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INTRODUCTION
I.

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
management and union representatiVes, ,EWP coordinators and ESL administrators
will also find the ,book helpful' in planning and delivering courses for and in the

-industrial and Service sectors:

As .a term, English in the Workplace can include many types of courses from
Pre-vocational to, adult basic education. In this book, EWP refers primarily to ESL
courses which focus on communication in the workplace- combined with .varying
degress of general ESL/orientation information: The learners are already employed
and althiough the qourse may not be offered, exactly at their worksite, it does address
Specific and current job communication problems.. The EWP population is more
frequently semi-skilled or utiskilled, unlike English for Special Purposes (ESP,1 whose
pOpulation usually needs language skills for further academic or work-related trait cling -

in technical and prdessional fields. However, these distinctions shOuld not be'applied
rigidly. As more varieties of ESL courses are offered, in workplace settings, the
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, determine needs,
design materials d evaluate in a manner sa,isfactory to both worlds of education and
employment.

The main purpose of this book is to bring ogether issues, ideas and work of
importance* in EWP. Discussions of the problems and solutions regarding
negotiation's, needs analyses and curriculum development are based on ideas and
examples from practitioners in the field: learners, teachers, administrators and
sponsors. In this regard, the work of the /authors has been 'of an editorial nature
- gathering the best of what is presently available in EWP not for ideas but also
for concrete examples of procedures, materials, assessment'and evaluation forms and
so on, The information is presented as a description of recent Canadian EWP
programs and of valuable work from abroad ratherthan as a step by step "how to." It
is hoped, that this descriptive approach will raise awareness,. especially in the
education sector, of EWP programming and will also be ispringboard'for action on the
problems and issues discussed in the final chapter. 1

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



ideas for classroom 'practice through language tasks designed for communicative

interhctions. The other is to emphasize the importance Of ,communication and .

cooperation among -the partner's in EWP and to see teachers and learners as equal,
cooperatiTig-purtitersain the planning-and-d-elivery-ofcourses

-

9

It is not in the scope of this present book to discuss the promotion and selling of
EWP courses to companies and unions nor the development of cross cultural courses
offered .to native speakers of English. Although these are considered to be of intrinsic
importance, they'are not Currently a largo part of most EWP programs in Canada. It is

hoped that ti,lese two areas will be well treated in future publications with the spread--
of EWP programs. To encourage the growth of such prograins, the Ontario Ministry of
Citizenship and Culture .hosted a two-week intensive EWP; Training Ifistitute in
August 1984. Sttaff from the Industrial Language Training Service in Britain were
invited to instruct ESL/EWP teachers and administrators from across, 'Canada.

Building on that valuable ,experience, especialbrin the areas of marketing, cross
cultural training and nation-wide networking, EWP will certainly be a field of change

and expansio4 in Canadian ESI.oprgoramming: *

By way of explanation, two points should be made. First, the events and the
profiles of learners used throughout the text may be corfiposite pictuiTs and thus do

not necessarily reflect the complete experien'ce of only one learner, administrator,
teacher or sponsor. Second, the footNotes often cite the comments made by the ten

readers of the first draft. In reviewing the draft prior to publication, t.he readers'
highlighted controversies and provided additional information that we, the 'authors,/
felt would be ofinterest to anyone using the book.
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"It's the nature of our job to be part,or the life ( e factory." This comment by a
teacher 'in the textile, industry captures that d namic between w.orkplace and
classroom that dikinguishes our work as ESL teachers ;in the workplace. We join a
tearn of participants which includes the learners, their company and union, the
educational institution'and ourselves. In this chapter, let's first look at hOw and why
employers and unions get involved. Then, who the learners are and why they come to

A %AO

class. Finally, the link between the educational institution and our expanded role as
teachers in the workplace.

Chapter 1
ENGLISH -FN THE WORKPLACE:

E PARTICIPANTS
4r

O

Recognizing Communication Problems'

English in the Workplace classes exist because the managemerkt, 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 rather \
liniited English, "Navery late. We closing. I go home,
get bus. You go."

The possibility cif tan English in the Workplace course for the restaurant staff
wasinvestigated by thefliotel and a Prograin was initiated soon after. From the hotel's
point of view a language course would offer practice in the kind olcommutlication that

'was needed to ensure quality} service to its patrons.

A small city hosp al changed its meal service procedure
to offer a mor stauant-like atmosphere. The catering
stafrwould now have to rear 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 *VI' progr.am offered here was open to all employees and the r suiting
classes also included nutses' aides and orderlies.

6
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a

A union local at a textile plant tried to recruit rank and
file members for shop steward training. When the
recruitment did not produce 'a healthy number of
trainees-,---theytoek language-.
background and needs of their members. Tlie majority of
their members had not received formal ESE training in
Canada and used their native languages at Fork 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..

11(e resulting'EWP course was held in the union hall. The union's first.
initiative to recruit and train shop stewards had to be delayed in favour of an ESL
cours1 that used union-oriented content to help rank and file members develop
language skills and to raise their self-confidence in commuoicatingwith others.

,e)

1

`Narciso always counted on the bank teller to fill out his
derdsit and withdrawal slips. Then he was asked by the
teller to please fill out the forms Himself in the interests
of efficiency. If his children weren't available to help him,

Narciso had to request assistance, even though the teller
was annoyed at the inconvenience,

When a jointly sponsored union and management ESL course was offered at his

workplace, Narciso signed up determined to-learn to write in English.

Eleifia's six-year-old' daughter needed extra attention at
school because .of her allergy problems. Since her
daughter's previous teacher had been able to speak
Portuguese, Elena had no trouble talking to her about
the doctor's orders, medication, warnings, etc., in her
native language. But her next teacher.couldinot speak
Portuguese, and Elena felt, uncomfortable about
communicating with her solely throujgh an'interpreter.

An EWP course for housekeepers had been running for two months at the
hospital where Elena worked: Although her cc-workers had urged her to sign 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 1,1lowing session with a definite purpose and commitment to

learning English.

Although the specific incidents, which highlight the need for an ESL program
prcti,lems related directly to the workplace or to life

in the Community are the cknmon trigger.

10
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Rationale: The Views of Management and Unions

In the hotel example mentioned ,above, managemthit clearly linked
communication problems and attitude with the quality ofOrseFii-c-Tbe-Ingbfre-red by

hotel restaurant. In other chses, new procedures (often those involving new
technology) may highlight 'an_immediate need for specific language skills. In many
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 time may be spent using translators to relay messages-beeween
employees and supervishrs, Expensive materials can be wasted if workers do not
understand spoken or written instructions.>4)ifficulty in recruiting upervisory staff
internally may also .bellinked to the language proficiency of the employees who are

cp

better than average at their. own jobs but are riot ccnfident that they can handle the'
44

oral and written language demands at the supervisory level.

Britain, languagetraining sponsored by the National Council for Industrial
Language "raining (NCI.LT) plays a pivotal role in examining and reducing racism in i000

the work ce. English language courses for immigranE7vorkers,.are combined with
.

cross-cult ral training for English-speaking supelwisory staff in c. effort totase racial
tensions through improved communication. In other cases management may offer or

P
agree to sponsor an EWP program asa morale booster or a public relations vehicle to
instill loyalty, ease tension on the shop floor, attract new employees or to counteract
contract demands and drives forUlnionization.

Unions often see English in the Workplace courses as part of their entire
educational Programst As in the example cited, unions may view the EWP course as a
first step iCI involving the members in on-going training for union positions. But more

a,
often, the union offers the course either independently or jointly with management to
provide a leatrn,ing environment in which communication skills can be developed in a
labour cont,_xt with ainterit focusing on workers' rights and procedures for solving.
work related problems. For instance, health and safety issue iscussed in-class from a

labour perspective Ikould emphasizethe employer's responsibilities as well as those of.
the workers. Such discussions would also teach learners to use the methods for
reporting and changing.afrunsafe workskte. With the emphasis on retraining in many
industries,-unions have begun to ,view EWP classes as part of the larger issue of job

-v security.' Workers are able to take advantage of retraining%on'.y if their language
proficiency level castnibet the demands of the 'training programs. Upgrading skills or
learning new ies WI enable union ny,q-nbers to keep pace with the changes in their



workplace. Communication skills a,r6 also central to full participation at membership

meetings, in committees and other union activities. 1.4'o many unHi-sponsored

classes, building self-confidenc/and self-esteem is the starting point for participation.

Personal Motivation

In the case of Narciso, self-esteem was part of his motivation for signing up for

the workplace class. Narciso wanted to take full responsibility for his banking; other

people need to improve their language skirls to apply for higher- positions or for

retraining courses. Some feel that they need to understand their rights and
responsibilities in the workplace in orde, to protect themselves:, Some need basic

suFvival language learned in-a familiar context which fosters a ense of comm unity

and muraal support. Communication within a context, not just isolated language

training, is the definitive markmf English in the Workplace programs.

Who Are the Learners?

Learners in English in he Workplace clEisses are adult immigrants ors well as

French-speaking Canadians from a wide variety of backgrounds. They can be_in their

early twenties and just entering the workforce in Canada or ped'ple within ten years of

retirement who have finally found the right opportunity to learn. A large percentage

are women who have not beOn able to attend language classes because of ineligibility

fcr govervment-sponsared ESL training, work schedules, home responsibilities or as a

result of hitural barriers which deny women access to continuing education.
0. many learners, traditional classroom education may be very much a childhood

experience if they 'pave only completed grade 3 or 4. They may have no experience with

Formal learning at all in their native language so that pre-literacy training is the first

step. Generally, learners in EWP classes have some degree of native, language

literacy; that is, they can read and write in their native language to a greater or 'lesser

degree. But in English, their second'_or-additional la'nguage, they may have lower

levels of literacy. Often, they.h-ave-survival reading and writing ski in English, but

are not .functionally literate. Or, they may feel comfortable with basic reading and

writing in theirpresent job, but do not haVe the skills to handle more extended reading

and,writing needed perhgps to advance to a- higher level job.. (To help them improve

,their literacy skills in English, it is important for the teacher to be aware of their

familiarity with rehdiiig and writing in their native language.) In most cases, learners

are at the entry o'r basic level in oral interaction or reading and writing skills in

English. Usually, basic level learners can speak and listen betlet than they can read

and write. Very often they are unskilled 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 reT,arding

learning and have a low sedlimage regarding their abilities to tackle the wider world

A)

0

o

12



5

of communication. But once they make the first step by agreeing to take the course,
t-tse r op-en-,- de-to' ined co-rp nlitfnebt-and-exposure_ta_a_stive teael-.:n_gilearning;
process elm overcome fear and develop self-assurance-.

.

Satvant is a 30-year-old Punjabi. woman who came to
Canada 5 year ago with her husband and two children.
Qespi\te her desire to return to India, the family becomes
more settled every year and-Satvant has begun to feel the
passjire to "learn Canadian. wogys." Soon after arriving
iri Ca4add shestarted working ill the garment industry.
Ills the last 3 years she has worked in,-a large, high'
pressured factory -as a seviiingmachine operator.

During the interview for the EWP class she was
confident and able to interact quite well. orally. With
help from d fri d she filled in the written questionnaire
adequ'ate s she was placed itythe'most dvanced of the
three classes running in that faetory. Aft tthree_days of
instruction, Satvant was finally forced iTy, ustration and
determination to announce: "I can't read. lease, I want
to," From that crucial request came a new emphasis on
literacy 'training which prepared her for her first big
challenge. She had always handed her pay cheque-to her
husband who cashed it, gave her $50 and accounted for
the rest himself. The day she opened_lwr own arount and
deposited her salary was her first tangible -success4
dealing independently with the demands of a literate
society.

4.0

Pui Kwan's, afternbon and evening shift --a-ssl) ,ir1 in the °
largest hotel was a far cry frctm her responsibill-t if

a cook and businesswoman, in flopg K-ong.. At 28 she'
seemed to be falling far behind her desired goals in the
food' service industry. Management insisted that she,
attend the workplanglish classes beca0e they found
hvr troublesome, &irujitive and iniensitive t*eusto.mers'
needs. Her English, they said, was "loud and' terrAle."
The teacher found fPui Kwan bright and perceptive
although somewhat disruptive in class at times. Her
good listening skills were offset by real problems in oral
communication Especially pronunciation. Pui Kwan was
pregnant, in a fast-moving job, and having to cope with
family problems as well as reprimands from her
supervisor at work. It Wasn't% any,surprise that
sometimes she just "refused to comprgiend." In class,
Pui Kwan could command attention by clowning. or by
exercising her charismatic qualities. Her Chinese-
speaking peers were very supportive and understanding
although somewhat cautious. They felt that management
had assumed a generalized view of all Chinese workers in

13
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the hotel based on Pui Kwan's behaviour. Kwan's
abrupt request in class one dayto work specifidally with
the -Waller ,and-not -with-the aide was acknowledged by
the teacher who provided concentrated and sensitive
assistance at that moment. A aramatic turning point!
Trust was established and gins in self-cohfidence and
oral expression soon followed.

Armando is an outdoor worker with the, city's
transport tion+system. After two and a half years with
the transi company, he's still considered a "new man" on
the job so he follows 1.:ie accepted ways of doing things
even thou h he would sometimes like to take the lead
and Change them. He often feels that his job is unsafe

4

becaus& he frequently has to work' alone withou ea
flagman to warn oncoming traffic of..hi§_presence. With
30 years ahead of him, a growing family a1 a job that he 9 ;
is uneasy With, Armand' would like to take advantage of
the_company training courses-to ectire a safer and higher ri
paid position. Until now jobs--in I

and Canada have not demanded any' writing skills.
During the 12 years that he's been in Canada he's ;
develdped adequate oral. skills to' talk his way through
any situation.. Even with vet:), little format education his
reading in English .is well beyond the survival level.
Be fore-he attehde-d-the workplace classesohe-dependc:d-o-n------
his children to help him with any activity that invol-v0--.
writing. He had never really tried to write in English, so
with a lot-of courage and with many ,apologies for his
incomprehensible shawl, he began to produce words. He
keeps looking for new' w,ayS 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
his dayg off and carlie4 his reading and writing exercises
with him everywhere he goes.

77,

Program Deliverers
n

Oneb a company or union decides to 'investigate, and remedy their

communication problems, they often approach an educational institUtion directly for

assistance\ Some board's of education and community colleges have well-established

pcograms \vhich they advertise either by word-of-mouthfor through their program

brochures. In some provinces the industrial -institutional. link is usu'ally made

through the Canada Employment and Immigration Commission (CEIC) office under

the provisions of the National Training Act. Companies or unions can also turn to

smaller, semi-ilidependent organization0;tich as English in the. Workplace ',London,

Ontario) and English in tile Working Environnieht (Kitchener, Ontario). These

ez.)41

organizations specialize in language, education for improved communication at the

v.
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workplace. Although they are financially, dependent on boards,.c9mmunity co,lleges or
government grants, they operate more or less autonomously.) They delielop the
market, promote their services in the community and train th /it staff to assume the
responsibilities reqUired of workplace educators. In the Centre for [tabour Studies at

..
Humber College (Toronto, Ontario), the EWP orgamizer operates in a similar fashioti
except that they work primarily _through union} to promote and desielop
communication courses with a labour perspective.. )/

,/

Outside of the small, semi - independent organizations, educational institutions
in.Canada at this tim..) are not actively engaged in doing market surveys to determine
which employers and unions would be most likely t\o'need and want EWP courses.. Nor

are theg actively promoting and selling couses as the NCILT does in Britain. Perhaps
the next stage in Canada, now that some EWP, programs have been run'successfully
here, is to get the necessary.support to do promotion and sales.

Morejhan Tea g: The Roles of EWP Teachers

As teachers in the workplace, our job goes well beyond the traditional classroom

walls. Since we are in contact with the learners, the sponsors and the educational
institution we.are the link among all tbe participants in the protram.t In this kel'

,

position, it is certainly desirable that we take on new roles and responsibilities by
OA- rtitipatlitig the- i-ni tia-Fne-gotiatiotis-T-need:s analysisr-du-r-riculu In-develofim ea_ and-

evalurition Of programs:

A In some workplace programs the teacher . and the coordinator from- the
rj.1educational institution share the responsibaties. Wor instance, a coordinator may

-11

itssume responsibility for negotiating the contract and doing a needs analysis, and
then hire a teacher to follow through. Even if we as "teachers" enter at this stage we,..
are responsible for developing and teaching a course based on the findings of a needs
analysis and the results of the negotiations. We are also responsible for building
relationships with the major partners.sponshring the course so thitt, we can integrate
language development into the working environment and improve overall knowledge
and communication,in the workplace.

In other programs teachers are part of the initial procedures .and have the
,responsibility foe carrying out the needs analysis, for deciding on the levels ,and
participants in the catirse ,did for determining the hours and place of the class. No
matter what the division of rries, we have to be aware of all the ingrediehts in the
process and of their results before we can design our course effectively. At a very

I 4Ilf. p.rprPssi,d't.hp contra I role of the teacher in this iliaigram on page 8.



Q.

general level, for example., do the discussions with industry and/op union identify, a

s al need for oral as opposed tO written skills? Do the feature participants iite.
.

(

.

cou se express' he sat-fie needs? ..

, . (,.. .

Teachtlg in the workpla
ce

foie may find that our responsibilities increase with

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

part in the ndgotiations or needs analysis or perhaps prepare a syllabus and materials
. I

6 for other similar project. Siftce EWP programs are fairly recent additions to Est in
Canada, Our experience is valuable to people entering tie field aadto those interested

,in expanding EWP services. We can assume then that as our experience. grows, s,p will

our responsibNity. The fieldIs'rexciting and dtmandi , offerIng us the opportunity to
.,-

,
.

be part of a team of people engagedtin teac4ing and teal vig communications skills. .'
.

/ .
A

Virginia,,Sauv4, an experienced workplace teacher from Alberta ,likes a model

in which the educator is a consultant specializing in communication. A,5edicators in
i. .

,

the working environment we can take on the roles.of negotiator and needs 'analyst,
4 ..,

I

THE CENTRAL ROLE OF THE TEACHER

Learners

O

Teacher

Educational
Institution

1 6

Ma.nagement

Government $

/
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program desjgner and evaluator in addition to classroom teacher. The diagram below, ..
adayted from Sauve's model, illustrates the extent of our job. More importantly, it
shows that we are called,upon toperf-Ofm duties in are-as-orexpertise nortm-r di-Um-Fa-11y

associated with the classroom but vital.to the workplace setting.2

r

. Negotiations

Needs Analysis

administration

Maintenance

Relationship
Building

ESL
Cross-,Cultural

Training/Sensitization
O

Con-suiting.... -Curriculum--

r

a, 4

Syllabus 'Design f

Mpteria is- Ci-eveloprnent
\

AssesSrnent & Evaluation

*kb
0

2Sativt;'s original model is described as a "change agedt" model in which evaluation is part of the consulting
function. Sauv4 also makes the distinction between project and program; the.former referring to communication
within the company itself and the latter to aspects dealing with language course design. For instance, she sees the
first and essentttl needssnalysis within the industry at the project level. Next would come the lirogram needs analysis
related specifically to one course within that company. The model shown here would function at her program level.

ti
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Chapter 2
4sTEGOTIATIONS

Whenever sw4? he'ar of contract negotiations taking place we usually think of

money and productive working conditions. Similarly, n With management

and/or Unions as the sponsors of EWP programs involve matters of finance andigood

teaching/learning. conditions." Once the sponsor (company -and/or---union) has(

recognized the need for improved -communication and has contacted a plvv-ider pf,

'language training services, discussions begin on a*appropriate cod se.

Usually_ spons-Ti rs Tcre-Ift-atk.:(10elenipipYffTto te.:the--."cott-mt:persoe-
.

responsible for the EWP program. Often, the management contact 'person is part or

the personnel or staff develeopment, department in. a large industry or 'service!
institution.' In smaller Workplaces, the.generalmanager, a department manageror aa

.

Iine-supervisor-co. u-liFbe-thr-corttact-person. Fo-r -unio -ttie-serviee a-m-ember of

the local eiecutive,he head of the education committee or a shopsteward is often the

link between the teacher and the rank and file membership. TheSe contact people are

usually,, the key players for the sponsors during negotiations to set up a Workplace

progLm. The educational-institution delivering the course can be represented by an

WP program coordinator, by a "lead instr.,,ctor".(teacher/administrator responsible

for a small group of teachers) or by the actual teacher of the course, Coordinators of

EWP programs often do the negotiating themselves without 'the .assistance of a

teacher. With no firm commitment from the company/union" at that stage;

coordinators may be relutanyo hire a teacher. They may be unable to obtain the

funds to pay a teacher to participate in the negotiations or feel they do 'not have

enough time to interview and hire a teacher before negotiations begin. The job of

negotiating is part of the "consulting" role which is just one aspAt of working in EWP

programs.

Financing

In most EWP programs across Canada the sponsors have not been required to

make significant financial contributions. The bulk of the financial commitment to

cover teaching and administration has traditionally been met bY. the public sector,

often rough school boards and community colleges. Their funds are often

a
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supplemented by provinFial ministries already volvect in other ESL, programs and by
fedeal departments such as ,Secretary of State and Canada' Employment aild
Inarriqa-tion C-ommission.

Management may assume some financial responsibility by offering the course
during company time so that employees receive full or partial wages for their

,
attendance. A commonly sought''after formula is '50/50 shared times where the
employees are paid for half the class time and volunteer their time for the remaining
half. In a workplace that has a 4:30 quitting time, for instance, a 3:30-5'.30 claSS might
be scheduled with the first hour paid study -time and the firi6.1 hour On the workers own
time. Occasionally, employers'pay full or partial wages for clasSe.: after work hours or
give bonuses on completion of the course. In one EWP program, mi age:ment, offered.
financial assistance' by paying for an extra te to reduce the clay, size to' an 8:1
ratio.

On the. request of the education'al institution, spo (company and/or union)
-5.17.,:titiaY.2a&e-e:to.help.:.,fi-riancellathiee-ds:analysts7o.r_curri;c3u-lu.n, di3:vetOpin

..t5 Is is not currently the-accepted.practice in Ontario, them has been;a definite change
recently in sponsor willingness to accept some financial responsibility for curriculum
development. This has turned out to be a controversial issue. . Some teachers and..

. --coordinators-feel--ffiatsineei-he-§ponsors e-refit from-t-he course7theY-shou Id-be-asked
to carey.some of the costs. Historically rt-time teachers (the status of most EWP

C-

teachers) have been paid only for their contact hours with the class and not for
curriculum develOpment, staff meetings, evaluations, etc. These teachers feel-that the
sponsors could provide an additional source of funds which could pay for their
curriculuin development work on a set feeor hourly basis. Others feel that currictilum-.
is too sensitive an area for spons6rs to finance directly. If sponsors pay for the curric-

.

ti

THIS IS A BREWERY.
I WANT MY EMPLOYEES
TO LEARN- ONLY VERBS
AND NOUNS RELATING
TO "LITE" BEER.

I
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ulum,4then they may want to exercise final control, over its content, methodology or

.use;, ---V ar-this-reason,some-teachers-prefer- to -request additional-funds- front their
educational Thstitution which they see -as a more neutral and responsive body.
Sponsors may help tp meek immediate classroom needs by providing copying facilities,

blackboards, flip charts, binets for supplies/materials and perhaps refreshments.

Working Conditions

Working conditions in relation 0 NWP programs should be undefstokid in the
broadest sense; that is, the conditions necessary for effective teaching and learning.

To establish suitable working conditions, there should be a'clear identification of who
.

is involved in the negotiation procegs, a mutual 'understandin-girwhy the course is
being offered and.a good ense of the aims ofthebegotiations. Aims inclu,delsetti-ng a -------

. --

contract for the coui-se,establishIng-the responsibility ofeach player and so
.

.
The. first meeting between the. sponso(s) -and the, EWP consultant not only

. ___-_Tatablishes_-_alwv-oilinwrapport .but outline-s

on.

rapport is.based on a mutual understanding of why the course is being offered and how

best it can be' delivered. The sponsor may have recognized' the need for improved,
communication through' some gp'6Cific incident, but probably -does not realize the

.----intricaciesofthe-comm-u-nication network the-eraployeo,s-are-required_to_userinvalving

both linguistic'and social behaviors: For instance, when- one hotel management

requested an English course because the housekeepers could not road the new order
management viewed the.communication problem in terms Of One reading task.

As it turned out, the problem was not simply in reading the form but in actually using

it. In 'reality, even the Aerformance of that single task required oral interaction skills

between supervisor and housekeeper, and possibly even more advanced reading and

writing skills. T1 . twork involved contact with ,supervisory "taff, laundry staff,

personnel officers anu the hotel's customers as well as among thkorkers themselves.
Management was also not aware of the housekeepers' language needs for their wider ,

communication network in the 'otel. The question why the course was being
offered required further discussion, exploration and finally agreement by both sides.

Interactions within these networks became subject matter for the course ottly 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 Reed in a large network. Once

the sponsor has accepted this more comprehensive view 'of a corrimunication problem,

we can then make a solid case for adequate pe-course developinent work in the form of

a needs analysis.

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

ideally negotiating for:

20
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Paid time for pre- and post-course development work

Access to e sponsor's uman and material resources such as supervisory
and training personnel, documents, handbooks, etc. for information:, about
the indUstry, the process and the product.

\
Sh4red rettsibility in determining the number and level of classes ast.well as th- ake-eip of each clags.' .,

\
4'4`, .

' Shared responsibility in deterniining a suitable focation, hours. and\ support facilitieS
t.... "

Paid Tline for Pre-. an'd Post-Course Development Work

To ensure that apPropriae.-CairSeThbjecTiTesn Can be set, we should present the
pre-coursilneegis analysis as the first stage in a language and.communication training
program and as the basis for 'other aspects of the program. , The results of a needs, . .

analysis feed into cuticulum,development and course delivery. Finally, the course' is
evaluated in light of the original objective-SthatT,vere established during the needs

0 . .anelysis. In practice, these stages are not isolated but interactive. Although the bulk '

of the need analysis work can be done before the actual teaching.begins, we' are
'always investigating new. needs, .:incorporatingthem .intos,the. course and evaluating

.heir- results -throu-g-he;itt-the-eou me,---M-any-spanSor7sare-anxi-o11s-to see-the course
,

begin rig t away once they have 'committed themselves: They may hdve already made
531promise o the prospective learners or obtained a somewhAttentative approval from

their superiors. "If classes don't begin next week the course may not be offered at,a11!"
If we are clear on the importance. of a needs analysis we can present a convincing

.....

argument.
,, 1 N.,.'

During the pre!dourse needs analySis We familiarize ourselves with the overall
working environment so that we Can locate our pros ctive learners and their jobs in
the larger structure:- We then focus .on the more ecific communication needs
expressed by the sponsor .anti the learners, exploring' them in relation to the tot41
communication network. If both union and management sponsor the,course, then we
need ample time to investigate the views of);)oth organizations in this manner.

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 sponsoring
organization(s). The more the spo nsors are involved in the planning of the course, the
more 'interested they will be in its outcome. Was the time and money invested in
planning and delivering the course used wisely? A thorough review othe objectrves
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 n"the same workplace.

21
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, Acteslio Human and Material Resources

To do' pre- and post- course development work adequately we.need access to the
human and material resourcesof the sponsoring organization(s), that is, to all leqels of
personnel and to.as many relevant documents dnd A-V materials as possible.

4
In our early negotiations we should become familiar withrthe chs,nnels of

commtinication in the organization so that we can inform the right people of what we
will ifndertake in the various phases of the course. An organization chart on page 15
with the iaames -of personnel isime of the most useful pieces of documentation to
request. In. a larger industry' or .service organization we might ha've to speak to
supervisory' staff at several different levels to ensure that each link person has' been
notified and consulted. about the cOrtrse.' For instance, duririg negotiations- with a
large municipal department, one workplace, teacher had arranged to meet the.
superinten4ent and the foreman:Of a particular section.The foreman was somewhat
u-ricorn;fortable-beeause-his immediatestiperiAjae_supervisor)liad not been_Contacted

to discuss the program. The next day the supervisor complained that his foreman had
been asked to cooperate ona, program, that had .not received his, (the supervisor's)
wptoval. Obviously; morethorough work during negotiations would have identified

- this Supervisor as an important link in the Ithe.,of command. Whole courses can be put
Is

in jeopardy if the right protocol is not followed by educators.
. .

a%

a

j

. .

In a union-sponsored setting we may have to inform ,regional executive
about the course as well as the local executive depending on e size of the union.

.. .i
Meetings of: the education

acommttee on the health and safety committee : might also
provide a-good opportunity for us not only to bec2me familiar with the issues but also

, to engage the committee members in the development of the coupe. OnCe again it is
. . .

important to follow through in the accepted line of command. In one jointly sponsored

program,
%, far example, the union w largely responsible for advertising the course.

