutions made efforts to overcome certain drawbacks such as

. short-term employment, 1nseculre,posmons, and lack of internal resources.

o,
-

Resources available for use in the classroom ‘also need to be docy:mented. There
is a need for an annotated bibliography of relevant texts, films, video, slide/tape and
audio material which can be purchased or rented from a-variety of sources such as
publishers, government departments, film boards, community agencies, unions and

s

EWP pr ograms

* Procedures ‘in the classroom alse deserve special attenticn considering- the
number of constraints on workplace classes. One reader requests a closer look at why
) .

Ihe Center for Applied ngunstms { 198& 72-3) includes a summary of the Lharactensms of;,ucceqsful vocational
ESL programs. [t addresses orgunizational issues as well as curr iculum issues

.

’
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lemnels do not progress by relating classroom te aching and learning to the unique

workplace setting. The role of bilingual classes is another area worthy of research

. From\t\he benetits of bxlmgual classes for adults to teacher-training for bilingual
~ : I K .

ISSUE: EWP Netwoqk
. ' . i , i . s e

l'ollowing up on SWP interest groups at provincial confel‘ences dnd on various
reports which have collected Bperiences across the country,? one: reader makes u final

call to establish a Canadian network of EWP teachels and comdmators With an

"ofﬁual' network -there would be a bona ﬁdc place to collect cour'se outlines;
‘materials, evaluabions and to pubhsh documentamon, articles and research to keep

everyone in the field updated and informed.

[n'the preparatory stages of the handbook, auggestlons were made to include a

list of contact people in EWP. An active network would, of course, override this need.
-Perhaps the hst of acknowledgemeits and the chapt;ex on resources can be a starting
point for contactmg some key pthe development of a Canad1an EWP network.

14

¢

2

240w the numerous reports referred to in Tesl Talk, Fall, 1982 ns'well as Suuve (1982), and the results of o supvey
enrried out by Donna Payne bf EWE, London, Ontario,

16
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