The EWP coordinator and the teacher spoke with the local's- vice president but

I
unfortunately 'not with the shop stewards who would Ile receiving tho.- notices for-the

course. As a result, very few of the shop stewards were able to be real assets during
recruitment. The learners inforMed thein of the details of the course rather than vice
versa. N., , - < . .

IN.

.

During negotiations with a large organization where learners may be, drawn -

from a variety oftlepartments;,an efficient way to advertise the course and to introduce
.

ourselves is to arrange for introductory group, meetings with middle-level

management or union represeqtatives - those people who are in daily contact with .the

prospective learriers. Irdividpal forerun or shop stewards can be approached later for
rdetailed infornMion after the learners for the course have been selected.

'`N
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un'derstkind hoW specific communication,needs relate to the wider network

we should'request access to the actual job site for at least part of one day. In a textile

factory, we want to be on the floor' and 'at the various machines to observe the

in,teractions. In. a hotel or hospital we want o go through the routines with the

housekeepers of service workers and make note of thT. types of activities and the range

of linguitic and sOcial° skills demandet One teal er who accompanied a hotel

chamber maid during her morning duties commented on the unseen pressures

associated with the job relating to the number of rooms to be cleaned in a period of

time. This insider's view is one of the important results of being on the shop floor. It

helps explain the tension, fatigue and worries of workers Which often become part of

class discussioris, Observation can begin with a. tour of the site but should not end

there. Of course, access to Job sites may be a sensitive issie if a manufacturer is

Worried about ,protecting industrial secrets, for instance. Attending unit, meetings,

orientation sessions or special committees can also help us gain a more thorough

understanding of the'cornmunlcation network within the- working envi-ronmenl.

Access to the acttal job site also Efeatis that we have le opportunity to discuss
No_

communjcation needs with the specific individuals that the learners relate to on a

-dai-ly basis. -T his-netwo-Hc-u-t.qtally-g-oes--wel-l-beyand_the_immeci in tel,uparvisar o_r_shop

'steward. It can include pgfsonnel staff, receptioni'stS and secretaries, cafeteria staff,

members'of special committees and so on,

In addition to the human- resources that the sponsor has to offer,. we should

investigate 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 reluctant to assist in our cibtaiming

job descriptions arid blank pay cheques.. For the final evaluation phase it is helpful

either to have access to the sponsor's records or to ask management to check their-.
.

records in regard to certaimquestions. 1,-las absenteeism on the fob been affected by the

lang*age program? Have attendance rates-atrunion-mcetin.g_s_irripro.i.ed?. In the'
Jantzen, project in Vancouver, for example,. extensive. dccumeitation supported

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

report by Brishkai Lund, 'figures shoW noticeable decrease in absenteeism fOr

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

discerned in the supervisors a:Id the trainees' attitudes; in the high morale among the

trainees, and in the decroKin the use ofinterpreters and in the:rates of absenteeism"

(Litirld I98?:46). Eval'uation reports that- draw on infoinatron of this type can 'be

helpful in maintaining on-goifig programs andvin initiating new ones because they

indicate the value of the program to m'ana'gement. In our initial negotiations we

should investigate access to information. that would help us pkepare such an

evaluation.

1



Shared Responsibility in Selecting Learner=s
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In instances where the sponsdrs request language training, they will probably
have pre-selected the learners. They may 136 people from one unitr departmenLas in

Lthv case of the hotel housekeepers who had to use new orde 1r forms. Or they may be
people drawn from a variety of' departments who will be involved in' a spcific task
common to all of them. For instance, a7uniOn local may tvant to recruit more people for
a shop steward course. Frequently though, this appareftly, clear-cut. division °Needs
becOmes more complex, as information about the course spreads .throughout the
Workplace. In one hospital a course initially designed solely for the catering :staff was

.
subsequently opened to the orderlies and dietary staff upon their eeque,st..

During the early negotiations we can arrange for time to assess the language. 7
competence of the prospective learners, 'even if assessment is done informally. More
formal oral interviews aria brief reading and writing testssequire at least one group
meeting as well as private meetings for the oral interviews. (See chapter 3 fordetails
on pre-course assessment.) The final selection and placement of learners is best done .

by examining the results ofthisassessmentin conjunction with the needs analysis.

Neihotilil also caution management about t'he negaiive effects of requiring'
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 embaQrrassed at :
being singled out and resentful at being asked to give their own time for training
which they didn't request. Or, they may feel tzht their job security is threatened and
that good performance in class is the only way they On keep their jobs. In "such cases
the teacher may have to spend many weeks in class trying to gain their confidence arid
trust. Instead of making attendance compulsory, a strong rlecommendation to take the
course explained in terms of long-term benefit Co the employees would certainly
a more productive result as-would the offer of paid time or a bonus.

Alternativtly, if theourse is open to a wide range of people on a voluntary basis
then publicity is a major factor. Who will be advertising the course? How will they
describe it? How will they promote it? LangUage 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 po,tential learners who have very limited English. A written notice,
even in the prospective learner's native language, may not be comprehensible to
workers with a low level of literacy. If the management or the union is responsible for
recruitment and publicity, then our collaboration is necessary to ensure that the robst
accurate information gets to the appropriate people.
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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 negotiating with
government rather than with the sponsor On 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 astart 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 coordinators have negotiated for reduced student-teacher ratios and
have successfully maintained classes with 10 learners or less. This s,naller size class is

pieferable since there will be a variety of educational backgrounds and individual
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 opportunity to take advantage of language training tailor-made for them..
Withethese considerations and expectations in mind, classes usually function best with

no more than 12 learners.

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

attendance can vary significantly, We should he aware otthe reasons for high and low

.attendance rates since. at some stage we will probably be reporting to the sponsor

and/or the edtcational institution. Important factors are the economic environment

which could produce layoffs and the industry's specific conditions, such as production

-cycles, job rotation, shift work and so on. Although we are usually sensitive to class

attendance (realizing that attendance plays a role in the evaluation and maintenance

of programs), we should also be aware of additional factors regarding attendance. If we

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

benpfits of that partitular scheme to workplace classes? What are-the drawbacks? In

some cases sponsOrs prefer to use their own attendance policies established for their

staff training programi. For instance, 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 fora language course? In other cases, the sponsor

asks the teacher to suggest a policy. For example, one teacher, approached

independently 1,y a multi - national corporation to set up a class for cleaners, was asked

abo), t. an .attendance policy. Management had already agreed to a 50/50 shared time

basis for the class, so in effec a de,a1 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 to'decide. The teacher's suggestions might be

most helpful if they are made on the basis/of good classroom practice. FOr instance, if

oneymployee has to miss thefirst, hour of every class, the teacher could considerthat
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issue by asking if that is practical and beneficial from a teaching and learning knt of
view.

Courses of 9 to 12 weeks are most popular because they fit in with school board
and college sessions and aittow the sponsor(s) o'review and evaluate 'fioeq ently so that
they stay in touch with the aims of the pro4ram. For courses of thi ength to be
successful, we will have to become very ade\pt at analysing needs and specifying
objectives that are realizable, in limited time periods., Sponsors have shown more
willingness to commit themselves to short, term courses with limited objectives, a
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
important with short 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. beginning to feel Comfortable with

. )
the classroom and the opportunity to

continue .learning should be provided. A series of shoot courses- does offer the
possibility of regrouping, changing location, scheduling in relation to the workplace's
busy and light seasons and mounting special courses - for workers who have been laid
off, for example. If EWP classes can be integrated into company/-union programs, then
short language courses can be bridges into other courses: In Britain, the Linked Skills
Workiiig Party has created' a variety oficourses which link ESL and skills for
community, craft and industry purposes. Their efforts are well wort, investigating in
their new publication, Linked Skills: A Handbook for SI, id ESL Tutors (1983).

Suitable Location, Hour and Support Facilities

Since most workplace classes are housed on company property management
6

must give final approval in telecting a suitable location unless, of course, the program
is sponsored solely by the union,and held in the union hall. Clean, quiet and private

i
. ,..,.

rooms are deal an.$1 can often be obtained in hospitals, hotels, Tunicipal departments
and large-scale industrial workplaces: Boardrooms, 'staff 4raining rooms and
cafeterias haVe all housed workplace classes. However, in many small' industries,
textile factories for instance, there is often only one spacersuitable for g up meetings,
the lunchroom hr anarea set away frorri the machines. In these relatively` en spaces,

o,

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 it.i take advantage
of these situations to observe the class, the content of the lessons aLtahe remarks of
the learners. Predictably, the learners become reticent, sending that they are being
watched, tested 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

-----rique-gt-tEit the next course be offered off the property in a nearby community house
or school. In another case the union took up the complaint,: spoke to management and

2
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eased the tension so that a more supportive learning environment was .restored. In

unionized and non-unionized worksites teachers have found that it vit. lg curious
supervisors into the class .`is the best way of dispelling their fear nd suspicion.

Although learners may feel unable to speak freely about their problems .a,nd

complaints during that class, gaining the confidence and trust of the sponsor will serve

the course betterin the long term.

,Selecting thee hours for the classes cl pends on the availability of the learners,
the 'shared time or voluntary nature of 'the course as well as. access to a suitable 4

location. Classes often tend to be most convenient at the "end of the-work day or at the

end of a shift. Learners must then-battle fatigue and also, in the Case of many women,

make special arrangements at homefortheir late at-rival. Iflearriers are attending on
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 prbvides frequent

exposure to language in short concentrated sessions. It. also encourages a more

conscious integration of language tPaining into the daily .work rotitine. Some

ti programs'prefer a one-and-a-half or two-hour class twice a week°because there is more

time to explore issues and more possibilities for setting time aside to work with the

specialized needs of individual learners. Another alternative is a lunch time Session

which reduces the fatigue factor but INts its own drawbacks. Half-hou classes do not

provide adequate time to get into the material in any depth.. Furthermore, lunch is

often a more social time, the only real break frOm concentrated work. When the course

is on a volunteer basis the choice of he learners and their,commitment to learn help

0:iercbme these drawbacks. In one 'textile plant; half-hour lunch -time classes were
scheduled.for each of thethree Thifts. Since leers were grouped according to shifts

rather than language competence, class had mixed levels as well as continuous

intake. The boardroom location an good support facilities' offset some of these

drawbacks, but the commitmen
the success of this course.

h women and the teacher was the key factor in

Supporting faci Hiles are als pen to negotiation. Sponsors can provide access to

copying facilities, blackboards, flip charts; secretarial assistance and refreshments

such as coffee, tea and juice. Storage space for materials is',of great assistance and can

often be arranged more easily than a blackboard. Many teachbrs still carry their flip

charts arid/materials from home to' class to home' and have not enquired about

available 'storage space. Since these support facilities are usually a matter of

convenience, obtaining them can depend on the good working relations established

between the sponsors and ourselves.

p
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SUPPORT FACILITIES!??
ARE YOU KIDDIN67 WE
MAKE 157,000 CAR TACKS
A YEAR! I'M UP 10 MY
HAIRLINE IN SUPPORT!

CD

21

Consider ing, the importance of negotiations, if we as teachers are not directly
involved in this process, then we should be well-briefed on the procedures followed, the
personnel involved arid the results. Withbut direct involvement in the 'negotiations,
the teac hers,' as the final course deliverers, may find it' necessary to negotiate with
educational institutions for paid pre- and post-couyse development work for it is during
these phases that good working- relations are developed and resource information

4 /
obtained. More importantly, when teachers are' involved throughout the entire
process, communication between participants is recognized as a key factor in
dli.vering and maintaining successful language programs.

ti

t
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Chapter 3

NEEDS'AALYSIS

In doing a needs analysis we investigate the workplace by collecting information

and by interviewing_sponsors and learners. We then follow up with an analysts of the

data that Dave been gathered.

I. INVESTIGATING AND COLLECTING THE DATA

Curriculums for EngliSh in the Workplace _programs:grim out of the learners'

language needs in an employment situation:, In this regard deyeloping and teaching

an EWP course is radically diffelent.from the.most and part-time ESL programs

which usually focus on getieral language needs and where thelearners usually fit into

a predetermined curricultim. TO determine the language and communica;,iorr needs Of

a workplace, we have to involve oursehies in the employment situation so "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 curriculum

planning. Successful negotiations result in ,pre-cou. rse development time to
investigate and collect data on learners' needs, to analyse those needs and to prepare'

course objectives, based on the findings.'
;

'A needs analysis in the workplace usually involves three processes; interviews,

observations and .language assessment.- These processes may overlap or. happen

concurrently rather than in a step-by-ste0 fashion. They are presented her as

isolated items so that we can explore each one thoroughly.

Interviews

Interviews with the prospective learners and with a variety of personnel from

the spon ring organizations (company and/or unio ) serve a double purpose: access to

information, nd access to the people in the larger c mmunication network. Through

our investigations we gather information on th structure and operation, of the

workplace, on the learners' relationships and job responsibilities withinthatstructure

'One reader argues for some pre-set Iniguistic objectives even if they are minimally statiid. For example, all EWP

learners should be able to know and use certain stated grammatical structures.

31
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arid on the language and communication requirements of the learners. Wealso have
the opportunity to meet key people in the sponsoring organization(s). By clearly
describing the aim's of our course we can in their 'Support and enlist their assistance--
in short, b>i Id relationships that will ensure their cooperation and involvement. 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 being recorded.

.Interviews with Sponsors

In order for us' as efficient investigators to approach ..these key people,
preliminary discussion's with our contact person(s) should provide Us with some
standard, basic information:

CoMpany details :. products, structure, of the company,
. number df departments and employees, quality of

working lifec, programs,.types of jobs, labour turnover;
wok schedules .(shifts and layoffs); method of payment,
benefits, promotion opportunities and requirements;
health and, safety -instructions and records, orientation
and other in-company training programs

. Union details: structuri.3of the union and affiliations,
number of members and their partipipatiort at regular
meeti s, active committees, impoltant oints in the
callecti agreement relating to seni rity, . pension,4
health nd safety, etc., relations With nanagement,
method f communicating with members'(especially non-

, English- eaking members), the election, duties_ and
accessibi ity of shop stewards.

Iry
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With our contact person(s)we should also identify the.. specific. p ople in the

company and/or union to be interviewed; if this was not done during negoc ations. In a
large organization it is best. to start with top level personnel..They will prolieply have-

already, discussed the course since they are responsible 'for its final approval. Our

,. 'purpose. in meeting them is to make personal contact, to describe thfe needs analysiS

and to request that informatiim.be passed through the appropriate communication

channels. If the latter works Smoothly, then by.the time We reach the foremen and
shop stewards, they will have. been informeti and will be expecting us. Top level
:administrators often have inteesting.information highlightingthe long-term goals of
the Organizon. For instanc'e,.one high-level superintendent from a municipal
department, in discussion with the workplace .teacher mentioned that in a few years

.' the cOmpanY was going to haveeal difficulties in recruiting foremen in the janitorial
department. Company policy was.to promOte from within the section but there seemed. : /

4,

to. be .v."gry few qualified candidates from'among the janitors. He saw the EWP course '
: n .

as one step in upgrading their qualifications fdrpromotion. In a subsequent meeting,
shop' stewards reiterated that 85% of the janitors did not have adequate English-

. ,,,

language skills necessary for obtaining either jobs with lighter manual work or higher

paid positions. The sameproblem had been defined from i.w.o different perspectives.'

, Our next interviews are with people who 'have direct, daily, contact with the
learnes. Company interviews would be with the learners' fore en or immediate
supervisors; for the union, usually tlfeirhop stewards. (This requ es, of course, that
the learners have beenat least tentatively identified.).- We shculd be particularly.
observant and sensitive in these meetings, since people at this fiddle management

level usually .are not. consulted on the advisability.of offering a course.. They may

have been told-that the company has decided in favour of t e course, lkit not why.
They may receive some 41:KJ-nation .abi.at the course but th y are'ofter not told that

they will have to spend sort' ime talking to us or even pe haps have to release their

employees from work for interviews and assessinents. If roduction has been upset or

inconvenienced, semen react negatively to the very approval of the course:
I

"I don't know why they reed special program.
Everybody else makes it on,thei ow ;don't they?"

Or, they may feel that'somehoW the course is at indication of management's criticism:

"I really don't see why my eople need,this course. The
section runs smoothly. The re doing O.K. After all, they
don't need to read and write /to do this job."

Or, in cases where. the job is of an asserrIbiy-line nature, foremen or superviors may

have negative reactions to a class because of tie pressure from a production quota
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system. Or, they may see no inwnediate use for language. training. From their.
perspective communication is not really part of the' job:

,

"For the work they do,.they don't need to read English.
They don't even need to speak English. Its bad enough
when-they talk to each other in their own language."

C'

If our experiences at this level are: often negative, then We can. predict some of the
conflict situptions that may surface in the classroom.' Negative comments from
supervisory staff can be somewhat-diffused- by focusing initially en -their job, their 6
responsibilities and their* probleins in dealing with a multilingual/cultural workforle.
Their comments, though sometimes difficult, to respond to, are usefuj in "getting a

feel", for the working environment and the atmosp.hvre in which' our learners work.
Does prejudice result in actual discrimination,, or Is it 'usually expressed more
in.threctl3ithrough jokes, and apparently harmless remarks?: Will the environment be
supportive for learning? If we ask ourselves such queptions, we will certainly.be more

tb,sensitive during subsequent interviews and observationS at the.worksite.%

Even supportive supervi,sors may/fi nd .it difficult to be specific about
communication problems since they probably have made .many accommodations 'over
the years for poor Communication. Using interpreters, miming, of gestuiing may have
become,standard practice by now.. Basically, they have accepted (through use) a low
level of communication with 'immigrant workers that they would never accept as
standard or-sufficient with native Speakers.

.

Elizabeth Laird in Introduction to Functional Language Training in the
Workplace (Laird [971:10) suggests that interviewers. ask HOW questions to enable
the supervisor (pr shop:steward) to describe their communicatilan systems. "Flow do
you tell people about a new safety measure?" or "How do you complain about and
remedy poor workmanship? " Answering these questions can be revealing f9r the
superVisors and 'shop stewards.th!,inselveS. They..may become more conscious of their
frequent need for:interpreters or of the inadequacy of the simple nod and "O.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 question such as "How do workers tell you when. they don't
understand instructions?" helps the supervisors to analyse their own interactions with,,
workers. Some EWP programs distribute written questionnaires to supervisors id

shop stewards, esPecially in large organizations where learners are drawn from a
variety of departments. if they take the time, to fill out these questionnaids
(independently or with our6assistance), then they more consciously become part of the
pre-:course development process. Their involvement and awareness at this stage
encourage them to lee themselves as partly responsible for the &uccess of the course.

.
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The best way to use the two questionnraires reproduced on pages 2 Mild 28 from the

Toronto Board of. Education and and the KILT (Hoadley-Maidment 1978) is n

individual interviews or as a follow-up to a group meetlg With supervisors or
stewards *here the aims of the progrardare discussed.

Diagrams of Communications Netwo'rks, / "

1. 0

Elizabeth Laird (1977:5) also suggests making a communications network
diagram for each group of workers with the same job. The diagram indicate's all the
people that the. Workers communicate with in the per:orrnance of their jobs: Here is
the network, diagram that illustrates Pui kwans communications.iri her job as.hotel

,.

busght (see section I).
.

tiv

4

0

0

Only a few of these channels of communication play major roles in Pui Kwn's
performance on the job: restaurant manager/assistant manager, guests, and
personnel manager. In conversations with her fellow workers she almost always
speaks Chinese: Her communications with., Managers and guests are always in

English but for different reasons and under different circumstances. The
communication with the restaurant manage is task related: assignment of station for
the day and any special chores ,such as running for linens, making coffee' and
replenishing the buffet table. Her communication with the gueSts, however. is of a

much more social nature: at the non-verbal level there are smiles aticLacknowlesige-
,
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THE BOARD EDUCATION FOR THE CITY
, F TORONTO

SUPERVISOR EEDS ASSESSMENT

EMPLOYEE,'S NAME: -PHONE NO,
DEPARTMENT: SUPERVISOR:
NATIV8 LANGUAGE:

.

1. What language skills are necessary for the
proper performance of t,e employee'sjob?
ListenindCOmprehension: (e.g.) understand-
ing instrt. tions/giving information /greetings!
partings.

0)
J.

1

eking: (e',g.) asking fix. assistance/for
info motion

a- Reading: (e.g.) reading menus, reports,
instructions

(e.g.) writing reports/accident fOrms

04.

dealing with peers
dealing with Workers
dealing with patients
dealing_ with guests
dealing with students
dealing with customers
dealing with clients.

4. Please not the level of English proficiency for
this employee by enecking_the most rel6vant
answer:
a) Does this employee call in to report when

s/he is absent?
yes 4 usually rarely no

b) Does this employee understand instrvc-
tions (i) given over the telephone -

yes usually rarely no

1(ii) given in, persckfi
yes .usually2. Which skill is most important?

Suggest particular content areas where the
employee must use thie skill. (e.g.) speaking
skill tlis employee needs to know When
and I w to phone in when s/he is sick/hoW
to the phone to report to supervisors_

RY

3. Which fob responsibilities inv,olVinglanguagd
skills need the most improvement?

A

(e.g.) telephone communication Aome to
hotel/within hotel/within honie

memos
reports
evaluations
speaking to supervisors

rarely no

(iii) concerning safety/health regulations

yes usually rarely no

c) Does this employee initiate conversation
(i) with the supervisor

yes usually rarely no

(ii) with other workers
yes usually rarely no

(iii). in English/in a nativ language

(prepared. by S.'Applebaurrt '82)

Reproduced with permission of the Toronto Boa d of Ed talon.
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APPENDIX 1

QUESTIONNAIRE ENQUIRING ABOUT LANGUAGE/CULTURE SITUATION

Questions for supervisors and foremen

111 1. Do.,you have worke in your section who:
a) Appear to understand English, but carry .out some instructions'wrongly?il
b) Say "Yes" when you give them an instructrog; then consult gther ,enkers in-their

.E own language'before carrying it out?
c) Bring. an "j7terpreter" when they come to see you about a problem or disciplinary

matter?
d) Seem to understand some things you tell them, but net others?
e) Give long. explanations which are difficult to understand?
f) Fail to come to you with grievances, personal 'prOblems, etc?
g) Fail to phone inwhen sick, late, etc.? ,

h) Fail to ask you for permission tddo somettirng, and then do it anyway?'
i) Fail to report mach' e .breakdowhe; etc., adequately?

.

k)

2.

Fail to report accidentlfafety hazards; etc.? r
Sound over-aggressive in any non-routine or stressful situation (e.g. disciplinary ill
situation)? .

fill
,

.1) Write,,poorrworts, or l 0forms badly (where these duties are part .of their job)?
m) Ask for, 'or do, something forbidden by,company rules (e.g, holiday at wrong times

etc.)? . ti
n) Generally -Cans.t

.

eeem to identify4with the 'factory or ai5pear indifferent to problems of
production? ,i a

o) Seem to use you, rather than want to build up a relationship with you?
p) Fail to speak English even when you are preeent?

Do you have to.cope wi f these situations:
tworks which by-pass the normal factory. hierarchy (e.g.- workersa) Cornmunicatio

taking a gr) vance to people other than their iTmedidte superior in the first
in'.tance)?

.,

b)'' Lack'ofiob flexibility, in the sense that you, have workers whom you would like to
put on new jai), but cannot, ,because they are unwilling or unable?

c) Misunderstandihgs between the ethnic groups? .
I ..:3. Which of the abode causNyou most difficulty? (You can write as many as you like.) Give

examples ofwhiit actually happened.
4. Are there any other points not coveted in questions 1 and 2 which you would liloitzto,

mention?
List those, and give exarhples.

5. What. kind of background information, if any, about West Indians, Inclians, Pakistanis,
Italians, etc., would you.find usef4 in managing your workforce?

J

Source: National Council for Industrial Language Training aloadrey-MaiPdment,

Reproduced with permission.
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merits, ancra the verbal level, small talk', enquiries about food and requests for
directions. With the pe5sonnel manager, communication is usually job-related such as

,

enqiiiries.about pay cheques, vacation, benefits. m mfits. Communications of a ore personal
or counselling ,nature may result from these enquiries if family life or home
environment affect job performance. The diagram then makes us more cOnvious of the
range and style oflfnguage use required of our leafnerst

The teacher in Pui Kwan's hotel EWI3 course also, used the .communications
network diagram as a guide for determining who to interview. The persohnel
manager, her company e,ontact, produced the diagram with some basic information
about. the intent of each of the communications. During the needs analysis the
teacher interviewed the restaurant manager, _hostesses, waitresses, runners in the
stewards' department and the laundry staff. She herself was a customer in the
.restattrant several time so that she could observe the interactions between the
busgirIs and the customers, 53n thy, basis of theseinterviews, she chose the three lines
of communications already *mentioned as the most important 'in terms of frequency of
interaction, variety of, tone and diversity of content.

If we look at Satvant's communication network in the garment factory we find
once again an .extensive network but only a few lines of communication used
frequently. large-scale unionized garment factory manufactured heavy
industrial garments, club jackets and uniforms for heavy industrial work.

_ --

Jem.z.
Ate".totAt.

Voute,i4)

Alto ZtezeitA4
400 ONO 0111111 , .°44'#'1141=-7

"-an* ,s44-ete

Rect.,t750..xiesir em:#4-Pttee-ti

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 instance, althol,igh 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 prospective learners were..unable to

describe their illnesses and usually had their children phone in far 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 more 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 fro.m their own experiences in

communicating with our learner's. Social language forms a considerablb part of the

communication in most jobs. Is contact with the learners social as well as 'work-
related? How much socializing are our learners currently capable of and now much is

expected of them? Interviews with their co-workers who are native speakers might

provide some useful information in this area. At the basic level, language learned

4)_ could be as simple as greetings and complimentary statements. At the higher levels,

socializing might. involve following up on an individual's particular interest's,
instructing a co-worker in a task such as knitting, cooking or home repair, or perhaps

understanding company/union "in-jokes" Within the company or union: Our

interviews help us fill in the jearhers' communication picture -and provide direction

and material for class. Equa y important, we are building relationships- within the

sponsoring organization at a levels, encouraging input and participation in this first

phase of the course. In t e textile factory, for instance, the receptionist can be asked

about.the procedure for calling in sick. We can tape a few of her Falls 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

planning 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 doctiments and A.V. materials produced by the spo'nsor and of value

for classroom use. Commonly. ,available from management are:

maps of the physichl layout of the site, advertising
brochures, employee Handbooks with aqiistory of the
company and its regulations, benefit plans, safety

39
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manuals, training manuals, fire regulations,
applications, payroll slips, employee newsletters/
newspapers and job descriptions.or descriptions ofi,r

jroutines with the names of equipment used on the ob.

Printed material specific to individual jobs always varies with worksites'and shOuld be
requested in each interview. .1 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 till out work tickets_an. d list any items-with defects-thatheed
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, health and safety manuals,
regular bulletins, newsletters/newspapers, brochures on
specific topics such as seniority, pension, work schedules,
etc.(Permission is needed to use the collective agreement
in class.)

Large companies and unions often have films or .slide shows for orientation
purposes and staff development or in-service training. Of course, not all these printed
and A.V. materials are useful in the classroom but they can supply sus with
information'aboat the sponsor, the requirements (from the sponsor's point of view) for
effective performance and, in the case of management, the relationships between
authority and the workers. They usually make fairly interesting reading and viewing
for newcomers such as ourselves in a workplace.

Interviews with L/arners

In our pre-course interviews with the prospective learners, we can 'obtain
necessary background infortnation 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 objectives. Unfortunately, due to
limited time and resources in many programs, ,these initial interviews focussing On
persohai information and educational background often serve as the language
assessment. (For further details on pre-course language assessment, see page 40.)
Learners 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
competence. If learners help each other fill in these forms, as they often de, the results
can lead to. some major misconceptions 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

0
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poor reading skills by getting assistance from her co-workers as she had always done

'in the past. Furthermore, these form ,questions have become so familiar to most
immigrants that Their responses are not indicative of understanding in an interactive

situation. Thus, if learners are capable of filling in these forms themselves or of

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

level of competence.

ttitervieWs with potential learners are rich sources .for ,deetermining course
objectives4S well as important opportunities for raising their awareness of' themselves

as leamers. In cases her learners have low oral/aural skills or have great hesitancy

about using English, IC would be best id conduct-the interview in the native language,

. if possible. .IPthey can begin to think about.their latisguage and communication needs

beifore the course,. then they will, be better able to set reasonable goals, evaluate their
progresS throughout the course and continue learning .after the course. Focussing on
language needs, we can refer to the communications network diagram and confirm the

information we have received about the frequency and content of their contacts. If the

learners are .beyond the basic level, who do they speak English to now? Who 'Would

they like tip speak English to? Do they express most concern about oral or written
language'? General questions such as "What da you want to learn'?'W can serve as an

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

. "everything" or "more words." 'We can focus on the tasks they erform in4English by
.

asking more specific questionS:
.,

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

"Can you-call in when you are sick?"

"What do you do if your machine breaks down?" "Who do you talk to?" 4

"What do you say?"

Or more generally, "Who did you speak to in English today?" "About
what?"

Al higher levels, learners may be able to specify what reading and writing they have

to do on the job. With our assistance they may be able to assess their competence and

begin'to t k about their goals. Is English needed for promotion or training within

the company or for committee work with the anion?

Some of the information we request in these interviews may requite a
willingness and trust on the learner's part. Although learnersare frequently willing

to be more open with teachers than with supervisors., it is important that we begin by

introducing ourselves and explaining why we are having the interview. Whatever
help they can give us will make the course more useful for them. The NCILT
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"Working Paper, #16 Analysing Student Needs'(Hoadley-Maidment 1980) provides
useful information on rationale, content and techniquq for interviewing learners.
This paper also comments on the pra'Cticalities of mother-tongue interviews, especially
the choice of interviewers/interpreters. The questionnaire, from nglisl. in the .

WOrkplace, London, is one example of personal and ed.uca ion 1 background
information that might be discussed in an interview., The Toronto Board of
Education's general needs assessment is focussed on language needs ance.skills. These
questionnaires poirit 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 forrns on pages 34 and 35
might best be used as interview schedules rather than questionnaires for people-to fill.
ou,t independently.

o

Selections one pages 36 and 37 are from the learners questionnaire used in a
English course for francophone ma.nagerst at; McDonald's. The course was offered
thrUgh the Centre lor. Applied.Language Studies at Carleton University, OttaWa..
Item VI on this form could be expanded so.that specific skill areas are mentioned wish
additional space for the learners add their own comments.

Learners can also supply printed materials or information about Chese materials
for the course. The can bring to the first class any handbooks, manuals, agreements,
etc.; that the company or union has given them. Simply finding the material 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 reading 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 find
out what else he had at home tha'could serve his new interest in reading.

Observ4tion

The second component in the needs analysis is observation in the workplace,'
first in a general tour of the entire site and then More specific observation in the areas
where the learners work. In some programs the tour- is combined with a photo-taking
session so that the photos can be used for-class materials later on. In a small industry
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 conditions that might

,violate employment standards regulations. Regardless of the setting, it is importe:t
toget permission, verbal or written, to photograph the site and the employees.
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. EMPLOYER
DATE

.

,

100 NAME
SEX F M

(FAMILY) (FIRST) .
o 0
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''\
.

.
o

,

ADDRESS.
(No.) (Street) (City) (Postal Code)

,

PHONE NO. DATE OF BIRTH AGE

MARITAL STATUS: Single0 Married :I Widowedp Separated0 Divorced 0
(check one)

,

49 WORK''HOUPS JO TITLE
r

DATE STARTED PRESENT DUTIES

PREVIOUS EMLOYERS IN LONDON

TRANSPORMTION TO/FROM WORK BUS E] CAR WALK D. RIDE

it
.

,

0 COUNTRY OF'BIRTH OTHER COUNTRIES LIVED IN

se /

DATE OF ARRIVAL IN CANADA STATUS:- CITIZEN 4'NpED IMMIGRANT

ID LANGUAGE(S) SPOKEN READ . WRITTEN
6 '

. .

YEARS AT SCHOOL WHERE OTHER TRAININ '

,OCCUPATION BEFORE COMING 'TO CANADA .
,

ENGLISH COURSE(S): WHERE WHEN HOW LONG
.

REASON FOR ENDING COURSE
.

--..-.....

CO POUSE'S NAME
-......._

' EMPLOYEE
..,

,

WORK HOURS WORK DUTIES .

It

CHILDREN: NAME(S1 AGE(S) SCHOOL/EMPLOYER

.........-
,

.

-
..

....____

i; WHAT DO YOU WANT TO LEARN IN THIS CdURSg?

)
tTal

work
people at work (e.g.)

CO speaking
.

3.doctor ss.dentist
listening 4.bank ..

.

reading 5.school ,

writing 6.zeading newspaper
7.other

Source: EnglWi in thi Workplace, London, Ontario. Reproduced with permission.
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THE BOARD OF EDUCATION FOR THE CITY. OF TORONTO

GENERAL NEEDS ASSESSMENT .

NAME:
DEPARTMENT:
BRIEF JOB DESCRIPTION'

PHONE:
POSITION TITLE:

NATIVE LANGUAGE:

1. ,'What language skills do you"need to per- 5.
form your job efficiently?
Listening Comprehension

Speaking

Reading

Writing

2. Which of these skills are you having most
difficulty with?

Do you have trouble with any part of your
job because of language problems? If yes,
please explain.

4. What skills do you feel are the most impor-
tant to your job?

Circle the areas that you would like discuss-"
ed in thin English in the Wo_rkplace course:

a)
b)
c).

.d)

e)
f)
g)

h)

i)

j)
k)
I)

m)
n)

Speaking on.the telephone.
Speaking, to your Supervisor.
Speaking, to 'other workers
in English.
Understanding instructions.
Understanding routines.
Understanding your paysheet.
Understanding company benefits.
Understanding diners/
patients/customers/guests
Reading (menus, reports .

Writing letters, memos, reports.
Using correct grammar.
Using correct pronunciation.
Explainthg what you need.
Other suggestions.

(prepared by S. Applebaum '82)

f {riirnducpti with poi.rnisNion of the Toronto Board of [Education.
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II. b.,. To do your-job, doyou have to communicate with:

* Operations Manager

Supervisors

Managerr.

Assistant Managers

Crew members

Other IVIcDonald's employees
acretarieS, etc.)

Customers

Other, business people

NEVER
SOME
MIMES OFTEN ALWAYS

" Ill. a. When you communicate With the following people, do you do so
by speaking to them?

Operations Manager

Supervisors

Managers

Assistant Managers

Crew Members

Other' McDonald's employees

Customers

Other business people

NEVER TIMES 0E7E:4 'ALWAYS

. ,

L._

1-

. .

N

.-. .-.-- ......... - .- -......-.........-....

i--.."-
-(

- -- - -. .

1Ir b. Do you have to communicate with thefollowing pecp!-, by
writing to them?

0

Operations Manager

Supervisors.

Managers

Asitstant Managers

Crew members

Other McDonald's employees

Customers

Other business people

NEVER
SOME-
TIMES OFTEN ALWAYS

-)

c. To do your job, do you have to read:

Memos

Telephone messages

Letters

Reports

Evaluations

Magazine articles

Operating instructions

Procedures

Other material

SOME
NEVER TIMES OFTEN ALWAYS

IV. a. To do your job, do you have to talk to people?

Individually

In a "group

SOME
NEVER TIMES /FTEN ALWAYS
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b. Do you have to talk to people

Face to face

On the telephone

NEVER
SOME.

. TIMES OFTEN ALWAYS

,,....

At work, do you talk to your co-workers about
SOME.

NEVER TIMES

Work

Outside interests in general

.movies ,' TV 1-4'

sport

politics / current affairs

family matters

hobbies

personal problems

other

OFTEN. ALWAYS

VI. What do you hope to get out of this course?

v'Source: Pogue k and B. Eitzgerald, "NicEnglish: Design and implementation of a communicative ESL course for
francophone managers," Papeepresented at TESL Ontario conference, November 1983,

4,
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The use of the photos in class is often linked to describing job prOcedures and

safety measures. The most useful, photos are usually job-specific, capturing the
learners in their own work rottanes. In a large government department, for example,
the tour and photo sessions were arranged before the teacher had an opportunity to
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. Photos that document
the chronology of a 'orker's day are alsb.,useful in class but depend on our knowing

'what door workers use to enter the building, where they go on arrival, where they
spend coffee break's and lunch hour, who they talk to throughout the day'ana how they

get to and from work. Thisype of information is more easily obtained through specific

on-site observation or from the learners themselves rather than fiont a gbneral tour.
For this reason, some teachers prefer to wait until Classes begin to take photos or to
have the learners be responsible for photographing their own workplace. Other
teachers have suggested that thetsponsor take the photographs and either mount them

or prepare .a slide show, as a contribution to the course Materials. Photographs could
also be taken of the different signs that people have to read at the workplace. They are
particularly useful in working with basic level literacy learners..

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 stations, in relation to the learners' actual work

sites? Tours can, provide an overview of the entire process oyervice so that we can
locate our leaimers' jobs in the whole. Tours of hotels and hospitals help us understand

how the job'of housekeepers, for example, relies on the 'work done by a variety of other
departments. Conversely, which departments depend on their work?, Like, interyieWs,

these tours also function as opportunities for advertising the course* and 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 members and secretaries, who could provide
suggestions 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, Basically, through these observations we hope to gain a
perspective somewhat closer to the "insider's" view. We are interested in the unseen

demands of the work itself, which may cause undue fatigue, frustration and
complaints. In preparation for one EWP course the teacher worked in a hotel
restaurant during the morning shift. She finished her shift with a new understanding
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of the inter-dependence of all the jobs and .of -some of the demands and pressu.: es
,

everyone faCed. Ina textile factoty, a teacher went through the entire process 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 frustration's, the teachers in these workplaces certainly gained ae

new. visibility And respect among management and among their future students,.
Unfortunately, not a'11 educational in3titutions or sponsoring orgian4ations are willing
to approve this type of participation More co monly, teachers can accompany some of
their learners throUgh their daily rciutines s in a hospital:, or hotel setting or follow

.1.
learnvativcough their various procedures in an industrial setting. For complicated

s

t
procedures and the names of equipment materials 'used, it is helpful to haVe a
supervisor and/or, shop steward or the company and/or union contact person available
for explanations. ,

A 3 , Our. observations can also help us fill In the specifics of the communications
network diagrams. We should look for the occurrence of social language - when, where
and withehom in. our diagram? 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
telephone" in a hotel or hospital setting? In what circumstances are, interpreters
neededfor our learners? How often, on what issues, and what procedures are followed?
These exact situations may not arise during our visitbut there will cetainly be other
opportunities for observing their language competence in initiating and responding in
oral interactions. What written materials do they deal with on a daily basis? Are
reading and writing significant for carrying out their jobs? If they Can deal adequately
or even automatically, with the printed material\ required for their job (e.g. time sheets,
work tickets, order forms, etc.) then that can be ,the starting point in class for
improving their reading and writing skills.

Observations can also give us a feel for the interaction dynamic of the workplace.
First, we might take notice of the physical environment - the noise 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 attitudes and of the
general atmosphere of the working environment. Virginia Shave recommends that
needs analyses incorporate anecdotal records "to demonstrate attitudes and specific
relationships. ...If the atmosphere is tense, what seems to make it so? .1f, in the eyes of

one person or group, you detect hostility, are there any.clues as to why this is so'? Who

communicates with whom and under what circumstances? Whq appears not to,
communicate with others?...These are some of the kinds 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,
section 6.4, "Observations in the relevant sections or dePartmerits."

Language Assessment

We assess workers' language competence in a workplace setting to select and
place learners, to diagnose language probleins and to evaluate progress: At the needs,
analysis stage we are primarily interested in selecting and grouping learners although

tests designed with,_the identified language. needs in mina would alsO be useful in

diagnosing weaknesses in certain s ills. 'Some workplace teachers have expressed a
particular reticence'about placemen ksting because they feel.it is too intimidating for

the learners, especially for those who have volunteered to attendclasses. This can be

true .particularly for learners whose ormal education is many years behind them or
..Aghose_previous language learning situations have_ not been satisfying. Some teachers

feel that an informaltalk with prospective learners is sufficient to place them in basic

or intermediate classes. One method that has been tried st'ccessfully in textile
factories.where the majority of learners were at a very basic lev four skills) is to

talk to learners in small groups of three or four. EVeryone hitt 9duces themselves and

personal information is exchanged with the help of bilingual teachers or interpreters if

necessary. Learners 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 m'entioned eallier in this chapter, we should be aware of the

possible problems in using -this informal method for placement. For diagnosing-

literacy problems more formal procedures cart be carried out in the first few days of

fi

In programs where there is little direction and pressure from the sponsoring
organizations and no obligation on the teacher's part to satisfy their demands, this
informal 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 hospital requested an EWP course for non-unionized

staff in nutritional services. Management selected the participants for the course,
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shared time 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
straightforward and clear about why we are testing./ As in the learner interviews
described previouSTql-preparing 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
right 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 rote of the test in, raising their awareness.
(Sample tests can be found on pages 44-49. For assessment prOcedureS related to final

. -evaluation,, see chapter 7.)

Reasons

Why test at this stage`? If we relied on t:ist practice in ESL, we would aim for
homogeneous classes with the learners at a fairly similar stage of langufige
developthent. However,: it. is almost never the case that the EWp learners Who appear
at the door on the first day are (all-at the same level in oral,English Or in English
literacy. Therefore, we have to decide how totrouRlearners accordin to skills ether
within one class or to separate theM into two or three classes. 'Although ESL practice
has relied oh grouping learners according to their language levels, there are other
possibilities for grouping which may be necessary oFeven more workable for EWP
settings. For itistance, classes are often determined by job descriptions - housekeepers,
waitresses, janitors. Due to limited. enrollment, the class can be a mix of literate and
non-literate learners or fluent and limited speakers. Within a mixed level class we can
establish different groups fbr different learning tasks. For example, for orientation
information, we could pair learners who have just arrived in Canada with those who
have lived here for many years and are familiar with Canadian life., Or, we could
group the "experienced" ones and have them prepare orientation. informatipn which
they can later present to the newly arrived immigrant. Although the preference
among many teachers is still for homogeneous classes and for a series of levels based
on language competence, this practice is being Modified. Recently, there has been a
strong emphasis on interdependence among learners' as well as on learner autonomy.
Since mixed level clases are the norm in EWP programs, this new direction in ESL
should offer some helpful suggestion4. for classroom practice. (See chapter 5,
Developing Materials, forpore detail.)

In order to group learners it is necessary to.find out where they are in,the broad
range of listening, speaking, reading and writing skills. Some learners ,maythaVe
speaking and listening skills adequate for job performance and survival in the wider
combi unity but do not have adequate reading and writing skills. Even. within these
skill re as we m''ay be able to identify topics Where the learners have good control. Jill
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Bell (1982b) found in her placement testing in a Levi Strauss garment factory that the

majority of people scored higher, on oral tests than written ones but that nearly

everyone.did well on personal information and job-related vocabulary. Other learners ,

May be at the absolute beginning stage in all four skills, even perhaps in need of

pre-literacy training if they do not have Much ekperience with the printed word.

The uses of pre-course .ests vary depending on the particular workplace

situation. In some instances the test results can be .helpful in determining which

group of learners will be selected for language training. Ih one electronics factory

more thin a hundred women signed up for classes, but the sponsoring 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 in programs with

a series of levels, test results can help. place learners in classes appropriate to their

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

learners, initial tests help us. determine which levels exist in our own claSs and also

provide information for planning classroom activities that cater to different groups.:

Pre-course tests complement the other needs analysis procedures in planning of

overall objectives as well as the specific classroom objectives.

Constraints
. ,

Unlike more formal ESL prograins in edu?ional institutions, testing for
selection and placement in the workplace is subject to a wide variety bf constraints. To

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

they ra'ay '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, In such a case we would want to test the housekeepers

first to see the Cange.of their language ski114. If we have not been able to.negotiate

pre-course 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

curriculum planning. This same procedure may be suitable if work shifts determine

theselection and placement of the learners.

Even when pre-course assessment has been successfully negotiated for,

unexpected 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 eachOther on the

written test, thus reducing its validity. 'Tests designed for one group of (earners (for

example, those with more oral than written fluency) may not be challenging-enough or

suitable for another group of learners. By predicting possible problems in a given
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situation,, we can be better prepared and request a suitable testing time and quiet area
large enough to hold groups but also with private space for indi;Adual 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
informally on the shop floor?

Access to test results is a matter of cont;ern and importance, ,particularly in
programs where progress statistics ar crucial either as part of the employees' work
records or as data which m upport the continuation of EWP courses. In some
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
compiling program statistics or for use with post-testing in a final evaluation. 'If
management requests access to the results either directly or in the form of a final
evaluation, then decisions r.rist be made. in regard to the privacS7 of the learners.
Learners may be justifiably fearful that managethent will not use the test. results in
their interests, but rather as a cause for demotion or dismissal. At the very least,
learners should be informed if management will have access to the results of their
tests.2 .

Type of Tests

The placement tests and checklists available for the workplace 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 skills (e.g. listening and
written or reading and speaking). Sonfecommon'work-specific tasks for speaking ask
the learners to:

desc6be their jobs or one of the processes in their jobs

give short instructions on how to perform one part of their job

respond to instructions that draw on job-related vocabulary

deliver messages

perform a task requiring knowledge--of company policy and/or social
appropriateness

Examples of the latter would be:

2
One reader argues strongly for keeping all test results private.

53
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What du you do if you're sick and can't go to work?

What would you say if your supervisor asked you to work overtime and
you couldn't?

What do you do if your pay cheque is wrong?

In such tasks we can measure their knowledge of correct procedures and their ability

to use:language in carrying out the procedures.

Scoring Tests

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

marks for intelligibility, fluency, accuracy and appropriateness. 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

jobsntelligibly, etc. Such tests are 'administered individually and tape recorded so

that Choy can he scored afterwards. This allows the teacher to be more responsive to

the learnVrs throughout the test, noting and dispelling fear or d'3comfort that inhibits

performance`., \\Reading and writing tasks often use work-specific forms, labels 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 learner might

be expected to write in the workplace. Piir example, asking a learner to write a

'paragraph about what they did last flight would not be appropriate. if the placement

tests are designed to assess the learners' competence in tasks that have already been

identified a's needing improvement in the invesii4tions, then some of these sanfi,e.

questions'can be used in a post-courSe test, to .assess progress, In a hospital setting, if

reading and understanding labels-has been identified as a need, then incorporate these

into the ,pre- and post-tests.,. In a hotel restaurant setting, if interacting with

customers for waitresses or busgirls is an identified need, then oral tasks aimed pt.

social apprOpriatends can be included in the tests.

Examples of Tests

Here, are some examples of tests, which might be useful in di liding what is

suitable for a particular, workplace setting. Jupp and 1..1.odlin in Industrial English

(1975) discuss issue's in the assessment and selection of learner's for company-wide or

smaller 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.speeific procedures. Since the emphasis is on oral language,

they point out that the reading and writing tests give only a "crude assessment" and

general background information about the ledrner*. Jill Bell's tests for Levi Strauss
.

build on the Jupp and Hodlin model but measure more specific listening and speaking

1\'?
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573 q Q 46/
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MARITAL STATUS

Singled" Married IT Other ,

itEIGHT S. II. AGES OF DEPENDENT CHILDREN

WEIGHT /35. I 6, S
;OVAL INSURANCE NUMBER

+.62v /3/ ) St2e
BIRTI:1 DATE

DA f MONTH YfAlla 4Zi
Are you legally entitled to work in Ca'nada

Ye ue No IZ)
Hourly Rale Expected

$ SI op
Right Handedjr ('1e I t Hanced a Date Available IAYledikrJ/

Are you interested in

Full Time _ Temporary _,

Part Time , Summer I

State any continuing airthenis or physical nandicaps

i which you have kJil one,

WArlost time Workmen s Co'mpensalion cases have

you bad", k , one
.

Are you willing to work

r.W6ex-ends Yes No ,
Overtime Yes No 0,

Ligt any reiatives employed here

PAT SM I TH. A SISIrrrn
Nauru . RejationVep ,

.Name Relationship

I

ection A Test Four

Reading Comprehension

Stliderits are given the temple job application form and the sheet of questions. They are instructed to
follow the directions on the sheet.

Look at the Job Application form. Write the answers to these questions.

1. What is the first name of the girl %Ad applying for the job?

2. toes she have any children?

3. How tall is she?

4. Is *e married?,

5. Does she want to work, full time?

6. Does'she live in Hamilton?

7, Does she knoWil'any,one who works at Levi's?

8. When was she born? >el

9. What is her telepfjonenumber?

10.Will she wpfk overtime)

Scoring.

Scot.,: 2 pdirlts for each'correct answer
Highest possible score 20

1;11 Ii II.IHI: lull I on Liiitflwo lit lir ti rn v of -attilvilts lit EnOisli clagsps at Levi Strut:is, Ihimilton,
9w,./I, HIpr Thi 4,11,v, ail pr.r.rrip,Nr(rri of-ow author Loy, sumuss out:an:Ida inv.
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skilts,gas well as reading skills that are developed in the Levi Strauss materials kit.
Here is her reading comprehension test.

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

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

and, do not assume a sophisticated educational Niickground. Two sections from their
elementary level interview with questions on personal and job-specific information r re

on pages 49:

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

ESL Literacy by Bell and Burnaby (1 984) is recommended for suggestions on
measuring literacy skillS in native language as well as pre-literacy skills in English.
The handbook offers general guidance and specific examples of test questions,
checklists for recognizing language demands in a basic ESL class and for determining

the level of pre-literacy skills. In addition, there are models for developing more
form/al literacy placement tests.

II. ANALYSING EDATA

Analysing the data we have 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 learners and
by sponsors in our interviews? What coMmon language requirements are referred to'?
Does our own personal observation in the workplace confirm these comr,nonly stated
concerns? Do the learners and sponsoring organizations express similar needs? If not,
it may be best to find the overlaps rather than. consider the two points of view
mutually exclusive.. Informatidn from our interviews with management, union,
learners and their co-workers, plus the assessment sc ores, indicate where the learners
can and cannot cope with the language, demands of their workplace and perhaps of
their wider community.

li'or example, an MI' program in a rnuhicipal 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 job performance. In an effort. to maintain the high safety standards of the
commission, they were proposing annual safky exams for all their employees. Over

6, it4
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Read the letter bglow..Then ircle the correct answer to the questions which follow.

J. B. Smith,
Manager
McDonald's Ltd.,

St..,
Ottawa, Ontario

Dear Mr. Smith:

47

1930 Main St.,
Ottawa, K1N 302,

January 5, 1983

I visited your restaurant at noon "on Sunday, January 2, and,was very
disappointed. .I was especially upset because we had visitors from over-
seas with-us.

Thp.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. Obviously, she Aas 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
extremely.hungry by the time we got our lunch, we couldn't eat it 'because
the buns were stale. I didn't say anything at the time because there seem-
ed to be no one,in charge.

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

Yours truly,

(44.0) "41-44,24410 0-71A-d

Questions

1. In this letter, Mrs, Jones is a) making a complaint,
b) saying thank you.
c) asking for information.

2. She a) enjoyed her visit to McDonalds.
b) didn't enjoy her visit to McDonalds.

3. Mrs. Jones came E.! alone.
b) with one person.
c) with more than one person.

4. The parkin lot was a) clean:
b) dirty.
c) full,

5. In the restaurant there were a) a tot of
b) a few customers.

. c) some
6. At the cash, the girl didn't haVe enough a) hamburgers.

b) help.
c) money

!;1)11t I A' .1. up.k. ;Hid B. "Fit zgerniti, Mt.EnttltstEl/psign and nnpfinntnitation oft' eurnmunn'mtjve ESL, coursv fin
fi ;I to.ophinw nikrinn,frls". Paper in.psented '1'ES1, Ontario confervfice, November 1983.

0'1(
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Name

Writing Test

Do either question A or question B.
You may use an English-English,dictionar,y.

A. Read'Mrt. Jones' letter 'again (ReadingTest Part II)
and write a 'reply.

or

B. Read about the crew member: Phil Jackson, below and write a
performance review based on the information.

Phil Jackson
.has workedt McDonald's for two months
is very enthilsiaStic about the job
wants to make a career at McDonald's
sometimes uses incorrect procedures beca.jse he thinks he can
work. faster that way
makes many suggestions
appearance is sometimes untidy. His hair has grown until it
overlaps his collar
has already learned to work 4 stations
his uniform is often wrinkled. Sometimes he wears
brightly coloured socks.
is never late for work
sometimes wears his name-tag upside down
once, forgot to call in sick
doesn't take correction very well

I

.1_

Jr 8
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;Che following example is for the elementary level. Other, similar
tests would have to be devised for higher levels._.,

(1,h Social Contact
oft

Instructor /
/

Learner/Worker's Replies
Acceptable Unacceptable .

1. Opening greetings' ,,,.

1 '0
2.. Self-identification. .

I What's your name? 1 0
3. _How do you se :-.11 your name? 1 0
4. Where do you live? 1 0
5. Which country are you from? 1 0
6. Do you have family here? 0 1

7. How long have you worked here? 1 0
8. Where did you work before? 1 t 0
9. What's the name of your

supervisor? 0 1

10. How do you spell that name ?. 0 .1

TOTAL SCORE: 7 3

(2) Job Specifics 0

A similar outline can be made for the, instructor to question the
learner/worker on his or her job. The questions can be as follows:

1. What's your job?
2. What do you do in your job?

On an -assembly line, for instance?
3. What happens to the product before it reaches you?
4.. 'What do you do to it?
5. What tappens to the product after it leaves you?
6. What time do you start wo..k?
7. What's the first thiiig you do when you get tO your work

.station?
8. Do you get more work done in the morning or in the

afternoon? d.

9. What problems do you have in this job?
10. Who do you go to if you need help?

tr

Source: Center for Applied Linguistics, From the Classroom to the workplace: Teach. ESL to Adults (1983),
pp.83.84. Reproduced with permission.

5 9
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the long term, they hoped that the EWP course would upgrade the reading skills of the

semi-skilled,' hourly-rated workers. Many of these workers had been commission
employees for over ten years and might now find their jobs in jeopardy if they couldn't

pass the safety 'exam. Only one foreman gave listening and speaking skills top
priority, He used the telephone almost exclusively for communicating with the
workers, Ttie union echoed the main concerns of management but also felt that
improved reading and writing skills were necessary for retraining workers to ensuee
job security. The workers themselves wanted to begin where they felt their skills were

Weakest - writing-for the job and for personal use.' Placement tests Partially confirmed

their own assessment of themselves: .writing was the weakest area, reading for

thorough understanding also needed improvement and oral interaction skills varied

widely. Fortunately, the -classes divided 'naturally on the basis. of skills and job
location. While both classes worked on reading and writing 'skills, group A, operating

Out of different location than group B, ptit an equal emphasis on the oral interaction

skills identified by their foreman.

A communications network diagram helps us describe the general language

requirements in terms of communication tasks. It also provides a framework for
asking qaestions and recording and categorizing-, information so that there is an
interplay between investigation and analysis. What similar items we re, mentioned in.

a

different network channels? How many,people mentioned the same communication

task as .a source of difficulty? SinCe many communication tasks overlap 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 tir mechanic, the line supervisor and possibly the union representative

(if continued re4ests for assistanCe'are not met). Understanding oral and written
instructions niight involve contact with the line supervisoryythe mechanic, the union

health and safety person and the personnel manager. Calling in sick usually requires
. ,

communication with the receptionist and with the supervisor, Do several
communicators comment on language and/or culture-relatedproblems associated with

one task`? When :one. channel of communication, reports a problem, do the other
o

channels involVed an that task agree on it as a priority item?

The examples' above illustrate the interplay 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` the interests of curriculum development. Each is in the service of the

other, structurally linker ',ut highlighted at different times throughout the
development and planning of a course.

0

0
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'We begin with an einphasis on investigation informed by' analysis and' by our
future goal of planning an appropriate curriculum. During the concentrated analysis
stage we study the collected data carefully. t'Or thi purpose of writing objectives.
currictflum with overall course objectives and more specific classroom objectives is.
actually hot a static docuinent but rather a working document. Its first form isbased
on the results ol'oureneeds analysis. With the variety of interests to be served in every
EMI) prtogram, inevitkily new interests and needs.,come- to slight as the Course
progresses. Investigation and analysis continue, always informing our choices and our
reflections on the working curriculum. In addition, if we and the 'learners are

D .

evaluating tho regularly throughoUt the course, we. need a curriculum that
can be responsive.' Aiie the original objectives relevant or not? Too broad? Too
narrow? A kee'n awareness of the ongoing and interactive role of investigation,
analysis and evaldatidn with curriculum planning helps to ensure ,ra responsive
curriculum.

Example: Hospital Housekeepers

NOW, let's look at some of the data collected during investigations in a
union/management sponsored course for housekeepers 'in a medium -sized hospital.
The MVP program was initiated by management because supervisory staff noticed"'
persistent difficulties in following instructions and reporting damages as'-well as the
continued use of interpreters in complex personnel and payroll problems. The union-
agreed to the course primarily because they ,saw a need for more health and safety
eduCation. At that time they Were also in arbitration on an issue that could affect the
housek.eepers. The shop steward,,a native speaker of English, 'felt that improved

61.
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language skills would help the housekeepers stay Abreast of the issue. Here is the
communications network diagram that was produced:

-14Ap
Ad44040-- /4444

I
/

Jztlite. Wethe.ta 1144.44.4.:7

The lines of communication most frequently used were with the patients, fellow
workers, the head housekeeper and the shop steward. Although socialiiitig with the
patients,is.not actually part of the housekeepers' job description, this interaction was
the most crequent, and often the most satisfying of all communications. Initiating
comments by the housekeepers could include enquiries about health, family, the daily
T.V. soap opera as well as cheering up and (syniPathizing. In responding 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 s'b rude. you never answer me".) A goodrelationship with
patients relies on an understanding of the importance that attitude, perception and
emotions 'play in communication. In this particular hospital, the housekeeping staff

represented a wide varity of ethnic groups so socializing with fellow workers was
usually in English!' At coffee breaks and lunch the topics of conversation could cover
family concerns, health issues, entertainment (bingo), daily work-related matters, and
current uhion issues. Their relationship with the head housekeeper was such that
communication between them was strictly business. There was little inclination on
either side for informal conversations. Their. corninunication focussed on complaints

about the quality of work, health and safety requirements, scheduling, ordering
supplies, reporting damages. and procedures such as phoning in sick, reporting
accidents and requesting vacation t,ime, . So,' although contact with the head
housekeeper was not as frequent. as with the patient's and fellow workers, the

62
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information exchanged was essential for good job performance. Contact with the shop
steward was especially frequent during the initial stages of this course due to a union
arbitration on behalf of nutritional services workers. This arbitration was followed
carefully by the housekeepers because it invoWed layofft; 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. Nurses did not expect or invite
communication with the housekeepers. The only real contact was that initiated by the
nurses regarding job -dated commands ("do that room first"). Once again,
communication, although infrequent, was crucial for job performance. Of the office
personnel, only the payroll. 'department had any significant contact with the
housekeepers when there were discrepancies in pay cheques. Communicating with
the general public (usually with visitors. about 'directions to the cafeteria, etc.) was
infrequent and not considered a priority area.

The speCific problem areas that were noted during interviews and Observations
fell into four broad categories: job routines, personnel-related procedures, socializing
and informal contacts and communication in the wider community. (The letters
before each item below indicate the source: S= supervisory staff, U =union,

= housekeepers.)

Job Routines .

S, -can't always follow instructions or ask for clarification
S,U -can't read names of materials, so can't order
S,U -not sure of the health hazards associated with materials 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 regulations

Personnel-related Procedures

*-don't understand the procedures for vacation reqUestsS
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 filing accident report

Socializing and Informal Contacts.

E l -don't feel comfortable4ith some patients who want to talk
H,S -can't always respond to patients' enquiries, requests, insults
ff -caitt converse easily with fellow-workers on topics of common interest

Wider Community

H -can't fill out bank forms
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H -have difficulty milking appointments with doctors, dentists

This information, along with the variety of resource materials available from

the hospital and the union, provided ample content for curriculum planning. The
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.

Two classes were recommended with the division based on listening /speaking
skin levels - the skills which were more dissimilar in testing and more frequently
mentioned in the investigations. ;3 sic class could pursue priority content
information in tasks .emphasiiing oral interaction with basic reading skills. The

intermediate level class could use tasks that more fully integrated the four skills with
slightly more emphasis on reading and writing.

In summary, an informal or an in-depth, needs analysis involves an ongoing
effort to collectand analyse data. Through interviews, observation and assessment,
we can get information 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.

3 One reader compiled this list of "rules' from the NCILT and other rettdings for interviewing sponsors and learners:

Rules: Sponsors

1. start at the top of the organization
and have them direct their qubordinates
to cooperate

2. recognize competence of supervisors,

stewards etc.

3. listen for clues to atmospherics,
voluntary cooperation, bonuses for
good ideas, racism, sexism etc.

4. be patient if expectations of learners
are low on part of supervisors,
stewards.

5. "Don't you find that...?"
a bad form of question

1.

Rules: Learners

explain who you are (i.e. you
are not a harbinger of redun-
dancy)

2. tape interview if possible

3. mother tongue an asset Where
possible but requires training
of interviewer

4. keep it spontaneous and flowing
with minimum amount of partici-
pation by you

5. listen with a third ear for what
is unconsciously omitted
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6. "How do 'you teach a new procedure"
a better one.

7. group meeting with sponsors if
possible

8. pre-course questionnaire leads to
more "owner'shLp" of content Lf.
programme

9. sociograms are vital

10. don't forget social language needs

11. get all availablae A.V..materials,

floor plans, brochures, newsletters,
etc.

. 4
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6. start with descriptive (easier)
than analyt4cal (requires more
confidence in self and in you)

7. use situational problems to
wrinkle out info. if necessary

8. back track as necessary

9. avoid prepared questions which can
intimidate interviewee

\10. 30 to 4.0 minutes maximum

.



INTRODUCTION TO CURRICULUM DESIGN

EWP teachers are also curriculum designers as the diagram in Chapter 1
suggests. Curriculum designers determine objectives. for their courses; that is, what
has to be achieved'overalland what has to be accomplished on a daily basis. Designers.
choose the content or subject matter of the course which can include knowledge and
skills about language, the workplace and the community. Designers of curriculum
decide on different ways or methods of getting at 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 consider all of these activities as being part of
curriculum design--so we are taking a broad view of curriculum. These activities do
not occur in a lip' arTashion with objectives followed rigidly by materials development
and then evaluation. Rather, each one informs the-other. When we write objectives,
we outline subject matter to be covered. When we evaluate, we look back to our
objectives and perhaps, revise those objectives 'and the subject matter in light of our
findings.

Who are the designers of curriCuluhis? Traditionally, curriculum specialists and
textbook writers have .been largely responsible for the "activities described above.
Currently, in second language teaching, teachers and learners are assuming more
,responsibility in curriculum design. Together we can discuss and agree on the over all
goals of the course and on individual goals for each learner. Learners can be at le,zst
partially responsible. fir contributing materials to be workied on in class. And with the
teachers, learners can be more active in monitoring the progress of the course through
on-going evaluation.

Por English in the Workplace programs Wye have to add anot:ler player in fhe
design process--the sponsor who also has a role to play in setting objectives, provi(t ng

content materials and evaluating the results.

With the number. of players and the variety of communisation needs in EWP
programs, teachers usually find that a new curriculum evolves dr 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 corresponding 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
or situations might be suggeSted to help place the language teamed in a realistic
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setting. For classroom m terials, teachers often use commercially available textbooks
whichNare geared to the general ESL program.

In an..-ENP program, on the other hand, all the players actively engage in
curriculum design. They can determine the objectives and subject matter most
suitable for the specific group of learners and workwith appropriate materials that are
often' tailor-made for each course. Each workplace and each group of learners ,is
unique. In EWP progradit, We have the good. fortune to be 'in, a position where the
uniqueness of each program is ,seen as a. benefit and as the motivating force for
curriculum design.

In the next chapters we will look at:three curriculum activities:

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

2. developing classroom materials and planning lessons

3. evaluating the.entire process and the results.

Since the 'activities are so interrelates somewhat misleading to *talk about each
one separately. Each chapter has its focus but makes eeference to the other activities
which necessarily complement it.

0
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Chapter 4
DESIGNING A SYLLABUS

When we design a syllabus, we write course objectives. This involves selecting
and,organizing the content for a 'course. As the preceding chapter implied, there is a

great deal of discussion among teachers, researchers and writers On such questions as

who should be setting specific course objectives, when.they si;loulei be set and 'how they

should be set, Some educators prefer doing an extensive needs analysis to determine

the goal of the course and to help organize course objectives in teaching and learning

units. As described in chapter three; a needs analysis forthe workplace would be done

mainly before the course begins and would draw on as many information Sources as

'.'possible so that till the. Participants in the program contribute to the design of the
syllabus. Other educators feel that the syllabus should be much less predetermined.'

They see teachers and learners developing and evaluating goals throughout the course

so that the syllabus emerges as the course unfolds. For them, the syllabils itself' is-

process of defining, analysing and treating needs. In this approach to syllabus design,

a needs analysis is not a preliminary step carried out. by teachers and 'coordinators'.

Rather, it is an on-going activity that teachers and learners are engaged in throughout

the course. The needs and the desires of the participants become topics of. titgotiation

in the classroom with decisions,made jointly on how to fulfill them. F,W13 courses htive

been run successfully on both bases although more often syllabuses are designed by

drawing on both models. For instance, if' the sponsor of a Program has very definite

aims which can be realistically incorporated and achieved, then we 'begin that course

with some predetermined outcomes in mind. This does not eliminate the emergence of

new objectives but rather forces us to integrate the original and the developing

objectives. As the preceding chapter on needs analysis indicated, the process, of

writing objectives is an interactive one: investigation 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 interplay between analysis, objectives 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 paycheque is

incorrect is the day to begin working on the problem. It is often in these specific

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

ti 68
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learning of coping skills can be achieved When we respond immediately, we
acknowledge the ability pf the learners to identify, what is important to them arid
'provide an opportunity for them to exercise some of their controlling interest in the
course. EWP teachers often act on the belief that their first obligation is to the
learners. Responding to Anna's paycheque problem as alanguage learning activity for
the whole class is one expresssion of that belief.

Writing Objectives .

.° In many .EWP programs, sponsors andfor educational institutions ruest some
statement of course objectives either formally presented in a written report or
informally agreed upon in discussion. Even if the sponsors do not make a specific
,request, it is important to show them the course objectives before classes begin. We
can:get.their confirmation and assistance before further detailed drafts and classroom

aterials are developed. Equally as important, we set their expectations for
improverdent in the, learners' communication.

The syllabuscan be formal or informal, fine-tuned or roughly outlined. The
shape of the syllabus depends On its purpose as well as a variety of other factors such as
personal preference, time limitations, financial arrangers tts and the demands of the
sponsors and educational institutions.

Syllabuses can have different purposes and different audiences. For instance, a
syllabus can be.written for a course that will be offered repeatedly to similar groups of
learners. In this case, the syllabus is for the future teachers of the course and usually
is designed only, after several .coursea have been offered and objectives havie been
priorized. An example is A Curriculum Outline for'an ESL Program for Adults
Integrating Office English and Typi4 by Laylin and Blackwell.(1978) (for an excerpt
see page 64). This type of Course i8 usually offered .at the pre-vocational stage,
althdugh its orientation is to a specific worksite. With information from. a needs
analysisa syllabus can be written before a course begins by the teacher or an outside
designer. For instance, in .a program for city hall property department workers, the
local board of education received funding to carry out a needs analysis and design a
syll;bus two months prior to the course. In this case, the syllabus was designed to

"indicate the objectives and thexontentto be taughtt. In other cases, rather than offer
objectives for teachinK in the clasSroorn, a syllabus could be designed to help the
teacher write materials' for a course.

A syllabus for a workplace. sponsor could be simply a list, of thescommunication
tasks that have been identified as problem areas (socialize with customers, get meal
orders from Tatients, etc.). For some teachers this rough outline is sufficient for their
own teaching purposes. Other teachers prefer to break down the task objectives into
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smaller units so that they can develop classroom materials and activities with a
specific focus.

Examples of Workplace Syllabuses

Since there are many ways of stating objectives, let's examine a variety of
sy)tabuses 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 ask ourselves are: What subject
?natter is chosen? How are the objectives categorized? Is 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 for female

textile workers.

1. Functions
Students should be able to:

I) communicate effectively with super-
, visors, office personnel, co-workers

and other support staff in the .job set-
ting;

2) deal with the broad range of job-
related problem situations; -

\.2L) identify and carry out daily work re-
sponsibilities and procedures in re-
sponse to direction, and demonstrate
knowledge of specific job-related
terms and expressions;.

4) identify wage policies and benefits.
and calculate earnings;

5) identify functions, procedures, poli-
cies, etc, of the company;

6) provide information about selves
and family;

7) demonstrate understanding of equip-
ment and materials (functions,
operation of. etc.)

8) describe problems and procedures
related to machine/equipment main-
tenance;

/

9) participate in informal social ex-
changes:

10) identify and understand work-
related forms daily earnings
slips. work orde'r cards) and other
written material;

11) fill out work-related forms (e.g.,
time sheets, requests for standard
checks) and write other information
as required.

11.1 Enabling skills

Students should be Able to:
1) form questions (e.g., -request permis

sion, assistance, clarification, in-
struction, make inquiries, etc.)

2) respond to questions and make state-
ments of explanation and clarifica-
tion;

3) respond to directions appropri-
ately (i.e., demonstrate comprehen-
sion);

4) produce structures which result in ad-
equate communication (i.e., use
proper, verb tense, word order, etc.):

5) produce language with a fluency
(i.e., pronunciation, rhythm and
stress) sufficient to ensure compre-
hension;

6) identify relevant written language;
7) write relevant language;
8) use lexical .items and idiomatic ex-

pressions appropriately (i.e demon-.
strate understanding and produce);
express themselves appropri-

ately in informal social exchanges.

9)

Siairce. Jan Lay lin, "An approach to on.the-Jab learning," Teal Talk, 0(3)(197H), 39-40. Reproduced with pertglis ;ion

of Twit and the author.
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Some' teachers preferao jump right in by choosing one of these objectives 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 (listening, speaking, reading or writing). They prefer this very loose
organization 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 mote d6tai led orgAnization of th syllabus.

GiVen, the time an money, me teachers refer to categorize the objectives so
that they can plan units o work ore easily: Fo the Levi-Strauss course, the teacher
amid materials writer Jill 'Bell lists the follow ng job-specific Objectives that were
identified by the learners and,other employees:

The specific topics identified,by the students and other employees as
being necessary, included:

thorough knowledge of job 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
phoning in sick --rexplaining that on' had not understood instructions
handling minor social problems such as refusing a request or
apologizing for an accident
handling rebukes 2rom supervisory staff
various types of orientation information including the payroll
system, health and safety, etc,

Source: Jill Be II."The Levi Strauss protect: Development of a curriculum,"T(isl 13(4) (1982a), 87. Rekoduced
with permission of Test and the author.

When she prepared the materials for the course, she develop( d five ections 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 structtiral patterns and motivates learners by raising
passive knowledge to the active level (Bell, 1982a). After establishing this base, more
speC5c job-related topics were covered.
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Outline of topics covered
The materials 'are designed in five sections, to be taught sequentially.
Each section breaks down intwa 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 language. It
aims to activate the passive knowledge which many 'students will
have and thus increase their confidence in their ability to learn. It
also familiarizes the students with the learning techniques 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 fin the work to
be performed correctly and efficiently and reinforces the social
Conventions covered in Section Two.

Section Four concentrates on the- use of langtiage on the job,
applying previously learned structures to the situation on the factory
floor. It also provides orientation information on company policy in
areas such as safety and sickness.

Section Five deals Nal , the use of language in high pressure
situations such .as disagreements, or discussions. with superidni.
Orientation information on quality requirements and the payroll'.
system is also introduced.

Source: Jill Bell, "i'he Levi Strauss project: Devlopment art curr\culum,"Tes1 Talk, 13 (41..0823). 89. Reproduced
with permission orregland the author.

Looking solely at job-related communication, the Center for Applied Linguistics
in Washington D.C. offers these categories for organizing objectives that are common

I

to many vocational ESL courses:

Language used in routing 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, helping others,
keeping records, following safety regulations

Language for flexibility 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, holiday& leave, fringe benefits; us-
ing the clinic and credit union; discussing grievances

Source: Center fir Applied Linguistics, "From the Classroom to the workplace: Teaching ESL to Adults" (19831,
pp. 81.82. Reproduced with permission.
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The examples of syllabuses we have looked at so far were written to describe
courses or were meant to be used as reports to the sponsor. In the next example from
Lay lin and Blackwell, the syllabus was written as a guide for the teaching itself. In
their course on office English and typing they chose five "communication skills" which
were required of most office workers. The example on page. 64 is from Meeting with
Instructions and DirectionS" and illustrates one way of breaking down dye all
objectives into manageable units.

Now let's look at some overall program outlines where objectives have een
organized by themes and topics.

The Centre for Labour Studies at Humber College in Toronto describes the goals
of its courses as the development of the four language skills with the important
addition of building learners' selfconfidence (see gage 65). The subject areas of work
and the laver community are organized thematically, with subtopics entifying more
specific issues. The classes in this program are union sponsored and promote a pro-
worker attitude. T "andsubtopics 'reflect that approach in encouraging awareness and
understanding of rights as well as procedures to follow to protect those rights. 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 learners select topics that
are of interest for development in the classroom or topics that relate to needs identified
in pre-course investigations.

Using this outline as guide for the grammatical component of a course, we may
and that it is too heavily weighted with verb tense practice and too rigidly defined.
Perhaps a'more organic or evolving development in :the 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 example, 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
Freire, a Brazilian edtkator and theorist, based his method of teaching literacy to
ldults 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 through the practice of analysis on topics of
common concern and interest.
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a. malinvelfWinstructinna and Directions

1. Learning Objectives o

a. giving,instructions

b.,following instructions

.c. asking questions of clarification

d. providing clarifying information

2. Structure

a'. imperative., e:g. "Switch the machine off."

b..prepOsitions, e.g. "The supply room is next to
.1 1 'the personnel office."

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

question formation:
direct -'flow many copies of this -report do you need?

indirect - Could you tell me where the Royal Bajk is?

3. Content Areas

a. changing a typewriter ribbon

b.. operating office machinery

c.. setting margins

d.making a long-distance call

.,0-2 performing general job duties in an office

f.. operating a switchboard

g. using a phone with more than one line

h. locating office supplies.

4. Classroom Activities

Listening a...repeating oral or taped instructions

b. answering questions about instructions

c..carrying out instructions

Spell:in: a. explaining to another student' how, to do scAething

b. asking clarifying questions of anotheris'astructions

Reading: a. completing worksheet based on written instructions

b. carrying dut written instructions

Writing: a. writing a series of related instructions or,directions

b. writing a letter or memo giving instruction/directions*

5. Classroom Aids'

a. written instructions for office equipment

b. a variety of office equipment and supplies

c. a map of the business area of town

d. access to a switchboard

e. access to an inter-office phone system
to

f. floor plan of an office.

Source: .Jan Lay lin and Margaret Blackwell, A curriculum outline for an ESL mile.= for adults intuiting
office English and tykint (Vancouver: Vancouver Community College, 1978), pp.8-9. Reproduced with
permission of Vancouver Community College.
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ENGLISH AT THE WORKPLACE COURSE OUTLINE

General Description .

To develop English language skills relevant to the work situation and for
general competence:
Specifically (a) to develop listening and speaking skills and the ability to
verbally communicate work-related problems to bpth management and union
officials.
(b) to develop reading and writing skills, particularly those related to the
workplace and to union procedures.'
(c) to develop self-confidence to enable workers to better assert themselves at
word and, within their union. -,

Course Outline 10 weeks

Engliph at the Workplace is concerned with the functional method of language teaching.
Classes are conducte&around particUlar themes relevant to the students, and the appropriate
grammatical structures are then built into these themes. The majority of units focus on the
theme of work with some additional themes of more general relevance.

EXAMPLES OF
STRUCTURES PRACTICED

Goals:

HEME

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 workplace

Work d) Communication in'the
workplace between employees;
employees/ernplOyer;

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 & Safety discussion
of procedures to follow, awareness of
rights

8. Work Ill' Out of work UIC, job in-
, terviews, etc

9. Family Life Family tree, routines,
cultural background, leisure time, etc.

remembering the experience of
immigrating to Canada

10. Housing renting, owning a home,
community awareness, etc.

1 1 . Consumption basic necessities for
well-being; information about goods
and services

12. Immigration & Citizenship
understanding laws, electoral

,systerri

Descriptions: tenses (Present
continuous)

Tenses interrogative forms

Habitual present and present con-
tinuous tenses; Telling time.

'I

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;

c,.
Future tense; Infinitives

Future perfect tense; Idioms

Passive voice; Indirect speech;

Source Centre for Labour Studies, I-lumber College. Reproduced with permission.
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RWICS A. IIEFiCRIIIIVE

FAIPLoYMI:NI

AND

IAT.MPUJIMENIf

Looking for a job, applying for
a job; job interviews.

Different kinds of jobs.

CONDITIONS

of

WORK

rates of pay

Wage$e- calculations
- minimum wage

Benefits

Health and Safety

WORK

B. PROBLEMATISINC

Obstacles to finding employment.

Unemploymelt

Rules and 14 gulutions of U.1.C.

*lying lar U.1.C. benefits

Under - Employment

The euvloprent situation in city,
province, Canada as a whole.

Limitations of Employment
Standards Act: -

- Wages vs Purchasing Power.

- Hazards to health Safety.:

- Job & Income insecurity.

C. ALTERNATIVES

Job creation, Training and
ungruding,

Legislation - political
options.

SOCIAL RELATIONS

.at
r.

WORK

Relationship. between workers

themselves.

Relationship between workers
and management

Labour Relations Ad

Causes for divisions between

workers.

- Communications between Workers and
Management
a) general barriers
b) in Union Contracts

Organization of Workers

More active participation in
Labour Unions.

Effecting change through the
political process,

(Remembering that Workers
have a hBtory).

IV

WORK AND SOCIETY

Goods

Raw materials and their trans-
formation into the finished

products

Services

Profits -

- alienation
- consumerism
- overproduction
- waste

- pollution

Working towards change and
a better economic.order.

Source: ESL Core Group, Themes for learning and teaching (Toronto: ESL Core Group, 1979), p. 191. Reproduced
pith permission.

J.4

A similar three-step process drawn from a literacy approach popular 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 direction of Deborah Barndt.. In each

of the five units the themes and sub-themes are developed according to

methodology of looking at, analysing and then acting upon experiences. As outlined

below, each unit has a tool to help explore the theme, to asgist teachei's and learners in

doing their own needs analyses and to serve as a mode, for developing their own

materials.

It

O

i)
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TOOLS
c

"History Book"
(Stories)

\---..
°

"Photo Packages"
(Photographs)

.

"Radio- Novels"
(Audio TapeS) '

, .

. , °

"Cartoon. Card Game"
(Drawings)

f

9

"Day in the Life"
(Poster)

, UNIT THEMES
.

OUR HISTORIES AS
IMMIGRANT WORKERS

.

OUR JOBS WITHIN
OVERALL PRODUCTION
(OR SERVICE) PROCESS

.
,

. OUR WORK RELATION-
SHIPS (WITH MANAGE-
MENT, PUBLIC,
WORKERS, UNION)

.. OUR WORKING
CONDITIONS

I IMPACT OF OUR WORK
' ON HOME LIFE AND

COMMUNITY LIFE1

SUB-THEMES ,
.

Personal immigration histories. why we
came to Canada

Comparing jobs there and here
Contribution cif immigrant workers to

Canadian economy
Job interviews

Job descriptions, tasks (technical
language needed on job)

Step-bystep review of production process
Decision-making and communications

structure within workplace ..

Relations with supervisor
Client relations
Relations with other workers
Union

-
.

Wages and benefits.
Health and safety
WCB/UIC ,

Upgrading/educational opportunities

Double day: outside work, housework
Banking/shopping
School/doctor
Community activities

Source: Deborah 139-rndt

(

One question we can ask is how a needs analysis fits into the design shown in
these last three examples. During the needs analysis we look for communication
problems that are evident in the way language is used. At the same tisme,,we are also
building relationships within the sponsoring organizations. Every Workplace
program, irrespective of its teaching and learning methods, benefits from a healthy
relationship with the sponsors. As for thespecific 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 responsibilities 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 particularly conscious of allotting time to deal
specifically with communication tasks.
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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 personalareference,'program guidelines, preferred methods and the types of needs

identified. If we choose 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 overall course objectives must be further specified into teaching and learning
objectives.

For example, let's look at what is involved in teaching and learning how to call
in sick. To perform this task, learners have to be able to:

LIST/SP. READ WRITE ASSOC. TOPICS

CALLING IN
SICK

1. identify parts of body

2. identify common ailments

3. talking to receptionist/
switcnboara

4. report/respond about illness

5. understand/give information
about return

6. end conversation
- understand signal to end
- use appropriate formulas

V'

'// Work Environment
job illnesses
associated with
light, temperature,
noise, ventilation,
etc.

subStances used

- feelings about
work: common
problems and
feelings

cul ral factors at
wo k

( .g. degree of info
//appropriate to give

about medical
conditions)
right to privacy

. need W. learn how

to make a. general
statement without
going into particu-
lars
need to learn to
cope with inappro-
pr dte personal
qua tions
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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 can4design 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 usefill if these tasks are presented in a topic or theme format.

REPORTING

AN

ACCIDENT

1. identify parts of body
2. identify common accidents
3. explain why accidents occur
4. offer preventative action
5. describe procedure:

who to talk to
forms to fill out

6. follow the above procedure
in example:

call/explain/form

LIST/SP.

,/'

READ WRITE ASSOC. TOPICS

Health.& Safety:
- calling in sick
- government/union

ffesection &

feelings at work:
common problems
stress at Work

- workman's compen-
sation

REQUESTING,

TIME OFF

1. identify days of week/dates
2. identify times of day/hours
3. ask for time to talk -to

supervisor
4. make bequest
5. give reasons
6. understand/respond to

hesitancy.- persuade
7. understand /respond tp

refusal or acceptance
8. give appropriate thanks/

regrets
9. end conversation

I

common reasons

flexibility of
job; other
schedules for work
reasons for
refusal: under-
standing the
syatem

- their job schedules:
shifts, change of
jobs

INTERPRETING 1. identify numbers/amounts
PAY SLIPS of money

2. identify dates/month,
day, year.

3. describe wage system
- salary/piecework/hourly

- cash, cheque, bank deposit
4. be familiar with computer

format"- boxes
5. identify boxed items: UIC,

CPP, Income Tax, Union
6. calculate their wages for

day/week
7. identify overtime calculation

advantages/dis-
advantages of Tay
system
shifts: dis-
advantage of schedul
overtime: frequent,
desirable, law-
related issues, how
requested, conse-
quences if refused
deductions: benefit
plans, use of taxes

REPORTING 1. above
A PAY 2. ask for time to talk
PROBLEM 3. explain problem & give

proof

4. understand/respond to positive
and negative from authority

5. if negative:
- check Calculation'
- consult union rep

holiday & vacation
pay; adequate or not

- disposal of income:
budget, banking,

savings/spendings
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SOCIALiZING 1.

LIST/SP.

understand/produce, greetings

farewells, compliments.

2. identify members of tamily:
age, school, work

3, talk about their own history:
arrival, why to Canada,
country, language,
work history

4. talk about daily activities
and getting to work:

transportation, cooking,
shopping, parenting
(dayVare), weekends

5. complain, request in social
situations as needed

6. . identify cultures and

attitudes toward other
cultures

READ WRITE ASSOC. TOPICS

Leisure:

activities
- amount of time
desirable: how
to get more
leisure time

RESPONDING

TO ENQUIRY
RE:

BEHAVIOR

(Example: late)

1. .tell time

2. identify hours of work:
start /finish

3. identify common
.,reasons for being late

4. describe procedure
- who to talk to

5: understand /respond to

supervisor enquiry.

6. state reasons why

7. indicate accept/ ,

reject penalty I

/
I,

v./
- concepts of

time and social
behavior

cultural

differences re:
time

,
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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 others
like the following:

HOSPITAL LIST/SP. READ WRITE ASSOC. TOPICS

SOCIALIZING 1. understand/produce
WITH PATIENTS greetings, farewells,

compliments

2. enquiries re: health
that day, compliment,
cheer up, sympathize

3. recognize/respond to
requests for assistance

4. understand /deliver,

messages

V

\z'

- feelings re:
hospital care,.
long-term illness,
fear of dying, etc.,
to better underst9d
patients

part of body

- line of command ,re:

delivering
messages

TEXTILE LIST/SP. READ WRITE ASSOC. TOPICS

REPORTING 1. identify parts of machine
MACHINE

BREAKDOWN
2. identify possible mal-

functions

3, call/get attention of
floor lady

4. describe the malfunction

5. request repair/help

6. persuade/insist if
response is negative

7. fill out form:

relate sequence ofevents

z
- piece work

. ; technological
change

- pace of work

machine .&

body stress

- faVou4tism

- production
process

6

HOIL7I, HOUSER LI

MAKING 1.

ENQUIRIES

2.

interrupt/get attention
with enquiry:
, "excuse me, can I clean

the room..."

understand/produce time
related phrases:

not now, come back
later, hour or two

v

../

,,, - interrupting:

sozial behaviour

VOOMMILOMINIII*M414111.6110.10,

81
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It 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 in a

variety of ways - some as grammatical 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 the 'se syllabuses do not illustrate. They awe 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

classroom activities incorporating these four aspects) Looking back over .these
syllabus statements, we should keep in mind that most of .them are really draft
documents and, in practice, change and are adapyd with each new group of learners.

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

incorporate the objectives and enable the learners to become competent in all four

aspects of communication.
I

Looking Ahead to Activities

The language level of the class or group determines whthh 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 prpvide

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 siniple

Is Tuesday a good day?

Which Tuesday?

January 12th.

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

For the 'remaining teaching/learning items (making the request, giving reasons,
responding to the answer), we can set easier listening and speaking exercises which

introduce one or two forinula phrases such as "Could

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

1 For materials/activities which Incorporate sociolinguistic aspects, see Chapter 5, pages 41.83, 88, 95, 102,

103.105. For discourse aspects, see pages 84,86, 86-88, 89-91, 95, 100, 102-103. For strategic aspects, '* WWI'S 4l,

8,1, 88, 1'03.105.
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of supervisors' responses and more persuasive comments. in case of refusal. For
instance, as a listening exercise learners might listen to two taped dialogues, one in
which the worker gets a positive response to a request for a day off and the other a
negatitre. In small groups' they can try to identify tWo or three uses of language that
account for the response. They can be instructed to listen to how the conversation
begins, the tone 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 negative
dialogue and then present their version to the whole class which then decides if it
would be successful or not, Basic and intermediate classes differ n'Ot so mucli in the
number of' teaching/learning objectives covered but rather in the depth in which they
are explored. The same objective can be tackled by a basic and intermediate class with
more difficult tasks set for the latter. For mixed level classes, these examples could be
applied for basic and intermediate,learners 'working in groups.

English for Work, a curriculum from British Columbia's Ministry of Education,
does .precisely this in setting teaching/learning objectives and devising lesson plans.
l'kere is a sample from the module on "DealLrig with job-related problems: spec 1

requests." The overall objective for the module is written in terms of a task-orien ed
goal:

40

OVERALL OBJECTIVE:

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

FUNCTIONS:

1. Describing a Future
Action:

"My mother and father are arriving from Lebanon
on

2. Requesting Permission: "Could have the day off, please?"

CULTURAL NOTES:

1. Granting time off for personal 4tters 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".

3. When getting supervisor's-attention, greet him by name.

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

5. What the worker considers a matter of personal importance (e.g. meeting

a relative at the airport) may be of no consequence to employers.

Source: English for Work 19g2). p Province of Ministr of Education, Continuing Ethictition
4'Ictor1;1, 161)1'1)(11,1(141 ,tt.ith permission.
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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 task is accomplished but

V

with different vriphases.
The parti lesson plans on page 76 are supplied for each teaching/learning

objective. They give instructions and' ideas for classroom activities that provide

practice in the language components related to the performance of that task-oriented

goal.

In the next chapter we wilnsicier 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 ale always informed by our view of the teacher's

and the learner's roles. In a workplace setting the sponsoring organization(s) :also has

a*key role to play as does the specific resource' material provided for us. Since these

roles are'crucial in determining how our classes will operate, let us look at the possible

respon;ibilities of each player as outlined on page 77.

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

pro a s we can work cooperatively with the learners and the sponsors in this

pro ess. As language teachers, we operate in the broad framework of communication.

In designing a syllabus for communication needs, we integrate knowledge of the

workplace and- ithe community with language skills. In the latter, we join the more

familiar gr matical aspect of langUage with its sociolinguistic, discourse and

strategic a ects. In the next two chapters, these four aspects of language and the

" roles outli ed abc will be illustrated in suggestions forclassroom practice.
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LANGUAGE tOMPONENTS

LEVEL 1:

Function Objective

Describing Future 1. Make a statement
Action about an event in

the future,

Attracting
Someone's
Attention.

Requesting
Permission

1.. Use polite forms

to attract
attention.

Structure Vocabulary

N + Ving and com-
plement

My mother and
father are coiaing

--countriet
from Lebanon on
Friday.

Exruse me .

Pardnn me
' What 's it 7----

family names

possessive pronouns
,e.g, my, our

1. Request permission
and understand
yes/no replies.

2. Request permission
to borrow some-
thing.

Could I have the
day off?
Yes, I glss it's

0.K,
No, I'm sorry.
We're too busy.

'Could 1 borrow classroom
your ? e.g. pen,

days of week

forms of address

Mr., Hiss, Ms.,
Mrs: vs. informal
first name.

day off

too + adjective
e.g. too busy

homework

objects
dictionary

LEVEL 2:

Function

Requesting
Permission

Respond to
Affirmative

and Negative
Replies

Objective

1. Ask boss for time
off.

1. Ask boss about his
decision and'undere

stand yes/no
replies.

Make Suggestions 1. Use can't and
couldn't as forms
of suggestion.

mina&

Sound': l',111/1ish for Work I 1982 ). 1).13.2,3, Province °F BA!. Mivistry of luention, t! mlinuuitg Education DiVision,

Vwtoria,

Structure

Could you spare a
moment?

Would it be

possible?
I understand t

That's not possible
because

Ctn you give me

Have you had time
to think about

?

Couldn't you ?

Can't you

Vocabulary

spare a weent
have a word
request
causes

short-staffed

eXnected

personnel

611
LEVEL 3:

Function Objective Structure Vocabulary

Requesting 1. See Level 2 See Level 2 See Level 2
Permission

2. Develop strategies I realize , treating

and create follow- I appreciate deserve
up dialogue for:

- positive response 1ITTnk .

- negative response You told me to
from supervisor.

NOTES TO THE TEACHER

Objective 2 in Level 3 provides a useful opportunity to discuss subtleties
of raising a difficult point. Consider feelings, consequences and how these
situations might be handled in students' countries.

Intonation is significant in these kinds of situation.

e.g.: "Could I have the day'off?" is acceptable intonation.

"Could I have the day oN: is not acceptable and creates the

impression of a demand rather than a request.

similarly in Appendix 0, correct intonation is very important when George
asks for an explanation.

"Can you please tell me why?"

vosomorl

4 Irm,f
v G' d, 0 4ULM



SAMPLI LESSONS FOR THREE LEVELS
-

DEVICES LEVEL 1 . DEVICES LEVEL 1
.

LEVEL 1

. picture of
parents at.

airport. qapt
calendar

,

LEVEE 2 AND 3

1. Enabling Cbjective: Describe future actions, LEVEL 1 2. Enabling Objective: Attract someone's attention.'

.

' Procedure:
,

. pop bottle
or

. bean bag

*I,

. picture of
airport

teacher -made

worksheet of
dialogue with
blanks

LEVEL 2

.

Procedure:

.
Show students drawilg of George's mother and father arriving

at the airport. Gi e them some background information using

map and calendar.

If students can make "wh" questions, have them ask instructor:

Who is caning? .

Where are they coming from? .

When are they coming?

Use answers to create sentence:

My mother and father isre coming from Lebanon on

'Friday.

, Review vocabulary for family names -

brother, sister, aunt, uncle, etc. .

Flash cards with one name per careare useful,

. Extend this basic sentence using cue words from students:

.brother, Fiji, Saturday
grandparents, Hong Kong, Tuesday ,

Students Wok in pairs using "wh" questions from above to

make new sentences,

,
Expand with singular form and possessive if appropriate.

My mother's sister is Coming
.

/

1

.

.

,
.

. II

......__

. Have a more fluent student attract your attention using:

Excuse me .

Respond with reply:

Yes , what is it?

. Make list of names of other people (instructors, custodians,
secretary) for practice.

0

, Have students practise with one another, alternating between

"Excuse me" and "Pardon me". Use of a bean bag or pop bottle

can add some fun to this simple activity.

3. Enabling Objective: Request permission and understand

Appendix A,

5 and C.

.

Appendix D
. Dyad Activity

(Appendix E)

language master

cards

LEVEL 3

affirmative and negative replies.

Procedure:
.

, Show picture of George's parents, Review statement of this,

. Draw picture of George talking to supervisor. Role-play

dialogue.

G: My mother and father are coming from Lebanon on
Friday. Could I have the day off?

S: Yes, I guess it's O.K.

.
Have students practise questions and answers in pairs.

. Return to nict,re and statement, and question. Add new

response, '

'3: No, I'm sorry, We're too busy,

. Read whole dialogue from4lackboard. Divide class for roles.

As practice continues, erase ono .r two words at a time

until onlyoone or two words or.!r line remain, Students go to

blackboard to fill in mir.sing words.

.
Have students fill in worksheet with blank spaces in dia

logue.

.

,

. Phrase Sheet
(Appendix F)

Sourer: ( 19821,11,13.4,5, Province of R.('. Ministry °FP:duration, ('orit inning Education I)insion,

Victoria,

At rkrH':
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Role of t' earner
to W011. itively with teacher and Li How

learners in assiwied tasks
to seek out opportunities to use lanni;age learn-

ed in the workplace
to report on the successes/failure,, of the ap-

plication of classroom learned material to the
workplace

to evaluate classroom activities according to in-
terest and value in terms of usefulness

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 union

to inform all levels of management and union of
the class preferably through personnel 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 encourage 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 ofleacher to in-
clude the responsibilities of consultant,

to select the learners 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)

Role of the Teacher in class
to integrate the communication needs of the

learners and the sponSoring organizations
to provide resource materials appropriate to the

,identified needs
to design learner materials (to accompany the

resource materials) which will engage the learner
in communicative tasks

to provida a learner-centred environment

- 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
language development

to encourage a non-threatening atmosphere
- to recognize and make use of the past experi-
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

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 rnanagerrfent/
union to inform and promote the class

to arrange meetings with the teacher and the
immediate super
workers involved
classes and work
for the needs ana

to appoint one
responsible for th

isors/shop stewards of the
to establish the link between
lace and to obtain information

ysis
r more persons who will be
EWP program and to whom the

teacher can comrrlunicate 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 educational
institution with equal but riot 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.)
- to provide blackboard, 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

0-- to provide opportunities for real communication
in tasks designed to engage learners in increasing
their content and language knowledge

to reflect the language level of the learners as
they progress

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



Chapter 5
DEVELOPING MATERIALS

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
unpredictability 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 commercially 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 reading 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 teachr are responsible for integrating

the sponsor's demands, the learners' desires ,And the educational institution's
requirements in materials that are individually suited to each course.

Accommodathig the Learning Environment

Before looking at examples of materials, let's define the learning environment in

worlplace 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 different

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. In 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 they also take pride in telling others of their own
responsibilities. This type of activity i3 especially effective for building self-confidence

5 0



79

and for developing a sense of community in the class by encouraging mutual respect
(Sauve 1982a).

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 teachers have tried short physical
exercises for relaxation and for setting a different pace for learning. Other teachers
suggest a few minutes for refreshments so that people can re-orient themselves as well
as socialize before they tackle concentrated learning.

Irregular Attendance

Irregular attendance is another factor to be considered in any pre-planning. In
small industries layoffs, overtime and shift changes often account for classes of twelve
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
learners' 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
return to class. People who rotate days or shifts ght come to class on their days off or
even when they are laid off (when the company allows it).

Unexpected Problemson the Job

We can deal with the unexpected at the level of lesson planning by thinking of a
lesson as a complete unit containing a number. of tasks. If our plans for a lesson
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 misunderstan.ding
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 provide a model for other, similar tasks such 'as requesting time off.
With 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
topics and tasks.

9'
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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 is a mixture of language competencies. Some learners may need
literacy or even pre-literacy training while others may be alile 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 writing, there may be a wide

range of interests and competence in these skills. This was precisely the situation in a

course for Municipal workers. Although reading ,skills were fairly similar, writing
7skills varied from two men who had never tried to write in English to those who were

responsible for writing reports. Group work is an effective way of handling such
diversity, .For example, oral work on reporting an accident could include small group

discussions on what types.of accidents 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 either 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, theii

they can fill in Only, certain sections, or they could work with a teacher-prepared

simple form like thefollowing:

ACCIDENT REPORT

NAME: .

DEPARTMENT:

TIME of accident:

LOCATION of accident:

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

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

Cl 2
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classroom. Corldering 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 can also learn how to assess their own progress 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 course to their
perceived needs.

Language for Interaction

If we see m ningful, appropriate communication as the primary function of
language, then o classroom practice should present language as communication and
stress the, tnte action 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 I...? Would it be possible...?) to
learners making a request by deciding who they 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
difficult to get along with and when the best time is to catch them in a good mood. If
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.
They 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 employ,ees on holidays, etc.
Depending on these factors, what kind of request do they want to make? Our 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
outcomeo that they must listen to tone of voice, hesitancy, reactions, etc. Having
analysed These dialogues, they can be more sensitive when they pr6duce 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 basic level canmtt talk about the situation in such
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 introduced 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
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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 variety 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 gi sense creating materials 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 befor
deciding what to way.

Dialogues

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-scripted dialogue for

hospital housekeepers to help them socialize with patients:

(basic level)

Housekeeper: Hello, Mrs. Darnell, how are you today?

Mrs. Darnell: A little better, [ think.

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

.1

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 repeti,tion 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) or 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.

Another way to work with a dialogue is to focus on meaning rather than form so
that we encourage 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? Wq want learners to think about these 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

94
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and often has difficult nights but is basiCally a.friendly person. If we use a partially
controlled dialogue rather than a fully controlled one, then learners have to look for
meaning before they can express themselves. Grammatical-accuracy is not the focu's,
but rather understanding what was said and deciding how to respond. In the example
below, learners work in pairs, one taking the housekeeper's part and. the other the
patient's part. The dialogue begins with a single "Good morning". Then each person
has to decide which line would, logically folloW that opener. 'faking turns, the learners
choose one of the two responses that makes sense.

ti

Mrs.D: -What'?
-No. I didn't call the nurse.

Mrs.I): -Is breakfast ready?
-Not too bad. But I
dicrn't sleep again
last night.

Mrs.D: -1 can't eat right now.
-Yes, it's nice to see the sun:

Good morning, Mrs. Darnell

I said, good morning. flow are you?

-f was sick yesterdi j.

H: -Oh, that's too bad-. But it',s a
sunny day today.
-I have to clean your room.

Another possibiliiity with a partially controlled dialogue is to leave the final
response blank so that learners have a chance to 'choose their own response.

Mrs.I): Maria, help me get out of bed, will you?

H: Wait a minute and I'll call the nuese.

Mrs.D: I can't wait for her.
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In groups of two or three, learners can decide what they want to say with either 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. DarneIrs

Own voice by using their experience_ with patients to recreate a character they already

know. Their dialogue can be more of a tole 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 learners 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 appropriate response thfit,

communicate* meaning in context - a more open-elided task.
A

In these tasks, language is presented not as a closed system of rules and
behaviours but rather as a dynamic, interactive one. When we talk to other people, for

. finstance, we are constantly interpreting what we hear so that we can respond or

choose how we should say things. Here is the unprecl'ictability of language. \Ve as

native speakers can cope with, it, but our learners have to recognize and develop the

confidence to do the same. Learning language as communication is learning to

operate in a dynamic situation where we are continually thinking about what \vas said

and deciding how to respond. These abilities have beau called interpretation,
expression and negotiation (Breen and Candlin 1980). IT we view language as an open,

dynamic system then our teaching/learning situations should be the same.

SOURCE MATERIALS

Photographs

Depending on the communication needs that have been °identified in initial
investigations in the workplace, we can develop tasks based on the source materials

we have gathered. For instance, supervisors in a small manufacturing planticomment

that they often feel that their instructions regarding production are riot ubderstood.

Since following instructions-requires an Understanding of context,. we could begin with

the p'roduction process. l'hotogr,,phs of the entire process can he used to help learners

,see where their particular job fits in.

-
r

We might begin with an intermediate level ,,lass by asking a snip!l group tO

identify the steps in the prcduction process and note the steps they are involved in.

9 ti
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STEPS . Names of people involved in each step

4.1
i

I

Then they compare their steps with those in the'photos to ensure that every important
step has been covered. .Naming the steps involves technical, vocabulary, and
seq -in6 markers such as "first", "then", "after that." At ti more basic level, we

begin with the'photos and have them sequenced before moving on to oral work
0that would ,,acne the various steps. See how ally of the steps they already know by

working orally with the whole. class or with learners in small groups. To 'fill in the
remainder we could have a more advanced worker review the prOc'ess with them so
that listening skills would be used to coniiplete the task. Learners would be listening
only for the specific information they themselves need. Requesting repetition and
'clarification could be practiced beforehand, so that im,portant.iriformation will not be
missed. if we feel'that sequencing or naming needs to be reviewed, the photos could
then be used in a variety of ways to complement listening or reading exercises. Short
sentences. (o even one word) could be, presented in a scrambled fashion. Learners
working alone- or in4groups match up the sentences with the seqUenced phOtos. Ur in
pairs, one person might silently Nod a slightly different description .of one step and
then ask the partner for the. correct picture by describing the step in. their own words.
Here, photos pipy a key role in devising tasks which integrate a variety of ;kills
- listening, speaking and reading. The tasks themselves depend on each other,
following a natural progressiOn of skills - for example, oral to reading or offal.
writing; or a sequence such as identifying/matchi ng/copyi ng/geq uenc:NHig
independently.

9 7
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Photos can be used to identify parts of machinps, tools Or terials that are
being procesrged. Learners can prOduce their ownlist of pa s, tools, materials or safety'
equipment J33, referring to the photo*. If they hAve very) little technical 'vocabulary,

then.try writ ng..sidtplesiescriptiona_that tontain the basitnamitls;,,7-11.i!-wire-touncts

to..." "Gloves protect hands." 'Then, by reading and looking at tlae pictures the
learners should be able to identify the object and its name and write 'up a list. The

.workers*.know what parts Of the machine break dol;vn, what tools ()AM need repair - in
other.words,. what items on the list create problems for them. Perhaps they are not
aware of all the safety-equipment"that is available'irequirect as pictured in the photos.

Naming items may not be. difficult, but, the .overall objective to understand
instructions which incorporate them and relate then .t6 the Whole job process. The,,
photos are integrated into a siquence of tasks which depend on the, completion'of one

step-before tackling the next. In this last example, naming the items is a prorequisite
to identifying the'problem- atiea§. These problem areas might be the focus for more

concentrated work on giving and following instructions.

Tape4ecorcled Interactions

In some workplace situations teacher's are able'tg record authentic 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 al'e
taped, then we have an invaluable source for analysing interacti'ons, For example, in

one workplace the foreman communicated with%bis workers mostly by telephone
because of the variety of work. locations. He had identifed problenis with listening

. .1
soprehension 'directly 'related to enquiries; instruction and reports commitinicated
'over thle telephote,' He agreed to have som.e of his conversations tape recorded sothat-

a few of them Might be used in Class rafter he and toe worker involved"had given

permission)'.' Task's based On these tapes could involve listening for .specific'
information (such as location, time, names, specific requests, orders), for sequence,for

chan4e; in tone of voice or simply for getting the drift of the conversation. We might'
begin by asking the class what is communicated in these telephone conversations

(reports, enquiries, instructions) aud write up their comments on the board/flip chart.
Does their list match the foreman's?. What does a report or enquiry 'include? They
could role play a few conversations for the purpose 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 conversations. Perhaps they .,

don't feel there are any compreher&on problems. the tapes confirm or negate that?

In either case we begin by setting the stage for listening through oral work that draws

on their, knowledge and perceptidns of' situations and problems, thus preparing the
1
tO listen. Worksheets to accompany the tapes can be preptilted so- that small groups can

work together to analyse the conversations. If the class has mixed levels, different
tis

9d
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tasks can be handled by different 'groups. A more basic group might only be able to get
the drift of the message and a few points of specific information. For instance, if the
message is a reminder of i health and safety meeting with information on the

.7.-a-getid-aAheti -a3.1,coiFk4h&t,-for basiclearne'rs:eoti.

. ETTING THE DRIFT

Listen to.AeConversation and try co get thedrift
or the general,idea.

this a message about._

a change of shift?

a meeting?

a.holiday?.

LISTENING FOR STE.CAPIC INFORMATION

Now listen for the following:

Day

Time

Place

A.

o

IP

N- More advanced learners could listen for the sequence of the agenda. By

providing them with the langpage markers used in the conversation, they can focus on
the content 'of the message when they hear the .cue:

AGENDA:

First 4P

After that

The last thing 4

If We prepare a sequence or chain of tasks, each task .can depend or the
inCorination conveyed from the previous one. Here, for example, the more advanced
group might pass on the agenda information in their own words to the basic group.

9 Li
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s./

O

The basic group can use the tape to'confirm what they'have written down. Ira yyritten
bulletin is available, both groups might use it to check a l the inforthation they have
heard and recorded: Or, the advanced group coulddraw 'up a written bulletin and pass

hasic_ gawp_ for .checking. .

If we then focus,on tilt points that indicate 'successful communication or

. . breakdowns we can lead from listening comprehension to speaking-or production. The
tapes themselves will guiae us on what ta.highlight:

. Is there an obvious' breakdown in communication'? What.is said to indicate
that?

,
Does the listener use any strategies to compensate for faulty
comprehension such as requests Ior clarification, repetition, pqraphrasing,
etcj?'

a

Flow does the listener indicate that4ife information is understood,and w
be 'acted upon`? By repeating theTm-pOrtant point to confirm'? Is
ens:nigh to indicate thorough u,nderstanding'?

4
Does tone of voice change to indicate impatience, anger, confUsion, etc.,?
What was said and how was it said that could cause this abrupt change?

4o 4

I

'
Through successivetasks learners can focus their efforts on analysing, these points in
the conversation; In preliminary steps they could establish the context by defining the
communicators, Cleft statas,the location, the topic. Then different groups.can revise
the conversations so that the communication is successful andappropriate:. In this
sequence of tasks:learners first discover and -descrilbe the problem area. They then
analyse the, causes of the communication problem and working together. suggest
various solutions. Their own revised conversation (which can fie -recorded) then
becomes the topic of a similar analysis.

'In cases where authentic conversations are not available or where company
. persorinel are not able or willing to cooperate onNirakingtapes, then simulations could
provide the necessary inpul, material. Try. recruiting some co-workers whiv are native
cspeakers to help in a recording session that simulates a conversation without prepared
scriptS. For examplb, if informal socializingaAvork poses problems, then establish.the
settingtlunch room, break-time), the players (nativ'e speaker arta -non-native.gpeaker)
and the topic (bingo, woekend, etc.) and let the participants carry on independently'.

Or try pairing a native speaker with.a clasS member-or-a-mere-advanced learner w.ith a

basic learner. Make sure they understand the setting and have the necessary
information to communicate, but (on't script the conversation. See how it develops,
and use the language that results.

00
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During the needs analysis teachers can usually acquire a variety of printed
.....

-material-saoll _as,was..suggestestfin much of tho material m ._

.
only provide background information on how the company /upon operates, some of it

N .

may provide the input for certflin.lasks. -Job descriptions,lbr instance, often describe

responsibilities in terms activities, tools or materials used and possible hazards on

the job. This-resource could 1:W used in sequencing tasks aimed at describing the job

process:.1nd respondil g to enquiries about, the quality cif 'work. Many. workers never.

get.an opportunity to read their own job descriptions,. so they are often surprised to see

a discrepancy between what is-written and what. they aCtually de. It is precisely for

this .reason that conipaniesjare' sometimes hesitant to prov).de thent. ',.The company

may be demanding more or their..workers than is actuallyistlited in the job description.

If' the atmosphere is conducive to, this type, of enquiry,, then tasks can be structured'

that start with the learners defining their jo.bs rlrally, fbllowed by an examination of

the job description, in fight of, what they,have already noted, this results itriin
uneven slate, then the process of vnquiry can continue by idntifyirig sli'ecific examples

of work that are not 'part of the .job descriptipn and establishing reasons v fly they are'.
.

asked to perform th'enis. The outcomes of a task sequenqe of this nature will be varied

but individual learners will have the opportunity to find a reSOlutiorr that Satisfies

then) acceptance, a Xequest for a pay increase, c,onsultation with. colleagues or with

the union, etc. On issues such as this one above, it is important to remember that we

and the learners- should consider the. possible and probable consequences of our
resolutions to -the problem. For instance, is there Aequate protectionfor the wor19-ar

complaining.
*

9 0

In one workplace setting management, union and)the workqs had pu,t, the

primary emphasis on reading and oritingsk ills. One commonly,stated reason kva; the

need fbr these skills in obtaining any job advancemedt. Management was interested

in promoting Lrorn within the ranks,.the union wanted to Kotoct workers sec eity and

the wou.kers themselves wanted promotions fbr :beWier working conditions and higher

salary,,, These promotions required not only more reading and writing cesponsk)ilities

on the job but also' a passing grade 'on a viniety of' written. tests. Learners expressed

their need and desire to practice test-taking and working under pressurea becayse they

had been unable to omplete the tests on prOviods attempts. Although the teacher was

able to look briefly Some of the tests, they were not allowed to'be used in-the class.

Instead. part of the fbrmat of the test was adopted (multiple choice) with content drawn

from the learners' own safety' manuals. The reading passage in the manual was on

artificial respiration with illuStrations and instructions of the steps to be followed.

.1 0 i
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-ART4FICIAL. RESPIRATION-
(RESCUE BREATHING)

Artificial Respiration means helping or making a person
-, breathe when their normal breathing has stopped. Normal

breathing can stop immediately following any one of many
mishaps. A heart attack, drowning, ,,choking, rhemical
fumes or asphyxiation and electric shock are reasons. that
cause person to stop breathing, In plying help to 'an
electric shock victim, special care must be taken to be sure
you are not electrocuted lisy touching him. Disconnect the
power quickly if you can 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 artificial respiration is
"resuscitation" which means "reviving" or "bringing back
to life". The following procedure has saved man rlives 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
knowledge is free.

4.1

o.

ft,

RESCUE BREATHING (MOUTH-TOMOUTH)
THE CANADIAN RED CROSS SOCIETY ,

Start ,n;niechately The sootier you start, the greater the chance of success.

Open airway by lifting
neck with one hand ,

and tilting the head
hack with the$ other
hand

Pinch nostrils
prevent air leakage'
Maintain open airway
by keeping the neck
elevated

Seal your mouth
tightly around the

&victim s mouth and
blow in The victim s
chest should rise

Remove mouth
Release nostrils
Listen for air' escaping
from lungs Watch
for chest to fall

r REPEAT LAST THREE STEPS TWELVE TO FIFTEEN TIMES PER MINUTE
4F AIR PASSAGES ARE NOT OPEN: Check neck and head positions. CLEAR
mouth and throat of foreign substances
ror infants or)(1 children; cover entire mouth arid nose with your Mouth Use small
nulls of air about 20 times per ornate.
USE RESCUE BREATHING when persons hay topped breathing as a result .of.
DROWNING. CHOKING. ELECTRIC SHOCK, HEART ATTACK. SUFFOCATION
.11111 GAS. POISONING
Don't give up Send sorrir.?one for a doctor Continue until medical help arrives or
hit ehalci Is

Source: Sate Prailices in ()verhead I.inework.Tonito Transit Commission Plant Department 111.(1.):pp. 80 81.
Reproduced with permission. .
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In, th-e past we were encouraged to treat reading 'materia.1 in the following way. First,
. -

.present diffidult vocabulary words from the readino;, give their meanings ortgee if
mein. class kaavis.the..meanings. Thm have the class read the .passage sileJitLY

out loud. Finally, test the learners on their comprehension by asking multiple choice
questions or questions with simple, dire answers. In this type of reading exerci'se, the
learners are tested on their comprehr.4in rather than guided in .how to read for
compreherision. The'passage is an isolated text. with:no immediate context other than
a list of vocabulary words,which preceded the reading. Instead of guiding learners to

A
develop strategies for guessing the meanings,of words from the context, the vocabulary
is.given to them. Let's look at what this teacher did to establish context and to direct

.
the learners toward reading for .mea.ning.,

Before the reading and quesi;?ons were attempted, the teacher discussed.
artifi.cjal'respi ration with the class. One person had taken a short course several years ,

3goand described the steriacctirately._ The language used in his destriptiOn A

steps viTas quito different than in the written informatics above, but it served as a
totally accessible introduction to'the topic. Subgequeutly, most of the learners were
able to guess at the meaning of the words in the written description (pinch, nostril,
airway) by referring to what they had just heard and to the' aicompanying pictures. In
the tasks on page 92 the learners not only developed reading and test-taking skills but
they also discovered information in their manuals that they had never neat(, before.
.

The second part of the reading passage emphasizes the sequence of steps in
giving artifidal respiration. The worksheet on page 93 uses the visual representation
to help the learners understand the sequence and the prose. Further steps, not shown
here, would be to have the learners §equence a. scrambled set of pictures and prose and,
finally, to actually practice giving artificial respiration. {.

We can also incorporate company /unit materials into literacy training. In cases
whei:e basic literacy needs are the primary factor for requesting, an .EVii.11 program,
there will probably be some specific items that learneirs must become acquainted with.
For example, 'in a hospital E ViCIP program described previously, the dietary staff were
given new responsibilities which involved reading menus. Wher7 nem ordering and
repair reporting' procedures were introduced in a hotel., the housekeepers were
responsible for filling out forms where previously they had made reports and ordered
supplies orally. Rather than start with these unfamiliar forms which might prove
over helming, we could begin with commonly "recognized signs and symbols in the
.:omm unity such as street .signs and' public )nformation signs ("no srioking "),,
'hotographs or drawings. of the signs could be matched with places where they are'

fo nd. Laundry symbols on clothing labels call be worked out. by learners in.small
gro ips with vocabulary supplied 1Sy more advanced. learners if possible. Then, learners

4

4
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1. Re Ad the i-nformation on artificial respiration below,
........ ..

While you read, look for the definition of artificiarrespiration. Underline..ani
sentences or phrases or words that giV'e the meaning.

ARTIFICIAL RESP1RATIQN
(RESCUE 3REATH2NG)

Artificial Respiration means helping or making a person
breathe when their normal breathing 'has stopped. Normal
breathing can stop immediately following any one of many
mishapS... A heart attack, drowning, choking, chemical
fumes or asphyxiation and electric shock are reasons that
cause a person to `stop breathing. In giving help f'o an
electric shock victim, special care must be taken to be surd
you are not electrocuted by tOuchingshim. Disconnect the
power quickly if you can or by using a dry piece of wood,
lift or push the electricalconductor 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 artificial respiration is

"requscitation" 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

is
it. Be ready to save a life. The

knowledge is free...

*

Answer the two questions after you haveiread he information. Circle all the
answers thatare correct.

1 Artificial 'respiration

a. is "bringing someone back to life"

b. is used when normal braathing has stopped

c. occurs just befpre a heart attak

d. happens prior to most accidents.

2. lf someone has been electrocuted, us* dry piece of wood.or rope or a
leather belt to move them because

a. these don't conduct electricity

b. electricity can flow from the perSon'v body to .yours

c. electric shocks multiply.

_:.."

'?.
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RESCUE BREATHING (MOUTHTa-MOUTH)
THE CANADIAN RED CROSS SOCIETY

a3

4.

St.)rt immedrately The sooner you start the grearel the chance of success.

Match the pictures with the descriptions printed on the right.
Put the letter on the space next to the picture.

A&-

,e9

9

-s

-s \

Pinch nostrils to
prevent air leakage
Maintainopen airway
by keeping the neck
elevated

Seal your mouth
tightly around the
victim s mouth and
blow in The victim s
chest should rise

Open airway by lllhng
neck with one hand
and tilting the head
back with the other
hand

Remove mouth
Release nostrils
Listen for air escapin
from lungs Watch
for chest to fall

REPEAT LAST THREE STEPS
TWELVE TO FlrFEEN TIMES
PER MINUTE. IF AIR PASSAGES
ARE NOT OPEN:. Check neck and
head positions. CLEAR mouth and
throat of foreign .substances
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can draw up their own labels for certain. types of fabrics using the international
sYsymbols.

r.

r

Labels and signs that are common at the workplace mightinclude colour:coded
_ .

labels on chemicals er Vergents, Warning sigii-s on maChihes (caution, danger;
.`hazard), door signs (employees only, visitors), etc. Either the labels or gignS
themselves or photographs of them cah provide initial reading - material that is
familiar and,nonithreatening to the learners. We can.ask learners to go out and copy
some signs from the workplace. They c4in bring in ones they understand and ones they

are not t'amiliar wi,th. Working in groups, they can explain the signs they are familiar
With and get assistance from their peers with those they find difficult. In this activity
learners are encouraged to identify their own needs and to offer assiktance.as well as

be instructed.

LEARNER-PRODUCED MATERIALS

We have been looking at ways of using source materials obtained frorr the
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

4

to design tasks based on this material.

Photostories

Photostories can he records of.events as they happen (class tour of the worksite,

citizenship hearing, etc.). Qr, a' topic for a photostory can IA decided on and the
photostory can be a representation of daily routines (getting to work) or "a day in,the

life f..." Photostories capture the expression., the feelings andthe'attitudes.that often

words cannot. They can add ,humour, pathos or sympathy to a situatiat If -Arm

complains about food shopping and' how exhausted it makes h6r, she might bay: "Too

I tired at home" A picture capturing. her with 4 or 5 grocery bags and an
expression of awkwardtreSs or frustration could evoke humour or sympathy. Not only

do people relate more quickly to photos than to oral stories, but the photos stimulate

theirown stories and language comes intoplay. Discussion about what to photograph

provides useful language practice, particularly in description and justification.
.

4
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Taking photographs of class-related events as they happen not only providi ood
material for subsequent.,class activities but also build a sense of.community in ale
class. The teacher might start out by taking the photographs initially to give peopie
an .idea of what scenes to capture knd then learners can easily take on the
responsibility. We are looking for scenes of humour, expressions of joy,..euzzlernent,
frustration, pleasure and of expressive interactions with other people: Making a
photostory could be an activity for the whole class or for one or twD small groups. They
can focus on an event,, perhaps one outside the work situation, Maybe someone's
relative is arriving from another cotintry to live in Canada or maybe one class member
is becoming a citizen. Getting outside the classroom is often difficult, so another
possibility is to photograph role plays that are of particular interest,

Once the photos are developed, we can create activities to accompw the story,
especially for listening/speaking and writing. Wohrkin in groups, learners can
concentrate on movetientsand arrange the photos in sequence so the story can be
retold or written.. Dialogue can be added or role plays can re-enact scenes of emotion or
when communication'was difficult. Pictures that capture feelings can provide a good
starting pr it for a discussion about causes and effects. We can contrast two different

, settings in photos (for example, the' cafeteria vs. the pelsonnel office) and focus on, .
sociolinguistic aspects of communication. A series of photos with a clear:' logical
argument within them can be used to concentrate on giiscourse aspects.'

S.,

4

I For further illustr, ons of how to use photostorieli, see the special issue of Teal Talk on Engli4h,in the Workplace,
fall, 1982, pages,,24. c as well as the EWP modules being prepared by the Care Foundation and the Board of
sEduca non for the city of North York.
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Photostories and follow-up dZcussions can also explore issues and problems that

people are concerned about. kli this regard, they offer good material V, r problem-
,'

posing tasks which are usey in develOping autonomy as a learner. ...IL se tasks offer

the opportunity_ to-work thiough a relevant-problem i-to-puzz-le-over -the -possible routes

toward a solution, to learn the language necessary for followingthrough on the process

and to reach a solution which learners determine as a group or as individuals.
Problem-posing tasks share many of the same characteristics as communicative
language tasks. They engage the learners actively; by drawing on their prior

, knowledge (content and linguistic) and on their feelings and attitudes. They operate

on an interactive basis so that working through the task is a group effort requiring
negotiation, analysis and evaluation even though the outcomes or the solutions of the

task may be multiple. A book of photostories and teaching activities, Getting There:
Producting Photostories with Immigrant Women by [3arndt, Cristalk and marino

(19P2), is a good example of materials based on this method. The book itself is the

result of a particular problem - the need for relevant 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 include's two photostories of immigrant women seeking employment
and also advice and instructions on making photstories and how to use them in a
variety of educational settings. TITO' photostories are based on the; telling of personal

. stories and the text accompanying the photographs was developed by the storytellers
and the authors. According to the authors, the stones.-offer a methodology for "another

Y

way of learning."

We are not supporting the telling of per-
sonal stories only f9r self-expression or ther-
apy; we are supporting the Sharing of daily
experiences, which- can lead to a clearer
understandiAg of social structures, a critical
analysis and a readiness to act collectively.

Source: I). Biandt: F. Cristall, 8.rattrino. GetttniLthere: Producing photostories with luting runt
(Toronto: Betweei\ the Lines, 1982), p.15.

The activities that they suggest using with the photostories lead learners through a
stop-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. I [ere is an example of a

specific activity based on a quote from the photostory text of "Gloria's Story":
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"AFTcR I CAME TO CANADA FlICM
PORTUGAL MY HUSBAND AND
SEPARATED, I HAD TQ F.IND A JOB."

1. Describe your first year in Canada.
Did you come with your family?
Did you come alone?
What teffect did- the move have on your
relationships (with. .your husband, your
children; i our parents)

2. Describe a typical day in your household.
Who does what in the house?
What is the,most difficult part of your
day?.
The easiest?

3. Why are you looking for work?
Make a list of the reasons.
Talk about the similarities and differences
between your lists.

4. Flow do you go about getting a job?
List the things you might need to know
"How to do".
For example, how-to:

use _the employment and immigration

look on the job board
make inquiries by telephone-'.
dress for an interview.
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-
sellor, another the role of the person ,
seeking work.

Source: 1).,13armIt, P. Crista II, d. rnarino, Getting there: Producing photostories with immigrant women
(Toronto: Between the Lines, 1982), pp.96.97. Reproduced witltpermission

1 0 9
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For effective use in an ESL class, we would have tin structure a variety of tasks to
help learners work through some of the questions. Fo'r example, in question # I we
could start out by having small groups of learners interview each other and fill in a
simple chart: A

Name When did you W ho did yod What did they Why did you
come to Canada? come with? da the first come to Canada?

,

.
,

4

year?

4

"

;
. -

,4
,

.

-1-,-

2.

4

If the class is famikar with Oloria's story and has understood h-eiqeelirtgs, -then they

alight be prepared to describe 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 anxiety and loneliness are overcome by courage and

a:-;::,:stance. 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

f

triggered a story of their own, then they could explore their feelings further:

I felt afraid

I felt alone

felt confused

needed.help to (do somei..htpg)...

r.

1

Discussing their responses in small groups, lea iers 'could be stimulated by the
similarity or differences among them and thus be encouraged to participate. Writing

down experieriCes of one or the learrIVI.s is easier after it ha's been 'explored. ovally.

Depending on the language levels, the writing task could take a variety of forms.
With non-literate learners, we could write down the story as it is told to us or have it

M1'
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taped and then,transcibed for further work. We can ask,le§r ers with more, advanced
Writing skills to include how the felt, what caused the roblems -and, what the

outcome was. Members of this grdup could exchange writt74 work to confirm that all

three content questions have been answered. Feedback is and revisions can be

done based on what we as-teachers and other learnerS have noted. Basically Olen,/
question #1 can result in learners recounting theprocess of dealing with 'prOblem.

circumstances to better understand causes and outcomes.

Learners' Oral Stories

There are various ways of collecting and using the learners' own spoken stories
depending on the language level of the ciass,and the purpose of the activity. These
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 introduced. by

the t acher with an experience of his/her own, with another learner's story, with .(19
._picture, newspaper article or any other aural or visual .catalyst. The learners can
reCount -ap-incident, a period-of-life or- a particular- eXperience related-to the topic. It

may be about their. .past experiences (coming to Canada, finding' their first job, 41

..-

comparing work in their eats
(dealing with the foreman's remarks, explaining reasons for returning a faulty item to
the store). A story is distinct from an interview which asks for particular information

through specific questions: StolieScan also beproduced in a 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. 9 ies are produced from different learners. .

1,,et look firstat..a class of learners with basic level listening, speakirtg, and
literacy skills andconside the_different ways of collecting or documenting the stories.
The learners: wiTh'probably.tell.theirstories 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 grammatical. errors and inappropriate vocabulary.

.1n this case, we can document the story-by' writing it down on the board-or flip -chart if'

it is a whole ,lass activity. Whether the story comes solely from one person or a

Troup effort, we have to consider our participation and the learners' in editing-the
story as it is being written down. the learners are at a beginning literacy level, then
usually we must' write down exactly what they say (I home 5 o'clock), otheHvise the

authors themselves will not be4ble to read it. Working with a little higher 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 incorpo'rate these changes if the
speaker agrees and understands the reasons. for them. In this way, we ask the class to

consider alternatives, but we are faithful to what the speaker decides since we are only

111
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writing for them not deciding for them. In a one-on-onesitution with a learner at
this level, we might suggest and discuss changes and then write what the speaker feels
comfortable with, Sin'Ce building self-confidence in reading and writing is(one of the
main reaSons for 'using the stories at this level, we should see that as the piimary goal

rather than "correct English" and let it guide our decisions on editing and
transciibing.2 Aldo, learners should understand that writing doesn't come out
perfectly the first time andlhat editing skills are useftil. . -

.
Another -way of documenting the story is to use a tiipe recorder and then

transcribe the story, once again using the'exact speech as presented. ThA works
1,,

particularly well with mord fluent speakers whose storytelling might be constrained
by having someone writing down -their words as they speak. Some teachers tape
record every class so that this rich material from students is never liAt and can always

be incorporated into future classes.: Depending on the use of the stories.Tii7d1 -The

writing abilities of the learners, we can d,o all the transcribing ourselves or have

learners do part or all of their own story or another person's story. With these mire
literate learners; the teacher can encourage learners to develop skills in editing and

correcting material for themselvv.
.fr

Oral Stories and Reading Skills

Once collected, the ie stories can serve a variety of purposes, Their 'Ise. in

teach' ng reading skills at the basic literacy level is familiar in an approach called the
Lang age Experience Approach (LEA). In this method, the teacher writes down the

story e actly as the learner delivers it. There is a good deal of integration'of speaking,

reading a d writing. Sentences are read aloud by the teacher after each contribution

a'nd. the whole story can be reqd aloud several times. to help connect the written raid

the spoken word. The Handbook 1" ESI, Literacy (Bell & Burnaby 1984) describes-the

LEA"ineth-od in detail and comments-un the advantages of literary work based on the-

kinguage and the experiences of the learners themselves: Some follow-up activities for

reading and Writing with LEA stories which the authors recommend are to be found

on page 101.

2One reader argued firmly against this method for ESL literacy. She maintained that it worked well for native
speakt,rs but was misleading for second language learners who could be unaware of their major grammatical errors.
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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, id that eak,;i student receives a copy of the story for a
file for 'silent reading later.

. Students can copy all or part /of the' story for writing practice.

. Working with the teacher's transcript oftthe__story, students can
underline all the parts Which they can read. This riot only helps
the teacher assess progress, but demonstrates progress to the student.

4. The teacher can transcribe the story leaving blanks to represent cer-
tain words. (a doze exercise), The blanks can replace certain
types. of words, such as nouns, or can be spaced regularly throughout
the story. Students then attempt to read the story orally, supplying 4'
each missing word or an acceptable substitute, This exercise pro-
v ides_excellentjpractice in prediction,Students,May_alsdAackle the

. .

cfoze-exercise as a-writing-e-itierge,-altliCitighlbe missing words
may need to beprovided (irrrandom 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 individu4I
words in the sentence are written on index cards: The teacher reads
the chosen sentence aloud, or asks for volunteers to read it. Students
then'attempt to matchthe individual 'words on the index cards with
;tie master sentence, reading the completed sentence a$ they do so.
In this way' students learn to recognize individual words.and the
way in which they are7put together to make a sentence. (It is usually
easier if one of the more grammatically sound sentences is chosen tor
this activity.)

. The students can be given the cards in random order and work in
groups to recreate the sentence with or without reference to the

6
master.

7. The word cat* can be rearranged to make new sentences, particular
ly if one or two extra cards using other Words from the story are

--provided _ _ . _ .

4.

s3

Source: Jill Bell and Barbara Burnaby; A handbook for ESL hteracy.(Toronto: OISC/Hodder and Stoughton, 1644).
pp. 49-50

Pat Rigg and Liz Taylor who teach literacy to native speakers of English also
advocate the LEA method as wel,1 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
techniques: rereadir. g, retelling, assisted reading and sustained silent. reading. They
are well worth investigating and experimenting with in ESL literacy contexts,
especially if the learners have had a goods deal of exposure to English and can speak
'adequately.

1.1 3
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Oral Stories and Writing Skills

The use of the /earners' own oral stories for iniproving writing skills1'was

mentioned in the basic literacy activities 'aboye. Even at more advanced levers of

writing, learners can wta'rk with their own oral stories and incorporate that experivnce

into. a 'more structured writing exercise, such as an accident, report, a letter of'
complaint, a, newspaper article, etc. They could get the main points for their v-Vrittfen

exercise by listening to the taupe or reading the transcript. This provides some practice

in organizing and editing prior to composing. For instance, if some learners are
responsible for writing up accident repoAs or weekly reports in their jobs but have,a
difficult time organizing and composing what they want to Say,thqn they could begin'

by talking about the accident and tape* recording their description. The story can be

transcribed by the reacher or the learner(s), so that the ideas and the content are down

- on-paper: --Learners. may feel -rnore,--atease talking: rather- than- w-ri ting-about-the

accident, so that they probably would cover manyomore points oraillY. :The next step is

to help the learners transpose that spoken language into the appropriate written form
for an accident report. For the accident report form they. haye to follow a'different

format and also pay more attention to grammatical accuracy, to.chOice of vocabulary
..andlo._a_caherellt_statementstfideas: Ifspellingis_a_problem,the learners can use thy;

original transcription as a reference fp correct .spelling: Again as a reference, the

transcription ca'n be used to confirm that all the important points are'covered in the

report.

Comparing thelal report and the transcription of the .oral story will 'help

learners see some ofIthe *differences between the the two Modes of communicating,

speakin'g and writing. For insta..ice, readers May have a lower tolerance for
._

inaccuracies in grammar, word choice and appropriateness than listeners do. A

speaker also has more Opportunity to clarify the milinderstandings of the Listener by

responding to the listener's questions and b observing how well the listener is
attending and following. Realizing this, learners can then consider theirown goals in

speaking and writing.

For intermediate and advanced levels, oral stories can be used to improve

listening and speaking skills. We can use the tape otf a learner's story for listening

exercises with the same class or with another class entirely. In this case, we could

design worksheets to guide the listeners through the tape by asking them to liSten for
o

the general idea, for specific information, for sequence of events, etc. 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
listentr interested? Keeping these types of questions in Mind, learners can listen to

1.14
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both tapes first. Thdn they can try indorporating some of the native speaker's
strategies and style in their own storytellivg.

In Getting There, the authors and the learners edit the original oral histories
and ch000se relevant text to accompany their photos. Here the emphasis is on using
the oral stories as a stimulus for fur her discussion of issues and for more accounts of 41
personal averiences. In an EWP' c ss we might choose to type up and hand out an
oral story from one of the class memb rs simply as a refreVrer to lead into a discussion
of the causes and the solutions to a problem in the story. Or, we can review it as

'kpreparation for more detailed and more careful reacting on a topic. Classes sometimes
collect the stories and prepare booklets to document the prpgres7 of the class and the
issues, discussed. Or, they team the stories up with photos or tap. of the. stories to
Make a multi-media production for their own use and for the many 1 asses that come

--after them. The common-thread -anloft-all. these uses li-thatihe_ learnerS-begin_b.y_11 1:7
workirig with their own experience in their ovhi words precisely so that they can gain
the confidence a'nd the skills,to move beyond them.

o 'Role Plays

Pre-scripted dialogues may be satTsfictdry in situations which are so -highTy.
formalized that they are almost totally predictable. For example, buying a ticket at
the_mo'vle_ theatre would i-nvolve-ixiostly forrau.la ph rases;.._

- TWO adults, please

A

- (name of movie)
-Which movie?

$10, please

Many situations which involve oral communication at .the workplace and in the
community are not so predictable. Our relationship with the other participant and the.
outcome of our interaction is open to negotiation. Also, pre-scripted clialogUes are
usually developed to illustrate a structure or function and often do not indicate the
flow of real 'speech. Oral interaction is an interplay of interpreting And expressing: a
.process otexpressing what, we want to say based on our interpretation 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 provide the format in which to

_capture the flow of real lanivage so that learners can develop their ability to interpret,
express and negotiate.

3 For examples of collected work from learners, see the speCial lave of Tesl Talk on English in the Workplace. Fall,
1982, espci ally articles by liartidt & marina and Nettle.. y

5
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learners play' themselves in role plays (rather than othericharacters) then they,
are communicating in a Situation which is as close to real life as is possible for the
classroom. Wing themselves in a situation which is immediately relevant, learners
can use language to expresss their ideas, their attitudes and their emotions - in short,

to be totally involved. It also encourages them to.speakand to liSten asthey would in

their ow,n language; that is, to listen for meaning and to be attentive to the attitudes
and emotions of the other person so that they can respond appropriately.

As we all know, work is full of problems and very often it is the problems that
people bringto class. Denise Gubbay from the'Pathway Industrial Unit in Britain sees
role play as a highly effective tool for addressing those prOolemsia_ language

f ,

learn.ing cantext:
S

Role -play was evolved to enable the teacher t& meet the students at
the point of strongest.motivation - the point at which they must speak

or else lose self-respect; that is why it is problemcentred, not

language centred. It has four objectives:

I. To mike people more. aware that there are always

' two sides.to a probleth and to help them to
\

-hoths-izies.-sothey_undersiancLtke_

'forces at work; 0

2. To give people inforMation about the situation
and their rights;

3. To give them skills or strategies so they can

use this "awareness and informatibnto-influence-
their environment;

4. . o show how these skills can be extended to

ther situations.

O

ti

Gubbay 11980)

In her book, Role Play: The Theory and Process cf a Method for Increasig
Language Awareness, Gubbay (1980) pairs the teacherand the -learner in role pletyi.

The teacher has enough control in the role play to introduce unpredictable elements
and. thus to force the learner to deal with the unexpected. For example, iri role playing

"calling in sick," let's suppose the worker usually talks to Louise. who answers t
Phone. They might start out by saying, "Louise, this is ..,." The teacher woul hen

say, "Sorry, this isn't Louise, she's sick 4oday," Gubbay feels' it is important to
introdu0 unpredictables 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.

tJ
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Gubb\ay has developed two methods for conducting role plays. Method A is most
suitable for the lower leveVearner who lacks confidence and may need to rely more oir
a framework initially.' In% Method N the teacher drid the learners build up a dialogue
together. At the same time the teacher is analysing the structure or flow of the
dialogue in' terins of language functions for the learners. At this stage, there is noQ
pressure of the\ uneoected so thai, learners develop ark understanding and an

,
awareness of the1e*hange. Ong then learners are faniiliar with the flow and the
language of the dialogue. (can. reprochke it confidently an'd fairly accurately), then is
the time for them to experience and cope with the unpredictability of a role,play.. The
teachAr then intrbduces responses Such .as "you must have the Wrong number."
Learners are forced to cope and to develop strategies to avoid a total bregkdown'of the
conversation. '

-Thlethod_.a.works rtictil a rly--well--w ith -learners -whOse-English .appears ,

fluent but who really are not effective because they are not attentive to the other
person's responses. Method B is more challenging and has the learners under pressure ,
at all times. Assuming that there is an understanding:of how the conversation should,
proceed, the teacher and the learner start the role play with no preliminary analysis.or
.gu d teacher stops ft. he role play whenever there is .a growing crisis in
communication, for instance, when negative feelings are aroused. The intent of this

ethod15 to make learners feel that a mechanical, resppnseis not e\nough_-they_ have
to'exhibit feeling and attitudes through language as well-as understand the feelings .

and attitudes of the other person.

In these two methods the focus is on learning how to get through the exchange
and on developing the confidence todeak with the unpredictable through analysis and
-practice. [:earners develop strategies for !Toping and become better able to interpret
and express the total response of an involved commtmicator. Gubbay's book provides a
very thorough explanation of each method as well as transcripts from lessons - a book
we'll-worth investigating. ,

Questionnaires/Charts/Diagrams

In supplying information for questionnaires/charts/diagrams learners are also
bringing* into play their experience and knowledge of the workplace and the
comirtunity. The format this time requires classification or categorization rather than
extended prose. Simple interview questionnaires are often good "get acquainted" tool's
with a class that has adequate literacy skills. In pairs or groups of three, (earners can
interview each other and record the information on the questionnaire.:

a
.

<:4

F

p

NB.
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L-11114%learners- might -n-e-ed -.a model -to-follow- asking-th tquestions-and-writin-tfre

0

answers. \If so, we can reproduce the questionnaire on the board/flip chart, interview

one member of the class, asking simple 'questions and recording them: "What's your,

name?" "How do-you -spell-t-hat?";-etc.--The wriqen-answers onlyTequire-afew words-

or a date rather than sentences sd the fear of fdrming comple entences is reduced.

Important to remember .hen Othering information 'of this ure is the purpose to

whiCh it will be put. Once learners have provided the information, how will it be used,

transformed or integrate'd into future lessons`? In this case we can ask learners to
..introduce the people they ha,ie interviewed to the- rest 'Of the clam. We might even ask

the others to record the-information-as-it-is-presented so-t-h-at everyone have-a class _

list at the 'end. Observing the pairA, or groups interacting-during this task-will

some indication of their competence .in,producing and understanding questions to elicit

information, requestS for spelling and repetition, nuinters, etc. Although people may

work in tthernsame factory they often have Rae opportunity to get to know each other
because or shifts, language and-Cultural barriers and the like. With learners with a

,

moderate degree of oral comEetelw.41/4 this simple questionnaire can often turn into

more than straightforward questions and responses. 4

1

In, one l{irge mirkplace with multiple locations, job safety was repeatedly
stressed during the needs analysis. An early questionnaire asked for more work-

,
related information:

0.
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The learners in this clas'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
-list -for every. one. ---It-aisp served as -a-refe-rence-she-erckitaillie Class worked-on-the
overall production process. When accident preven6coi was first taken up, it provided
the source matgrial for a task aiined'at identifying hazards jassociated with particular

4s and suggesting methods of preventiqn. In addition, everyone in the class referred
to it when they had spelling problems with job-related vocabulary.

.'Diagrams can aki!) help learners interpret their knowledge and experience by
providing a visual display that is often more compelling than words. If comments
about fatigue and multiple responsibilities a't hoine and at work are frequent, then we
might begin exploring the causes of stress' with a diagram like this:

_

Activity

work
s.

shopping

cooking

cleaning

ChilAare

sleeping.

6.1

Hours

'40

Where does your go?
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I

Learners can start by doing their own graphic descriptions which involves practice in
numeracr(fractions, percentages, ratios). Then in small groupglearners can compare
their diagrams to discoversimilar patterns..A diagram of-this type can be one step in a
problem-posing activity which then investigates the causes of stress and its effects and
concludes with suggestions for reducing stress at home and at work.

' The value 'of these questionnaires/chffrts7diagrams is twofold: content
,

information -for the course is provided by the learners. themselvel's and ttieyare
introduced to reading and using forniat of this type. .When, they are faced with a

f 11 '
diagram or chart in the newspaper or in work-related materials; they may be'. ,

encouraged to read it over. .
.. .,

Learners as Researchers .

. .,

-. ----In-- bne.-serise--- we are -encou-ragg learners_ -to- become researchers- and , --------:.
,

. , .investigators by analysing their experience and recording' the data in. a particular

...
format: We can also focus' this research work on communication and language. .47

- , , learning by havinglearners analyse their own needs in much the same way that we f
41

dirt in the-needs-analysis. ehrners-witirsimilarigs-ca-n-autnit-together-Jo:-produce-
. .

.

Lheir. own communications network diagram (chapter three). If the course is
weighted in favour of. listening and speaking,..then they can make a diagram

cideratifying the people' they communicate with or woulfi, like tb Communicate with

orally. 'Next, they can chart the interactions they have or would like to have as

indicated on page 109.

, ,

Later, we can assist them in detailing the topics they itemize. If paycheque is

mentioned with a personnel officer, we can help themi, identify requests and
complaints. By doing their own comliunication diagrams, learners can begin to 'assess'

their firesent competence, determine priorities for learning, set goals. and measure

progress.: This type of tlisk along with problern-ppsing .actrvitieS mentioned earlier

encourages "learner-training" to ensure that learning continues well beyond the

classroom.
4

In summary, we have looked at different types of source materials - authentic

materials from the workplace and the community, some commercially prepared

materials and learner-producedmaterials. In all -three ir4tances., the tasksthat we
design to help learners interact with the material -to understand it, comment on it

and enquire beyond it-- are ceucial. Tasks can be written' for objectiveelhat define
performance such as "calling in sick". Theyton also be designed for problem-solving

objectives that define a method of enquiry. A checklist of characteristics follows for

fuse in desighing communicative tasks,..
1
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Who do you talk to at work?
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to r Maria

Supervisor

What do you talk' to your supervisor about?

I ask/tell her about ' 'She asks/tells Me about

1

Maria

F
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linvolving the learners in finking out new information

starting froni the learners' 'own experiences and knowledge of the world,
work and language

1

integrating various skills in a natural sequence of tasks

t,

varying the difficulty of the task rather than the authentic material to suit
the level of the learner

. making tasks dependent on each Other so that the information from one
task is used in the next

transfer information from one.,modc (production/reception) to another
(reading to ,writing or listening to speaking) .

_ 4r
provide different types of participation over a series of tasks (whole class,.
group work, individual work) ,

as Of en as possible providing for a process of enquiry and resolution.-

clesign_probleratsoly_in,g, t_asks_lkith' a variety_ of outcomes:. from the 'pre-
planned and expected solutions to 'the, completely individual and
unexpected solutions.

share and evaluate the creative outcomes of activities in soine °public'
forum (small group or whole class)

evaluate (learners and teacher) the activities and. the work cycle itself to
check progress and to determine appropriaterss.

(based on Breen 1983 and Johnson E 982)

As writers of materials. we coulddevelop language activitk with.sorne of triese
characristics in mind or we could evaluate exercises and activities that we have
prepared previously. As .buyers of commercially prepared m'aterfals, we could usti
these charact6ristics a a guideline to crItilue ,ind evaluate textbooks. Sandra
Savignon in Communicative Competence: Theory and Practice (1983) offers a
checklist specifically for evaluating commercially available materials which is well
worth investigating.

The l'ast chapter on resources includes suggestions for classroom materials that
would be suitable in a workplace setting.

122
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Chapter 6
CLASSROOM SEQUENCES

_

, The following classroom sequences illustrate communicative activities which-
combine' a variety of tasks.t In both, sequences we see leauner-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.

'SEQUENCE
.

A:lass Profile
.

municipal workers - 10 men from a variety of departments.
a

union initiated but co-sponsored by union and management

voluntary time

cafeteria with flip chart, blacklliard and supply space provided by
ftiployer

12 hours per class; 2 times per week

native languages: Italian and Portuguese

range of ages: 32-60

levels of education in native country: grades 4-10

years in-Canada: 6-25

1

Vor a? classroom sequence illustrating ottivi4s for basic literacy level learners (using the L4 A. method) in a
tox tile factory, see I landbook for ESL Literacy by Boll and Burnaby (19841. .

123
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Language Levels and Needs

-All thr- men are, used to communicating or ly in English. They can make
themselves understood as Well as argue a point in English, although their language is

often grammatically incorrect and, at times, inappropriate for the. situation. When
v.

they discuss very personal matters or upsetting incidents at work among themselves,

they initiate the conversation in their native language.

7They all want to .focus on reading and writing where they feel'their performance

is -weak and -where -they tack control overthelangn-age.--They also need -reading-a-nd

writing skills to obtain better jobs and to.take qualifying exams.

-Their English literacy skills' vary, although everyone can read and write in

their native tongue at a basic functional level. One Man ha,s never tried to write in

English and another displays noticeable he,isitancy about,writing at all. Some. can

write paragraphs; others cannot fill' out cheques and banking forms. One foreman

needs to write reports English. Some buy newspapers regularly and read all the
bulletins from the company and the union. All of them can function adequately on the

job with their reading skills but want to read faster and feel more secure in their
reading comorehensibn, especially for testing purposes.

;,

In the previous class, Vincenzo had arrived late and upset because of a near

. accident that day. Eliana, the teacher, hadiencouraw to discuss the situation

which revolved around his working alone on a job that , ,;3:.ied two people. His fellow

workers comforted. him by acknowledging the dangers on the job and offering
alternatives, while Michele recounted how he felt when his friend was killed on the job

6
a few Tears.ago. Michele's purpose was not toAmake, Vincenzo more apprehensive but

to illuStrate an alternative = to request'anothei...work location, at least temporarily.

This story was,taped and Eliatia intends to transcribe it and then. use ,ft, for

individualized 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 .later write his

own story.

In the two classes this week, the men and Eliana have decided to look at the

legislation involving the right to refuse hazardous work, particularly in regard to

Vincenzo's situation. Many of them are not aware of their right or familiar with thq

,official procedure. During the union intervieWs in the seeds analysis, Eliana was

given a copy of Ontario's Occupational Health and Safety Acts sill 70, as well as a

labour studies' booklet interpreting the bill. The men suggested having a union
representativevisit- t-he -class 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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Even though there has been a fair amount of discussion about unsafe incidents
and accidents on the job, Eliana decides to prepare the class for the reading tasks by
some oral worl:focuSsed on the steps in refusinz, Following up on the previous day's
stories, she asks if these accidents 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:

1. worker reported to faernan and to memberof health and safety committee

2. government inspector was called
.5

3. company told to put in new ventilation
.

The Other men are suprised 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.
Eliana suggests that they might look for,inforMation on that particular question while
they read. She notes down,the questiodonthe board..

ON

Once the 'men a're enthused and curious about° the details of the procedure,
Eliana divides them into groups of fouc(two are absenCtoday). In each group there is a.
strong reader who can assist the people with lower level skills. One group is going to .

look at portionS'of the government's Guide to. Bilt 70 on page 11.4 which is dense but
with an accessible format of question and answer.

'I he other group.is going to read a 'union interpretation of the bill, a booklet prepared
.

for workers and educators by a labour studies. e. Although the:language is not so
dense in this reading selection, it does tend to be more "wordy"..,This aspect; combined
with long stretches or unbroken prose, sometimes makes it more difficult to find
specific information (see page 11,5).

Eliana asks the men to, briefly look over the reading material while she hands out the
worksheets to accompany it (see page 116).

She reads over the worksheet with the class to make sure the directions are clear and
to ensure that everyone understands that they are hnlY looking for specific

informaton. In previous reading tasks, the class has practiced skimming, scanning
and reading for thorough understanding. She is anxious to see if they use these skills
i without being directly instructed to) in working with fairy difficult material, The

.

groups quickly fall into their own pattern of working. One group (working with the
Guide to Bill 70) talks about each question and searches for the answer tOgether.2-1'he

people in the other grbup decide to work alone and then review their answers. together.

125
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Refusal to Work Where Health
or Safety Is in Danger
(Sections 23-24)

Can a worker ref use to do, dangerous work?

. Yes, it' the° worker-has mason to believe that:

the equipment or machinery' to be used is likely. to endanger the worker or
anther worker; .

the phyieal condition.of the workplace is likely to endanger the worker, or
the equipment, or-macbinery or physical condition of the workplace are
likely to endanger any worker and contravene .the Act or regulations,

The Act does 'not entitle a' worker to refuse,work due to anticipated or actual
conduct or health of another worker.

What is a worker 10 do if he or she Ali' 'sex to werein these circumstances.?

The worker must immediately inform.the employer or supervbor of the
circumstances of the refusal.

Must the employer. or supervisor respond?

The supervisor or employer must immediately investigate the sitkationin the
presence of the worker and

-- a designated member of the health and safety committee, if there is one, or
a health and safety 'representative, .or
a worker selected tbr leis or her experience and training by the trade union .
or the wqrkers.

If the situatiou is resolved at this stagethe-worker will return to work.

What tf the worker is- dis.utt4fied with die result of the investigation?
°

Illhe worker has reasonable grounds to believe that the circumstances are
such that the work is dangerous, the worker may continue to refuse to vork.

The worker ortemployer must notify a Ministry of Labour, inspector.
Inspectors can be contacted. by telephoning the nearest district office as listed

in this booklet or in the government listings,of the telephone hook.

V

Source: A Guide to the Occupational Health and Safet4, Act, 1978, p.21. Ontario Mi stry of Labour.

4
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The law requires'theemployer, the supervisor, a union repres-
.

entaiive or the worker to call in the government inspector. Because

this duty iso not assigned to a specifit°individual by the law,

unions should.dovelop a policy regarding who is responsible for
r

= inan-Inspeotoe..--.-The-simplest--policy-may be-for-this-job-to

be done by the health and safety representative.or committee member.

The union should-ilso-Attemit 1-07-ensurethat-the-phone-number-far

the appropriate District Ministry Inspectors office is posted and is

known to all stewards...
0

During the time It takes for an inspector to arrive and give a 4

decision, the law allows the employer to assign the refusing worker

another job." If another job is not available the employer.may.give

"other directions" to a-worker-so long as these-other directions do

not constitute

changes a wage

fits would be

Similarly any

a penalty. teis'our belief that any assignment that

rate or otherwise costs i worker any money or bene-

a 'penalty and therefore,a violation of the law.

change of shifts or assignment to 'a. job with signifi-

cantly harsher working conditions in our belief, would also be a

.penalty.' Redress for this penalty would, however, be left to an

arbitration board or the Ontario. abour Relationeloard-

(Sec'. 23(10))

N

When the inspector arrives he or she must inspect 'the circum-

stances of the refusal in the presence ,of the employer or ,a super-

visor and the worker and the representative or committee- iember who

was present at the earlier investigation. The Inspector .is required

to give a written deCision."as soon as is practicable" and provide a .

copy of the decision to the worker, the worker's representative, and

the employer. (See. 23 (7) 'and (9))

Source: The Occupu tionit I Health anctSufetiAct 1978: Questions and Answers, p.12. (enter for Lubour Studies,
Humber College. Reproduced with permission.
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Right to Refuse Unsafe Work

Dire"ctions:

. Read question #1

0

Find the-section in yoü iiit1at answers the question.

____Read _that section and ,Write a short answer.
.

1.()Read the reasons why a worker can refuse to do dangerous work. Which

reason Woled cover the problem of. working alone?
. /

2. What is the.procedure:in refusing to work? List tha people the worker

must speak

1.

2.

3

-2...cr_.

3. What work ca il an employee do while waiting for the insppctor?

V.

4, What can happen td a worker if he/she refuses to work?

Can the employer take any action against him/her?

5. Does the worker get paid when refusing to .work?.

6. Can another.workv be asked to.do the same job when it has been ref .e ?

What is the responsibility of the employer?

128
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As she visits the groups, Eliana notices that the four men using the over ment guide
seem to be. stymied by its "official" presentation - partly a result.of their previous
unsuccessful experiences with other government do.cUments (income tax, Wei rkmen's
compensation, unemployment insurance). The question-1nd. answer format' strikes
them as unusual and at first, is-a hindrance rather.than a help. Luca exclaims; "How do .

I find anything on this?vElia.ia,,picking'up on the request, asks the group to tell her
1,vhat they are looking for. in question t. When tlrey tell her she, reiterates,that they.

. .

only,Ilay,e to read the section that gives the ans4ver to that question, "But how can we
find the section?" - Luca. Eliana replies withanOther cue, "How do you know what's
being Calked about in each section?" Vincenzo discovers the u4e of the format: 13y the
questions."- Luca is pleased that hiS frustration has been relieved and sums up the
instructions: "Ah, so we read= over the queStions to find what we have to read,"
Everyone gets down to work.

The Tither group has reached the,stage of reviewing their an§wers and an
arguMent is in progress over the ambiguity of one section dealing with paying a

A

worker who refuses. Eliana asks them which 'poimts are 'unclear and helps theft
identify the words and phrases that create ambiguity ("It does not however specifically

.

state.,." and "..,it is our belief..."). Other questi(ns encourage them to try and'explain
why it,is ambiguous (Why make a law that is vague and unclear?, How does the union'
interpret this section? How do you think the government interprets it?). The group is .

Still divided over the issue and she stiggests that they note the problem and discuss it
in the next stage of the activity.

.
.

Work goes on longev than usual and only 45 tninutesxemain in the class. Eliana
suggest::: that eve.ryon-e take a 10-15 minute tea break before the next step.

When work resumes, sill integrates the groOs so that new oups form with
two members from each preyious group. Following her oral.' tructions , the men go
"through each question and l!)ok fbr inconsistencies and differences in government and
union statementsr4he point Of argument from the previous discussion. is brought up'
in both groups but only one group seems to resolve it by comparing the two reading.
passages. Eliana then bringS the whol ie class together and asks t'or any problems that

-
couldn't be worked out,-,The one point y ambiguity is raised. and the group offers its
resolution reached by interpreting the government bill in light. of the union comments.
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 that's in his
department. Class ends With, "Who's bringing in the Mitk next time'?"
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Sequence 1 - Subsequent Class,

Alclo, who missed the previous session, returns with apologies - his daughter's
birthday. Eliana asks about the party details while the other, men arrive and make
tea. Vincenzo shows her. some written work that he did at home and Eliana, pleased
with hiss ongoing efforts, mentions that they'll have a chance to look over it in the last
part of class.

4

With.-ever-yone refreshed and-ready to begin,-Eli ana-reViews-the highlights of-
the last session. Aldo feels somewhat more prepared and Eliana assures him that he'll
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 usethis class to
e

focus on the actual. procedure. The,labour studies booklet provides a case study on an
unsafe chemical in diagrainmatiC form (see pages,120 and.121).

To guide the class in reading-through the diagram, Eliana has made a worksheet (on
page 119) which emphasizes the sequence in the procedure. .."44 .

,

She asks the class to divide into grOups qrthree and encourages them to join up with
people they haven't worked with recently.. She directs. Aldo to'a group of people whom
she ktiows'will be able to assist him, if necessary." ElianaeXplains the diagram, shows
the boplc it was takensfrom and .reviews the worksheet. Being familiar with similar
tasks, each group sets their own rhythm and work begins in earnest. Eliana visits the
groups and offers guidance, trying not togive answers to.the reading questions. but to'
elicit ideas from the other people in the grotip or to, lead them to a discovery of their
own. One group is having difficulty labeling the steps in procedure A. Eliana first asks
them to describe the procedure in their own words. Step)2 is the' stumbling. block,

'especially the words "agree" and "consult." They understind Ztep 3, the result, So she
advises them to use what they know from step ;3 to help 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 Ajdo's suggestion of "like
agreement", the group is left to figure it out.

. After tea break, Eliana brings the whole. class together to review the answers
and to discuss any problems. She refers buck to the step outlined by Angelo in the
previous class and everyone recognizes procedure B. Vincenzo, whose problem of
working alone originally sparked this investigation, asks for some further explanation
of the appeal procedure. Although the class decides .topursue. this when the union rep
visits, it does lead easily into a final 1.0-to-15 minute discussion' on the problems.and
consequences related to exercising this right. The'procedure has been effectiVe in the
company in the past, but would it be so now? If riot, why not? Vincenzo, for instance,
is not prepared to sake this type of action yet, but he dd\bs fe61 more informed.
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Understanding Procedures:

Directions:

1. Follow the arrows across the stop df page f Procedure A.

..4- loak-at -the-victutes-and-readaout-e4

ok at picture fil'again and follow the arrow that'points down
r Procedure B.

. lgok at the pictures and read'about each one.

over the words and phrases below.

o yew understand them all?

2. L
fo

3. Look

f not, ldok back at the pictures to help you.

inform 6.1

correct u

not satisf

investigate

safe work

ied'

call inspec

inspectithe
,

for

Workplace

a

4

order cpmpahy to change

dangerous work is done mop safely

dangerous work is avoided

r 4

4. Fill in the charts below. Use the vocabulary above to describe 4hat
happens in each picture. -

IPROCEDURE A

Step #1 Step 1/2~ .result'

PROCEDURE B

Step III. .

step 114

Step 112

step #5

0

step 113

result

aI

S

o
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-,,
0

PROCEDURE IN EXERCISING
RIGHT TO REFUSE
I4AZARDOUS WORK

0
o

I

This chemical seem sunsets

I

0

REFUSE TO WORK

A

1111111111A

INFORM SUPERVISOR AND INVESTIGATE
TOGETHER WITH WORKER MEMBER OF
COMMITTEE A

CALL GOVERNMENT INSPECTOR-
thin is a 'refusal to work' at our
workplace

GOVERNMENT INSPECTION WITH
WORKER, HEALTH & SAFETY
COMMITTEE MEMBER, AND
EMPLOYER REPRESENTATIVE

We have a 'refusal to work' and would
like to appeal the inspectoti report.

I.

0

A

ite

CALL GOVERNMENT DIRECTOR
TO APPEAL

1 32
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A

Emproyer agrees chemical unsafe. Will
consult with committee and correct

Hazard to orarily controlled

4.

the'? doesn't seem to be a problem

r

121

I

, -
The company mdst install ventilation
or substitute chemical

0

I

o c

Another chenical could be used
that is safe .

It doesn't seem like the situation is
serious. no

1 I ,..N

HAZARD AVOIDED

WRITTEN DECISION.

The Oectif291.innal I lea ith and Safety.Act,.:1 978: CluesiiOns and Answers, pp. 10.11. Center for Labour
Studies, I lumber College.

O
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In the remaining h'ilf hour, the men choose, to do thkir own work.. Aldo wants to

begin reading what NI missed in the previous class. Angelo writes a brief report based

' on the earlier story abot4, unsafe workin-3g conditions while two other men pair up to.
practice spelling words related to their work tickets. ,Joe works on some citizenship

materials which Eliana has gathered together in preparation for his hearing. Eliana
works with Vidcvnzo on the writing he did at home and then has td or 1.5 minutes for

advising.other people in the class and assisting them in evaluating their progress to

SEQUENCE 2

-Class Profile

hospital workers,:8 women from housekeeping, 2 'men and 1 woman from '
laundry

management-sponsored

1.0_0/50 shared timeaat the end of the workday.

boai.droom facilities with blackboard, flip chart, 'refreshments and supply
space provided

I and 1/2 flours per class; 2,times per week
-

native languages: Chinese, Polish, Tagalog, Portuguese

range of ages: 34-55

.leve Is of education in native country: grades 2;6

years in Canada: 6 months to 18 years

Language Level and Needs

.1

-Most of the people in the class area basic literacy, Jevel in English. There is

very little 'reading and writing demanded on the. job. and what is required can be

managed by everyone. Literacy is usually dealt with in class in a community context.

rather than a work context.

interaction skills vary. One woman is just beyond survival English, two or

three' speak rather haltingly,. and' the rest have a fluency marked by many
gram matical and sociolinguistic errors but for the most part comp ehensible. The

hospital requested the course after a feW complaints by supervisors nd patients about/
the inability of a few housekeepe N to communicate (speaking/li. ening) adequately.

Requests and instructions had not been understood and therefore had not been acted
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upon. Most of the people in class recognize their need for improved` listening/speaking
skills although the more fluent speakers specifically reqqested 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 early, some with their coffee from the
cafeteria. Diana, the teacher, welcomes back Mr. Wong after a two-week absence and
she loins him for a brief chat about the illn6ss that kepk: him ft om work. When

_e_vetyane h-as,taken- their Sea ts;Dian-a-int-reduees- the -1-iteracy-wort: she -has pi e pa red

forthat day.
E.-

.Katarzyna, one of the newer workers, and her friend are speaking Polish in what
appears to be an intense, conversation. When Diana approaches them with the
haticlouts for that class, she eriquires about any problems. Katarzyna, who can make
herself understood although with some difficulty, tells Diana that the head
housekeeper just reprimanded her for working too slowly. Before getting thc details,
Diana.askS the rest of the class to review their reading and writing..homework in the
usual manner (small groups 'self- correct and then report any major problems). Diana
talks to Katarzyna for a few minutes and figures that the head .housekeeper had
proba y said somethinglike: "You don't have to spend so much time in the rooms.
'it r you work too slowly or you talk. too much." Katarzyna felt unable to defend

herself adequately and could only offer the fact that she was working as quickly as she
could. This had not been satisfactory for either party and so the issue seemed
unresolved.' Diana asks Katarzyna if it would be all right to deal with the problem in
class and she agrees. Diana decides to put aside today's lesson since this issue is
precisely at the heart, of thc: hospi arg 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
responding to enqUiries and reprimands, she asks the class who else has had similar
problems Other 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 incident,'.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 understandthe nurse's instructions to clean one particular room
first. Fortunately, there was no emergency involved and the nurse 'offered
understanding and assistance rather than a reprimand.

By this point Katarzyna does not feel isolated by her experience or by her
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reaction but has'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:

What was the complaint: not quick enough

Any other complaint implied?: talk too much with patients

what, _is. her reatioi nship_with .the_head_house.keeper?_:_. .....work_able,

rather cool. Katarzyna is outgoing and the head housekeeper doesn't
appear to be sociable.

What kind of; day was it?: very hectic - short-staffed

' Flow did Katarzyna feel that day?: O.K. but almost arrived late because of
a problem at home.

0

With these factors in mind, Diana sets upa role play between herself as the head

h Ils.e _eePe r rzyn

I): Katarzyna, I'd like to talk to you for a minute.

K: Yes.

.Diana otops the tape and asks her what she eans. Is it a question? "Yes?"

- implying "what would you like to talk about?" Or does she mean "O.K.'?" - implying
understand? Katarzyna indicates the, latter and motions to Diana to start again. This',
time she uses O.K. but. Diana thinks it sounds a bit abrupt, especially considering that
the head hous keeper iz; "touchy" today. She asks the class 'how the reply sounded.
"Surprised" a d "scared" are the answers. Other women start giving replies with a
different: tone, more noticeably neutral. Mr. Wong suggests, "Want see me now?"
Katarzyna agrees and tries again with Mt. Wong's addition., "Do you Want see me

now?"

Once Katarzyna has been guided to notice her tone as well as the content or her
reply, she begins to correct herself as the role play moves on./iana. 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 exchanges 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," can't work more fast." Diana stops to explore the problem a
little deeper. Do you feel in 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 housekeeper, suggests Diana, and
encourages Katarzyna to try. Katarzyna laughs and shrugs her shoulders. One
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r-i
woman sugprests, "I want leave but no can say to patient." Katarzyna agrees that this
is one part of the problem and offers it as a reply. Jose, taking the head housekeeper's
role, says humodrouslyi, "Then go to English class!" With a good laugh, the tension is
relieved. The role play is'reviewed mice more between Katarzyna and Diana and
everyone agrees to practice "getting out of rooms" in the next class:

Sequence 2 - Subsequent Class

Before this class, Diana has been COrtunate in Contacting two other
housekeepers, both native.speakers, who had enthusiastically offered their assistance.
Diariadeeided to make two short tapes simulating interactions between patients and
housekeepert She explained thil. type of language problem encountered' and the
housekeepers agreed to try the' 'simulations.. One even offered to involve a patient
(Isfith permission) but, with time at.a premium, Diana decided to save that for another
situation. Diana decides to use two of the simulations - one in which the- patient
accepts the .housekeepers reason for leaving the room and another in which the
interactionis not satisfactory and the patient is left abruptly.

In class 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 iyito groups and Diana
asksiMrs,. Li if she an tyy working without her friend this time for a listening exercise.
She agrees to give it-a txv, laughing but a bit nervous. Diana makes sure that
Katariyna is in the same group since she is supportive and -understanding in her
assistance,to other learners.

The groups work with the two simulated conversations made by the other
housekeepers;.each group listens to a different tape. The first time they listen foAhe
general drift of the interaction what's happening between the hbusekeeper and the
patient. 'Then 'Diana asks them to listen for the specific requests from the patients
rYou don't have to go 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 again for tone of voice and obvious indications of
beingwilling or unwilling to listen to the patient.

The groups exchange tapes and the second analysis is easier after doing the first,
Diana brings 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 indicate their attention while listening ("Oh really", "Yes, I
know...'). She asks the class to consider other possible options and a few are
recommended which she notes down with discussion on the inappropriate options.

13'
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After a short break for refreshments;the class divides into pairs to create some
similar short role plays. Followigg Diana's ,suggeptions,-some choose to rework: the
unsatisfactory version they have just heard with ta successful outcome while others
choose different situations to explore, picking up on the problems disc issed in the
previous class. Diana visits the pairs and asks two groups to tape their role plays. One
is a humorous and successful conclusio n to the former,dialogue.

Patient: Want to hear a good story befolle 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!

The second role play is another instance of a housekeeper's inability to respond. The
patient saysabruptly,:"Get, me the nurse." Diana notices that the class has gone a fe,W'
minutes overtime. She calls a halt to the .work and explains that the taped role plays
will lie used inn the next class.. A few people ask fo'r the tapes to use over the ,weekend
and Diana encourages them' to listen and analyse first and then to tape neW
conversations With their.families or co-workers..

e.

While everyone is preparing to leave, Diana'jots down a few ideas about how
s ,he'd like to use the class role plays. By splitting the class, the more kble speakers can
analyse the humorous tape for why it is a successful interaction while 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.



Chapter 7
ASSESSMENT AND EVALUATION

In 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
relationships and more specific needs than most general ESL courses, progress is
dependent on a variety of factors. The support of the sponsor, tht process of
negotiations, the identification of learners' needs related to the workplace and the
materials incorporating those needs all .play a role in determining the progress that
learners can make. Judging their performance and progress is best ddie when it ip
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. In both time frames; a number of participants'is involved in each procedure:

A

Assessment of'Learners:

by the learners themselves (self-asessment)

by the teachers

by the supervisor and/or union representative

Evaluation of the Program:

by the learners

by the teachers

by the sponsors

by the educational institution
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ONGOJNG A4SESSItENT AND EVALUATION

If we adoptth; idea Of syllabus design as a dynamic process (chapter 4), then our
classroom objectiv ,S and language activities are. the result of a constant interplay. of
investigation, a alysis and evaluation, The latter, component. includes an ongoing
assessment of learners and an on-going evaluation of the program. Daily class
,objectives ca,ri only be determined by considering the learners' performance in each
previous class as well as the constraints and poibilities within the overall program.
A rigidly dire- planned syllabus does not allow for the flexibility needed to accommodate
learnerS' needs and ihterests as they emerge. With a more flexible syllabus we can
planfOr next week based partially. on the results of this week.

For evaluation, we might have to consider if our 'cIiissrOom objectives are
appropriate in light of the particular workplace setting or if the materials we use and.
develop are suitable for the letyel, interests and needs of the learners. For instance, in
one non-unionized textile factory; there was a history of management resistance to
EWP classes. Management felt that efforts might be made to unionize workers
directly or indirectly through Rio English classes. Later, pressure from within the
industq itself forced management to reconsider and offer the classes. The teacher:at
this site had to consider the hesitancy on the part of management in planning every
lesson. If supervisors overheard a particular lesson; how would they interpret it? In
one class, thy, rights and rekuletions regarding unemployment insurance were the
focus of language activities. The workers had,reqUested this topic because many of
them faced lay "offs during the slack times of xhe year. When management asked the
teacher to justify her choice, she was able to turn. the situation to her advantage.
Instead of defending her choice in terms Of class requests and factory, lay offs, ^she
i tin%itedthe pervisOr to look over her, lesson plan and 'materials. Her openness

effectively deflated management's concern.. Although some , trust had been
established, she stilt had to consider the management factor in determining just what
topics.could be covered in class and in what depth. In another instnce, commercially.
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' th,e 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.
Here is an exampld, 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-
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tain their classes and theirteacherS for the,beneflt of the learners.1

Techniques

Observation is the most flexible and readily available tool that the teacher can
use for on-going assessment. During each task that the learners are working on, we
ca,n observe how welithey perform in listening, speaking, reading or writing.

Can they handle and produce more language than they did a few weeks
ago? ,

What types of tasks continue to present problems for certain learners?

Are learners at the basic literacy level increasing their store of sight
words?

Are learners recognizing communication breakdowns and beginning to
cope with them?

Our daily observations of successesand difficulties create an emerging profile of
each learner. There are several ways of informally'documenting this development.
Virginia Sauve (1982a:89) 'suggests that wekeep-a. daily journal which can be used to
note, down comments about the learners' performance and behaViour. (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 suggestions from supervisors/stewards, questions that we might have or
"bright ideas" that we don't want to forget. Making journal entries after every class
also provideSThe necessary time for reflection. Reflection ensures that our next class
will build on. the Strength:; of the previous class and 'provide extra support for the
weaknesses observed in that class. In terms of overall program evaluation, the

LFrorti one reader: This account dbes not reflect the number of issues :elated to the problem of censorhip. Consider
these:

I. How far canooks/inaterials which reflect the real life situations of workers be used in the factory's classrooms.
What about students'tories which are not favourable to the industry?

2. How far can the teacher go? It is an issue of methodology or philosophy. Unless the educational institutions have
clearly stated policies and'objectives for EWP programs, similar instances will occur again.

3. Teachers' jobs ate jeoperdized and become increasingly insecure when differences of philosophy and
methodology are not accepted by the edurational.institution's administrators.

4. Policy making and decision-making by whom? If the teachers' responsibilities as you have outlined them in this
book are so broad, w hat role can the teacher play in areas of consultation and decish,n-making?
(edited version)
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reflections in journals are invaluable for reviewing what we have done and deciding

where to go next. .

When writing skills are the focus, try keeping seOrate file folders for each

learner. The files Are their property and contain all their written work, drafts.as well

as the final products. For instance, their worksheets 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 writing to each other. Not only

dothe files document theft- growth but, the 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. Jape-recorded items might be their
language experience --.tories, their. role plays or their interviews with other class

members. With control over a. body of their own work, learners 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 self4ssessment can only be

effective if we have encouraged them to assess their own performance and others'

throughout the course.
Ar,

How can we do this? In the chapter on materials development, activities were

described in which learners worked with each other and with the teacher to evaltaate

performance. For example, learners can listen to the roleplays and dialogues of others
A

and comment on their performance. When 'did communication break down? Who

handled it best and why? .They can read what others have written, looking for

meaning and commenting on how well their 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 we,can determine what standards for performance might be.

Learners can also be guided to assess 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 t Ives by judging how well

they can perform those tasks. For example, in English for W k, 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."

4.
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The evaluation forms within each module are directly related to the objectives of the

lessons Their purpose is to enable the students, their peers and the teacher to
monitor individual student and class progress. The instructor may find indications of

need for more review, reinforcement or additional practice. The objectives listed in

the modules can be used as a classroom tool to give students a sense of .7,

accomplishment and to help them pervonal goals related to the course. The
evaluation agreed on between the teacher and student could then become part of
the individual student's record of achievement. When the student moves to another

class or institution, the record will enable future instructors to see what he can do

and what group or class he should, be placed in.

The evaluation is in this format for each )evel:The learning outcomes are listed and

the student's performance is assessed.

e g v his occupation

Accurately
and or

Fluently

Intelligibly
but

Inaccurately
Inadequately ''"

[
1.

"Fluent" Mmans- that the student can produce the language without. undue

hdsitat on, clearly and understandably He may have minor errors in grammar as

would a native speaker "Intelligible" means that the student can make himself

understood but may still need to improve pronunciation, intonation, grammar,
choice of words or speed Because the objeCtived in the modules are related to the

lessons, they are more specific and detailed Than would be needed for overall
. iassessment of language competence

LEVEL 1: EVALUATION

The student can:

1. State a need for a piece of
safety equipment.

2. Follow verbal warnings to use
safety equipment.

3. Ask about the location of
safety equiyment.

4, Explain about non-verbal warning
signs using safety. equipment.

ww1011

Accurately
and/or

rluently

,----
Intelligibly

but
Inaccurately

Inadequately

.----- _---

.

V

.

LEVEL 2: EVALUATION

The student can:

1. State the need for a pi ece of

safety equipment.

2. Explain verbal and non-verbal
warning signs 'about the use of

Safety equipment.

3. Follow verbal warnings to deal
wi th,,common job hazards.

4. Identify safety equipment and
procedures used in own
occupation.

5. Identify some strategies for
deal ing with unsafe conditions
on the job.

a

Accurately
and/or
Fluently

Intel ligibly

but

inaccurately
Inadequately

f

.

.

.

. .

.

.

LEVEL 3: EVALUATION

The student can:

1. State a need for a piece of safety
equi pment .

2. Explain non - verbal warning signs.

3. Fol 1 off verbal warnings to deal

with collion job hazards.

4. identify safety equipment and pro-
cedures used in own ocCupe ti on

5. !dent 1 fy some strategies for

dealing with unsafe conditions on
the job.

. Understand instructions for satiety
procedures on hazardous products.

Accurately '
and/or
Fluently

I niel 1 igi hly

but

I naccur a tely

%

Inadequately

,

r

---t.
InadequatelyCompletely

.

Partially

Source: English for Work (1982), pp.8, 9. 18,19, Province of B.C. Ministry of Education, Continuing Education
Division, Victoria, B.C.
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Co

4

An example (on page
.,,
133) of a mid-cour; e self-assessment form Used in a classtlia3- had

a reading and writing focus. , ?..,

. ,

Self.assessmerit of performance and progress is part of'the process i)f setting

short-term and long-term*. objectives. Do we agree with: the learners' assessment of

themselves? Do we have timeto talk with them about it? Having judged themselves,'

learners might then be able to looiz critically at the entire cOurse. Basically, we want

to determine of they are satisfied with t bopics and the activities in class; If at the

beginning of the course, learners contri uted to setting objectives, then we could all .:

review those first thoughts. Do we want to change them in light of progress made, of

. new interests or of changes i
,n the work situation?

0 a.

A,

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

relatiqnship has been established between qurselves'and the sponsor, then they can be

parrtaf,Q-K. learners' language development. Teachers suggest not only informing)

them #bout topics covered in class each week but actively involving them in creating.

4

AW, COME ON I MAT GOOD CAN
ALL TI-115 ENGLISH STUFF CO
ANYBOPY? WHAT HAVE
YOU REALLY

LEARNED

0

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 thetopics, 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 teacher and for the learners. If the sponsors have this type of role in the process of

language' development and assessment, then 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 Reading and Writing

1.. I ,.an write the name of

my job and the activities
I do.

2. I can write the types 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

5. I can find important
information in.. a bulletin
from the union.

6. I can find specific infor-
mation in a newspaper
article.

7. I can find specific
it in safety,
information.

8. I know the procedure
for certain safety issues
for example refusing to

work in unsafe situations.

easily

to

431

with some lot of not at
.difficulty difficulty all

Rate the work.the class has done so far according to interest and value. Circle
a number from one to ten. Teti is the higheSt.

Learning vocabulary and spelling
)

1 ' 2. 4 5 6 7 8 9 10

4
Reading newspaper article 1 2 3 4 5 6 t 8. 9 10

Reading information on safety 1. 2 3 4 5 6 7 8 9 10

Writing short'paragraphs from
class information or pictia.es

1 2 3 4 5 6 7 8 9 10

DiscusSing procedures 1 2 3 4 5 7 8 9 10

Writing cheques and bank slips 1 2 3 4 5 6 7 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 have"been involved throughout the course, they will be able to

make a fairersiRd More realistic evaluation at the end.

FINAL ASSESSMENT MD EVALUATION

WHY?

If assessment and evaluation have been on-going. then those procedures at the

end ethe course should hold no real surprises in terms of learners' performanCe and

course objectiy9atassessments and evaluations have much broader uses for
teachers, sponsors and the. educational institution. These procedures can'satisfy
demands for accountability in regard to Current and future financing. One large
hospital that was sponsoring its first EWP program insisted On pre- and Rst-tests

because the course was a pilot project. Sponsors may not request the -'results of final

assessment's or express the' desire to .be part of a final' evaluation. Educational

institutions may insist on learners' assessment but not allow timaor money for overall

program evaluation. EWP teachers, on the Other hand, -may argue strongly against

formalized testing!but plead for the opportunity to get together to review the materials

and evaluate their past efforts. Of course, formal testing is just one possible technique

for assessing learners' progress, If we see final -assessment as one component of the

larggr procedure of overall program evaluation, then its role is integrated rather than

highlighted.

Besides . satiSfying demands for accountability, final evaluations give all the

participants (learners, teachers, sponsors and the educational institution) the
op* portimity to review the original and the achieved goals. The results can be used to

improve the entire process of needs analysis, syllabus design and materials
development for future courses at the same site or at other locations. Final

evaluations can also have implications for negotiation procedures, for in-service

teacher training, for the marketing' of courses And for other types of communication

training beneficial to the sponsor. Follow-up assessment and evaluation after six
months can provide a further indication of the success of the program, of the
willingness on the part of supervisor* to accept. some responsibility for maintaining

the gains of their entployees and of any need for further language training.

FINAL ASSESSMENT

'Techniques

.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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autonomy and the need to continue learning beyond the specific course. They can
begin by looking at what they haye accomplished in the course, at what they can do
now and couldh'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 tontine improving
their skills. The final self-assessthent 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
topic 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 'learnet s are at a basic literacy level then this type of questiOnnaire is unsuitable,
but similar questions can be discussed orally: If 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 of selfassessment, learners can be..encouraged
to think about -specific instances where communication once blocked is now possible.
In one workplace settini, 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 in,reading the order correctly, and for the first time carried out the
entire process herself: This focus on achievement could logically be followed- up by
talking about instances where communication still needs improvement.

, ,

If we are goiiligto use More formal tests for a final assessment, then we should
ensure that they ai.e consistent with the methods anterhe content of Our course. If we
area teaching language as communication through problein-solving activities or
through performance tasks, then tests should reflect that practice. In other words, we
should tet,t what weteach. 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 their jobs, in following instructions (work or non-work related) and in
solviiig a problem, that requires oral communication (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 design.
If we start a course knowing how and what learners will be finally judged on, then We
will teach to that content. That focus may cause us to overlook learner needs and
interests that do not fit in easily. Or, it may dissuade us from imrolving the learner
and the sponsor 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

co
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Self Assessment

Directions:

Look over the reading and writing work you have done in

Are you, improving?
Answer the questions below. Put a check (I) in one or more boxes.

class

Reading Safety Information

%
1. I understand safety procedures at work.

better than before

same as'befo-fe

want to know more

.0

2. I can read safety information from the company, .union and government.

3.

.1 1

better than before

1 1 same as before.

f--1 want to practice More

I feel more comfortable reading:

government forms j company rulebooks

[

1
government booklets ! company notices'

II. Reading in a Testing Situation

1. I can read and understand qUestions on a test

I 'better than before

, same as before

want to practice more

2. I can reaa quickly when under pressure.

better than before

71 same as before

want to practice more

3. I know how to pace my time in a test.

better than before

same as before

want to practice more

4. Write down a few ways you can practice writing at home.

union bulletins

union information
booklets

ti

I
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contemplating them.2

Other issues to be considered in administering formal tests include:

Who will administer and score the tests. Possibilities include: the teachr
doing both procedures, a third person doing both procedures, or the teacher
administering the tests and a third person scoring them. The last
possibility offers the likelihood of establishing a relaxed and familiar
atmosphere plus a more objective analysis.

Explanations to the learners about the reasons for ,testing and if the tests
are required by the sponsor or the educational institution.

Information 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-asses-sment process and provide learners wit).

. another measure of their success. Final tests should aim at assessing what
rners can do and not emphasize their weaknesses.

As 1.va,*mentioned in regard to pre-cOurse tests, learners s%lould be aware
of the Use of-test results. Results may become part of a final repOrt

. prepared ror.the industry or for the educational institution. .0r, they
might be consulted when the industry considers lay off's, promotions,
retraining, etc.
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,,Pinal assessments should incorporate the initial language needs mentioned by
the sponsoring organization. If the course was initiated because hospital dietary
workers could not read menus, then some indicatioh of their progress toward this
target is necessary. Perhaps at the end of the course, some learners will feel
comfortable with reading and discussing .the menus while others may not be at the
same performance level. This brings us to the sponsor's role. in the final assessment 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 understanding of what is worthwhile pursuing
and what are the criteria for success. It is likely that the sponsorfs) will not be able to
judge just how much can be lornett in a twelve-week session, for instance. One
sponsor requested thAt hotel housekeepers learn to read 'and write basic English in a
twelve-week course that met for two hours a .week., Without on-going discussions

One reader comment...4: "Students very often want some formal testing to see how they hal:.e progresYed. The
teacher should find out how the class leels.about this. The problem with end-oleourse testing is that it leads now bei o.

Students should have the 'award' of being able to move on to a hrgher level claw.. This is 1.ery important since the
work /lamely life (especially for women) means that EWP classes are the only feasible way for them to take any ehisses
at all."
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around this objective, they would judge learners' progress based on their initial
expectation. 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

screwdriver?" is often enough to indicate progress (Saw/4 1982a). In 'both cases,

on-going communication with the sponsor(s) can help bring their expectations in line

with classroom work and provide direction for it more relevant measure of success.

Ore technique for assisting sponsors .in judging progress is the "critical
incident." The National Council for Industrial LanguageTraining in Britain uses this

technique to help supervisors identify specific incidents that cause problems.
Supervisors are encouraged to keep diaries of these communication incidents and to

see if they are still faded with the same problems at the end of the course (Roberts
1976:5). We can turn the critical incident technique into a positive commentary by

poting when supervisors express pleasure and surprise over improved communication

channels. A comment from the restaurant hostess about how successfully a waitress

harliled a customer's complaint is really an observation and measure of progress.
These observations also reflect on the course as a whole and become a valuable tool in

the final evaluation of the EWP program. ,

Final Evaluation

Program evaluations tend to be placed at the bottom of.the priorities list unless
_

the sponsors demand a written report at the end of the course. Frequently, surviving

. from one EWP course to the next requires all the energy that teachers and
coordinators can muster. Unfortunately, they may not realize that final evaluations

are the key to survival and success, since the ultimate use of any program evaluation

is to-make the next program better.

Each of the stages of an EWP program can be evaluated for its effectiveness: the.

negt.atiolis and needs analysis done to set up the course, the detertni.nation of overall

objectives and more specifically syllabus design, the development of materials to be

used in class, the roles of'teachers and learners in the methodology; the role 6f

communication and classroom interaction in language teaching, the relevance of the

.
subject matter content and ethe language Content to the workplace and the wider

corniii;unity, the assessment and evaluation procedures themselves and the degree of

preparation and readiness of all the participants tomount and teach such a course.

In eack of these stages f he various participants in an.14;WP program have certain

responsibilities to Learners, teachers, sponsors arid the educatiow,1 institution

'can evaluate the success of each stage depending on their respective roles. In a'report

For Canada Employment and Immigration Commission, Virginia Sauvc outlined the

"typical roles of key participants" seen on page 140. We can use her descriptions as a

15
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checklist to see what possible roles each participant can have and then how
'successfully these responsibilities have been fulfilled.

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 possible
remedies.

Techniques

Questionnaires are probably the most common way of eliciting information on
course evaluation. The educational institution and/or the teachers often produce
questionnaires for learners and for the sponsors. "English .in the Workplace," the
program in London, Ontario, has used the general course evaluation on page 141 for
learners.

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 objectives and
individuals goals as Shown in the questionnaire on page 142 used in a municipal 1...,WP
program.

The following examples of questionnaires. for management or union
representatives were designed for specific courses. The st on page 143 was for a

--hospital fro-ttsekeepei:s'-progra-rir-in Loud -on, Ontario. The-second-on page-1-44-ts-the
evaluation form and the results of an EWP program in Mary Holland Industries in
Edmonton, Alberta.

'Questionnaires 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 poiht 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. Pin 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 acivertisin.g and recruting procedures, scheduling, etc.

Compiling statistics from industry can also provide evaluative information.
Industry often judges the success of a program by performance on the job and by
work-related behaviour. Statistics on the following might be indicators of success:
absentee fates, health and safety figures, puncturility, staff turnover, promotions,
raises, use or interpreters, etc. We should be cautious ,though, in our reliance on these

1.52
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V. Typical Role of Key Participants
Since no tw projects are alike, nor should they be; there is no one model for
assigning re ponsibility within a project. The following represents a typical
roles descrip ion.

A. Industry Cont ct
requests pro ram in E.W.P.
negotiates f nding agreenient

with educatio al agency
assists in nstructor orientation to

riplants and ersonnet.,
informs all workers.in the plant

about the project
encourages supervisors to be as

helpful as possible
assists instructor in setfrhg of

objectives
finds most appropriate facility for

classes
supplies refreshments for after

hour classes
receives regularfeedback as to

course content and practices those
items with workers whenever possi-
ble, encouraging supervisors to do
likewise

supplies work-related memos,
training manuals, diagrams, tools,
pay stubs and other materials as
requested

cooperates in project evaluation

B. Instructor
does needs assessment, if not

already done
participates in negotiations re:

level, length of course, etc.
does extensive observation within

the industry; learns as much as
possible about product and process,
with special attention to corn- "
munication patterns on the floor

design curriculum in consultation
with plant personnel

creates materials for instruction
"teaches
maintains regular liaison with

supervisors and industry con.act,
giving weekly feedback on course
content and soliciting suggestions:

evaluates students formally at
the beginning and end of the
course, and informally throughout
giving feedback on progress to
students and the employer

keeps administrator/coordinator
informed as to curriculum and
progress

seeks to provide opportunities for
increasing language skills, learning
skills and self-confidence, and for

acquiring information relevant to
effective job performance and com-
munity life

writes final project evaluation

C. Administrator/Coordinator
participates in initial negotiations
may do needs assessment, if has

expertise in E.W.P.
makes funding arrangements
does "paperwork" necessary for

the project
sees that instructor has suf licient

development time to prepare for the
course

sees the instructor is provided
with necessary resources, clerical
help and consultation

maintains contact with the in-
.structor re: progress of course

participates in final project'
evaluation

D. Supervisors/Foremen
cooperate With instructor in corn- r

municating the kinds of communica-
tion problems they experience with
immigrant workers
. encourage those workers who
choose to participate in E.W.P.
classes

try to practice with workers
items learned in the classes, as
given to them in writing by the in-
structor or industry contact each
week'

assist instructor in evaluating pro-
gress and modifying course content

atend socials when invited by
worker/students and/or instructor

sit in on the occasional class, if
possible

E. Worker/Students
apply themselves with enthusiasm
to the task of learning the language

try to practice on the job what is
learned in class

contribute some free time to the
classes, as well as some paid time

try to do homework, if practical
to do so

give instructor ideas as to what
they need and want to learn

participate in project evaluation
upon course completion

Source: Virginia Sauvil t 19$21))
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COURSE EVALUATION

1. At work, the English classes helped me

UNDERSTANDING, READING SPEAKING WRITING
a kit a lot ' a lot a lot ______

., I

some some some some ___________

not at all not at all not at all not at all

2. Outside work, the English. classes helped my ,

SPEAKING READING WRITING
a lot a lot a lot'
some some some
not at all not at all not at all

3. I have a problem with (check NO MORE than 2)
understanding English spelling English
speaking English writing
reading English

4. class, we spent most time on (check NO MORE than 2)
learning to understand English spelt English
speak: English spell English
read English write

5. I wanted: less homework more homework no homework

6. During class, I understood the teacher: most of the time . sometimes

7. The English we learned was: too hard too easy O.K.

8. I would like to: continue classes at work

go to English classes outside work

stop going to English classes

9. Comments: (Use the back of the page)

Source: Envlish in the Workplace, London, Ontario. Reproduced with permission.
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EVALUATION OF COURSE

Name of course:

Location of course:

S onsored b :
tt

1. What did you learn a lot from? Check off the activities that you feel
were important to you'in learning to read and write better.
- reading the newspaper

- reading in a testing situation
(safety information)

teaaing my job description

- reading the health and safety bill

- writing my own stories

- writing and reading forms

- writing and reading forms:
- banking
- minor accident forms
- application form

w
2. Do you feel more confident about your reading and writing?

a lot more a little more no

3. Why did you sign up for the course in Septei-nber?,

4. Has the course helped you do that?

5. Would you recommend this course to others?

...M14

6. .Do you want to continue in January?

7. If yes, do you want to work on ...
`Ispeaking and listening

reading and writing

8. How can we make this course better?

'1!
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SUPERVISORS' EVALUATION

1. Did'the course help the students in the following areas:

a) Understanding VerbalInstructions

.0) Understanding Written Instructions
(e.g. memos, work procedures) .

c) Ability to communicate in English
: 'i..regarding work situations

ii. in other situations;
. e.g. socializing)

d) Writing reports
'(e.g. extra duty sheets, repairs,
needed, supply lists

e) Attitude
e:g. self-confidence, getting along
with co-worke[s, interest in work .

Name

Dept

Yes/No ComMents

2. Wnat recoasme.ndacions do you have if another English course were offered?

ri
7

Sottret: Fngstr in the Wm k0.1101, Londen, i'llottlriQ.'rtepre;luted with permisrlion.

ti
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Supervisor's Evaluation

Worse NoCha,nge Better Don't know

Self-confidence , 10 ,

.

Understanding Instructions

.

.

t
.

.

. 10

. .

k'
.....

..
Asking Questions

.
,

4
"
6 .

Expressing Problems
, .

1

.

., 9
.

Speaking to Sutlervisor . 10

Making Mistakes on the Job. 8 2

Comments:

"Doesn't rely on interpreters".
e.

"More open and friendly".`

"Attempts to get by with a little English and gestures".

"Self-confidence irtprovecf".

"Much happier at work".

*. "Understands. supervisor much more easJly ".

"Offers information back instead of just answering the questions".

"Communication is now a 2-way process",

"100% for the English Course". .
"Everyone benefits from the course".

"Much more cooperation between workers".

"Morale booster".

Source: M. Christianson and 5. Thompson, Final E valuation li.pd Reza: English in the Workplace Project #2 at
Mary Holland Industries (Alberta Vocational Centre, 1982). Reproduced with permission of the Alberta
Vocational Centre,
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S total measures of success since very often the most obvious and, beneficial result of a
course is an increase in self-confidence. This can be ob4erved and valued but certainly
not measured in the same way 'as absentee rates. Furthermore, statistics of thisty'pe

.can.be misleading unless the content is fully explained. Health and safety figures may
',remain lovi because of poor safety .conditions, despite improved communication and
.1cnowledge about safety on the shop floor.' High apsentee rates4or some employee'S
may have more to do with problems At home than poor communication at the worksite.
Promotions may depend not so ,,r1i(Uch\ on. ,language facility as on the turnover of
employees, 'the 1 financial health' of the industry, personality considerations or
discrimination.

Outcomes and Recommendations'

O

4'

Evaluations provide the opportunity,for eac !of the participants in an EWP
program to review 'their roles throughout the life f the course. During this review,
recommendations for future planning can emerge. Based on the Strengths and
weaknesses of the current prbgram, recommendations could be made for subsequent
programs at the same. site or for new programs at different sites. 'These
recommendations would probably. redefine the roles of the participants - clarifying the
responsibilitieS of learners, teachers, sponsors and the educ.qional institution. For
instance, in regard to the recruiting and advertising of_ the course, one EWP
coordinator in a union/management-sponsored program decided that more
personalNed publicity was needed. Before the next session the teachers and the
coordinator.: met with,supervisors and with shop stewards to explain the goals of the
courses and.enlist 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 pre-Course'field work resulted in, two additional classes,at that worksite.

Each stage of the ElArl) progrim could be examined-for its effectiveness in terms
of the responsibilities of the participants. It may be that principles based on sound
educational practice need to, be set by the teadierS and the educational institution to

.

guide the negotiation process. What are the minimum 'requirements for a successful
EW P program? It May be that many of the teachers are new to the workplace setting
or even to ESL and thus perhaps in-service training would be useful. In two separate
programs, the teachers got. together and with the help of the coordinators began
organizing materials production workshops. The idea developed further with requests
for paid leave for curriculum.development and then, for a series of workshop/seminars
for certification. of EWP, teachers. Teachers often recognize the need for more
specialized training in ESL liberacy or in dealing with racism in the workplace, for

a

Instance.
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We may find that recommendations for training soon go beyond the teachers and

learners in the language classes. Virginia Sauve comments that "EWP is more than a

classroom activity. It is an intervention into the affairs of an organization." (Sauve

1982a:.Y7) This intervention may result in the sponsors taking a second look at their

own organization to assess the need for some type of communication training for
native-speakers of English, In Britain, language courses for immigrants 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 Training by Yates, Christmas and Wilson 0982) is a

multi-media training package- (or use in seminars with native-speaking white

workers, trade unionists -and management. Through films, tapes, readings, problem-

solving activities and straightforward discussion, participants .are given the tools to

analyse communication in terms of language, culture and the workplace. Their stated

objectives are:

ownIMMIN.1.

AIMS AND OBJECTIVES
Our overall aim is to enable our trainees to communicatemore

effectively at work with people from different linguistic and

cultural backgrounds. :This aim can be broken down into specific

objectives:

(a) to get trainees to look at the role and significance of-

communication, spoken and written in their jobs

()DP to give trainees the analytical tools to examine communication.'

in terms of language and c)alture

(c) to examine negative assumptions and stereotypes and get

trainees to relate to people as individuals

(d) to establish what background information is needed in order to

communicate better with the workforce

(e) to,engage,their sympathy for the problems a person from a

different linguistic and cultural background faces in trying to

communicate effectively in English.

(f) to get them to reappraiSe their own behaviour towards ethnic

minorities in their work in the light of ghat they have learnt

(g) to look at the systems operating in the workplace to gee how

they an be changed to suit the workforce.

Source: V. Yates, I. Christmas, P. Wilson, Cross cultural training (Southall: NC:1LT,, 1982), p.6, Reproduced with permission.

Classroom objectives and lesson plans are explicitly laid out for in-depth examinations
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of the language used in interpersonal communications at work. Although the context
is Britain and the groups focussed on are Asian workers and white supervi.sor this
two-pronged model is certainly worth studying.

In Canada, the Cross Cultural Communications Centre. .has produi.;ed

Combatting Racism at the WorkOlaceby Thomas and Novel.,,Toti,F.;ky (1983). lra contrast
to thy: NCILT, racism is not approached throu,.?,h study interpersona.1
communication but from the wider perspective of in&viduai experience, history and
rights. This manual for workers also offers classroom objectiVeS kind test)on plans for a
full course.on identifying and fighting racism on the shop floor and in t.he community.
The context is Canada with units on immigration. history and policy, legislation
against'discrimination and union contracts and praKtices to resist racism.

In summary, evaluations may raise more questions than we can :answer. We
may find that as,teachers our share of responsibility is ever expanding. In this regard
evaluations highlight the varied nature of our jOb negotiator needs .analyst, course
designer, materials developer, teacher and evaluator. fliivaluatiJons show us where we
have been'and help us determine where we want to go, 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

The readers of The first draft Of this handbook indicated a need for further
research 'and documentation on a variety of issues. Their comments were .offered as
criticisms of the text and as 'suggestions for supplying additional. information.

Although we, the authors, were unable to carry out the research required to
incorporate some of these suggestiors, the issues are noteworthy. We feel not only

that they deserve mention in the handbo9k but ailso 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 ydur consideration

and future work in.EWR.

ISSUE: Current Profile Of EWP

Several readers comment on the low profile of,EWP as an option forlanguage
training'. In most locales,. companies and unions are not aware that4t.tc.h training is

even available and, -unless there is active promotion by an educational institution
and/or initiatives taken by government, potential sponsors will remain 'uninformed.

One reader wonders if the kind of cooperation among sponsors, learners and educators

advocated in the handbook is in fact posSible given such a low profile at present. Here

are some suggestions, as additions to the usual selling and proniotion techniques, for

raising the profile of EWP. .

documentation on the learners and on all phases of the program in
recently held programs. This documentation would provide a realistic
picture of present° EWP programs in the consulting; --curriculum
development and teaching functions. It would also provide ideas,
resources and successful precedents for educational institutions starting
up new programs.

a variety of information 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/union7sponsored courses.

'for ongoing union-sponsored classes, the teacher could attend local union
meetings and act as a kind of interpreter fbr the members in the MI'
class. Thepresence of the teacher would not only support the learners but
also sensitize the native speakers to their communication with non-native-
speakers. It might be one step in raising awareness on the issues of
discrimination and non-participation by one portion of the membership.

161
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This cooperatiop between the teacher and the local membership might
also encourage recruitment to the EWP class. i

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.

ISSUE: What' Makes an EWP Program Successful? I

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 currenteprograms around the country and would
offer educational institutions coh.crete examples. to analyse, adopt or adapt. Here are
some questions to consider in-drawing up these models:

place of EWP in overall adult ESL programs

roles and responsibilities of coordinators and teachers in decisions
affecting planning and delivery

policy-making procedures: who is'invoived and how are the procedures
carried out

funding schemes

With several models to 'consult, educational institutions would be more likely Co
start out successfully, voiding commonly repeated errors. (Teachers could also benefit
directly if educational institutions made efforts to overcome certain drawbacks such as
short-term employment, insecuire positions, and lack of internal resources.

Resources available for use in the classroom also need to be docvnented. 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
EWP'programs.

Procedures 'in the classroom also deserve special attention considering. the
number of constraints on workplace classes. One reader requests a closer look at why

1The
Center for Applied Linguistics (1981:72-3) includes a summary of the characteristics of successful vocational

KS!. programs. It addresses organizational issues as well as curriculum issues.
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learners do not progress by relating classroom teaching and learning to the unique
worllace setting. The role of bilingual classes is another 'area worthy of research

from t\he benefits of bilingual classes for adults to teacher-training for .bilingual

teachers. \

ISSUE: EWP Network

Following up on EWP interest groups at provincial conferences and on various

reports which have collected Kperiences across the country,q one, reader makes a flital

call to 'establish a Canadian network of EWP teachers and coordinators. With an

"official" network,- there would be a bona fide place to .colleCt course outlines;

°materials,' eval4ations and to publish documentation, articles and research to keep

everyone in the field updated and informed.

In the preparatory stages of the handbook., suggestions were made to include a

list of contact people in EW P. An active network would, of course, override this need.

Perhaps the list of acknowledgements and tha chapter on resources can be a starting

point for 'contacting some key peopititietre development of a Canadian EWP network.

1

2 Set, the numerous reports referred to in Test Talk, Fall, 1982 as'well as Sauvt', (1982), and the rPstills 4)1' a !-;usvey

ear rwil oh' by Donna Payne of EWV,Imadon, Ontario.
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